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ANNOTATION

This master thesis focuses on the development of pragmatic competence in speaking. The aim
of the theoretical part is to define the concept of pragmatics from the linguistic as well as
didactic perspective. The theoretical part describes the opportunities for the development of
pragmatic competence in the process of teaching and learning spoken production and
interaction. The practical part contains a discussion of the findings of the action research carried

out at the elementary school.

KEYWORDS

Pragmatic competence, teaching speaking, elementary school

NAZEV

Pragmaticka kompetence v hodinach anglického jazyka

ANOTACE

Tato diplomova prace se zabyva rozvojem pragmatické kompetence v mluveném projevu.
Cilem praktické ¢asti je definovat koncept pragmatiky z lingvistického a didaktického hlediska.
Teoreticka Cast popisuje piilezitosti rozvoje pragmatické kompetence ve vyuce mluveni.

Prakticka ¢ast obsahuje popis vysledka akéniho vyzkumu realizovaného na zékladni Skole.
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Pragmaticka kompetence, vyuka mluveného projevu, zakladni skola
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THE INTRODUCTION

Language is more than just words and phrases. Communication involves understanding
yourself and other people and it is a skill that develops throughout life. When people
communicate, the message can be stated explicitly or inferred implicitly. There can be hidden
meanings and intentions within how the words and phrases themselves are used. When teaching
and learning a new language, it is important to learn how to recognize, understand, and
communicate implicit meanings and intentions when verbally communicating.

This thesis puts emphasis on the pragmatic principles of intentions and understanding
in language. It emphasizes the importance of pragmatics in the English language system and
depicts how pragmatics should therefore be developed in English-as-a-second language (ESL)
lessons. Teachers should create an environment in which learners are aware of the use and
importance of pragmatics and how it is connected to their language learning.

The overall aim of the thesis is to define the concept of pragmatics and its importance
in relation to speaking. This thesis also pinpoints opportunities for the development of
pragmatic competence in the spoken language for ESL learners in the 3™ and 6™ grades.

The thesis is divided into two parts — the theoretical and practical. In the first section of
the theoretical part, pragmatics is defined. It is described from several perspectives, including
the necessary components to understand its fundamental principles. The definition of
pragmatics is followed by the development of pragmatics as a linguistic concept and also the
development of pragmatic competence embedded in the various models of communicative
competence.

The last part of the theoretical section focuses on teaching pragmatics in language
speaking. It includes the principles of teaching speaking in ESL classes, the characteristics of
the target group of learners, the objectives needed for the development, cognitive frameworks
connected to pragmatics, and potential classroom activities with pragmatics as a base.

In the practical part, the process of action research is presented. Firstly, action research
is characterized in general. It contains steps that were then followed during the implementation
of the action research itself. There is a specification of the background of the research and tools

for gathering data. Lastly, the practical part encompasses the discussion of findings.
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Theoretical part

1. THE GENERAL DEFINITION OF PRAGMATICS

Teaching and learning pragmatics together with other language issues create the basis of the
thesis. The discussion of the value of pragmatics, how pragmatics is incorporated into
communicative competence and possible procedures that may help teachers to develop
pragmatics in their lessons is addressed later in the thesis. However, in the following section,

the general concept of pragmatics is defined.

Pragmatics studies language from the user’s perspective. It takes into consideration speaker’s
intended meaning, the interpretation by the hearer, as well as social constraints. Pragmatics

analyses language in terms of linguistic choices to express particular actions. (Yule 1996, 3—4)

This broad definition is clarified in the following part and aspects needed for this thesis, are

defined.

1.1. Pragmatics as the action and intentions

Pragmatic knowledge is a complex phenomenon that affects several domains of human life. To
clarify, to be pragmatically competent, the speaker should know social and cultural aspects of
communication as well as discourse conventions. (Bardovi-Harlig et al. 1991, 4) All these
aspects of language proficiency develop pragmatic skills as well as contribute to the speaker’s
language acquisition.

According to Crystal (2006, 275), “pragmatics [...] studies the factors that govern our
choice of language in social interaction and the effects of our choice on others.” This is
supported by Green (2006, 408) who says that “pragmatic information is information about the
relation between the user of the form and the act of using the form.” It means that pragmatics
looks at language in terms of its participants — or people using the language — and their
intentions — the act of what people are doing with the language and the reasons why people are
using the specific words.

Pragmatics may also be characterised as Senft (2014, 11) defines it: “what we do when we

9]

speak and what we actually mean.”" People create meaning with the words they choose in a

! The action perspective on language is the basis of the functional side of language (as it is defined in CEFR for
instance)
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certain context. The meaning that people infer from the conversation also depends on the
hearer’s context and intention — their interpretation. The intention of the speaker and the

interpretation are not always in alignment.

1.2. Pragmatics and implicatures

The intention behind spoken language may be deduced directly from words said in a moment
of interaction. However, sometimes utterances in the interaction are not intended to express the
literal meaning, in the way they are linguistically constructed. Sometimes speakers’ intentions
are not obvious, and they may be hidden behind words. (Thomas 1995, 1)

These utterances with hidden meanings are called implicatures. According to Grice,
there are two types of implicatures — the conventional and the conversational ones. The
conventional implicature implies the same meaning every time in every context. On the other
hand, conversational implicature takes into consideration the context of the specific
conversation, and “what is implied varies according to the context of utterance.” (Grice quoted
in Thomas 1995, 57) It means that the speaker should pay attention to the words said as well as
the circumstances under which these words are pronounced.

The participants of a conversation have to ascertain the meaning from the context of the
conversation. For instance, in the situation when someone replies to the question: “A: Am I in
time for supper?” as follows: “B: I've cleared the table.” speaker B does not provide speaker A
with the literal meaning, an explicit response of his or her intention. Instead, he or she uses this
linguistic form that indicates an implicit meaning — “to convey the proposition that A is too late
for supper”. (Cruse 2000, 349)

The indirect meaning in the conversation causes participants to communicate something
more than they express through words alone. For the teaching-learning process, there is the
need to introduce learners (Ls) to the essence of these utterances and to teach them that while
speaking to someone he or she sometimes has to understand what communicative
purpose/intention may be hidden behind these words. (Chejnova 2010, 33) It is human nature
to communicate indirectly. A teacher (T) should also think about the implicit meanings that

learners may come across in their conversations.
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1.3. Pragmatics as taking responsibilities for the words

Pragmatics is not only about the interpretation of speakers’ words but also about reactions and
potential misunderstandings, as indicated above. Crystal defines pragmatics as “the study of
language from the point of view of users, especially of the choices they make, the constraints
they encounter in using language in social interaction and the effects their use of language has
on other participants in the act of communication” (Crystal 1997, 301). The speaker should
think of the consequences their words may have on other people because the conversation is
not only about them and their intentions but also about the interpretation and feelings of other
people.

Taking responsibilities also encompasses the fact that the speaker and the listener should
be aware of the situational context in which the conversation is taking place, for the pragmatic
development, and to improve the fluency of the conversation itself. Taguchi (2019, 1) agrees
with its importance and highlights language norms like “what to say or not to say in a certain
situation, how to convey intentions in a contextually fitting manner, and how to achieve a
communicative goal collaboratively with others.” Speakers should then adapt their linguistic
choices to better communicate an idea and even choose the level of politeness and formality for
that specific context.

Necessary knowledge of context is supported by Schmidt (2010) who says that “in order
to acquire pragmatics, one must attend to both the linguistic form of utterances and the relevant
social and contextual features with which they are associated.” Teaching and learning only
language forms are inadequate. Learners should be informed of the situational context in which

the given language form appears.

1.4. Pragmalinguistic and sociopragmatic theory

Another important perspective on pragmatics was defined by Thomas and Leech (1983)* when
they named and used two pragmatics components: pragmalinguistic and sociopragmatic.

The pragmalinguistic component represents the linguistic part of pragmatics, which
focuses on different forms of a given communicative function — the linguistic resources and

ways to express one particular communicative function. (Leech 1983, 10—-11) This component

2 As mentioned in Leech (1983, 13).
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mainly concerns the functional conception of pragmatics. It deals with communicative
functions and their linguistic forms.

On the other hand, the sociopragmatic branch deals with relevancy across different
cultures and their social values and preconceptions. (Leech 1983, 10—11) Their division of
pragmalinguistic and sociopragmatic components underlines the fact that only analysing the
context for the communicative functions and its linguistic forms alone is not enough. The
speaker should also focus on the appropriateness of speech in different social situations and in
different situational contexts within different cultures.

This awareness is important because specific phrases may be inappropriate in specific
contexts. For instance, when talking to a teacher it may not be appropriate to use phrases like
‘What’s up?’ or ‘Open the window, man.” The interpretation of these phrases in this context
may be insulting. If the speaker does not meet the given criteria of appropriateness or if the
speaker evaluates linguistic choices in a different way, it is called pragmatic failure (Cohen
2010, 15). It is the situational context that determines appropriateness or inappropriateness of

words.
1.4.1. Situational context

Situational context can include many factors that influence the speakers’ word choice. The
following are some aspects that the speaker can infer, at least to some extent, from the actual

situational context:
I. Participants — who is the addressor and who are the addressees

II. Relations among participants — their social roles, personal relationship,

shared knowledge
III. Setting — place of communication and time
IV. Communicative purposes
V. Topic of communication
(modified; Biber and Conrad 2009, 40 taken from Prochazkova 2020)

The situational context is understood in this thesis as an indicator of the conditions according
to which the speaker then adjusts his or her choice of words. It means that if he/she wants to

sound polite and relevant, he/she must know the characteristics of his addressee — who he/she
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is, what their relationship is like (e.g., the superior to him/her etc.) and other aspects connected
to the context.

Furthermore, the actual situational context is not the only pragmatic aspect that influences
our choice of words. According to Kecskes (2012, 606) the situation in which the utterance
appears is not sufficient for determining the meaning of the utterance, but one can also invoke
previous experience in a similar context. The author calls it “prior context encoded in the
utterances”. He highlights that the speaker and the hearer come into the conversation with
already-defined contexts that they have constructed in past interactions and this prior context

should not be neglected because it is as much important as the actual situational context itself.
(2012, 606)

1.5. Pragmatics as being polite

Situational context gives the speaker the necessary information about the form and the direction
of the communication. What is appropriate in one context may not be appropriate for another.
Pragmatics thus also connects the situation with politeness.

Leech (2014, 15) draws on the pragmalinguistic and sociopragmatic distinction. He does
this because in context some phrases may be considered more polite than others. As an
expression of gratitude, one could use the phrase ‘Thank you so much’ which may be seen as
‘more polite’ than uttering the phrase ‘Thanks’. However, even these ‘more polite’ phrases may
be seen as impolite in particular situations and sometimes they can be interpreted as being
overpolite. On that account, pragmalinguistic politeness analyses different phrases in
themselves, out of context, while sociopragmatic politeness contextualises these phrases and
assesses their appropriateness in different situations. (Leech 2014, 15-17)

To analyse phrases and situations and their range of politeness, here are two scales that

can help the speaker with comprehending these two types of politeness (see Figure 1 and 2).

POLITE IMPOLITE

B e e e e e e

Figure 1. Leech's bipolar scale of sociopragmatic politeness (Leech 2014, 17, figure 1.1)

NON-POLITE — MORE POLITE —_ EVEN MORE POLITE —

e e T e T s

Figure 2. Leech's scale of pragmalinguistic politeness (Leech 2014, 18, figure 1.2)
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These two scales can be used in English lessons when analysing different interactions and they

can help the T with raising pragmatic awareness in learners.

1.6. Pragmatics as the aim of this thesis

The hidden meaning, appropriateness, context, participants and their language choices and
intentions, politeness, and communicative functions are some of the elements of pragmatics
that are the main of main interest to this thesis. In other words, this thesis is primarily focus on
form-function-context mappings, e.g. looking for communicative functions and their linguistic
forms in communicative contexts (Li 2019, 114). Additionally, the situational context

encompasses the specification of the aforementioned topics.
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2. THE DEVELOPMENT OF PRAGMATICS

In the following chapters, pragmatics is defined from the diachronic perspective — the
perception of the concept in historical terms. In other words, the development of the term — how
linguists defined pragmatics in the past, what preceded its categorization into the language
system, and how pragmatics evolved to its current frame. The knowledge of the development
of pragmatics impacts the direction and understanding of pragmatics in regard to the aim of this
thesis.

Due to its complexity and versatility, pragmatics may be viewed and analysed from
several perspectives. It would of no interest to include the whole history of pragmatics.

Pragmatics is a part of the language system, but it has roots in many other studies.
Firstly, pragmatics looks at a language in terms of philosophical understanding. Secondly,
pragmatics takes into consideration its users and their characteristics. This means that the
sociolinguistic perspective throughout history can be included as well. Furthermore, pragmatics
is an integral part of ESL. The development of communicative competence or the development
of the inclination of pragmatics being a part of ESL are possible to include too.

This thesis contains only the most important and significant elements of pragmatics that
have contributed to the development of the study, and which are relevant to the purpose of the
thesis. There is a description of the development of pragmatics as a field of language in the first
part and the second section contains the development of pragmatics as part of language teaching

and learning.

2.1. Pragmatics as a linguistic term
According to Jucker (2012, 496)3 the term pragmatics was coined by Charles Sanders Peirce
and Charles Morris. Charles Morris’ explanation of pragmatics includes the original idea of
pragmatism and pragmaticism introduced by Peirce. This idea was shaped into the theory of
‘semiotics’ consisting of three branches — one of them is a pragmatical branch. The definition
of the pragmatical branch is similar to the current general definition of pragmatics outlined
above. (Jucker 2012, 497— 498)

On the other hand, Mey (2013, 592) thinks that Ferge should be considered the founder
of pragmatics, who clarified the whole nature of determining the meaning of words. Ferge
considered the context of the situation in which words are uttered and also the differences in

the perception of one concept by various people. As Mey (2013, 592) outlines, Ferge’s

3 Also by Nerlich and Clarke 1996, 4; or Norquist 2019
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perception of the reference of words was merely truth-functional rather than user-oriented.
However, his thoughts shifted the perception of linguistic presupposition which is itself defined
as a pragmatic aspect.

Regarding the early beginnings of pragmatics, the field gained more importance and
was identified as a part of the linguistic subfield in the 1970s (Nordquist 2019; Jucker 2012,
495). However, as languages evolve, pragmatics has changed too. There are many linguists and

pragmatists who have contributed to the public cognizance of the issue.
2.1.1. Cooperative Principle and Maxims

The cognizance of pragmatics and pragmatically viewed interaction was shaped by Grice’s
Conversational Maxims. These maxims may be understood as principles for effective

communication. They are defined as follows:

The maxim of quantity says that the speaker should be sufficiently informative

but not too excessive.

The maxim of quality says that the speaker should be truthful not including

false statements and topics that he is not aware of.
The maxim of relation says that the speaker’s contribution should be relevant.

The maxim of manner says that the speaker should lead a decent conversation

without ambiguity.
(Grice cited in Mey 2013, 595-596)

Grice’s maxims contributed to the foundations of pragmatic perception of conversation, and

this is the reason why these maxims are identified in this thesis.
2.1.2. Speech acts

In connection with pragmatic development, another contributor to the cognizance of pragmatics
is J. L. Austin (1975, 12)* who defines the notion of speech acts. He asserts that an utterance is
tightly connected to an act, meaning that every time a speaker says something it includes a
specific action.

Austin (1975) distinguishes three types of acts: locutionary, illocutionary, and

perlocutionary, summarized in the following lines (as done by Thomas 1995, 49):

4 1% edition was published in 1962.
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Locution the actual words uttered
Illocution  the force or intention behind the words

Perlocution the effect of the illocution on the hearer (Thomas 1995, 49)

The first one — locution — outlines the performance of speech. In other words, it is aimed at the
structure and words contained in the utterance — the grammar and the vocabulary. The second
type, an illocutionary act takes into consideration communicative functions. They can be
explained as addressing what communicative purposes these utterances are used for in a
conversation, e.g. promising, suggesting, etc. (Austin 1975, 98—100)

The third category, perlocutionary, completes these two and focuses more on the
listener. Austin (1975, 101) suggests that every utterance will “produce certain consequential
effects upon the feelings, thoughts, or actions of the audience, or of the speaker, or of other
persons.”

Another contributing author who addressed speech act theory was Searle (1969). Searle
reacted to Austin’s concept of three acts — locution, illocution and perlocution. According to
Thomas “Searle attempted to systematize and formalize Austin's work™ (1995, 94). He suggests
that the speaker, by interacting in the conversation, is doing three main acts. The first one is
“the uttering of words (morphemes, sentences).” The second one is “referring and predicting.”
And the last one is “stating, questioning, commanding, promising, etc.” (Searle 1969, 23)

In other words, there is the analysis of speakers’ linguistic choices and their intentions
—the indication of what is said and how it is said can be categorized into various communicative
functions. These acts of Searle’s correspond to his classification of “performing utterance acts”,
“performing propositional acts” and “performing illocutionary acts” (Searle 1969, 23-24). The
principle of speech act theory depends on the situational context of the conversation — the
meaning of given utterances corresponds to the type of conversation in which they appear and
who the participants are (Searle 1969, 24-25).

From the concept of speech acts, another branch of pragmatic competence emerged,
namely functional competence involving and defining communicative functions. Speech acts
are closely connected to the functional aspect of language which is one part of communicative
competence in ESL and language learning in general. It is tightly connected to pragmatics and
many models of pragmatic competence include the idea of functional competence as one of its
branches (see later). Speech acts also focus on the interpretation of specific words in specific

conversations. That is the reason why this section of speech acts is extensive.
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2.1.3. Functional syllabus

Austin’s work led to the introduction of a functional syllabus which was a fundamental
development for language teaching-learning, especially in terms of pragmatics. Functional
syllabi contain objectives that are defined in a functional way (Wilkins 1976, 6). It means that
these teaching-learning objectives will be aimed at acquiring some of the communicative
functions.

Following Wilkins, van Ek and Trim (1998, 23) introduced their notion of a notional-
functional syllabus, where individual functions are put into the context of the situation and by
which notions are formed.

The way objectives are formulated influences the whole teaching-learning procedure. It
is specifically the content and nature of the activity presented in lessons. Based on the functional
syllabus, there are particular activities that may be connected to these functionally defined
objectives. According to Brown and Lee (2015, 30), the activities with “interactive group work,
role-plays, grammar and pronunciation focus exercises, information-gap techniques” are those
activities regarding the functional syllabus. These types of activities can be developed and
implemented in lessons with pragmatic objectives. (quoted also in Prochazkova 2020)

Another area of pragmatic development related to functional syllabus, is pragmatic
competence and its place in various models of communicative competence (CC). The functional
syllabus connects the development of pragmatics in linguistic terms with the development of

pragmatics in models of CC.

2.2. Pragmatics as a part of communicative competence

Pragmatic competence (PC) is a component of communicative competence. Since the
development of CC is the main goal in teaching a language, PC should also be introduced in
English language lessons (Council of Europe 2020, 129).

There are many models of communicative competence.’ This section describes the
development of PC in terms of the changing attitudes in models of communicative competence,
second language acquisition (SLA), and ESL. Throughout this section and throughout these
models of CC, there is an indication of how PC evolved and how it was perceived by these

authors.

5 For the summary of these models see appendix A.
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As mentioned earlier, pragmatics emerged in the 1970s. In 1972, Hymes proposed the
need for a theory of teaching and learning a language. He asserted that a learner needs to

develop

competence as to when to speak, when not, and as to what to talk about with
whom, when, where, in what manner. In short, a child becomes able to
accomplish a repertoire of speech acts, to take part in speech events, and to
evaluate their accomplishment by others.

(Hymes quoted in Pride and Holmes 1972, 269)

Based on this idea, Hymes then introduced a framework by which he coined the term

‘communicative competence’ (Hymes quoted in Pride and Holmes 1972, 284-286).
2.2.1. Model by Canale (1983) and Canale and Swain (1980)

The idea of communicative competence was further developed by Canale and Swain (1980).
Canale provides objectives for every given competence. Among these, he includes
grammatical, sociolinguistic, discourse, and strategic competencies. (1983, 22—-24) Similarities
in definitions and principles that characterise pragmatics can be seen. For instance,
sociolinguistic competence is about appropriateness, communicative functions, or situational
context. Discourse competence is based on the speaker’s intentions. (Canale 1983, 23) All of

these principles can be connected to pragmatic competence, and the phases of its development.
2.2.2. Model by Celce-Murcia, Dornyei, and Thurrell (1995)

To continue exploring the development of CC, some authors commented on proposed models
and elaborated on the idea by introducing their own models. In 1995 Celce-Murcia, Dornyei,

and Thurrell summarized their definition of CC (see Figure 3).

Canale and Swain Canale Our Proposed
(1980) (1983) Model
Grammatical Grammatical Linguistic
Competence ! Competence =] Competence
Strategic Strategic Strategic
Competence | Competence Competence
Sociocultural Sociocultural Sociocultural
Competence Competence " | Competence
Actional
Competence
Discourse Discourse
Competence " | Competence
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Figure 3. The summary of three models of CC (Celce-Murcia, Dornyei, and Thurrell
1995, 11, figure 2)

These authors renamed Canale and Swain’s grammatical competence to linguistic competence.
In sociocultural competence they derived an additional category called actional competence.
They explain actional competence to be “conceptualized as competence in conveying and
understanding communicative intent by performing and interpreting speech acts and speech act
sets” (Celce-Murcia, Dornyei, and Thurrell, 1995, 9). Referring back, the concept of speech
acts creates an important part of pragmatic competence — communicative functions, their
interpretations, and their effects on the hearer. The idea of functional competence originated
from this part.

Celce-Murcia, Dornyei, and Thurrell see discourse competence as the central point that
interacts with other competencies.® They explain that strategic competence is an ever-present

skill to navigate and solve different problems that may arise during an interaction. (1995, 9-10)
2.2.3. Model by Bachman and Palmer (1996)

Bachman and Palmer (1996) introduced two main parts of language knowledge — organisational
and pragmatic knowledge. Organisational knowledge describes how language is organised and
can be compared to Canale and Swain’s grammatical competence or Celce-Murcia, Drnyei,
and Thurrell’s linguistic competence. Bachman and Palmer (1996, 69) define pragmatic
knowledge as knowledge that “enables us to create or interpret discourse by relating utterances
or sentences and texts to their meaning, to the intentions of language users, and to relevant
characteristics of the language use setting”. Pragmatics highlights meanings hidden behind
words and purposes that are proposed by participants of a conversation. And all this is
influenced by situational conditions.

In addition to pragmatic knowledge, Bachman and Palmer include two other types of
knowledge (1) functional knowledge and (2) sociolinguistic knowledge’ (Bachman and Palmer
1996, 69). The fundamentals of functional knowledge are communicative functions. They
analyse the intentions of speakers in an interaction — what is meant by words used in a
conversation. The choice of linguistic structures is especially influenced by these functions and

the evaluation of the whole situation.

® For more details see appendix B.
7 (1) Functional competence is also connected with the term ‘illocution’ or ‘illocutionary competence’ (Austin
1975, 98-99; Bachman 1990, 87).
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The second part of this pragmatic model defined by Bachman and Palmer is
sociolinguistic knowledge. Sociolinguistic knowledge relates to the knowledge of situational
context, meaning the evaluation of the situation and its concepts and subsequent appropriate
choices of linguistic aspects. Bachman and Palmer define these concepts of a certain situation
as conventions, e.g. the speaker should know different registers, expressions, or cultural

references. (1996, 70) 8
2.2.4. Model by the Council of Europe (2001 and 2020)

The last model that is introduced in this thesis is that by the Council of Europe (2001; 2020).
The Council of Europe presents a framework of reference called the Common European
Framework of Reference for Languages (known also as CEFR). This framework provides
definitions of competencies that every speaker should acquire while learning a language.

For this model, CC contains linguistic competence, sociolinguistic competence, and
pragmatic competence. Among the aims of pragmatic competence, contributors include
flexibility, turn-taking, thematic development, coherence, propositional precision, and spoken
fluency. (Council of Europe 2020, 137—138) It needs to be pointed out that communicative
competence is the goal of language teaching so that every competence included within this

framework is interconnected (Council of Europe 2020, 129).

2.2.5. SUMMARY of the authors’ perception of pragmatics and CC

To compare the previously mentioned models, many authors include the principles of
pragmatics, but they use different terms to label these definitions (for summary see appendix
A). The principles that define pragmatics in general, can be seen in different terms across
various models. For instance, the combination of sociolinguistic and discourse competencies
proposed by Canale (1983) or actional competence by Celce-Murcia, Dérnyei, and Thurrell
(1995).

Interconnection is important when defining pragmatics and pragmatic knowledge.
Pragmatic knowledge, as was previously suggested, is a complex issue. Pragmatic competence
is a part of communicative competence, which Ls should acquire while learning a language.

Pragmatics should not only be about knowledge of discourse and communicative

functions but also about human relations, context, and politeness. Therefore, in this thesis,

8 For the whole model see Appendix C.
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pragmatics is also described using definitions that are not at first sight reserved for pragmatics
as such but are relevant to the topic of the thesis (e.g. some principles of sociolinguistics). It
means that even if some models of pragmatic competence do not explicitly include
sociolinguistic knowledge and treat them separately, this thesis proceeds on the basis of their
interconnectedness and treats them as one cohesive concept. The connecting of pragmatics with
sociolinguistic competence is illustrated by the aforementioned division done of
pragmalinguistics and sociopragmatics.

The above ideas show that the authors separate grammatical or structural competence
and pragmatic competence. However, even though both of these areas of competence focus on
different language aspects, it is necessary to highlight that they are actually interconnected. This
issue is described in detail later in this thesis.

The definition of CC and the rise of PC is not the only issue that can be described when
defining the development of pragmatics as an important aspect of language learning. Other
issues and questions arise: What are some of the consequences the emergence of pragmatics
had on ESL? What are some possible approaches to teaching and learning ESL when taking
into consideration communicative functions and the principles underlying PC? In the
subsequent section, pragmatics is put in the context of English teaching and learning.

This section is loosely linked to the last major theoretical chapter of the thesis — language
teaching and acquisition with particular emphasis on incorporating pragmatics into teaching
and learning. In other words, the principles of pragmatics can be used and modified according
to various factors that can affect the whole process of language teaching and learning. For
instance, learners’ needs, cognitive capacity, and given aims defined for the specific language

level are some of the examples.
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3. TEACHING AND LEARNING PRAGMATICS

The aforementioned part of the thesis outlines what pragmatics is and how it has developed
over time. In this section, the emphasis is put on how pragmatics can be introduced into ESL
lessons. It contains necessary information about the target group of Ls as well as some
principles of teaching speaking in regard to pragmatics.

For this section, there are some questions that need to be answered. What are the
procedures for introducing pragmatics into ESL lessons? What can the teacher do to include a
pragmatic approach to language learning in the classroom? Consequently, these questions
create the basis for the next chapter.

There are some criteria that need to be addressed when discussing the use of pragmatics in

teaching. It is important to look at the teaching-learning process from several perspectives:

e Who are the learners (Ls)? What are their needs? What is their level of proficiency?
e What are the ways these Ls acquire a second language?
e What are possible procedures and theories for teaching and learning pragmatics?

e What are some activities that would develop pragmatic issues?

These questions affect the thinking about and approach to the whole issue and they are
interconnected. They provide background for finding possible ways of developing pragmatics
for a specific group of Ls. The procedure of teaching and learning, as well as activities, are
adapted based on specificities for a specific language level.

With the above questions at the forefront, the following objectives were created as the basis
for this didactic theoretical discussion and analysis. These objectives represent the reasons for

choosing these specific topics to cover in this section.

- Knowing the characteristics of the pupils — what stage of cognitive development they
are at— will help the T realise what types of activities they can introduce in the classroom
so that pupils are able to learn effectively.

- Knowing the language acquisition theories for a specific group of Ls is essential to
identifying the language learning process. If the T were to introduce a different type of
activity than those supported by these theories, the Ls may have difficulties with
acquiring the language or they may acquire completely different skills.

- Knowing the language level of the learners helps the T to identify the objectives to be

met during the teaching process. These objectives then facilitate the selection of
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activities for the lesson — they primarily determine the content and format, and therefore

the whole lesson.

3.1.Second Language Acquisition

To better understand the process of thinking about the input that Ls are exposed to, this thesis
will first define the position of Second Language Acquisition (SLA) regarding pragmatics.
Other specifics that affect the whole teaching process are introduced as individual sub-chapters.
SLA is a general concept that explores the procedures of the development of a new language
system. It is about the ways input is acquired by Ls and what potential problems of acquisition
may appear. (Gass and Selinker 2008, 1)

However, to meet the criteria and connect these issues to the aim of this thesis,
descriptive focus is put on the relationship between SLA and pragmatics. Taguchi (2019, 1)
says that “pragmatics serves as a goal for L2 acquisition, and SLA provides frameworks and
empirical methods to examine the process and impetus of the acquisition.” If the T knows what
they want to teach, they should then be interested in the question of how to teach it so that Ls
acquire the language effectively. SLA helps the T find the right path to achieve this goal.

In order to choose the right approach to the teaching-learning process, the characteristics
of the Ls as well as the content of the lessons need to be considered. With these key elements
in the forefront, lessons can be created. The following part outlines the most determining
aspects that can help the T to focus their thinking about language acquisition and language

teaching.

3.2.Teaching speaking

Speaking is the main focus of this thesis. To be more specific, this thesis puts into consideration
the pragmatic aspects, especially in spoken production and interaction. It concentrates on ways
that Ls can acquire and develop their pragmatic competence in the area of speaking. For this
reason, the model of speaking and the approaches to speaking in regard to pragmatics are

defined.
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3.2.1.  Goh and Burns’ model of speaking

A model that proceeds from the aforementioned models of CC, and which is also the main
source for the framework for teaching second language speaking (SLS), is the model of
speaking competence by Goh and Burns (2012, 51-67). The authors suggest that second
language speaking competence is based on three main parts — (1) knowledge of language and
discourse, (2) core speaking skills, and (3) communication strategies (see appendix D). These

language areas are interrelated and create the basis of L2 speaking.
3.2.1.1. Knowledge of language and discourse

Knowledge of language and discourse encompasses similar areas as the aforementioned models
of CC. Goh and Burns include grammatical, phonological, lexical, and discourse knowledge
within this category. Grammatical knowledge of language pinpoints the grammatical rules and
processes that are needed for acquiring a language. (2012, 54)

By the second skill, phonological knowledge, authors mean that Ls do not develop skills
for pronouncing only separate words, but they are also taught procedures for rhythm within a
sentence or discourse, intonation, or word stress. (Goh and Burns 2012, 55) Intonation is also
important for pragmatic development since it may indicate various intentions.

Regarding intentions and meanings that are expressed by linguistic forms, the third
component is also important for this development. The lexical knowledge of the language is
knowledge about word meanings among which formulaic expressions may be included. (Goh
and Burns 2012, 55) Once the L knows the meaning of vocabulary or formulaic expressions,
the next step can be to determine the communicative function for which these phrases can be
used.

The last component is also important for pragmatic development. Discourse knowledge
contextualises given phrases and it ates a framework for different spoken genres — meaning
some typical nuances for different speaking occasions. The situational context is determining
aspect of sociopragmatics. Taking into consideration discourse structures, Goh and Burns
(2012, 56) highlight the importance of its connection with “pragmatic knowledge about speech

acts and sociocultural practices.”
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3.2.1.2. Core speaking skills

The second component of their theory is core speaking skills. According to Goh and Burns

(2012, 59), core speaking skills include the following:

e pronunciation,
e speech function,
e interaction management,

e discourse organization.

In regard to the pronunciation section, they highlight objectives connected to stress, rhythm,
intonation, articulation of sounds, etc. All of these skills contribute to comprehensive speech
production, and they can even affect how the message is interpreted. (2012, 60)

The skill of speech function is not only important for speaking development but also in
relation to the aim of this thesis. It aims at the development of the Ls’ pragmatic competence
since it takes into consideration pragmatic aspects, like communicative functions and/or
different speech acts. The authors also propose that communicative functions are associated
with formulaic expressions, which are phrases that Ls use to express function or intention. (Goh
and Burns 2012, 60—61) These formulaic expressions fit into form-function mapping. It means
that in order to express a function, Ls not only need to know what to say but also how to express
it. They need to know the linguistic form for that function.

When a L knows what to say and how to say it, they now need to consider another skill
and that is how to manage interactions. It means that Ls have to know how to start the
conversation, how to change the topics if they want to, how to identify the speakers’ intentions,
how to clarify their message, how to follow the conversation, etc. (Goh and Burns 2012, 61)
The L has to navigate the nuances of the interaction that signify a change, but also, they should
know how to maintain the whole conversation.

The last part of these skills is discourse organisation. This skill refers to the preparation
of the talk and managing longer interactions. This skill contributes to the comprehension of
what is said and how it is said because it focuses on the way the ideas are built upon. For the
message to make sense, speaker’s thoughts should build on each other, developing the main
point of the interaction. That is what discourse organisation is about. It focuses on sociocultural
conventions in terms of discourse characteristics as well as coherence and cohesion. (Goh and

Burns 2012, 59)
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3.2.1.3. Communication strategies

Communication strategies only complement the aforementioned components of the speaking
model. These strategies help the L with coping with the difficulties that may appear in spoken
production and interaction. Among the communication strategies, authors include cognitive
strategies, metacognitive strategies, and interactional strategies. For the purpose of the thesis,
the interactional strategies will be defined in more details.

Interactional strategies take into consideration “the pragmatic aspects of
communication, particularly with regard to negotiating meaning between various participants.”
The aforementioned strategies may concern comprehension checks, repetition requests,
exemplification requests or clarification, etc. (Goh and Burns 2012, 65—-66) All these strategies

help the speaker to keep the flow of interaction and facilitates the spoken production.

3.3. The Interactive approach

Interaction is the basis for the development of PC (The Council of Europe 2001, 13). Interaction
is defined in CEFR as a situation where “at least two individuals participate in an oral and/or
written exchange in which production and reception alternate and may in fact overlap in oral
communication”. (The Council of Europe 2001, 14)

To clarify, “reception involves receiving and processing input.” Receptive activities
include activities for understanding spoken or written discourse. These activities are mainly
aimed at comprehension.’ (The Council of Europe 2020, 47) On the other hand, production is
comprised of activities that focus on the development of speaking, signing, and writing. In this
case, fluency, the overall record of the written message, and/or articulation are assessed. (The
Council of Europe 2020, 60—61)

In summary, during communicative interactions, language users adopt multiple skills at
once. Two of these are listening to the other person and responding to what is said. The
development of pragmatic competence pertains to the interactive approach to language. It also
means that to develop pragmatic competence, Ls can be taught receptive and productive
activities at the same time. There is no definite division of these two types of skills. (see

appendix E)

% These types of activities are referred to as ‘pre-communicative’ (as it is done by Littlewood 1981). These
activities are based mainly on making awareness of pragmatic aspects (see later).
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3.4. Who are the learners?

Every learner is different. Ls acquire language skills differently, at different ages and different
levels of proficiency. In order to know how to adapt language teaching and lessons, the T should
know the characteristics that correspond with the target group of Ls and the possible language
acquisition theory that can be used. For the purpose of this thesis, the target group of Ls consists

of Ls from the third grade and the sixth grade, ages approximately 8 to 13 years old.

3.4.1. Learners’ characteristics

This section defines Ls in 3™ and 6" grade in elementary school. It contains necessary
information about cognitive and psychological development in relation to language acquisition.
It is important for the T to know what content and what types of activities they can introduce
into their English lessons, according to the specifics of these age levels.

In the Czech Republic, learners in the 3™ grade of primary school are approximately 8—
9 years old and learners in the 6 grade are approximately 11-12 years old. Many authors define
these combined age groups as being one stage. This stage in a child’s development may be
called middle school age'® and it includes Ls aged 8—12. (Vagnerova 2000, 148; Matgjéek 1996,
72) Cacka (2000, 107) identifies this stage, with the same age group of Ls, as prepuberty.

Sometimes this age group is defined as two distinct stages of development and are
referred to as the primary school age (611 years old) and pubescence (11-15 years old) as
stated by Helus (2011, 276) or Ri¢an (2021, 143—167). It means that the specification of the
name of this target group of Ls is not straightforward, as there is no clear consensus among
authors on what this particular age group should be called. However, this thesis looks at Ls’
characteristics from a variety of perspectives and takes a critical approach to the sources and
findings relating to each specific age group.

The first important aspect a T should be concerned with is attention span. Learners in
the 3™ grade can concentrate for about 15-20 minutes on average. On the other hand, Ls in 6%
grade can concentrate for up to 30 minutes. (Catka 2000, 111) The T should take this
information into account and think about it when planning the lesson.

To identify and prepare specific activities the T should also understand how the Ls think

about the world and how they process information. In the following section, the cognitive

10 This is the direct translation of Czech terms. It can also be labelled as ‘middle childhood’ by foreign sources
(Cinelli 2022).
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development for each grade is outlined and described. This section also comments on some

specific changes in Ls that are connected to pragmatics and pragmatic knowledge.
3" graders

Piaget’s theory of cognitive development says that nine-year-old Ls come under the concrete-
operational stage. This stage suggests that Ls slowly acquire symbolic thinking, which is still
based on concrete situations. This means that a L can describe a hypothetical situation, but
he/she must have past experience in a similar situation. If a L has not experienced a given
situation before, then they are still at the stage of describing their environment rather than
explaining it. (Piaget quoted in Fontana 2003, 69) This knowledge is significant when thinking
about pragmatic awareness of appropriateness and pragmatic constraints connected to
situational contexts.

Another significant change in an individual's thinking in terms of pragmatics is what is
called ‘decentrace’ in Czech language. ‘Decentrace’ means that the L begins to see the situation
from another person’s point of view and realizes that there is not just one view of a particular
situation. (Vagnerova 2000, 154)

The aforementioned skill is also necessary for the development of pragmatics since Ls
analyse the context from several aspects, one of which is that of the speaker’s and hearer’s

perspective, their intentions and the potential effect of the interaction on them.
6" graders

Since the Ls in the 6™ grade are 12 years old, it is important to also include some changes in
their thinking when reaching this specific developmental stage. This specific age group
undergoes great changes. Ls ath this age experience changes in the structure of their curriculum
(with more new teachers and a wider range of subjects), physical changes and psychological
changes. (Ri¢an 2021, 168-172)

Piaget’s theory of cognitive development (quoted in Fontana 2003, 70) introduces 12-
year-old Ls as being at the beginning of the formal operational stage. In contradistinction to the
younger Ls in the aforementioned stage, Ls at this level are able to generate hypothetical
knowledge without having to rely on their experience. Ls are able to deductively infer
hypotheses and modify knowledge about given issues. (Fontana 2003, 70) It creates the
opportunity for Ls to analyse situational contexts by imagining different roles and different

linguistic forms used in a given situation and to think about the would-be scenario.
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During their school years, Ls establish their own value system. They begin to better
understand the enduring value of goals in regard to their own actions. By the age of 11-12, the
child is more aware of moral values, as they consider possible motives for individual actions.
(Langmeier and Krej¢itova 2006, 132—133) The skill of understanding their own values as a
reaction to situations is also important from a pragmatic point of view. It helps with evaluating
the situation in terms of the appropriateness of used utterances. Furthermore, the knowledge of
their values also provides an opportunity for the L to project their specific perspective into the

situation — how they want to sound and be understood.

3.5. Cognitive frameworks of SLA and pragmatics

The acquisition of pragmatics in L2 should be underpinned by a framework of SLA. According
to Kasper (2001, 50) SLA studies, in relation to developing pragmatics, are related to three
main hypotheses: 1) Schmidt’s noticing hypothesis or 2) Swain’s output hypothesis, and/or 3)
Long’s interaction hypothesis. Among these given frameworks, Ishihara (2010, 101) adds
another and that is called Vygotsky’s sociocultural theory.

This paper connects the teaching-learning of pragmatics in spoken language with
various cognitive theories. It can be understood as the progressive development of acquiring
language. Just as Goh and Burns define knowledge of language and discourse, or Littlewood
and his pre-communicative activities, this thesis defines these ‘preparatory’ activities in terms
of Schmidt’s Noticing Hypothesis, where a Ls’ awareness of pragmatic issues is developed. On
the other hand, activities where spoken production is developed through interaction with other

people, are defined as those developed by Interaction Hypothesis.

3.5.1. Implicit and explicit teaching of pragmatics

One of the theories that may be applicable to pragmatic instruction is the difference between
implicit and explicit approaches. Implicit knowledge concerns unconscious processes which
mean that learners cannot verbalise what type of learning is involved, and Ls are not informed
about being exposed to particular issues.

Explicit learning, on the other hand, is expressively stated in teaching and learning

procedures. (Ellis 2009, 3) To connect it with other theories and hypotheses Schmidt (1990,
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134) also equates explicit knowledge with conscious processes. According to Ishihara (2010,

113), implicit knowledge is not as effective as explicit knowledge.
3.5.2. Pragmatic awareness

When turning from the implicit knowledge of language to the explicit knowledge, raising
pragmatic awareness and its applicable elements can be a way to do that. According to Michail
(2013, 255) pragmatic awareness is grounded in “illocutionary competence”, “speech acts and
speech functions, and sociolinguistic competence.” Their connectivity is highlighted in the
section above.

During lessons that highlight pragmatic awareness learners will be consciously exposed
to activities that offer specific information about pragmatic aspects. Ts should therefore provide
learners with detailed descriptions of the situational context of given interactions. It also
supports the Ls’ development of pragmatic concepts and strategies even in their first language.
(Eslami-Rasekh 2005, 200-201)

For an activity to promote pragmatic awareness, it needs to follow certain criteria and
objectives. For the T to introduce such an activity, he/she should follow aims that are consistent
with the principle of raising awareness. Ishihara (2010, 113—114) describes aims that are
connected with pragmalinguistic and sociopragmatic focuses. The chosen pragmalinguistic

aims are defined as follows (for all objectives see appendix F):

= analyzing and practicing the use of vocabulary in the particular context;

= identifying and practicing the use of relevant grammatical structures;

» identifying and practicing the use of strategies for a speech act;

= noticing and practicing the use of tone (e.g., verbal and non-verbal cues and

nuances).
(Ishihara 2010, 113-114)

From the sociopragmatic principles, the following aims were chosen:
= analyzing language and context to identify the goal and intention of the
speaker, and assessing the speaker’s attainment of the goal and the listener’s
interpretation;
= analyzing and practicing the use of directness/politeness/formality in an
interaction;

= identifying and using multiple functions of a speech act.

(Ishihara 2010, 113-114)
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These objectives serve as the main criteria with the designing of English lesson activities
implemented for the action research. These objectives will provide ideas about what activity
can stimulate the awareness of pragmatic aspects, their implications, and what it should be
focused on.

It is evident from the above that some of the principles for the development of pragmatic
awareness are established by an analysis of situational context in relation to the pragmatic issues

already discussed. Ls are also encouraged to recognise and notice pragmatic phenomena.

3.5.3.  Noticing hypothesis

A learner who is aware of aspects of the pragmatic perspective notices them in situations that
may not be significantly pragmatic at first glance. Attention must be directed towards a
pragmatic perspective. According to Li (2019, 121), Schmidt’s noticing hypothesis is about
“paying attention to the targeted pragmalinguistic forms, their pragmatic functions, and the
associated contextual features.” Noticing Hypothesis is another step in definig and developing
pragmatics in spoken production and interaction.

Schmidt (1990, 132) distinguishes three main levels of language awareness, namely
perception, noticing, and understanding. These three levels are presented as interconnected
processes that are the basics of language learning. Starting with the internal, subjective
perception of reality — how someone views and initially understands the world — followed by
noticing particular moments and aspects of reality, and completed with the comprehension of
notions of these aspects and the internalisation of their relevance in relation to a person’s

knowledge of the world.

3.5.4.  Output hypothesis

Following the Noticing hypothesis, Output hypothesis refers to noticing one’s own deficiencies
in language production. This theory is based on the analysis of speaker’s own production and
its subsequent evaluation. (Kasper 2021, 50) Output hypothesis is the next step towards the
acquisition of pragmatic competence in speaking. The principles of this hypothesis can be seen
in the evaluation and feedback sessions discussing Ls’ own production, as well as in the self-

evaluation and peer’s evaluation as the follow-up task of an activity.
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3.5.5. Interaction hypothesis

To complete the whole framework, Ls need to be taught to produce the pragmatic aspects in
speaking. The Interaction hypothesis assumes that Ls learn through interaction with other
people. This hypothesis combines the previously mentioned hypotheses since Ls have the
opportunity to apply these noticed and internalized skills in the context of interaction. (Kasper
2001, 50)

For the purpose of this thesis, the Interaction hypothesis serves as the creation of
conditions for the development of pragmatics in speaking. It provides the condition needed for
creating the speaking activity. Ls will be given opportunities to interact primarily with each

other.

For the purpose of the thesis, the teaching of pragmatics is based on the aforementioned
interactive approach, where there are no clear boundaries between individual language skills.
These theories are presented according to how the L acquires pragmatic information. It means
that if the L is exposed to a situation with implicit aspect, this aspect needs to be pointed out
and the Ls made aware of it. This is followed by the Noticing Hypothesis, where Ls start
noticing the pragmatic aspects mentioned, for instance, they start noticing functional language
used in contexts and implicit nuances. The Noticing Hypothesis is followed by the Interaction
hypothesis, which assumes that Ls will develop the skills to use the pragmatic aspects in their

speech.

3.6. Level of proficiency

Another indicator that influences the teaching-learning process of preparation is the L’s level
of proficiency. Identifying and working with the L’s level of proficiency helps the T determine
the appropriate outcomes and objectives.

The objectives connected to the field of pragmatics as well as to spoken production and
interaction!! are taken from several sources.'? These relevant pedagogical documents discussed
and implemented in this thesis the following: Common European Framework of Reference for

Languages (CEFR), Framework Educational Programme for Elementary Education (FEP

' The knowledge of objectives of spoken production and interaction influences the following part and the
introduction of pragmatics in speaking.
12 For the overview of these objectives see appendices G, H, and 1.
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EE)'3, and School Educational Programme (SEP).'* The content of the lessons were prepared
in line with the expected outcomes of these documents. !>

There is the Czech updated version of the document from 2021, but the English version
could not be found, thus for the purpose of this thesis these two documents were compared and
analysed and some of the objectives defined in the Czech version were translated by the author
of this thesis.

The FEP EE document defines educational content at the elementary level as consisting
of two stages — Stage 1 and Stage 2. Stage 1 is characterised as the transition stage from
preschool education and attention is mainly directed towards the motivation for further interests
as well as a new acquisition of knowledge. It may be specified as the stage from the first to the
fifth grade. (VUP 2007, 9)

According to the document, the first Stage is further divided into two cycles. Cycle 1
represents the first three grades.!® It means that Cycle 1 includes Ls aged 6 to 9 approximately.
Within this category, the first target group of Ls in this thesis, the 3™ graders, are included.
Additionally, Cycle 2 of the first Stage consists of 4" and 5" grades, aged 9-11 years old. (VUP
2007, 15) The second target group of Ls is categorised as Stage 2 where Ls are in grades 6-9.

These cycles are further treated as time indicators of when expected outcomes and
objectives are to be met. Ls are supposed to obtain an A2 level by the end of their elementary
education in the Czech educational system (MSMT 2021, 17). However, there are no other
specifications and/or determinates of individual cycles and levels of proficiency, thus, it is hard
to distinguish where Ls are on the potential language-level scale. Taking the above into account,
this thesis includes Ls in both the A1 and A2 English levels.

Below are the characteristics of individual target groups of Ls according to the FEP EE

document.

Table 1. Stages and levels of proficiency of target group of Ls

Learners What stage? Level of proficiency?
3 grade Stage 1 —cycle 1 beginners, A1, A2
6 grade Stage 2 Al, A2

13 There is also one document that is called Framework Educational Programme for Basic Education (2007).

14 Nevertheless, the FEP EE and SEP serve as the main documents for the expected outcomes and objectives are
taken. CEFR benefits as the source of descriptors — language levels — for pragmatic competence and its aspects
(for the given objectives see appendix G).

15 However, there may be some slight modifications of the content because of the complexity of the issue, but it is
still based on the documents.

16 In this document a grade is also named as a_form.
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3.6.1. Objectives for developing pragmatic competence

Considering the many objectives and the expected outcomes for this specific group of learners,
for the purpose of this thesis, the most relevant expected outcomes are as follows (for the whole
overview see appendices H and I):
At Stage 1, concerning both cycles and by that including 3™ graders, the pupil shall
» understand the content and meaning of a simple, slow and carefully
pronounced conversation between two people with sufficient time for
understanding
(VUP 2007, 23)
» understands the content of a simple short written text when available visual
support
» repeats and uses words and phrases encountered in his English lessons
» understands simple instructions and questions by the teacher that are
communicated slowly and with careful pronunciation, and he responds
verbally and non-verbally

(translated from MSMT 2021, 25)

These specific objectives for Stage 1 include third graders, a sample of whom were analysed
for this thesis. For this stage, there are also ideas of subject matter that can be connected to
pragmatics and more specifically to communicative functions. Among these subject matters,
there are topics of ‘home’, ‘family’, ‘school’, ‘leisure time’, ‘jobs’, ‘food’, ‘clothes’, ‘body’,
‘means of travelling’, ‘calendar and its dates’, ‘animals’, ‘nature’, and ‘weather’. (MgMT 2021,
26)

From the functional language perspective, there were some of the subject matters
defined in the 2007 version, but there are not included withing the updated version. Among
these ‘greetings’ ‘expressing thanks’, ‘introduction’, ‘apologies’, ‘requests’ can be mentioned.
(VUP 2007, 24)

6 grade Ls are also included and analysed in this thesis and have the following

additional objectives:
At Stage 2, the pupil shall

» understands information in simple listening texts when spoken slowly and

clearly
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» understands the content of simple and clearly spoken speech or conversation,
that relates to the topics acquired in lessons

» asks for basic information and responds appropriately in formal and informal
situations

» talks about his/her family, friends, school, leisure and other acquired topics

» tells a simple story or event; describes people, places and things in his/her
everyday life

» find the required information in simple everyday authentic materials

» understands short and simple texts and finds the required information in them

(translated from MSMT 2021, 27)

Some of the given objectives may not be prima facie associated with PC. However, if there is
any indication that an objective can be connected to the pragmatic aspects of language, those
objectives are included here.

Among the subject matter topics, one is the most relevant to pragmatics and it is about
developing the use of grammatical structures to fulfil the learner's communicative intention
(MSMT 2021, 28). This specific aim is connected to the development of linguistic forms used

for expressing communicative functions and thus it is relevant for the purpose of this thesis.

3.7. The content of the pragmatic lessons

At this point the T knows the characteristics of Ls; their level of proficiency and objectives
connected to the level; the language acquisition theory that is applicable to teaching pragmatics
these Ls, now he/she should think about the pragmatic activity that would address the speaking
as well as the aforementioned aspects. This section describes the principles of pragmatic
activities and the procedure of implementing them in English lessons, especially for spoken

production and interaction.

3.7.1. Principles of activity being communicative — from structure to function

The first step involves the form of the activity. Since one of the aims of this thesis is to illustrate
ways of raising pragmatic awareness in L2 lessons, this section illustrates the steps in creating
or modifying an activity to be more pragmatic and functional. Littlewood (1981, 10) points out

that the T can only modify the activity to gain attention to aims and pragmatic elements.
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For example, when a T presents an activity that deals only with the structural aspect of
spoken language, he/she can modify it by adding situational context or by having Ls adapt their
language to specific moments of interaction. These processes/modifications provide the T with
a solid background to create a communicative activity. The activity may can may be followed,
based on Littlewood’s conception (1981, 9—12).

- Purely structural sentences may be adapted into more authentic language.

- Communicative functions may be additionally highlighted instead of only structures of

linguistic forms.

- Language should be contextualised. The dialogue should be framed by the situational

context.

- There should be the Ls’ contribution in terms of personal knowledge, picture prompts,

or concrete situation reflecting a communicative reality.

- The activity needs to be complemented by the social context. It should provide Ls with

the opportunity for personal involvement and interaction.

Another important aspect of a pragmatic lesson is the way the objective of the lesson is stated.
This means that even if the L is supposed to master sentences with “can”, this subject matter
may be connected with asking for permission, expressing ability or possibility etc. (Littlewood
1981, 78) Different structural curricula may be transformed into functional and pragmatic ones.

A communicative activity creates the groundwork for developing pragmatic
competence. The following section deals with the concept of pragmatic activity and possible

conditions for introducing pragmatic aspects into the classroom.!’

3.7.2. Form-meaning mapping

The first concept that should be highlighted is the comprehension of speech acts. Concerning
functional language with communicative functions, there is a need to connect these functions
with their linguistic forms. In other words, Ls have to know the range of phrases that can be

used to express the function or their intentions. It is Clark who says:

To further assess speaker intentions, children must work out which utterances
can be used to perform which functions. Since a single construction can often

be used with several functions, children have to infer what the speaker’s

17 For Littlewood’s perception of communicative activities see appendix J.
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intention is in terms of what they know about form/function relations, what is
physically co-present on each occasion, and what is conversationally co-

present — the linguistic content of the utterance in the current context.
(Clark 2006, 570)

Additionally, Ls should be given a more comprehensive framework and not only form-function
mapping for identifying and producing communicative functions and speech acts. Learners
should comprehend the idea of the (in)appropriateness of these linguistic forms. The
consequence for not doing so could be that “learners will repeatedly fail to convey or
comprehend the intended illocutionary force or politeness value of these communicative acts”
(Blum-Kulka, House & Kasper, 1989a quoted in Celce-Murcia, Dornyei, and Thurrell 1995,
21).

As a practical implementation for Ts to introduce form-function mapping, Harmer
(2007, 345) suggests that one procedure for T to introduce functional exchanges in the class is
by reading transcripts and analysing them for these exchanges. Based on this type of activity,
Ls and the T have something to build on, and Ls can practise these exchange in their spoken
production.

A pragmatic activity should be prepared in a way that allows Ls to comprehend the
connection between the communicative function and possible linguistic forms. Ls should be
given the elucidation of the potential meaning of phrases providing (linguistic forms) that are
put in the situational context. These forms and their communicative functions should be

analysed not only for their appropriateness in terms of context.
3.7.3. Role plays

One type of activity that develops the contextualisation of acquired language topics, spoken
production and interaction, and also implements of communicative functions is role play. Role
play may be characterized as an activity in which Ls take on different roles and have to adapt
their choice of words to a given context. They are usually given the detailed description of
situations and they have to imagine themselves acting and reacting in that situation. (Harmer
2007, 352)

Role play is not only important for the adaptation of speech and for its coverage of
aspects of interaction, but it is also an opportunity for the development of politeness. Ls must

think about the situational context, and they have to consider the people who are involved in
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the conversation to evaluate the appropriateness of particular words and phrases that they can

use.
3.7.4. Modification of role plays / Controlled role plays

Role play can be modified in terms of the Ls’ improvisation and their own production.
Littlewood (1981, 50) indicates that role-play activities may be teacher-controlled to some
extent. Role plays can be specified by using cued dialogues, for instance. In that case, Ls are
given a description of the possible sequence of the conversation and what is expected at
different stages. It helps Ls to become aware of exchanges and the cues specify the functional
meanings. (Littlewood 1981, 52)

The information provided can also differ. One of the Ls may be given the exact
information they need to know, described step by step. The other L in the interaction will have
only the description of the context. Then Ls have to communicate in order to find what they
need. (Littlewood 1981, 53) These types of activities and modifications are necessary for Ls

with less language ability as they can help them with spoken production and interaction.
3.7.5. Discussion

A lesson where Ls interact and communicate can also include discussion. There can be several
types of discussion, but what they have in common is that they support Ls’ language production,
and they also allow Ls to express themselves. The discussion can be introduced as a pre-activity
for discussing aspects needed for the activity itself. The discussion can follow up the activity
where the Ls can comment on the aspects appearing during the activity, or the discussion can
serve as the main speaking activity itself. (Harmer 2007, 350-351)

Another opportunity for introducing discussion in lessons is a role play based on the
discussion. The principle of role play is the effective way of acquitting pragmatics. Role play
encourages interaction and can develop Ls’ pragmatic competence. As with other role plays,
Ls have different roles to play, but they have descriptions of viewpoint taken by each character.

(Littlewood 1981, 57-58)

3.8. Pragmatics in the context of Czech Education

Few contributions have been made by Czech authors concerning the concept and use of
pragmatics or PC in language learning. A lot of Czech authors and sources proceed from other

foreign sources and some of the ideas have already been mentioned previously. For instance,
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Hrda and Sip (2011, 437) agree with the fact that the language user cannot comprehend the
social context only with the structural knowledge of the language — language users need to
develop pragmatic competence in order to do that. These authors suggest that grammatical
competence should be originated in PC. The reason is that PC illustrates cultural needs, and
that society is driven more by these pragmatic principles. (Hrd4 and Sip 2011, 446-447)

The development of pragmatic competence in the Czech educational system has been
influenced and ruled by The Framework Educational Programme. The expected outcomes and
objectives for learning a foreign language in the Czech educational system are coded in the FEP
EE. This Programme proceeds from the objectives and principles of CEFR. (MSMT 2021, 17)
This classical division of communicative competence into other branches of competence is
presented in the section on the development of communicative competence.

There is only one explicit mention of pragmatic competence in the Programme. It is
stated in the context of the general characteristics of the educational areas of Language and
Language Communication. (MSMT 2021, 16-17) For pragmatic development in a foreign
language, there are no other explicitly stated assumptions. The FEE EE (MSMT 2021, 17) only
defines the overall aim of Level A2, which corresponds to the aim defined in the 2007 version
and which is as follows:

Level A2: Can understand sentences and frequently used expressions related
to areas of most immediate relevance (e.g. very basic personal and family
information, shopping, local geography, employment). Can communicate in
simple and routine tasks requiring a simple and direct exchange of
information on familiar and routine matters. Can describe in simple terms
aspects of his/her background, immediate environment and matters in areas
of immediate need.

(VUP 2007, 18)

The aims of particular groups of learners are the basics for identifying the content of the lesson.
There are some objectives presented in the documents discussed above. Some of these
objectives are also in compliance with pragmatic principles and they can be used for illustrating

pragmatic issues.
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Practical part

This practical section describes the implementation of pragmatics into specific English
language lessons. The aim of the practical part is to provide an analysis of the steps of the action
research that included procedures taken to develop an awareness of pragmatic issues and the
development of pragmatics in spoken production and interaction in the 3™ and 6™ grades of
elementary education. The type of research used is action research. Several research tools were
used for gathering data. In-depth information about the tools and procedures used will be
provided in this practical section.

In terms of sentence structure, impersonal sentence structures were used in the
theoretical part, whereas in the practical section, personal pronouns will also appear — meaning
sentence structures with “I” or “my” or “me” are included in the description of the research.
The reason these structures are used is because the author of this thesis is also the researcher.
The whole process of the implementation of research into English lessons is related to the author

of the thesis as she was the researcher and the T at the same time.

4. The action research

The type of research selected for accomplishing the thesis objectives is qualitative research.
Qualitative research can be characterised as research with “open-ended, non-numerical data
which is then analysed primarily by non-statistical methods” (Dornyei 2007, 24). These
qualitative data can be obtained through interviews with research subjects, observations in the
field, or any other activities that would require a process of written analysis (Patton 2015, 14—
15). This thesis involves the analysis of the process of action research in regular English lessons.
It provides a discussion of findings when PC activities are implemented into lessons, and it
describes individual progressive changes in the research as well as challenges that the T noticed.

Action research is the process of monitoring the actual teaching process and everything
related to it for possible future changes. Action research helps Ts find the potential source of a
problem and it contributes to self-development and an adjustment in teaching practice when
possible. (Wallace 1998, 4) Additionally, action research is suitable for classroom conditions
because it helps the T with situational problems that may arise in the classroom. It is based on
reflection, and it is ideally carried out on a small scale of people (Burns 1999, 30). This is the
reason why action research has been chosen as the main type of research for this thesis. It helps

me become aware of different aspects of PC. It helps me to realize whether PC is being
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developed in lessons and in what way. Since action research is based on reflection, there is an
opportunity to critically approach the observed lessons and evaluate what works and what needs
to be improved.

According to Norton (2009, 22), a T being a reflective practitioner is important for
teaching practice itself and for action research specifically. The reflective part of action research
enables a T to process the collected data and without proper reflection, change is not possible.
However, for focused reflection to be the most effective, the teacher-researcher should take a
detached approach to the whole situation, and he/she should analyse the situation critically.

(Norton 2009, 23)

4.1. Stages of action research

Action research contains several stages that are repeated in cycles. In this part, there are
descriptions of the individual steps of action research. According to McNiff and Whitehead
(2002, 41), action research is comprised of four main stages: (1) planning; (2) acting; (3)
observing; (4) reflecting. These stages are repeated to obtain required results. This action
research is presented in two cycles.

What is the content of the different phases of action research? Elliott (1991, 71)
presented a modified version of Lewis’ original action research model, where the steps are
described in greater detail (see Figure 4). The following section focuses on the steps of action

research and describes their characteristics, purposes, and objectives.
4.2. Diagnostic phase

Diagnostic phase is the initial stage for finding the subject of research. In this stage, the areas
that should be improved are defined. This stage contains the initial research questions that
become the grounds for further research. (Elliott 1991, 72) It outlines and presents the
background of the problem that will subsequently be investigated. The researcher should know

what and whom to research.
4.3. Discussing literature

When the problem is introduced and the research questions are posed, the next phase is based
on findings in the theoretical field — how existing theory and authors define the problem. This
phase builds on the previous one by looking at how the problem could be solved and what could

become part of the action plan.
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4.4. Planning

This stage focuses on the preparation of an action plan that is then implemented into lessons.
The action plan should serve as a guide for the T. McNiff and Whitehead (2006, 90) advise that
there should be no concern about potential failed implementations since it is also part of the
process. An action plan is a detailed plan including the ways individual research issues are
analysed. Based on the detailed research questions by McNiff and Whitehead (2006, 94-96),

the action plan was created. These questions are posed as follows:

What is the concern?
What can I do about it?

How can I measure it?

YV V V V

How can I change it?

There are other possible questions and points that may be followed.'® Regarding these
explanatory questions, individual research questions and implementations are analysed, and the

action plan is prepared.
4.5. Acting and observing

The action plan contains steps that serve as the basis for the next phase of the research. The
researcher considers the sequence of steps available to them in the form of action points. They
think about the implementation of these steps in their teaching. However, they have to keep in
mind the goal with which they implement these modifications in their teaching. (Elliott 1991,
76) Following that, the implementation of ideas is then observed. The observation is carried out
for further analysis and the researcher can see the effect (or lack thereof) that these
implementations have on the teaching-learning process and the research itself.

This part of the research can lead to several conclusions. Implementations can take place
according to the researcher’s hypothesis. However, sometimes the application of a specific
action point can lead to a change in the overall plan, and the researcher is forced to modify it.

The implementation cannot bring forth the expected outcomes. (Elliott 1991, 76)
4.6. Reflecting

In order to identify and analyse the effect of the implementations, the last part of the cycle,

concerning reflection, is inevitable. Without the researcher evaluating his/her research, the

18 The action plan that is created origins in questions and procedures prepared by McNiff and Whitehead (2006).
For further details see appendix K.
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development and progression would not occur. Reflection of the action can follow the practical

principles below:

Think about how you understand what you are doing (your practice) and how
you can develop it in new, better ways. You are considering the reasons and
purposes of your research, how you are reflecting critically on your own
learning, and offering an explanation for your practice. Think about the
actions you took to implement your ideas and to test their effectiveness by
gathering, presenting and interpreting data, and how those actions influenced

and inspired the actions of others.
(McNiff and Whitehead 2002, 89)

After reflecting on the principles implemented, the whole action research cycle can start again.
The researcher starts a new cycle by creating a new action plan, thinking about ways the
research questions can be defined and redefined. Implementation of modified action steps is
then carried out. The research cycle is completed by reflection. The number of cycles is

unlimited. However, for the purpose of this thesis, two full cycles are presented.
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5. The aim of the research

The main aim of the action research of this thesis is to implement activities that bring awareness
and importance to pragmatic issues in English lessons and lead to spoken production. The
research started with the question concerning the possibilities of how to develop pragmatic

competence in elementary school. The questions used in the first cycle were as follows:

e Do I, as the teacher, provide opportunities for developing pragmatic competence in
English lessons?
e What procedures did I, as a teacher, use in teaching and learning pragmatics when

creating lesson plans?

As the research progressed, the aim was modified to the current one, namely to not only create
more awareness of pragmatic issues but to consequently develop pragmatics in spoken
production and interaction. Learners should be aware of the pragmatic aspects of language and
Ls should then use these aspects in their speech. These pragmatic aspects concern mostly speech
acts or functional language, politeness, and intentions regarding the situational context, as well

as other issues discussed in the theoretical part.

6. The background of the research

The research was conducted in an urban primary school during my first full year of teaching.
Two grades were included in the research. To be more specific, the research involved 29
learners in total, 14 Ls from 3™ and 15 Ls from 6™ grades.

The reason these grades were chosen for the research, was because [ was interested in
understanding whether or not it is possible to develop pragmatic competence with these younger
learners. At the same time, I am also interested in analysing Ls’ PC at the beginning of their
ESL learning (Stage 1 in the Czech Republic) as well as at the beginning of Stage 2 of
elementary education.

The research was implemented into standard English classes.!” In terms of time
distribution, either the last few minutes of the class were designated for research or particularly

pragmatic issues were addressed within the topics discussed. The length of time the research

19 Not the conversational classes, etc.
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was conducted was one school year. A more detailed research plan is described in the individual

cycles of research.

7. Tools for gathering data

7.1. Observation

The main tool for gathering data in the first cycle was observation. This tool provided me with
information about classroom interaction and functioning. The process of observation was also
used in the second cycle. My observations informed me about the existing form of curriculum
and how it has been implemented in the classroom. Observations were carried out in the form

of audio recordings of the lessons. These recordings were then analysed for pragmatic aspects.
7.2. Lesson plans

There is another tool associated with observations, and that is the analysis of lesson plans.
Lesson plans contain essential information about the T’s intended aims and activities used for
a specific lesson. Lesson plans complemented the observations and informed me about the

intended curriculum that was expected in the development of the English language in the Ls.
7.3. Questionnaire

Another tool that was used in the research was a questionnaire. The questionnaire was given to
the learners at both levels and provided information on the Ls’ opinions on given issues
concerning the individual speakers’ intentions, functional language, politeness, or

communicative situations.
7.4. Interview

The questionnaires were complemented by interviews. Interviews were conducted with learners
individually or with the group of learners as a whole. Interviews were carried out primarily with
the 3rd-grade learners due to time restraints and language limitations. In other words, it was
used mainly due to their lack of English language knowledge since it is their first year of

English. Interviews conducted focused on comprehension of the lesson as well as feedback.

53



7.5. Teacher’s journal

The last tool for gathering data was a T’s journal. The journal contained the teacher’s thoughts
about each lesson and provided information about teaching methods and procedures as well as

providing feedback on what had not worked in the classroom and what could be modified.
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The discussion and findings

8. The data collection — diagnostic phase

The first phase of the research is the diagnostic phase. At the beginning, there were two main

aforementioned questions that needed to be answered.

o Do I, as the teacher, provide learners with opportunities to develop pragmatic
competence?
o If so, what are some procedures of teaching and learning that I used and are connected

to pragmatics?

Because of the fact that I was the teacher as well as the observer, the analyses of lesson plans,
as well as recordings of the lessons taught were the main tools for gathering data.

From the early beginning, Ls were given the opportunity to decide whether they would
be part of the research. There was also parental approval (see appendix N). This was done for
ethical reasons as Ls were recorded and their production and work, both written and oral, were
analysed all under the condition of anonymity. However, Ls did not know the specific
objectives of the research so as not to influence the research development.

The diagnostic phase also functioned as an identification phase to better understand the
learners’ awareness of pragmatic aspects. There was the need to identify whether learners could
uncover hidden pragmatic issues or whether they could produce some possible pragmatically
driven answers. For this purpose, learners were given a questionnaire (see appendix O). I tried
to include questions about learners’ opinions and questions that address general pragmatic
aspects as well as some concrete situations, especially for 61 graders.

Based on Ls’ answers it can be stated that Ls were able to think of examples of everyday
classroom situations in which requests were included. They were able to justify their opinion
about people’s intentions. However, only some of them could give examples of concrete
situations and their interpretation. At the same time, there were only a few answers to the
question about what influences what we say in conversation.

In terms of observation and the analysis of the recordings, pragmatic competence
appeared to be developed mostly implicitly. In a lot of situations, the pragmatic aim was not
given to the Ls, but aspects of pragmatics were addressed during the lesson as something
unspoken. Of these implicit situations, it was the everyday classroom interactions that were
most prevalent, of which requests, asking and answering questions, or greetings predominated.

It was also found that Ls were mostly exposed to pragmatics, however, they had little chance
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to analyse it or produce it. The communicative situations or functions were mostly produced by
the teacher.

Regarding the grades and speaking production, the 3™ graders were mainly exposed to
vocabulary development of individual topics in spoken language. From the vocabulary
provided, basic words connected to family, animals and colours were developed. In other
words, Ls were taught to name colours, to name family members, or to name animals.

In terms of explicit pragmatics, comprehension of T’s instructions, introducing
themselves, and ‘greetings’ as communicative functions were predominant (from which the
function of ‘introducing oneself” was developed even with 6 graders).

These given pragmatic topics were introduced in terms of acquiring vocabulary. The 3™
graders were taught various linguistic forms for expressing communicative functions (e. g.
greeting, introducing oneself) but not from the sociolinguistic perspective. This means that in
most cases, the pragmalinguistic approach dominated. We spoke only about the appropriateness
of the usage of linguistic forms expressing greeting and they were connected to different parts
of the day. These linguistic forms were accompanied by pictures and were compared to the
Czech equivalent. For better clarification I created tables that show topics and some of the
procedures addressed in the lessons for every phase of research (for tables see appendix P)

Concerning the 6 graders, there was the development of appropriateness connected to
the situation of “introducing myself and my friend”. We spoke about different settings where
Ls may introduce themselves as well as the appropriateness of words provide and used. Ls
analysed the given situational contexts and we spoke about being polite and relevant. After this
awareness activity, Ls had an opportunity to practise their spoken production, and they
introduced themselves. This speaking production was done in terms of ‘monologue’ when Ls
told us personal information.

To summarize the findings, Ls in the 6" grade were able to answer questions about
pragmatic aspects, but when asked to think of a specific dialogue where pragmatics would be
the main focus, many were unable to create such a situation.?’ However, they were able to
analyse given contexts for (in)appropriateness. Regarding observations and recordings in both
classes, I found that lessons mainly aimed at pragmatics in an implicit way, mostly in everyday

classroom situations. There were at least two opportunities for the development of PC in

20 After discussing the literature, I would modify such a questionnaire so that Ls do not produce the whole dialogue
straight away, but only possibly add a word or short sentences to it. Additionally, they could analyse the words

used in the dialogue or the dialogue itself.
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speaking. With the 3™ graders, the function of greeting was introduced. In the 6™ grade, the
‘introduction of oneself” and the corresponding sociopragmatic aspects were developed.
After the diagnostic phase, there were some questions that I also included in my teacher’s

journal.

o What is the reason for Ls not completing some of the questions — lack of knowledge or
lack of inspiration?
o How could I, as the teacher, make Ls conscious of pragmatic aspects?
o What are some characteristics of explicit pragmatic activities that I can use for these Ls?
o What procedures can work for 3™ graders and for 6™ graders?
o What procedures cannot work for 3™ graders and for 6" graders?

o What would help learners with the development of PC?

These questions form the basis for the next phase of the research. Accordingly, I decided to

focus on explicit teaching and modified pragmatic activities.

9. Discussing the literature and planning the implementation

After researching the literature, my next step was planning the implementation of pragmatic-
based activities for my research group. I had to think about how I would introduce these
pragmatic aspects explicitly in my lessons. I needed to take into consideration the Ls’ level of
proficiency and modify the content to their needs.

I also thought about the transparency of the objectives I wanted to develop in the
classroom. What can I do to let Ls know about my intentions in the long term? I thought that if
we (the Ls and the T) created a tool that served as something like a set of criteria, it might help
Ls to better navigate the assigned activities. This tool might help Ls to connect the curriculum
defined in SEP with the pragmatic aspects (for the tool see appendix Q).

My intention was that I would introduce lesson plans with pragmatic objectives. At that
stage, every lesson focused on pragmatic issues, to some extent. I created a table that would
help me with the identification of these specific objectives for each analysed grade. I took every

topic and expected outcomes and I prepared a plan that would include pragmatic competence.?!

21 Due to the anonymity of the research and the data, the table with objectives as well as the SEP is available

upon request from the author of the thesis.
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I realised that for the 3™ graders, there is a greater opportunity for “correction”, as the
topics are discussed twice — in the first term orally and then in the second term, a written element
is added. This provided an opportunity for clarification and depth of issues being discussed.
This means that what is not introduced in the first term could then be reflected (for the same
topic) in the second term.

I saw an advantage even with in the 6 graders. According to the SEP, the curriculum
that is defined for the 6™ grade is the summary of the curriculum from previous years. This
means that Ls encounter topics that were covered from the third to the fifth grades, while at the
same time expanding and deepening these topics. Ls therefore have the opportunity to revise
the curriculum that has already been acquired.

For me, as the teacher as well as the researcher, it provided an interesting setting in
which I could use similar topics in both third and sixth grade. However, it goes without saying
that Ls in both classes have different needs and are at different language levels which was taken
into consideration. On the other hand, it also provided me with opportunities to the draw a
comparison of the same topics at different stages of language development.

With that idea in mind, I had to explore the Ls’ needs connected to language acquisition
and pragmatics and I needed to find out possible ways of developing pragmatics for this group
of learners. I studied several sources and created a picture of pragmatic development in L2
learners. The following points served as initial findings for this phase that were needed for

further research development:

e Ls must know what they are learning to implement knowledge into long-term learning.

e For the 3" graders, situations used in particular activities should be consistent with the
Ls’ previous experience.

e 3" graders are able to analyse given situational contexts from the other person’s
perspective.

e Lsin the 6 grade are able to think about possible hypothetical situations.

e 6™ graders are also able to think about their choice of words and possible consequences

on other people.

These findings help me with the preparation of activities suitable for both groups of Ls. I had
to be careful when discussing pragmatic issues for instance, 3™ graders may not be able to
produce hypothetically driven situations, while 6" graders on the other hand, can work with

this type of activity.
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10. Planning the action plan I

At this stage, I knew what I wanted to research, and I needed to prepare an action plan for
implementation. The prepared research questions were written into tables that I filled with
additional questions that would guide me in creating my action plan. For the analysis, I used
the questions posed by McNiff and Whitehead (2006) because their questions are
thoroughgoing and cover all the necessary areas that need to be addressed.
Then I went question by question and I filled in these tables with my personal experience
and viewpoint while thinking about possible and measurable ways to introduce these aspects.
The research questions that I wanted to answer during this phase of the research are as

following:

e How can I help learners with the development of PC?
e How can I introduce explicit pragmatic activities?
e How can I make learners conscious of pragmatic aspects?

e How can I tell that a learner understands the pragmatic aspect of the given activity?

These questions are in the form of “How can I do it?” since it is the starting point of preparing
the action plan. They guide me with possible solutions for implementation.

Since this thesis focuses on pragmatics in speaking, it is important to clarify the criteria
for teaching pragmatics as spoken production and interaction. As defined in the theoretical part,
my intention was to start with implicit awareness of pragmatics based on explicitly defined
activities and reaching the point of explicit use in spoken production. Pragmatic development
should aim at both, functional as well as social aspects.

Consequently, I prepared summarised questions where only the essentials were
included. For the full tables see appendix R. These tables contain only the necessary aspects

that are needed for further progress.
Issue 1: How can I make learners conscious of pragmatic aspects?

The first issue reacts specifically to the fact that many pragmatic aspects in my lessons were
implicitly developed. I would like learners to have more control over their learning. I would
like to be more transparent and explicit in conveying the objectives and content of the lesson.
This question also takes into consideration the pre-communicative stage because here Ls

acquire skills that may be needed for further speaking production.
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» Learners will work with basic situational contexts where they will analyse pragmatic
aspects and nuances. These aspects will relate to the discussed subject matter in each
class. These situational contexts are based on authentic materials, which can be real-life
conversations, conversations with a native speaker, or a video or a recording.

» In those situational contexts, Ls can focus on pragmalinguistic features — those who
focus on form-function mapping — as well as on sociopragmatic features where
politeness and appropriateness are analysed.

» Whenever there is a pragmatic activity in a lesson, there should be an indication that we
are working with pragmatics. I will prepare a sign that helps Ls to connect the activity
with the fact that there is pragmatics involved.

» At the beginning of the research, or anytime throughout it, we will have discussions
about the idea of pragmatics and its importance. The role of the teacher is to pose

questions that make the pragmatic aspects conscious within the Ls.
Issue 2: How can I help learners with the development of PC?

Thinking about this second issue, I realized there should be more opportunities for learners to
develop PC in lessons. From my point of view, I can do more for learners to help them develop
pragmatics in speaking. The following points were developed as a part of the action plan and

directly relate to the context:

» At least one day a week will include an activity that focuses on the development of PC
to some extent. These lessons will be recorded for further analysis.

» My role is to create a list of phrases that may help Ls with expressing particular
functions. By creating this list of phrases, Ls will have a chance to analyse contexts for
form-function-appropriateness mapping. These phrases can also help Ls with their
spoken production since by these phrase Ls can express the intention.

» Another tool for Ls could be a list of exmple situations where pragmatics is of
importance. These situations would relate to the topics being discussed.

» Consequently, the T and the Ls will create success criteria when thinking about spoken

production and interaction, and pragmatics.
Issue 3: How can I introduce explicit pragmatic activities?

The third question is closely related to the aforementioned issues.
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» The pragmatic lesson aiming at the development of spoken pragmatics will include role-
play. These role plays will be modified to Ls’ needs and to the characteristics of the
topic. These lessons will be recorded for further analysis and development.

» The activities that focus on explicit pragmatic issues are written in a pragmatic way. |
will analyse the lesson plans that I introduced, and I will find some similarities with the
pragmatically defined objectives. It means that these lesson plans should contain
information about acquiring some of the pragmatic issues — developing linguistic forms

presented in the functionally defined manner. These objectives will be presented to Ls.

Issue 4: How can I tell that a learner understands the pragmatic aspect of the given

activity?

The fourth and final issue is about evaluation in terms of determining whether Ls comprehend

what they are learning.

» As a follow-up activity after a pragmatic one, there will be a feedback discussion. The
discussion questions will include a self-evaluation by the Ls in regard to learning
pragmatic issues.

» When there is a spoken discussion, these sessions will be recorded for further analysis.

» Another option is that I will create a questionnaire about acquired topics or/and self-
evaluation sheets.

» Lastly, whenever there is an output — for instance, Ls doing a role play — it will be
recorded to determine whether or not the communicative aim was met or not. This
analysis can also be done by the Ls themselves. My role is then to ask additional

questions about the Ls’ self-assessment.

Regarding the given action points defined above and the research questions, there are areas that
I wanted to focus on main one being to make Ls aware of pragmatic aspects for further spoken
production. For further detail, these aspects of interest that I used are summarised in the

subsection below.
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11. Intended pragmatics aspects for implementation

These aspects are defined in the theoretical part and are highlighted in this section as the main

pragmatic areas to focus on.?? These pragmatic aspects are connected to the topics discussed in

the class and to the objectives intended to be developed for expected outcomes.

v

Pragmatics in terms of the speakers and their intentions and hidden meanings of spoken
words.

Situational context that is about participants, their relationship, setting, communicative
purpose, and topics discussed. The situational context is used, at the awareness stage,
as a tool for the evaluation of appropriately chosen words. In the production stage, it is
used as an indication or specification of conditions under which a speaking activity, e.
g. arole play, is taking place.

Communicative functions and their linguistics forms.

Pragmalinguistic and sociopragmatic theory and corresponding two types of politeness.
These two branches only complete and confirm the previously mentioned ideas.
Pragmalinguistics highlights the functional side and communicative functions whole

sociopragmatics takes into consideration the social side and appropriateness.

These pragmatic topics cover the theory described in this paper and/or the theory is contained

in some of these given points. It is these areas of pragmatics that are introduced to some extent

in the classes and described in the research.

In the following sections, these topics may be combined into one aspect. The following

table shows my understanding of the whole issue.

Table 2. Concepts addressed in lessons

Pragmalinguistics Sociopragmatics
Functional approach Social approach
Communicative functions Situational contexts
The linguistic forms for these functions Appropriateness of words in contexts
Politeness (for clarification see the Politeness (for clarification see the
theoretical part) theoretical part)

22 The topics discussed in the theoretical part were analysed for their contribution to the research. For the full
analysis see appendix S.
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12. Acting and Observing I

The next section presents the discussion and findings after the planned implementations. For
better clarification, this stage is divided into individual areas that are covered in the research.
These areas then contain objectives that were stated in the planning phase.

Since the implementation of pragmatic issues also depends on the curriculum presented
in curricular documents, the research did not take place at regular time periods, but mainly
according to the situation and in relation to the topics discussed. This means that there is no
clear time distinction of planned implementations in terms of specific “weeks” or “days”. I
decided to use the labels “periods” instead. The implementation phase lasted approximately 3
months.

In the following discussion, the data obtained from both the 3™ and 6" classes are
mentioned. Unless otherwise stated, the section contains a summary of the findings from both

classes.
Period |

Making learners aware of pragmatics

At the beginning of the intervention phase, Ls knew that they would be a part of my research,
but they did not know what I expect from them. My intention for this initial stage was to
acquaint Ls with the aims of my research, outline what they would be required to do, and
describe how it would be developed in the classes.

I explained the procedures of data gathering — that data would then be implemented into
regular lessons; that Ls would be learning everything they are supposed to; that there would be
some discussions about activities or language aspects; that I will give them time to time a
questionnaire; and that I would need some lesson recordings, which I would tell them about at
the time of recording.

With regard to the introductory discussion about the research, here are the main questions

the Ls were most interested in learning more about:

» What will you do with the recordings?
» Will anyone else listen to this?

» So, are we going to be famous?

Based on these questions, we spoke about data protection and the fact that I am the only person

who will listen to the recordings afterward. I explained my data analysis to them. I assured them
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that I will only use sections of the recording for the written transcript and that this transcript
will be included in the thesis, however, their names would remain anonymous.

I also tried to explain the fundamentals of pragmatics to the Ls and told them that the
topics we were going to record, was related to the meaning of what someone says and how
words can affect another person. They also learned that some phrases may have specific
functions when saying them while also expressing an action. A discussion followed about why
it is important to think about when we say something to someone. The discussion was in Czech
because of their lack of vocabulary needed for the discussion.

Taking into consideration pragmatic awareness from Period I, the 6" graders were
mostly given examples of conversations, and they had to do an analysis of these contexts. They
primarily focused on the speakers — who may be speaker A and who may be speaker B. Through
asking additional questions, we discussed the provided situational contexts. Ls looked for the
hidden meaning and functions of the given sentences used specific contexts. Ls also discussed
the potential effect of underlined sentences on the speakers involved.

Regarding the 3™ graders, considering there was a language knowledge limitation, I had
to think more in depth about how to introduce these situational contexts to younger learners. |
asked the Ls to imagine the situation where the pragmatic aspects take place. The imaginings
were created in a way that they cover some situations that Ls could have experienced before.
There was a discussion about these situations. The questions posed were in Czech, and the Ls
then answered in both English and Czech. These imaginings were related to the topics

discussed, specifically family and greetings.
Developing pragmatics in spoken production and interaction

The 3™ graders developed their speaking skills when they were talking about what they are
good at. The communicative function was presented with its linguistic form. Within the pre-
communicative stage, Ls were taught the vocabulary of sports and activities. Consequently, Ls
were given some pictures and sentences. These sentences contained the linguistic forms
expressing the function. They had the opportunity to match these pictures with the sentences.
After learning the phrase for expressing the function, they had the opportunity to reproduce it
within the conversation with other classmates. This pragmalinguistic knowledge that Ls learned
goes under the broader situational context including the communicative function — of
introducing myself.

In this period, there was no evidence or opportunity for the development in 6™ graders

concerning this production and interaction.
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Explicit pragmatic activities

Explicit pragmatic activities may be defined as activities that develop some of the pragmatic
aspects. During the research period, activities were specifically aimed at the understanding of
given situations and their analysis, discussing given topics, as well as doing activities to practise

the use of vocabulary and linguistic structures.
Ls’ understanding of pragmatic aspects

To check that the Ls understood the pragmatic aspects, I asked them follow-up questions. These
questions were mainly asked to promote discussion among the whole group. The discussion

provided me with important feedback:
6" grade Ls:

e Learners were able to provide me with some examples of who the speaker could be in
the conversation.

e Ls were no longer able to justify their claims — why they think who these two people
are in the conversation.

e Learners were not able to answer the question on communicative functions.

e When I asked the Ls about the intentions behind specific sentences and their Czech

meaning, they were able to answer these questions.
3 grade Ls:

e Ls were able to enumerate different labels for family members.

e Ls were able to see the difference between individual labels for one family member
(mother X mum; grandmother X nanny etc.)

e Ls were able to modify their intonation and voice pitch according to the emotions
involved in specific situations.

e Ls were able to identify the appropriateness of greetings provided in specific situational
contexts.

e Lswere able to produce speech in a given situational context. These contexts were based

on Czech instruction, but their productions were in English.
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Period 11

After obtaining the data from the first time period, I decided that I needed more time for
implementation. In the second time period, other data about pragmatic awareness, speech

production, or Ls’ pragmatic acquisition were analysed.
Making learners aware of pragmatics

Throughout Period II, there was little opportunity for the development of a sociopragmatic
perspective because of the nature of the curriculum taught and since I did not see the
opportunities for development. However, there were still some pragmatic possibilities that
could be addressed in the classroom.

The focus and intention were to develop pragmalinguistics. For the 3™ graders, there
were linguistic forms “describing my classroom”. On the other hand, Ls in the 6™ grade were
provided with phrases that could help them with ‘describing a house’.

In both grades, Ls were given a list of phrases that they could use for their description.
They also learned specific vocabulary connected to these communicative situations.

One of the topics that was the same for both classes, was Christmas. There were phrases
expressing Christmas greetings as well as the discussion that was based on the importance of
saying Happy Holidays instead of Happy/Merry Christmas in multicultural countries.

Additionally, one of the sociopragmatic instances aimed at pragmatic awareness was
with Ls from the 6™ grade when they were given situations and the probable intentions of the
speakers. This time, their task was only to match these given situations. In comparison with
Period I, at this point, they knew what to do with this assignment and they did not have any

trouble with matching these exemplary situations.
Developing pragmatics in spoken production and interaction

Following the pre-communicative stage, Ls were given the opportunity to practise descriptions.
I tried to put topics into a larger context so that the Ls had knowledge of the context of the
situation. For instance, there was the context of “real estate agents selling a house” for the pupils
in the 6 grade.

During this time period, Ls in the 3™ grade continued on the production of expressing
what they are or are not good at. Ls in the 3™ grade had an opportunity to practise turn-taking
by asking and answering questions about what they are good at. In this case, controlled dialogue
was used. Additionally, their spoken production was also concerned with the description of the

classroom as aforementioned. For this purpose, Ls’ contribution was the description itself in
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the form of a mini role play where one of the Ls was a new L and the other one was showing

and describing the classroom for him/her.
Explicit pragmatic activities

The main type of activities for this period was role play for 6™ graders and role play and
controlled dialogue for the 3" graders. These production activities were preceded by activities
aimed at practising the use of vocabulary and identifying and practising the use of linguistic

structures suitable for that communicative function (as it is defined by Ishihara 2010, 113-114).
Ls’ understanding of pragmatic aspects

In this research, feedback sessions were used as a follow-up activity. At the same time, Ls did
a self-evaluation of their speaking and their work in pairs. These questions were mostly

concerned with the phrases implemented as well as work organisation.

e Lsin the 6™ grade were able to change linguistic forms expressing one function.
e Some of them also understood the need for being formal.
e Lsin the 3" grade wanted to practise the dialogue repeatedly.

e 3" graders sometimes had difficulty naming some of the objects.

13. Reflection of the implementation I

Based on the first implementation done in the first research period and analysed materials, there
was a need for reflection on the aforementioned findings. There are two main areas of
pragmatics that also serve as the main areas for the reflection — reflection from the

pragmalinguistic and the sociopragmatic perspectives.

The pragmalinguistic approach

In the implementation phase, Ls in the 3™ grade were given a list of activities that could be used
when expressing what they are good at. At this stage, only one phrase was taught for expressing
this functionally driven topic. There was the opportunity to introduce more than one phrase for
expressing this type of function. Ls could have been given different adjectives to connect the
grammatical structure with different communicative situations. Consequently, the Ls’ word
repertoire could have been expanded and they could have had the opportunity to express what

they were bad or brilliant or excellent at etc.
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Concerning the pragmalinguistic strategies in the 6™ grade, Ls had an opportunity to use
individual phrases in the discourse of the function relating to ‘describing a house’. They had to
initiate their speaking, which had to be cohesive, and they should have modified their overall
word choice to the situation. The whole activity was based on their spontaneous production in
the form of role play. However, before the role play, Ls were given phrases with which they
could express this specific situational context and function.

From the researcher point of view, Ls were able to produce a cohesive discourse and
they also fulfilled the communicative aim. Nevertheless, I could see that sometimes they did
not get into their role-play character so much and they continued with their own expressions
and word choices that seemed to be inappropriate in the context of being ‘real estate agents.’ |
could have reminded them of the purpose of the activity as well as the appropriateness. We
could also have had a discussion about appropriateness as a follow-up activity and we could

have built on the awareness of the pragmatic aspects in these given contexts.

The sociopragmatic approach

From the sociopragmatic perspective, Ls needed assistance in the interpretation of given
contexts, especially when analysing the hidden meanings of given sentences used in the
interaction. They had difficulty verbalizing the name of the communicative functions. I did not
provide them with sufficient practice in form-function mapping — looking for clues, identifying
them, and naming them.

Even if learners knew what individual phrases or sentences in the conversation meant,
they had difficulty answering the question about the communicative function. Afterward, [ was
thinking about the reason why that was — Was it because of the lack of knowledge of relevant
vocabulary of given words? Was it because they misunderstood my question? or was it because
they did not know the function hidden behind this phrase?

However, when I asked specific questions about the sentences in the interaction, Ls did
not have a problem answering these questions. Additionally, Ls were also able to fulfil the task
of identifying the speaker of the conversation and the possible effects of the interaction on
others.

There was also the opportunity to make Ls aware of cultural differences and formality
in greetings. The potential was not fulfilled even in the first phase of research. Ls had the
opportunity to greet different people at different times of the day. However, the opportunity to
explain the cultural differences between how we greet other people in our native culture and

how people greet in English-speaking countries was not developed further.
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Based on the analyses of the recordings I later saw an opportunity to take the analysed
discussion in a deeper direction. Together with Ls, we could have talked about cultural
differences — that for example the English greeting “hello” is perceived differently than just our
Czech “ahoj” (which is used when you are already familiar with the person). Learners provided
me with examples of the difference between individual phrases for the ‘greeting’ function, but
what was not obvious from the recordings was whether Ls were aware of the fact that hello in
English can be used with strangers too.

There was no indication of formality in the modified lessons provided. There was always a
discussion about the potential effects on the hearer, but no indication of the appropriateness of

linguistics forms used. The following are some points that could have been done differently:

- I could have introduced different informal greetings.

- I could have presented the Ls with the appropriateness of use of individual labels for
family members.?

- I could have presented activities aiming at identifying the individual speaker’s

intentions before the Ls’ interpretation of the given sentences.

Additional reflection

I had difficulty with time management because I realized that even though there are topics in
both grades that cover pragmatics, I still had to figure out how to combine research aims at the
topic we were discussing in the lessons. At first, I could not imagine how to create a situation
where both classes were contributing to my research and still learning the curriculum at the
same time.”* Consequently, I realized that is impossible to emphasise the pragmatic aspects in
every lesson, therefore, the aim for further phases that followed were modified.

Here is a summary of where each class is in the research and what they have developed.
For the complete analysis of every phase of research, see appendix T. The table shows the areas
that were at least once included within the implementation phase. It contains additional
information about individual areas.

Comparing the 3™ and the 6™ grades, there were more areas covered with the 6™ graders.
These areas, which are not covered in the 3™ grade, concern mostly the situational context and

its analysis and/or sociopragmatic issues or politeness in general. There are also some areas that

2 In this case, Ls were taught only the Czech meaning of these individual words.
24 Since I could not see all the opportunities for the development of pragmatics for specific curricular topics.
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have not been covered in both classes. There are namely interaction management as a part of
speaking model and pragmalinguistic politeness.

The reason why these areas were not covered is that I did not see the opportunity for
their development. Another issue concerning the development of given areas is the difficulty of
implementation. I had not been able to determine a way to modify and implement them to fit a
particular group of Ls.

On the other hand, the 6™ graders developed almost all the pragmatic topics provided.
However, there are nuances of speech that can be developed for one specific situational context
but are not suitable for another. In the following phase of research, the research questions will

be modified to cover more areas.

14.Modification of research

Based on the reflection and the first intervention, individual action points will be modified. The
researched areas are adjusted to the research development. The following questions will be of

main importance.

Making Ls aware of pragmatics

In the first phase of implementation, Ls mostly discussed different aspects of the situational

context. This area needs to be modified in the following way:

- Since Ls had difficulty with determining and naming the speaker’s intention, the further
implementation must be related to individual functions. I decided to simplify the given
areas in terms of focusing only on the form-function mapping in terms of their speaking
production. This means that rather than in Phase I there would be opportunities to
include contexts that are more focused on the speech production needed for further
development.

- Instead of having Ls create these functions off the top of their mind, it is possible to
prepare descriptions of these names for each function. It means that, for instance, instead
of specifying the function “request”, Ls will work with the description “Somebody
wants me to open the window. He/she is requesting me to open it.” Ls can work in pairs
to determine these functions.

- Another change that needs to be highlighted concerns politeness since it was not

developed in the first phase.
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- Awareness-making activities will still serve as pre-communication activities where Ls

are aware of the pragmatic aspects in a situational context.
Developing pragmatics in spoken production and interaction

- For developing pragmatic speaking, I will provide Ls with more possible linguistic
forms for a particular function. Every pragmatic topic will be concluded by a speaking
activity.

- Regarding 3" graders, there will be a physical demonstration complementing the act of
verbal communication. This means that Ls will also be doing the action while expressing
a particular function.

- The role plays for 6 graders will contain a more detailed description of the specified
context. I will also provide Ls with opportunities to play in disguise so that they do not
forget that they are talking to someone other than their classmates.

- All speaking opportunity where pragmatic aspects are involved will aim at different role
plays. I will try to prepare at least two types of role plays. Ls will be forced to use

various appropriate expressions for every situation.
Ls’ understanding of pragmatics issues

- The discussion at the end of each activity will remain but the questions will be more
specified. Ls will get the opportunity to go back to the activity and they will do their
self-evaluation. They will answer given questions about the situational context and
sociopragmatic issues. In other words, they will do the analysis of the context but on

their own recordings.

15. Acting and Observing II

This section is based on the reflection of the previous implementation phase, and it includes a
description of the second implementation. The areas addressed in the lessons remained the same
as at the beginning, although there were some changes in the content. For the research purpose,
I decided to divide the research into shorter time periods. This means that instead of using

‘Period I’ or ‘Period II’, each section is labelled by month.
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Month I

This time period contains findings from February 2023. It implements the aforementioned
modified areas. This time period describes only implementations for the 6™ graders due to a

lack of opportunity of the pragmatic development for the 3™ graders.
Making pragmatic awareness

This area was developed for the 6™ grade only. The curriculum throughout this month focused
on the communicative functions — giving directions. Taking into consideration modifications
deduced from Phase I and a simplification of the pragmatic aspects focused on, Ls were given
parts of a conversation that they had to use later in their spoken production. They had to think
about the continuity and connectivity of each sentence to create a meaningful context. It helped
them with discourse organisation when expressing the function.

They also had to think about the importance of this specific language function and some
of the situations where it can be used — meaning the setting of the conversation and the
participants involved. In this case, Ls did not think about the function itself, but about its usage

and the situational context.

Developing pragmatics in spoken production and interaction

During this same time period, Ls from the 6 grade did role plays where they took on different
roles to express the communicative function to ‘give and get directions’. Based on the video
recordings, Ls acquired linguistic forms for the function.

For the speaking itself, Ls were given a map with introductory phrases that they could
use in their production. The content of the actual role play was self-directed by the Ls, doing

improvisation and adapting given phrases based on the situational context.

Ls’ understanding of pragmatic aspects

There were two indications that Ls comprehended the pragmatic aspects throughout this time
period. Firstly, the adaption of their words in different contexts indicated that they understood
the concept of being polite. Secondly, Ls did a self-evaluation of their recordings. There were
questions about their speaking production and interaction in regard to the fulfilment of the
communicative aim, the appropriateness, and/or other possible ways of expressing this

particular function.
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Month II
The second time period was for the month of March.
Making pragmatic awareness

In this time period, Ls in the 6 grade reflected on the hidden meaning of the context. First, I
provided Ls with a single sentence “Do you have the time?”. Ls had to think about a likely
answer to this question. Some of them wrote something like “Yes, I do” (in the sense for doing
something). Some Ls had already thought about the hidden meaning — asking for someone to
tell them what time it was on the clock. Shortly after, Ls were given a situational context where
this one sentence appeared. Their task was the same, to write down their expected response in
this situation. Then we discussed it — why context is necessary when interpreting a sentence.
Additionally, Ls in the 3™ grade were given opportunities to think about phrases and
situations in which they thank somebody. They thought about their own experience of thanking
somebody. Then, they had to talk about the differences between the individual phrases they use.
Ls were also given pictures of people and different English linguistic forms used for expressing
the function “thanking”. They had to speak about the differences between the individual picture

contexts.
Developing pragmatics in spoken production and interaction

Concerning the speaking itself, Ls in the 6™ grade were taught how to tell time as well as how
to answer the question “When is your birthday?” Speaking was developed by controlled
dialogue when Ls were given a worksheet where they had an example of the dialogue. Their
task was to ask their classmates about their date of birth using the question from the worksheet.
Spontaneous production was used when they had to answer this question.

On the other hand, Ls in the 3™ grade did a role play for expressing the function of
‘thanking’. They could choose from some linguistic forms provided while receiving a gift from
their classmates. There was the opportunity to differentiate appropriateness in various
situational contexts, but we did not practise ways to introduce thanking a stranger. However,

we discussed other possible ways of phrases used for expressing this function.
Ls’ understanding of pragmatic aspects

In this time period, Ls in the 6™ grade spoke about their understanding of the given context for
the exercise ‘asking for the time’. Ls spoke about their interpretation of the sentence and its

possible uses within context. I needed to make sure they really understood — I asked what they
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wanted to express with the sentence or how they would compare the two situations previously
mentioned. This specific discussion provided a lot of impulses for further development. A short
analysis of it is given in the following reflective section. For an analysis of the transcript of this
recording see appendix U.

The 3" graders had the reflection of activity. They identified what they were successful
at and what they were not successful at. We spoke about phrases they used during the
interaction. The phrases they used the most were ‘Thank you’ and ‘Thanks’. We also discussed
their ideas about the whole process of thanking — their task was to reflect on people who we
usually thank; what we need to know when thanking somebody; and what are some phrases we

use in our mother tongue.

Months III and IV

The last two months for Implementation Phase II were April and May. I decided to analyse
these two months together since there is not a sufficient amount of content to divide them into

individual months.
Making pragmatic awareness

In an activity for this time period, Ls from the 6™ grade developed awareness of modal verbs
and their meanings. The pre-communicative activity that helped Ls to become aware of the
pragmatic perspective, was a matching activity. Ls were given strips of paper with a sentence
of each, as well as the name of the function and the description of the function. The linguistic
form — in this case, the modal verb — was highlighted in the sentence. The follow-up task was
to discuss what these sentences had in common.

Another awareness-raising activity was the analysis of real-life material — road signs.
Each sign represented one relevant communicative function and one modal verb was assigned
to each sign. The Ls’ task was to identify the most suitable modal verb to express a specific
function.

Regarding the 3™ graders, there was the opportunity for Ls to encounter different
phrases that expressed the function of ‘liking something’. In linguistic form, this function was
expressed by stating ‘My favourite... is...” and ‘I like/love...”. This pragmatic aspect was

developed using vocabulary connected to ‘toys and games’ as well as ‘food and drink’.

Developing pragmatics in spoken production and interaction

6 grade
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Ls developed their PC in speaking with the help of a video with the communicative functions
be discussed. The video enabled them to become more aware of the situational context in which
these phrases can occur. Furthermore, it could also help Ls with their intonation and/or
pronunciation.

The video activity was followed by an activity aimed at completing one of the modal
verbs offered. I tried to prepare situations where Ls can produce these modal verbs separately
in order to prevent misunderstanding. The Ls then tried a role play. They had the choice to
either create their own message content which would involve a high amount of improvisation,
or whether they wanted to use modified content, for instance, a cued dialogue or a given
modified role play.

Most of the Ls chose the improvised role play. I created situations where one of the
modal verbs was appropriately used. Then in pairs Ls performed the role play and they recorded

their production.
3 grade

Contrary to the 6™ graders, Ls in the 3™ grade used physical objects in connection to their
speaking. They were instructed to bring in their favourite toy and subsequently their favourite
snack. These two topics were not introduced at the same time in lessons, but their core was
similar. The pragmatic aspect was also the nuance that connects these two topics.

These physical objects helped Ls with description and overall spoken production. They
used them when talking about their favourite things. I prepared questions, and potential answers
to those questions, that could be used in their interaction. Ls could then choose which phrase
they wanted to use. Ls first produced these phrases working in pairs. Following that, the
production activity was done in a circle where one L asked another L a question and the latter

then answered. The L who replied would then ask the next L a question.
Ls’ understanding of pragmatic aspects

Ls in the 6 grade did a self-evaluation of their own recordings. We also talked about their
understanding of the given context. They discussed various phrases used and their intention in
each dialogue.

An indication for me that Ls understood the whole concept of pragmatic aspects was
that they were able to choose the appropriate linguistic forms expressing a particular function
in specific contexts. In both classes, some of the Ls changed their words according to the

changing conditions.
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16. Reflection of the implementation I1

One of the interesting elements worth of further analysis came from the results of the discussion
in the 6™ grade about the ‘time’ situation. One of the Ls asked an additional question: “What
are we supposed to do if someone asks us a question like that and we do not get it?”” (Referring
to the interpretation of a sentence in a specific context). I asked Ls what they would say and do

in that situation, and they answered me as follows — translated from their Czech answers:

- You would run away.
- ‘No English’.

- ‘Idon’t understand.’
- ‘Idon’t know.’

- ‘Yo hablo espafiol.’

The discussion progressed by Ls’ thinking about possible interpretations of those sentences. Ls
created other possible scenarios that could include this one sentence. We spoke about the
relevance and appropriateness of saying similar sentences in given contexts. In this case, Ls
were able to provide me with relevant answers about this situation, and they were able to put
the whole situation in the London context — ‘Look at the Big Ben’. In this specific context the
interesting development out of the question of time enhanced the situational context one Ls
came up with the idea.

Concluding, Ls also spoke about their feelings if stranger asked them for the time —
about the person without a watch and then about a person with several watches. They used
expressions like ‘such a weirdo’, and ‘suspicious’. At the end of the discussion, Ls were able
to tell me the aim of the activity and they understood that one sentence may be used and
interpreted differently in various contexts.

On the other hand, Ls in the 3™ grade needed my assistance when expressing thanks.
Firstly, these Ls used the phrase ‘thank you’ which I commonly used in our lessons. Then I
asked them to use different phrases when thanking their friend. Some of the Ls immediately
knew what to do and they used another linguistic form appropriate for this function. However,
some of the Ls did not know so I referred to the pictures with those specific phrases.

There are some modifications that I could have done in the lessons. Firstly, I could have
let Ls perform the dialogue in front of other Ls. This could help clarify the aim of the task for

the Ls. It could also help them with comprehension and their production. Secondly, I could
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have provided Ls with more situations involving ‘thanking someone’ and not only ‘thanking

my friend’ so Ls could see differences in each situational context.

17. Perspectives on the research

To aid in summarizing the research, I decided to ask Ls to answer questions concerning the

content of the research. The questions were based on the following objectives:

- Do you think that awareness of pragmatics is important when learning English?
- How does the knowledge of pragmatics benefit you?

- Can you think of any situations where pragmatics is important to consider?

- What can I do, as your teacher, to help you develop pragmatics in speaking?

What would help you to further develop your PC?

Based on these questions, a reflective discussion was carried out. Since the topics developed in
each class were not exactly the same, I decided to summarise the main findings for each class
separately.

At the beginning of the discussion, I asked Ls a question ‘What were we dealing with
throughout the research?’. Ls were not able to summarize the main research ideas by
themselves, but with a little assistance (I referred to concrete situations from the lessons), they

were able to speak about the main topics connected to the aims of the research.

6" grade

With 6 graders we explored and expanded with role play and the situational context of ‘giving
directions’. We discussed aspects that the speaker needs to be aware of while giving directions

and the Ls developed the following responses:

- We have to give the correct directions.
- We have to greet the person.

- We have to be polite.

The discussion went deeper concerning the concept of being polite. We continued by asking
the question ‘what does it mean to be polite?’. Ls articulated that it means ‘to thank the person’,
‘to be nice to that person’, or ‘not to say impolite greetings like What’s up, bro?’ which is

considered as inappropriate speech.
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Then I asked whether this pragmatic knowledge included in our lessons is important for
them and where the benefit of knowing pragmatics is according to them. Ls agreed on that it is
important as some expressed the desire to sound polite. One L expanded on the importance of
politeness in speech production by mentioning that if a person is not polite, they could get into
a situation where the listener does not want to help them.

I wanted to know more about what ideas the Ls had concerning other situations, where
pragmatics can be important. I asked them to describe scenarios where they could use this

knowledge and they presented me with the following ideas:

- When I play a video game, and I communicate with other players through the voice
chat.

- When I speak with older people.

- When I would like to buy something to ask for the price.

- In a restaurant, to order a meal.

- I think that we will generally need it when we want to say something in English.

These responses proved that the Ls were able to think of situations where pragmatic aspects are
relevant. These findings showed that Ls can think about functionally determined language and
that they seemed to understand the main principle of pragmatics.

The last two questions asked were in regard to what the Ls thought would help them
further develop pragmatic competence: What would help you to develop pragmatics in
speaking? and What could I, as your teacher, do differently to help you comprehend this
language area? After analysing the feedback from these questions, it was brought to attention
that Ls would need to speak to a native English speaker or to somebody they do not know to
practise spontaneous speech production to understand and implement their awareness of some
of the pragmatic nuances of the language. Having to pretend to speak to a stranger was not
really the same situational context as interacting with someone new and/or with a native

speaker.
3" grade

The 3™ graders were given similar research reflective questions. As it was with the 6 graders,

we talked about the importance of pragmatic knowledge, relating it to the importance of

78



greetings and knowing the different linguistic forms. 3™ graders provided me with the following

answers> :

- Ineed to know English language.

- So that I can travel. People do not want to go anywhere because they cannot speak
English.

- When I go to England and want to buy something, I can ask where to find it — how to
greet people in a shop.

- In general, to make myself understood in English.

- If I move to another country where English is spoken.

- When I want to speak English with my friends.

Concerning the further development of and what can help learners with acquiring pragmatics,
the feedback session provided insight and the following activities were evident and relevant:
sufficient repetition and revision of phrases, to travel to an English-speaking country, role play
where one group of Ls pretend that they are strangers, and an interactive situation is created
with context.

Ls from both grades were able to offer other situations where the knowledge of
pragmatics was evident. In reference to the aforementioned points, Ls from the 3™ grade
enumerated reasons why English is important in general. On the other hand, Ls from the 6
grade thought about ideas where both aspects — pragmalinguistic and sociopragmatic — are

relevant (see the exampled above).

Additionally, Ls in both grades emphasised that interactions with native English
speakers would help them to further develop and practise their pragmatic approach to English.
Both classes spoke about the usefulness of role plays, however, the Ls in the 6™ grade identified

the idea of speaking with strangers to enhance their imagination.

My reflection of research

When analysing and reflecting on the research, some opportunities for modifications arose. The
content of the research, including the activities prepared for lessons used, was created with the
information available to me at that time.

Here are some ideas that could have been done differently and/or can be improved:

25 Discussion was in Czech, so that the Ls’ responses are translated into English.
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» 1 used similar activities (e.g., role plays and discussions) in both parts of research. For
further research, various techniques can be used to later compare the similarities and
differences between them.
» 1 described the actual developmental point for both grades, however, I could have
described and compared the differences between these two classes and their pragmatic
acquisition in more detail.
» There were some pragmatic aspects that were addressed in lessons more frequently than
other aspects. However, I had not known before what these aspects could be, so thus I
prepared the research in that way to find out.
» 1 could have included situational contexts that contained phrases of hesitation or
contexts where silence can be relevant in real like spoken interaction.
» A limitation is that research was done for only two specific classes and therefore it can
be said that there is not enough data for findings to be universally applicable. It serves
only as a description of the developmental stages of these two classes.
By the end of the research, I saw that the Ls were able to think about situations that addressed
pragmatic topics. These situations were brought up by the Ls themselves. I think that [ was able
to bring out the pragmatic aspects in the Ls which then helped them in their speech production
and interaction.

At the same time, I was able to find and define objectives from curricular documents
that target pragmatics. I tried to define pragmatically oriented goals even for topics that did not

seem to be pragmatic at first sight.

Summary of the research findings

At the beginning of the research, question was whether the T provided opportunities for the
development of pragmatic aspects in English lessons and if yes, what the process and the
procedures implemented for development were.

Through observation and lesson plan analysis it was determined that pragmatic issues were
mostly addressed implicitly, when the T spoked about linguistic functions in connection with
given vocabulary, provided situational context and through verbal cues. However, explicit
pragmatic activities aimed at producing different communicative functions were realized and
practised via role plays and the presentation of information about the people interacting in a

dialogue.
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All of this was taken into consideration when planning the next phase since the research
then focused predominantly on explicit pragmatic activities. The main objective then focused
on devising ways to help Ls aware of pragmatic aspects that directly influenced their spoken
production. I wanted to formulate and modify which aspects of PC could be addressed in 3™
grader English lessons and in 6 grade lessons.

Based on classroom observations it was found out that there were opportunities for explicit
pragmatic development in both classes. The activities used for increasing pragmatic awareness
were discussions, discourse analysis and activities done in pairs for identifying pragmatic
aspects. The principles that aimed at developing pragmatics in spoken production and
interaction were based on activities including role plays, cued dialogues, and interview (asking
and answering questions).

In terms of the Ls’ understanding of PC, feedback in the form of discussions was widely
used. Ls demonstrated that they initially struggled with identifying and verbalising
communicative functions in given situational contexts, but after modifying the activity to
explicitly explaining the communicative function and by comparing the phrases with Czech
language, Ls were able to complete their language task.

Ls in the 3™ grade were successful at modifying their voice to express their intentions when
speaking and they also successfully adapted their choice of words for the situation of ‘greeting
somebody at different parts of the day’. Ls in the 6" grade managed to identify speakers’ in
given conversations as well as the appropriateness of given phrases.

As the research continued, I observed that the Ls were thinking more about the meaning of
words in their English interactions. The group discussions produced many important insights
into how the Ls thought about a topic which also helped the T specify the direction and further
development of the thesis.

Role play emerged as the most beneficial activity that helped Ls to acquire and increase PC

in speaking.

Opportunities for further development

Action research can continue and there are areas that need to be modified. Here are possible

questions that can be applied for further development:

* What implications could the presence of strangers or native speakers have during role

plays?
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In what ways might the inclusion of different cultural aspects between L2 of a L and
their mother tongue within the curriculum influence language teaching?

How do various PC-focused activities differ in aiding Ls’ acquisition of ESL? What
type of activity does have a substantial impact on the language acquisition?

How could a lesson be designed to address the development of communication

strategies?
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Conclusion

This Master thesis defines role, use and development of pragmatic competence in teaching and
learning spoken production and interaction. The aim of the thesis was to outline opportunities
for the development of pragmatics in English lessons at elementary school.

The theoretical part described pragmatics in the context of linguistic and didactic
perspectives. The first section dealt with the definition of pragmatics as a linguistic term,
followed by its development, focusing on pragmatics classified in the context of various models
of communicative competence, followed by a didactic section. In the didactic section,
characteristics needed for preparing pragmatically oriented lessons, e. g. the characteristics of
the target group of learners, the objectives defined for this group, as well as cognitive
frameworks needed for the acquisition were described. The issue of pragmatic awareness and
its uses were then included in spoken production.

The theoretical part followed by the practical part described the approach and definition
of action research. It provided a description of the initial research objectives, as well as the data
collected, the modifications made, and analyses done on the information obtained from tow
selected elementary-school classes.

Concerning the research findings, it must be emphasised that PC is also relevant for
lower proficiency levels and younger Ls. When the T adapts conditions to suit the Ls’s thinking
and needs, and involves the Ls In the process with discussions and feedback, more complicated
topics can be taught to the Ls and mastered. I would like pragmatic competence, communicative
functions, and politeness to be seen more as important parts of the English language curriculum
at Czech schools. Above all, it is pragmatics that determines how a L will interact with other
people — how these people perceive him/her, whether he/she will keep the face intended,
whether he/she will communicate appropriately and politely, or whether he/shew will fulfil the

communicative goal of the interaction.
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Resumé

Tato diplomové prace se zabyva pragmatickou kompetenci ve vyuce anglického jazyka.
Hlavnim cilem prace je definovat pragmatické aspekty ve vyuce mluveného projevu a nastinit
prilezitosti rozvoje této kompetence u zakti na zékladni Skole. Tyto poznatky slouzi také jako
kritéria pro pifipravu aktivit na rozvoj pragmatické kompetence u dvou tfid na zakladni Skole.

Prace je rozd¢lena na dvé casti — praktickou a teoretickou. Teoretickd ¢ast vymezuje
pragmatiku z rtiznych uhlt pohledu. Pragmatika je nejprve vnimana z pohledu uzivatele jazyka
a jeho komunikacniho zaméru. Jinymi slovy, jedno z hlavnich pragmatickych zaméieni je
analyza interakce z hlediska zamySleného vyznamu slov — jinymi slovy, co je ta hlavni
myslenka, kterou mluv¢i chee vyjadrit slovy, které pouZzil béhem interakce. Skryty vyznam slov
je doplnén obecnou definici implikace, kde skryty vyznam slov je pouze zdiraznén.

Dalsim tématem, ktery je popsan v prvni sekci teoretické Casti, je teorie o
pragmalingvistickych a sociopragmatickych aspektech interakce. Pragmalingvisticka teorie se
zabyvd funkénim pojetim jazyka a soustfedi se pievazné¢ na lingvistické realizace
komunikac¢nich funkci — kazdd komunikacni funkce ma své gramatické fraze, pomoci nichz
jsou tyto funkce realizovany béhem interakce. Tento funk¢éni aspekt interakce je také v souladu
s vySe zminénymi komunikacnimi zadméry.

Sociopragmaticky aspekt dopliuje definici o situacni kontext a popisuje celkovy vliv
kontextu na produkci mluvciho. Situaéni kontext je duleZitou soucésti pragmatického pojeti
jazyka, jelikoz podminiuje obsah interakce z pohledu vhodnosti zvolenych slov. Situacni
kontext urcuje zdkladni informace o Ucastnicich interakce, prostfedi, tématu interakce, a ucelu
interakce. Pomoci kontextu poté mluvci adaptuje svou volbu slov tak, aby byla v souladu s jeji
charakteristikou. S timto procesem a situa¢nim kontextem také souvisi zdvofilostni teorie. Tato
diplomova prace rozliSuje dva typy této teorie — pragmalingvistickou a sociopragmatickou
zdvorilost. Tyto dva aspekty souvisi s vySe uvedenym funkénim a sociopragmatickym pojetim.

Druhé sekce teoretické ¢asti popisuje vyvoj pragmatiky z lingvistického a didaktického
pohledu. Pragmaticky vyvoj obsahuje hlavni vyvojové udalosti, které ptispély k celkovému
vnimani této jazykové oblasti. Mezi tyto udalosti patfi vymezeni konverzacnich maximi
zaloZenych na kooperacnim principu, které ovlivnily predev§im mluveny projev. Tyto maximy
jsou poté doplnény feCovymi akty a jejich naslednym vlivem na tvorbu sylabu definovaného

funkénim zplsobem.
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Pragmatika ale neni definovana pouze jako lingvisticky pojem. Jelikoz hlavnim
tématem je rozvoj pragmatické kompetence v mluveném projevu, je dulezit¢ definovat
pragmatiku v konceptu komunikacni kompetence. Teoreticka cast sleduje vyvoj raznych
modelt komunika¢ni kompetence a definici pragmatické kompetence v téchto komunikacnich
modelech. Modely komunika¢ni kompetence vykresluji propojenost pragmatické a
sociolingvistické kompetence. Cilem této sekce teoretické ¢asti bylo také zdlraznéni vzdjemné
propojenosti mezi jednotlivymi kompetencemi definovanymi v danych modelech.

Na modely komunika¢ni kompetence navazuje posledni kapitola teoretické Casti —
pragmatika ve vyuce anglického jazyka. Tato kapitola popisuje osvojovani pragmatickych
aspektl, charakteristiku cilové skupiny zaki, a také aktivity vhodné pro rozvoj pragmatické
kompetence. Nejprve je definovana pragmatika z pohledu osvojovani ciziho jazyka. Tato sekce
obsahuje model mluveného projevu, kde jsou zdiraznény rtizné znalosti potiebné k rozvoji
dovednosti mluveni.

Rozvoj pragmatické kompetence v mluveném projevu je vymezeno také cilovou
skupinou zaku a cili definovanymi pro tuto skupinu. Charakteristika zaki se tyka predevSim
jejich kognitivniho a psychologického vyvoje. Tyto poznatky jsou dulezité pro urceni aktivit
vhodnych pro tuto konkrétni skupinu zaka.

S timto bodem teorie také souvisi cile definované v kurikuldrnich dokumentech. Cile
pro modifikované vyu¢ovaci hodiny vychazi z nékolika dokumentti — CEFR, RVP, SVP. Tyto
dokumenty podminuji obsah vyucfovacich hodin zaméfenych na rozvoj pragmatické
kompetence v mluvené produkeci.

S touto Casti souvisi také kognitivni teorie spojena s osvojovanim pragmatické
kompetence. Pro osvojovani pragmatiky se nejprve implicitni znalosti zvédomuyji a stavaji se
explicitnimi. Tato teorie je spojend scili definovanymi pro rozvoj uvédomovani si
pragmatickych aspektii. Zaci si b&hem tohoto typu aktivity musi uvédomit jednotlivé vztahy
mezi aspekty situa¢niho kontextu —jako je naptiklad identifikace komunikacnich funkci a jejich
lingvisticka realizace ve vztahu k mluvéimu a ucelu konverzace.

Tyto aktivity jsou doplnény o interakéni teorii, kde Zaci své osvojené dovednosti
produkuji. Tato produkce, ktera je zalozena na rozvoji pragmatické kompetence, je definovana
hlavné z pohledu riiznych typt aktivit, které tuto produkci umoznuji. Mezi né mizeme zatadit
naptiklad diskusi, konverza¢ni aktivity, role play a jeji rizné podoby a modifikace.

Teoretickd vychodiska popsana v prvni Casti prace jsou nezbytna pro praktickou cast.
V praktické ¢asti je nejprve definovan akéni vyzkum, ktery byl nasledné realizovan ve dvou

vybranych tfidach na zakladni Skole. Toto nastinéni akéniho vyzkumu obsahuje charakteristiku
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jednotlivych fazi akéniho vyzkumu, techniky sbéru dat, charakteristiku zkoumaného prvku, a
cile akéniho vyzkumu.

Jako cilové skupina pro realizaci akéniho vyzkumu byla vybrana tieti a Sesta tiida
zakladni Skoly. Zamérem bylo zjistit moznosti rozvoje pragmatické kompetence u zakli na
prvnim stupni a druhém stupni zdkladni Skoly. Bylo zjiSténo, Ze rozvoj pragmatické
kompetence na zacatku vyzkumu probihal pievdzné implicitné bez explicitné zdlraznénych
principi. Tyto principy byly postupné zvédomovany pomoci pragmaticky zamérenych aktivit
jako jsou role playe, diskuze o analyzovanych kontextech atd. Behem diagnostické faze dale
bylo zjisténo, Ze zaci z Sesté tfidy jsou si védomi nekterych pragmatickych aspektt, které se
tykaji bézné Skolni interakce.

Na zéklad¢ dat ziskanych béhem diagnostické faze, byl ptipraven akéni vyzkum. Akcni
body se pievazné tykaly uvédomovacich metod, explicitnich aktivit zaméfujicich se na rozvoj
mluveni, a ovéfovani si porozuméni pragmatickych aspektt u zaku.

Tyto hlavni otazky byly adresovany béhem implementace, kde se postupné zjistilo, ze
7aci v obou tfidach dokazi odhadnout vhodnost zvolenych slov v interakci. Zaci v $esté t¥idé
byli schopni urcit mluvc¢iho interakce, ale uz méli problém s identifikaci zaméru mluvciho.

Aktivity predstavené v hodinach anglického jazyka cilily na témata, ktera byla
definovana v kurikuldrnich dokumentech. Cil téchto témat byl formulovany funkéni zptisobem
— cilici na pragmatické aspekty.

Cilem ak¢éniho vyzkumu byla reflexe vytvofenych situacich béhem implementace a
nasledna modifikace celého planu. Cely akéni vyzkum probihal ve dvou cyklech. Zavérecna
diskuse tykajici se reflexe vyzkumu ukazala, ze zaci jsou si védomi nékterych pragmatickych
aspektt, jak v rodném, tak i v anglickém jazyce. Zaci také byli schopni odiivodnit sva tvrzeni.

Zaveérem je nutné fict, ze ve dvou zvolenych tfidach bylo mnoho pftilezitosti rozvoje
pragmatické kompetence. Rozvoj probihal zvédomovanim pragmatickych aspekta, které
nasledné¢ vedlo k pragmatické produkci. Co se tyce faze uvédomovani si jednotlivych
pragmatickych aspektii, zaklim z Sesté tfidy pomdhaly navodné otazky a také pfipravena
formulace pro zaméry mluvciho. S ostatnimi aspekty situa¢niho kontextu si dokdzaly poradit.

Na druhou stranu zaci ze treti tfidy byli schopni adaptovat svij hlas, aby vyjadiovaly
dany zamér, byli, ve vétSin€ ptipadl, schopni vztahnout danou situaci na své pocity.

Produkce pragmatickych aspektl byla zaloZena pfedevsim na principu role play aktivit.
Tyto aktivity se také zdaly jako nejvhodnéjSim zplisobem, jak rozvijet pragmatickou

kompetenci v mluveném projevu.
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Appendix A The summary of models of CC defined by various authors

Canale and Swain’ parts of CC (1980)

Grammatical Strategic Sociocultural
competence competence competence
Canale’s parts of CC (1983)
Grammatical Strategic Sociocultural Discourse
competence competence competence competence
Celce-Murcia, Dornyei, and Thurrell (1995)
Linguistic Strategic Sociocultural Actional Discourse
competence competence competence competence competence
Bachman and Palmer’s parts of CC (1996)
Organizational Pragmatic
knowledge knowledge
Grammatical Textual Functional Sociolinguistic
knowledge knowledge knowledge knowledge
CC competencies defined in CEFR (2020)
Linguistic Sociolinguistic Pragmatic
competence competence competence

lexical competence
grammatical competence
semantic competence
phonological competence
Orthographic competence

Orthoepic competence

95

discourse competence
functional competence

design competence



Appendix B The table illustrating the model of CC proposed by Celce-Murcia, Dérnyei, and
Thurrell?

DISCOURSE
COMPETENCE

LINGUISTIC ACTIONAL
COMPETENCE COMPETENCE

STRATEGIC
COMPETENCE

26 Celce-Murcia, Marianne, Zoltdn Dornyei, and Sarah Thurrell. 1995. "Communicative Competence: A
Pedagogically Motivated Model with Content Specifications." Issues in Applied Linguistics. 6 (2): 5-35.
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Appendix C Bachman and Palmer's model %’

Organizational‘ knowledge
(how utterances or sentences and texts are organized)

Grammatical knowledge
(how individual utterances or sentences are organized)

Knowledge of vocabulary
Knowledge of syntax
Knowledge of phonology/graphology

Textual knowledge
(how utterances or sentences are organized to form texts)

Knowledge of cohesion
Knowledge of rhetorical or conversational organization

Pragmatic knowledge
(how utterances or sentences and texts are related to the communicative goals of the
language user and to the features of the language use setting)

Functional knowledge
(how utterances or sentences and texts are related to the communicative goals of
language users)

Knowledge of ideational functions
Knowledge of manipulative functions
Knowledge of heuristic functions
Knowledge of imaginative functions

Sociolinguistic knowledge '
(how utterances or sentences and texts are related to features of the language use
setting)

Knowledge of dialects/varieties

Knowledge of registers

Knowledge of natural or idiomatic expressions
Knowledge of cultural references and figures of speech

Table 4.1: Areas of language knowledge

27 Bachman, Lyle and Adrian Palmer. 1996. Language Testing in Practice: Designing and Developing Useful
Language Tests. Oxford: Oxford University Press.

97



Appendix D Goh and Burns' model of speaking competence *®

Second
language
speaking

competence

Figure 3.1: Aspects of second language speaking competence.

28 Goh, Christine Chuen Meng and Anne Burns. 2012. Teaching Speaking: A Holistic Approach. Cambridge:
Cambridge University Press
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Appendix E Pragmatic aspects defined in CEFR

Overall language proficiency (CEFR 2020, 32)

Overall language
proficiency

General competences

|
Savoir Linguistic Reception Reception

|
Savoir-faire Sociolinguistic Production Production

|
Savoir-étre Pragmatic Interaction Interaction

|
Savoir apprendre Mediation Mediation

The scheme illustrating the interconnectedness between individual skills (CFER 2020, 34)

RECEPTION

INTERACTION MEDIATION

PRODUCTION
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Reception

Reception

Reception activities Reception strategies

Audio-visual

Reading
comprehension

comprehension

Oral comprehension

Overall oral Watching TV, film

Overall reading Identifying cues
comprehension and video

and inferring

Understanding
conversation between
other people

Reading

conespondence

Understanding
as amember of a

Reading for orientation
live audience

Understanding
announcements
and instructions

Reading for information
and argument

Understanding audio
(or signed) media

Reading instructions
and recordings

Reading as a
leisure activity

Production

Production

Production activities Production strategies

Oral Written
production production

Overall oral Overall written

production production Planning

Sustained monologue:

describing experience Creative writing

Compensating

Sustained monologue:
giving information

Reports and essays Monitoring

and repair

Sustained monologue:
putting a case

Public announcements

Addressing audiences
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Interaction
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Appendix F Ishihara's perception of pragmalinguistic and sociopragmatic aims

29

Tasks with a mainly linguistic (pragmalinguistic) focus:

analyzing and practicing the use of vocabulary in the particular context;

identifying and practicing the use of relevant grammatical structures;

identifying and practicing the use of strategies for a speech act;

analyzing and practicing the use of discourse organization (e.g., discourse structure of
an academic oral, and presentation);

analyzing and practicing the use of discourse markers and fillers (e.g., well, um,
actually);

analyzing and practicing the use of epistemic stance markers (i.e., words and phrases to
show the speaker’s stance, such as: I think, maybe, seem, suppose, tend to, of course);

noticing and practicing the use of tone (e.g., verbal and non-verbal cues and nuances).

Tasks with a mainly social and cultural (sociopragmatic) focus:

analyzing language and context to identify the goal and intention of the speaker, and
assessing the speaker’s attainment of the goal and the listener’s interpretation (see
Chapters 14 and 15 for more on this assessment);

analyzing and practicing the use of directness/politeness/formality in an interaction;
identifying and using multiple functions of a speech act;

identifying and using a range of cultural norms in the L2 culture; and

identifying and using possible cultural reasoning or ideologies behind L2 pragmatic

norms.

2 Ishihara, Noriko. 2010. “Theories of language acquisition and the teaching of pragmatics.” In Teaching and
Learning Pragmatics: Where Language and Culture Meet, edited by Noriko Ishihara and Andrew Cohen, 99—-122.
Harlow: Pearson Education Limited.
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Appendix G Objectives defined for Al and A2 levels for pragmatic issues defined in CEFR 3’
Flexibility
Can adapt well-rehearsed, memorised, simple phrases to particular circumstances through limited lexical
substitution.
Can expand learnt phrases through simple recombinations of their elements.

No descriptors available

No descriptors available

Turntaking

Can use simple techniques to start, maintain or close a short conversation.

Can initiate, maintain and close simple, face-to-face conversation.
Can ask for attention.
No descriptors available

No descriptors available

Thematic development

Can tell a story or describe something in a simple list of points.

Can give an example of something in a very simple text using “like” or “for example”.
No descriptors available

No descriptors available

No descriptors available

Coherence and cohesion

Can use the most frequently occurring connectors to link simple sentences in order to tell a story or
describe something as a simple list of points.

Can link groups of words/signs with simple connectors (e.g. “and’, “but”and “because”).
Can link words/signs or groups of words/signs with very basic linear connectors (e.g. “and” or “then”).

No descriptors available

HEER

39 Council of Europe. 2020. Common European Framework of Reference for Languages: Learning, Teaching,
Assessment: Companion Volume. Strasbourg: Council of Europe Publishing.
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Propositional precision

Can communicate what they want to say in a simple and direct exchange of limited information on familiar
and routine matters, but in other situations they generally have to compromise the message.

Can communicate basic information about personal details and needs of a concrete type in a simple way.

Can communicate very basic information about personal details in a simple way.

Can make themselves understood in short contributions, even though pauses, false starts and
reformulation are very evident.

Can construct phrases on familiar topics with sufficient ease to handle short exchanges, despite very
noticeable hesitation and false starts.

Can manage very short, isolated, mainly pre-packaged utterances, with much pausing to search for
expressions, to articulate less familiar words/signs, and to repair communication.

Can manage very short, isolated, rehearsed utterances using gesture and signalled requests for help when
necessary.
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Appendix H Objectives defined in FEP EE (English version) 3!

Stage 1

RECEPTIVE, PRODUCTIVE AND INTERACTIVE LANGUAGE SKILLS
Expected Outcomes — Cycle 1
The pupil shall:
» pronounce and read with correct pronunciation in an appropriate vocabulary range
understand simple directions and sentences and react to them adequately
distinguish between the written and spoken forms of a word
understand the content and meaning of a simple, slow and carefully pronounced conversation
between two people with sufficient time for understanding
» use an alphabetical glossary in a textbook

RECEPTIVE LANGUAGE SKILLS

Expected Outcomes — Cycle 2

The pupil shall:
» _understand familiar words and simple sentences related to the topics being studied

VVVYYVY

» understand the content and meaning of simple authentic materials (magazines, graphic and
audio materials) and use them in his/her work
» read simple texts containing familiar vocabulary aloud fluently and respecting the rules of
pronunciation
» find necessary information in a simple text and create an answer to a question
» use a bilingual dictionary
PRODUCTIVE LANGUAGE SKILLS
Expected Outcomes — Cycle 2
The pupil shall:
» create a simple written message, short text and response to a message using correct grammar and
Sform; fill his/her basic personal data in forms
» reproduce, both orally and in writing, the content of a text of appropriate difficulty and a simple
conversation
» modify short texts while preserving their meaning
INTERACTIVE LANGUAGE SKILLS
Expected Outcomes — Cycle 2

The pupil shall:
» participate actively in a simple conversation, greet and say good-bye to both an adult and a
friend; provide the information required

Subject Matter

+ rules of communication in common everyday situations — greetings, expressing thanks,
introductions

« simple messages — addresses, congratulations, holiday greetings and letters, apologies,
requests

« thematic areas — home, family, school, leisure time and hobbies, clothing, shopping, nature
and weather, traditions and customs, holidays, important geographical data

* vocabulary and word formation — synonyms, antonyms, word meanings in context

«  basic grammatical structures and sentence types, the basics of the lexical principles of
orthography — simple sentences, formation of questions and negation, word order in a
sentence

31VUP. 2007. Framework Educational Programme for Elementary Education. Praha.
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Stage 2

RECEPTIVE LANGUAGE SKILLS
Expected Outcomes
The pupil shall:
» read texts of appropriate length aloud fluently and respecting the rules of pronunciation
» understand the content of simple texts in textbooks and of authentic materials using visual aids;
find familiar expressions, phrases and answers to questions in texts
» understand simple and clearly articulated utterance and conversation
» infer a likely meaning of new words from the context
>

use a bilingual dictionary, find information or the meaning of a word in a suitable explanatory
monolingual dictionary

PRODUCTIVE LANGUAGE SKILLS
Expected Outcomes
The pupil shall:
» create a simple (both oral and written) expression concerned with a situation related to family
and school life and other thematic areas being studied
» create simple sentences and short texts and modify them in writing using correct grammar
» retell briefly the content of a text, utterance as well as conversation of suitable difficulty

» request simple information

INTERACTIVE LANGUAGE SKILLS
Expected Outcomes

The pupil shall:
» make himself/herself understood in a simple manner in common everyday situations

Subject Matter

+ simple messages — addressing someone and reacting to being addressed, welcoming greetings,
saying good-bye, introductions, apologies, reacting to apologies, expressing thanks and
reacting to being thanked, requests, wishes, congratulations, requests for help, for a service, for
information, agreement/disagreement, meetings, social programme

+ basic relations — existential (Who?...), spatial (Where?...), temporal (When?...), qualitative
(What? Which? How?...), quantitative (How many/much?...)

+ thematic areas — home, family, housing, school, leisure time and hobbies, personal letters,
forms, questionnaires, sport, healthcare, eating, town, clothing, shopping, nature, weather, man
and society, travelling, the socio-cultural environment of respective language areas and of the
Czech Republic

*  vocabulary and word formation

+ grammatical structures and sentence types, lexical principles of orthography

106



Appendix I Objectives defined in FEP EE (Czech version 2021) 3
Stage 1

Odekavané vystupy — 1. obdobi

RECOVE DOVEDNOSTI

zak

CJ-3-1-01  rozumi jednoduchym pokyniim a otizkam udcitele, které jsou sdéloviny

pomalu a s peclivou vyslovnosti, a reaguje na né verbalné i neverbalné
CJ-3-1-02  zopakuje a pouZije slova a slovni spojeni, se kterymi se v priubéhu vyuky

setkal
CJ-3-1-03  rozumi obsahu jednoduchého kratkého psaného textu, pokud ma k dispozici
vizudlni oporu

CJ-3-1-04  rozumi obsahu jednoduchého kratkého mluveného textu, ktery je prondsen
pomalu, zietelné a s peclivou vyslovnosti, pokud ma k dispozici vizudlni oporu

CJ-3-1-05  priradi mluvenou a psanou podobu téhoZ slova ¢i slovniho spojeni
CJ-3-1-06  pise slova a kratké véty na zakladé textové a vizualni predlohy

Miniméilni doporudend arovei pro upravy ofekavanych vystupu v ramci podpirnych opatfeni:
zak
CJ-3-1-01p je seznamen se zvukovou podobou ciziho jazyvka

Odekdavané vystupy — 2. obdobi

POSLECH S POROZUMENIM

zak

CJ-5-1-01  rozumi jednoduchym pokyniim a otizkam ucitele, které jsou sdéloviny
pomalu a s peclivou vyslovnosti

CJ-5-1-02  rozumi slovitm a jednoduchym vétam, pokud jsou prondseny pomalu
a ziretelné a tykaji se osvojovanych témat, zejména pokud ma k dispozici
vizualni oporu

CJ-5-1-03  rozumi jednoduchému poslechovému textu, pokud je pronasen pomalu
a zFetelné a ma k dispozici vizudalni oporu

Minimalni doporudend drovei pro upravy ofekivanych vystupu v ramci podpirnych opatfeni:

zak

CJ-5-1-01p rozumi jednoduchym pokynim ucitele, které jsou sdélovany pomalu
a s peclivou vyslovnosti

CJ-5-1-02p  rozumi slovim a frazim, se kterymi se v ramci tematickych okruhi opakované
setkal (zejména ma-li k dispozici vizualni oporu)

- rozumi vyrazum pro pozdrav a podékovani

MLUVENI

zak

CJ-5-2-01 se zapoji do jednoduchych rozhovori

CJ-5-2-02  sdeéli jednoduchym zpuisobem zakladni informace tykajici se jeho samotného,
rodiny, Skoly, volného ¢asu a dalSich osvojovanych témat

32 MSMT. 2021. Ramcovy vzdélavaci program pro zékladni vzdélavani. Praha.
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CJ-5-2-03  odpovida na jednoduché otazky tykajici se jeho samotného, rodiny, Skoly,
volného ¢asu a dalSich osvojovanych témat a podobné otazky poklada

Minimalni doporudend drovei pro upravy ofekdvanych vystupu v ramci podpirnych opatfeni:

zak

CJ-5-2-01p pozdravi a podékuje

CJ-5-2-02p sdéli své jméno a vék

CJ-5-2-03p vyjadri souhlas ¢i nesouhlas, reaguje na jednoduché otazky (zejména pokud ma
k dispozici vizualni oporu)

CTENI S POROZUMENIM

zak

CJ-5-3-01  vyhleda potFebnou informaci v jednoduchém textu, ktery se vztahuje
k osvojovanym tématitm

CJ-5-3-02  rozumi jednoduchym krdtkym textium z béiného Zivota, zejména pokud ma
k dispozici vizudlni oporu
Minim:ilni doporudend aroveii pro upravy ofekavanych vystupt v rimci podpirnych opatfeni:
zak
CJ-5-3-02p rozumi slovum, se kterymi se v ramci tematickych okruhit opakované setkal
(zejména ma-li k dispozici vizualni oporu)

PSANI

zak

CJ-5-4-01  napiSe kratky text s pouZitim jednoduchych vét a slovnich spojeni o sobé,
rodiné, ¢innostech a udalostech z oblasti svych zijmit a kaZdodenniho Zivota

CJ-5-4-02  vyplni osobni udaje do formuldire

Minim:ilni doporudend arovei pro apravy ofekavanych vystupi v rimci podpirnych opatieni:
zak
- Jje seznamen s grafickou podobou ciziho jazyka
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Stage 2

Odekavané vystupy

POSLECH S POROZUMENIM

zak

CJ-9-1-01  rozumi informacim v jednoduchych poslechovych textech, jsou-li prondseny
pomalu a zFetelné

CJ-9-1-02  rozumi obsahu jednoduché a zietelné vyslovované promluvy ¢ konverzace,
ktery se tykd osvojovanych témat

Minimaélni doporudena drovei pro upravy ofekivanych vystupi v rimci podpirnych opatfeni:

zak

CJ-9-1-01p rozumi zakladnim informacim v kratkych poslechovych textech, které se tykaji
osvojenych tematickych okruhu

CJ-9-1-02p  rozumi jednoduchym otazkam, které se tykaji jeho osoby

MLUVENI

zak

CJ-9-2-01 zeptad se na zakladni informace a adekvatné reaguje v béZnych formalnich
i neformdalnich situacich

CJ-9-2-02  mluvi o své rodiné, kamaradech, $kole, volném ¢ase a dalSich osvojovanych
tématech

CJ-9-2-03  vypravi jednoduchy pribéh ¢i uddlost; popise osoby, mista a véci ze svého
kaZdodenniho Zivota

Minimalni doporudend drovei pro upravy oekiavanych vystupi v ramci podpirnych opatfeni:

zak

CJ-9-2-01p odpovi na jednoduché otazky, které se tykaji jeho osoby

CTENI S POROZUMENIM

zak

CJ-9-3-01  vyhleda poZadované informace v jednoduchych kaZdodennich autentickych
materidlech

CJ-9-3-02  rozumi krdtkym a jednoduchym textium, vyhleda v nich poZadované
informace

Miniméilni doporudena irovei pro apravy ofekavanych vystupi v ramci podpurnych opatfeni:

zak

CJ-9-3-01p rozumi slovim a jednoduchym vétam, které se tykaji osvojenych tematickych
okruhit (zejména ma-li k dispozici vizualni oporu)

PSANI

zak

CJ-9-4-01  vypini zakladni udaje o sobé ve formulari

CJ-9-4-02  napiSe jednoduché texty tykajici se jeho samotného, rodiny, Skoly, volného
Casu a dalSich osvojovanych témat

CJ-9-4-03  reaguje na jednoduché pisemné sdéleni

Miniméilni doporudena drovei pro dpravy ofekdvanych vystupi v ramci podpirnych opatfeni:

zak

CJ-9-4-03p reaguje na jednoducha pisemna sdéleni, ktera se tykaji jeho osoby
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Appendix J Littlewood's understanding of communicative activities >

Two types of activities

Characteristic features of activities

Control 4 Performing memorised dialogues
Contextualised drills

Cued dialogues

Role-playing

Creativity ¥ Improvisation

33 Littlewood, William. 1981. Communicative Language Teaching. Cambridge: Cambridge University Press.
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Appendix K Action-research questions posed by McNiff and Whitehead **

YV V. V V V V V V

What is my concern?

Why am I concerned?

How do I gather evidence to show reasons for my concern?

What do I do about the situation?

How can I check whether any conclusions I come to are reasonably fair and accurate?
How do I evaluate the validity of my account of learning?

How do I modify my practice in the light of my evaluation?

How do I explain the significance of my work?

Understanding the action research (by McNiff and Whitehead 2006, 91)

We review our current practice,

identify an aspect that we want to investigate,

imagine a way forward,

try it out, and

take stock of what happens.

We modify what we are doing in the light of what we have found, and continue
working in this new way (try another option if the new way is not right),
monitor what we do,

review and evaluate the modified action,

evaluate the validity of the account of learning, and

develop new practices in the light of the evaluation.

34 MCcNiff, Jean and Jack Whitehead. 2006. All You Need to Know About Action Research: An Introduction.
London: Sage Publications.
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Appendix L The process of the research
Diagnostic phase

Questions:

Do I, as a teacher, provide opportunities for developing pragmatic competence in English
lessons?

What procedures did I, as a teacher, use in teaching and learning pragmatics when creating
lesson plans?

Collection of data

- Observation = in the form of lesson recordings
- Lesson plan analysis
- Questionnaire

Main findings:

- Everyday classroom interaction
- Mainly implicit pragmatic activities
- T’s production > Ls were only exposed to implicit pragmatic aspects.

Pragmatic issues

Vocabulary development + greetings and introducing myself.

activities used for the development = dialogue, conversation technique, and role plays

Planning the action plan I

Questions needed to be addressed:

Making Ls aware of pragmatic aspects
Developing pragmatic competence in speaking

Ls’ understanding of pragmatic aspects.

Collection of data

- Recordings of lessons
- Analysis of recordings

Acting and observing I
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(divided into Period I and Period II)

Collection of data

- Recordings of lessons
- Analysis of recordings

Main findings:

- Ls were able to analyse the conversation for the speaker, but not for the intention.
- Ls were able to see the differences between individual linguistic phrases.
- Lsunderstood the need of being formal and polite.

Pragmatic issues

turn-taking controlled dialogue
role play

function of ‘describing a house’, ‘describing my classroom’, ‘saying what I am good at’,
‘asking and answering questions

Reflection and modification

Acting and observing I1
(divided into Month I and Month 1)

Collection of data

- Recordings of lessons
- Analysis of recordings
- Self-evaluation

Main findings:

- Ls were able to adapt their choice of words according to the given situational context.

- Ls were able to provide with additional information that was relevant to the situational
context.

- Ls were able to adapt their language according to the given situation.

Pragmatic issues

turn-taking controlled dialogue
role play

function of ‘giving directions’, ‘thanking
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Appendix M Analysis of the lesson plan
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Appendix N Parental's approval
Mill rodice,

obracim se na Vas jako ulitelka anglickeho jazyka Vaieho syna & Vasi deery s prosbou. V rdmci
své diplomové prace potfebuji uskutednit akénl wyzkum, kiery bych chiéla realizovat pravé

v hodindach anglického jazyka.

Vyzkum by probihal fak, 7e bych si pofizovala audionahravky z hodin. Déti by také odpovidaly na
otézky ve formé dotaznikd &i rozhovord. Nahrdvky budou &isté pro mé Uéely. Vysledky, které ziskdm
béhem analyzy nahrdvek a dotaznik(, budou anonymni. Vyzkum bude v souladu s cfli, které si Zaci
maji v anglickém jazyce osvajit, tudiz obsahové nebudou o nic ochuzeni. Chté&la bych Vas proto
touto cestou poprosit o vyplnéni Vaieho souhlasu i nesouhlasu. Pokud budete mit jakeékaliv otazky,

napiste mi.
Budu rada za spoluprdci.
Dékuji za divéry,

Natdlie Prochézkovd

o

Souhlasim s tim, aby se moje dcera/muj syn Castnil/a vyzkumu.

[] souhlasim ] Nesouhlasim Podpis:
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Appendix O The questionnaire

QUESTIONS ON PRAGMATICS — OPINIONS

Answer given questions, Write as many details as you can. If you can think of more examples, write
all of them.

1) Can you think of some examples of requests in everyday class interaction?
Write down some phrases or examples.

|

5) What influences your choice of words in a 8) How would you feel when somebody is
conversation? Write down everything you can jumping in your speech all the fime? Write down
think of, your feelings.

7] What do you think about slence in conversations? ks it posifive or negafive?

7a) Give some examples of conversations in which silence plays a role.
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QUESTIONS ON PRAGMATICS - OPINIONS

Answer given questions. Write as many details as you can. If you can think of more examples, write
all of them.

1) Can you think of some examples of requests in everyday class interaction?
Write down some phrases or examples.

Please close The window. Jurn The
Lights pleovse .Open the door.

[ 2) What mood is this man in? What might have put him in this mood?

He is oNgry
fic boss }c:'rf.’du him jmm his JEOL).

[ 3) The first thing you soy when you amrive home is: J [ 4) Give this monster a compliment. J

Yo ore tUte.

{ 5) What influences your choice of words in ] 6) How would you feel when somebody is ]
conversation? Write down everything you can jumping in your speech all the fime? Write down
think of, your feelings.
Who [ om Ta[kfhﬁr fo L am odlory and I
[eacher - Gogd rorning went o pmyich hir,

Parent -HelLlo
Frienok- Hf})’
7] What do you think about silence in conversations? i it pasitive or negative®

I'PS heu.Jrroi for me.

70| Give some examples of conversations in which silence plays a role.

I don't know.
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PRAGMATICS — OPINIONS

Ke kaide véte vybarvéle jedno &islo, poadie toho, jestli s vétou souhlasite & nesouhlasile. Na $kdle od jedné do péti
jsou tyto hodnoty:

| = rozhodné souhlasim

2 = spie souhlasim

3 = neutrdalni

4 = spite nesouhlasim

5 = rozhodné nesouhlasim

1) Slova v kenverzaci volim | podie pavolani a postaveni Elovéka, se klerym miuvim. %

. 2 3 4 5
Rozhodné scuhlasim QO 0 0O € Rozhodnd pesouhlisim

2) Kdyi miuvim s kamaradem, tak pouiivam Jiné siovni vyrazy, nei kdyZ miuvim s uéitelem (v angliéfing).

Rozhodné soublasim ©N 2 S © > 0O Rizhodnd nesoublasim

Rozhodné souhlasim > A 0| ) Rozhodné nesouhlasim

4) Nékdy slova vyjadiuji néco vic (maji skryty vyznam).

Rozhodné souhlasim Ji A B @ Rozhodné nesouhlasim

5) Ma slova mohou ovlivnit chovéni druhych lidi.

Rozhodné souhlasim J y O O % Rozhodné nesouhlasim

4) Ma slova mohou ranit city druhych lidi.

Rozhodné soublasim J > O O O Rozhodné nesouhiasim
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PRAGMATICS —~ OPINIONS

Ke kaidé vété vybarvéte jedno &islo, podie toho, jestli s vétou souhlosite &i nescuhlasite. Na $kdle od jedné do péti
jsou tyto hodnoty:

1 = rozhodné souhlasim

2 = spie souhlasim

3 = neutrdini

4 = spiSe nesouhlasim

5 = rozhodné nesouhlasim

1) Slova v konverzace volim | podle povoléni a postaveni &lovéka, se kterym miuvim. ——
1 2 3 4 5
fiozhodné souhlasim ' O O &) O Rozhodné nesouhlasim

2) Kdyi miuvim s kamarddem, tak pouiivdm Jiné slovni vyrazy, nei kdyi miuvim s uéitelem (v angliéting).

Rozhotné souhlasim Q B, © O Rozhodné nesouhlasim

3) Kdyf mluvim s kamardadem, tak pouiivam jiné slovni vyrazy, nei kdyi mluvim s uéitelem (v rodném jazyce).
1 2 3 4 5

Rozhodné souhlasin & T D Ky L) Rozhodné hesouhiatim

4) Nékdy slova vyjadiuji néco vic [maji skryly vyznam).
1 2 3 4 3

Rozhodnd souhlasim @ E Q Q@ 0 Rozhodné nesouhlasim

5) Md slova mohow oviivnit chovdni druhych lidi.
1 2 3 4 ©

Razhodag souhlssim @ O O 0O Rozhodné nesouhlasim

4) Md slova mohou ranit city druhych lidi.

Rozhodné souhlasim Q: O R Rozhodng nesouhlasim
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Appendix P Topics addressed in the research

DIAGNOSTIC PHASE

3 grade

Curricular topic: Greetings

Awareness phase

Ls had picture prompts where different greetings were used. Then
I gave them tasks for comprehension (e.g., It is night. Touch the
appropriate greeting).

We compared the English greetings with Czech greetings. We had
a discussion in Czech about greetings we know and about
greetings we use.

Spoken production
and interaction

We did pronunciation practice where Ls had a chance to
pronounce the greeting. We connected this practice with the TPR
technique where different parts of the day meant different actions.
We did mini role play concerning different parts of the day. One
of the Ls left the classroom and others had to greet him/her
depending on what picture was on the board at the time (pictures
marked different parts of the day).

Procedures used

Picture prompts
Discussion
TPR

Mini role play

CJ-3-1-02 zopakuje a pouzije slova a slovni spojeni, se kterymi se
v pribéhu vyuky setkal

J-3-1-01 rozumi jednoduchym pokyntim a otdzkdm ucitele, které

Aim at FEP EE . o o , . . <
jsou sdélovany pomalu a s peclivou vyslovnosti, a reaguje na n¢
verbalné i neverbalné
+ topics documented in SEP
Pragmalinguistic dominated

Findings Not individual people

Ls were successful at greeting in various parts of the day
They wanted to leave the classroom repeatedly

121




6 grade

Curricular topic: INntroducing myself and my friend

Awareness phase

Different situations where an introduction was used

Analysis of these contexts

Discussion about different contexts where they have to introduce
themselves

Spoken production
and interaction

Monologue where Ls had a chance to introduce themselves and
their friends
As the pre-activity they should find out info about their classmates

Procedures used

Survey — asking questions to find out info about their classmates
Monologue — introducing myself and my friend

J-9-1-02 rozumi obsahu jednoduché a zietelné€ vyslovované
promluvy ¢i konverzace, ktery se tyka osvojovanych témat

CJ-9-2-01 zepta se na zékladni informace a adekvatn¢ reaguje v

Alm at FEP EE béznych formalnich i neformalnich situacich
CJ-9-2-02 mluvi o své rodin€, kamaradech, Skole, volném Case a
dalSich osvojovanych tématech
Ls were able to ask and answer questions about topics concerning
Findines themselves
& Ls were able to follow some steps for introducing themselves
Some of the Ls did the talk naturally without following the hints
ACTING AND OBSERVING
Period I
3 grade
PERIOD I

Awareness phase

Imaginations = imagine being someone...; imagine the situation
You are mad at your grandma, how would you greet her? etc.

The change of voice + different forms for greeting and name of
family members

Vocabulary development (sports and activities)

Picture and sentences (matching — reading comprehension)

Spoken production
and interaction

What they are good at?

Linguistic forms = function

Asking and answering questions (What are you good at? Are you
good at...?)
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Procedures used

Controlled dialogue

Topics documented in SEP

Alm at FEP EE CJ-3-1-02 zopakuje a pouzije slova a slovni spojeni, se kterymi se
v priub¢hu vyuky setkal
Pragmalinguistic knowledge
Form-function mapping connected to vocabulary ‘sports and
activities’

Findings They naturally change their voice to express their intention
Modify their choice of words when talking to specific people
They still tried to find the Czech equivalent for every word

6 grade
PERIOD I

Awareness phase

Who is the speaker A and B = analysis of conversations

Spoken production
and interaction

No opportunities for development

Procedures used

XXX

CJ-9-3-01 vyhleda pozadované informace v jednoduchych

Aim at FEP EE kazdodennich autentickych materidlech
Learners were able to provide me with some examples of whom
may be the speaker in the conversation.
But Ls were no longer able to justify their claims — why they think
who these two people are in the conversation.

Findings

Learners were not able to answer the question on communicative

functions.

When I asked about specific sentences and their Czech meaning and

their intentions, Ls were able to answer these questions.
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3 grade

PERIOD II — describing my classroom

Awareness phase

Linguistic forms used for this function (vocabulary development of
school supplies and phrases used for description)
Christmas greetings — happy holidays (multicultural countries)

Spoken production
and interaction

They also continued and finished asking and answering what they
are good at.

Mini role play — one of them is the new L and the other shows
him/her the classroom describing it

Procedures used

Controlled dialogue
Mini role play

CJ-3-1-02 zopakuje a pouzije slova a slovni spojeni, se kterymi se
v pribéhu vyuky setkal

Aim at FEP EE
Objectives documented in SEP
No indication of cultural differences between greetings (referring
Findings back to the discussion about greetings since it can be included
within many contexts that Ls can encounter)
6" grade

PERIOD II — describing a house

Awareness phase

Linguistic forms used for this function (vocabulary development of
furniture and phrases used for description)

Christmas greetings — Happy holidays (multicultural countries)
Probable speaker’s intention = These intentions were given, and
they had to only match the situation with the written intention (they
did not have to think about their own interpretations)

Spoken production
and interaction

Ls had to prepare the situation of ‘the advertisement of selling the
house’. They had the opportunity to work in pairs and to record a
video about that. Ls had to manage their choice of words
expressing this intention as well as to meet the criteria of being
polite.

Procedures used

Role play
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Aim at FEP EE

J-9-2-01 zepta se na zékladni informace a adekvatné reaguje v
béznych formalnich i neformalnich situacich

CJ-9-2-02 mluvi o své rodin¢€, kamaradech, Skole, volném Case a
dalSich osvojovanych tématech

Objectives documented in SEP

Findings

Pragmalinguistic (describe a house — everything needed for the
description takes place)

Socipragmatics (in the context of being a real estate agent =
making advertisement) = adaptation of their word choices
Sometimes did not be in their character and they used phrases they
wanted to use even though they were inappropriately used.

Ls had a problem with verbalizing the function

No discussion about appropriateness of given words in that context

ACTING AND OBSERVING II

Month I

3 grade

Awareness phase XXX
Srebenmtucion |
Procedures used XXX
Aim at FEP EE XXX
Findings XXX
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6 grade

Curricular topic: G1VIng directions

Awareness phase

Pieces of parts of the conversation — Ls had to put it in the correct
order to create a meaningful conversation — they had to analyse it
for the situational context.

Expanding vocabulary by several linguistic contexts expressing
different directions

Spoken production
and interaction

Ls had several opportunities to develop the PC in speaking. We
imagined different places in their hometown and by giving
directions from the school, Ls had to guess the place. We also did
a treasure hunt where Ls gave each other directions to find the
expected treasure. We described the chosen journey via online
maps. We also gave directions in different situations highlighting
pragmatic aspects, specifically politeness.

Procedures used

Discussion
Role play

J-9-2-01 zepta se na zékladni informace a adekvatné reaguje v
béznych formalnich i neformalnich situacich

Aim at FEP EE J-9-1-01 rozumi informacim v jednoduchych poslechovych
textech, jsou-li pronaSeny pomalu a zfetelné
Objective addressed in SEP
In most cases, Ls were able to adapt their language to the situation
Findings of ‘giving directions’. They followed the discourse of greeting,
asking for directions, thanking, and saying goodbye.
Month 11
3 grade

Curricular topic: Thanking

Awareness phase

Ls were exposed to different linguistic forms expressing the
function of ‘thanking’. They were also given opportunities for the
comparison different phrases used in the Czech context. They
thought about situations when they can thank for something.

Spoken production
and interaction

Ls did a role play where they should have thanked their classmates
for the present.
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Procedures used

Role play

J-3-1-01 rozumi jednoduchym pokyniim a otdzkam ucitele, které
jsou sdélovany pomalu a s peclivou vyslovnosti, a reaguje na né
verbalné i neverbalné

Aim at FEP EE
CJ-3-1-02 zopakuje a pouZije slova a slovni spojeni, se kterymi se
v priub¢hu vyuky setkal
In this case, Ls had difficulty with using a different phrase than
‘Thank you’. They could also use ‘Thank you so much’ to express

Findings higher intensity. There was the need of an assistance to addressed
various linguistic phases.

6" grade

Awareness phase

Ls analysed given context in terms of the hidden meaning. They
were introduced to one question ‘Do you have the time?’. The
question was presented without the context since I wanted to know
how Ls think about that.

Spoken production
and interaction

Ls answered the question ‘When is your birthday?’. The did the
survey and asked each other this question. Then they spoke about
other people.

Procedures used

Survey

J-9-3-02 rozumi kratkym a jednoduchym textim, vyhleda v nich
pozadované informace

Aim at FEP EE J-9-2-01 zepta se na zakladni informace a adekvatné reaguje v
béznych formalnich i neformalnich situacich
Objectives documented in SEP

Findings See the reflection + appendix U
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Month III + IV

3 grade

Curricular topic: lelng something

Awareness phase

Ls were aware of different linguistic forms expressing likes.

Spoken production
and interaction

Ls described their favourite toy and snack. They used the linguistic
forms introduced as well as physical objects representing their
favourite things. This activity was done as a presentation.

Procedures used

Presentation

J-3-1-01 rozumi jednoduchym pokyniim a otazkam ucitele, které
jsou sdélovany pomalu a s peclivou vyslovnosti, a reaguje na né
verbalné 1 neverbalné

Alm at FEP EE CJ-3-1-02 zopakuje a pouzije slova a slovni spojeni, se kterymi se
v pribéhu vyuky setkal
Objectives documented in SEP
Ls did not have a problem with this activity. They were able to
Findings produce the pragmatically oriented language.
6 grade

Curricular topic: Modal verbs

Awareness phase

There was one of the modifications concerning the intended
meaning. Ls were given descriptions of given functions and they
had to only match the description with the linguistic form. These
modal verbs were connected to the real-life material — road signs.

Spoken production
and interaction

Ls were given opportunities to develop modal verbs and connected
intentions via various role plays. These role plays were prepared to
address different modal verbs as well as different situational
contexts.

Procedures used

Role plays
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CJ-9-2-01 zepté se na zékladni informace a adekvatné reaguje v
béznych formalnich i neformalnich situacich

CJ-9-2-02 mluvi o své rodin¢€, kamaradech, Skole, volném Case a
dalSich osvojovanych tématech

Aim at FEP EE
J-9-3-01 vyhledé pozadované informace v jednoduchych
kazdodennich autentickych materialech
Objectives documented in SEP
Ls were able to adapt their language choice according to given
Findings

situational contexts.
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Appendix Q Pragmatic help for Ls 3’

Whao is
speaking?

Where is ite

/

Do the people
know each other?

/

CONVERSATION

Q

Hidden meaning

Real words

= \

What do they
want to say?¢

What are they
sayinge

35 Pngwing. 2023.
Darkmoon_Art. Pixabay. 2023.
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Appendix R My action plan questions

Issue 1

How do I, as a teacher, provide learners with opportunities for the development of PC

in speaking?

Why am I concerned?

I am concerned because I want to know if I am providing
opportunities for development or not. I feel like even though I
know about pragmatics, but still, pragmatics does not come up

as much in my lessons as I want to.

What can I do about it?

To determine whether I provide these opportunities, I can do
lesson observations. However, I am the teacher as well as the
observer, so I need to record these lessons for further analysis. |

can also analyse lesson plans.

What will I do about it?

I will

get the parental and kids’ approval to do the recordings,

do the lesson recordings,

analyse these recordings,

analyse lesson plans.

The second round of data gathering

What kind of data will I
gather to show the

situation as it unfolds?

The recordings of the lessons where the pragmatics can appear.
I can also record those lessons where pragmatics is not of the

main interest.

How will I ensure that
any conclusions I reach
are reasonably fair and

accurate?

I will look at the things that were actually addressed in the
lessons. I will not think of other possible scenarios that would
be adapted for the lesson. My aim is to find the potential
problems that are needed to be modified. I can also invite my

supervisor.
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How will I evaluate the
validity of the evidence-
based account of my

learning?

I will discuss the findings and procedure with my colleagues.

Issue 2

How can I help learners with the development of PC?

Why am I concerned?

I am concerned because I think that I can do more for learners
to develop pragmatics. I see pragmatics as an important part of
the language-learning process, and I would like my students to

develop this area to some extent.

What can I do about it?

I could try out methods and types of activities that develop
pragmatics. I can do that by focusing on the steps I have
described in the theoretical part. I can create “criteria” that will
help Ls with acquiring PC. I should provide conditions in

which students develop form-function-context mapping.

What will I do about it?

I will

- prepare activities that may help Ls to develop PC,

- create a list of phrases for Ls that express particular
functions,

- provide learners with chances to analyse contexts for
form-function-appropriateness,

- provide learners with situations where they can produce
these phrases,

- create success criteria,

- create a list of exemplary situations where pragmatics is
of importance,

- analyse lesson recordings for further development.
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The second round of data gathering

What kind of data will I
gather to show the

situation as it unfolds?

I will record the lessons which will be also analysed for the
appropriately used activities. I will also record the feedback
discussions where I can see many insights into Ls’

understanding of the topic.

How will I ensure that
any conclusions I reach
are reasonably fair and

accurate?

I will ask for Ls’ experience. It is still their learning so they
should think about their strategies to develop language. I will
also try out the given types of activities that are addressed even

in the literature.

How will I evaluate the
validity of the evidence-
based account of my

learning?

I can compare my findings with other findings addressing

similar topics. I can still to talk about it with my colleagues.

Issue 3

How can I make learners conscious of pragmatic aspects?

Why am I concerned?

I think pragmatics is introduced mostly implicitly in my lessons
— students may not know at the time that they are developing
pragmatics. [ would like learners to have more control over
their learning. I would like to be more transparent and explicit

in conveying the objectives and content of the lesson.

What can I do about it?

I can expose learners to the pragmatic aspects, but at the same
time, direct them specifically to find the pragmatic aspects. I
can do it by posing specific questions. I can prepare such
questions in advance. I can prepare situational contexts where
they would have to find the pragmatic aspects. I can discuss

with them what pragmatics is and how we can identify it.

What will I do about it?

I will
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- prepare questions that may learners guide when
discovering pragmatics,

- prepare situational contexts where learners analyse
pragmatic aspects,

- create a sign that may indicate that there is a pragmatic
aspect,

- implement discussions about pragmatic topics into

lessons.

The second round of data gathering

What kind of data will I
gather to show the

situation as it unfolds?

I can use the lesson plan to verbalize the pragmatic aim. These
activities should aim at exposing Ls to different pragmatic

aspects.

How will I ensure that
any conclusions I reach
are reasonably fair and

accurate?

Ls need to be aware of given aspects. Because of that fact, I
have to prepare activities where they can only analyse
pragmatic aspects. It helps them to think about their own

production.

How will I evaluate the
validity of the evidence-
based account of my

learning?

I can try to distribute the activities among another group of Ls.

I can also speak about it with my colleagues.

Issue 4

In what ways do I introduce activities developing PC in lessons?

Why am I concerned?

This question is posed as an additional one to the
aforementioned ones. I would like to find out some particular
activities or methods by which I am introducing pragmatics in

lessons.
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What can I do about it?

I can analyse the lesson plans. But first, I need to create a plan
where I include topics and objectives for both classes. From
those objectives and topics, I then have to select those that
relate to pragmatic competence. I can also do the lesson

recordings.

What will I do about it?

I will
- prepare a plan for both classes where I will include
possible pragmatic topics and objectives,
- record lessons,

- analyse recordings.

Second round of data gathering

What kind of data will I
gather to show the

situation as it unfolds?

Lesson recordings

How will I ensure that
any conclusions I reach
are reasonably fair and

accurate?

Based on the recording, I can discuss referring topics in lessons
with my colleagues. My colleagues can provide me with

insights that I cannot see.

Issue 5

How can I tell that a learner understands the pragmatic aspect of the given activity?

Why am I concerned?

This question is important to me because I want to know what
the learners are learning, and what they also understand. I
would like to get feedback in some way where I can see that

they have acquired and comprehended the aspect.
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I can prepare an immediate feedback session, after the given
activity, where we will discuss what we are learning. I can

' prepare a questionnaire where learners answer questions
What can I do about it? ' ‘ '
regarding related topics. Learners should have a chance to think
about their learning. Learners should have a chance to produce

the pragmatic aspect in situations.

I will

- have recordings of feedback sessions,
What will I do about it? - prepare questionnaires for learners,
- prepare a self-evaluation sheet for learners,

- record learners when doing role plays.

The second round of data gathering

A discussion about given topics
What kind of data will I
Additional question
gather to show the )
Interview
situation as it unfolds?
Spoken production with reflective questions

How will I ensure that

any conclusions Ireach | | can ask Ls to record themselves while speaking. They can

are reasonably fair and also analyse their speech in terms of given criteria.

accurate?
Issue 6
How can I introduce explicit pragmatic activities?
This question is related to transparency in terms of objectives
Why am I concerned? and content. [ would like to find out whether the activities |

introduce in lessons work or not.
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What can I do about it?

I can discuss literature for ways of implementing explicit
pragmatic activities. I can try some methods in my lessons, but
I have to record these lessons for analysis. I can modify the
aims for these lessons so that they explicitly express pragmatic

involvement.

What will I do about it?

I will
- read sources for finding ways of implementing explicit
pragmatic activities,
- record lessons while trying some of the methods and
activities,
- rewrite objectives for each class so that they express
pragmatic issues,

- present these objectives to learners.

The second round of data gathering

What kind of data will I
gather to show the

situation as it unfolds?

This aspect is the same as with the procedures, so I think that
the best tool to obtain data concerning this question, is a lesson

recording.

How will I ensure that
any conclusions I reach
are reasonably fair and

accurate?

I can also present the activities itself or its description for other

people to assess.
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Appendix S Topics defined in the theoretical part; example of T’s journal




Appendix T What topics were developed in each class

Throughout the 1% implementation

Pragmalinguistics

Sociopragmatics

Form-function mapping

Appropriateness of words in context

Situational context

no analysis of the

context, but only

Pragmatic awareness v v
- Cultural aspects Christmas greetings Christmas greetings
- Speaker’s intention v
Pragmatic production (speaking) v v
- Grammatical v v
- Phonological
- Lexical v v
- Pronunciation’® 4
- Speech functions (= speech L, L,
acts)
- Interaction management
- Discourse organisation v

analysis of given

participants

) o contexts
Imaginations
- Participants v
- Relationship between v

3¢ Pronunciation, in this case, means pronunciation in a wider context than just individual words. It means how
pronunciation can affect the overall impression of an interaction.
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Pragmalinguistic politeness

- Setting v
- Purpose
- Topic v

Sociopragmatic politeness

v

Greetings Describing the house
Speech acts Describing the room (implicitly) asking for
(implicitly) requests help
) Role play
o Controlled dialogue _ )
Types of activities ) ) Discussion
Discussion ) )
Discourse analysis
Feedback v v

Throughout the 2™ implementation

Pragmalinguistics

Sociopragmatics

Form-function mapping

Appropriateness of words in context

Pragmatic awareness v
- Cultural aspects
- Speaker’s intention 4 4
Pragmatic production (speaking) v
- Grammatical v
- Phonological
- Lexical v 4
- Pronunciation v v
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- Speech functions (= speech

Thanking

Talking about favourite

Giving directions

Modal verbs and their

acts) ) .
things functions
They had to be aware of
They had to recognize the interaction while

- Interaction management

phrases expressing
thanks and phrases used

when somebody thanks

giving directions — to
greet + to ask for

directions + to react to

us that message + to say
goodbye
- Discourse organisation v
Situational context v
- Participants v
- Relationship between v
participants
- Setting v
- Purpose v
- Topic Giving directions
Pragmalinguistic politeness
Sociopragmatic politeness v
Speech acts v v
Matching activity Matching activity
Types of activities Picture prompts Controlled dialogue
Role play Role play
Feedback Discussion Discussion

Self-evaluation
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Appendix U The example of analysis of the recording

Explanatory notes:

T = teacher

L = learner (they are given numbers due to anonymity)
Ehm = hesitation

.... = pause

mh = indicates the agreement

The transcript is written in one gender in order to prevent from identification of gender for
individual Ls.

Categories

Pragmatic issues

Asking for clarification

Intention

Ls’ additional questions [:::]

Interpretation

Politeness aspects O

T: Prvni otdzku jsem vam dala, ehm, ze tam mate _ bez kontextu uplné
takhle Cistou otazku...co jste napsali k té otazce jako odpovéd? Ehm, L1?

=

1:

T: (laughter) Super. Cos tim chtél fict?

L1:|{Jakoze ted’ka nemam ¢as..?!

T: mh, super, L2?

L2: -, protoze, ehm, jako mam hodinky, mam ¢as a mam cas jako... s nim stravit ten

cas.
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T: mh, super

L2: Nevim, jak to mam popsat.

T: Dekuju. Je3t& nékdo jste tam néco napsal?
L3: -

T: - jenom..-

L3: N88. Proste e8I

T: Co tim tikas, kdyz feknes yes?

L3: Noo, _..on se pta, jestli mas...jestli mi muazes fict ¢as.|a ja feknu yes..a
kdyztak tam mizes fict, kolik je hodin

T: mh, dobie, dekuju.

T: Kazdy to mohl interpretovat jinak, to je upln¢ v pohod¢ jo, protoze my tam mame Cisté
tu otazku..my tam nemame Zadny kontext, ve kterém..nebo podle kterého bychom se mohli

orientovat.. fakize ¢ jste tam jeStE napsali?

L4: NOSom.

T: -, super. L5?

L5: Ja jsem napsal - a potom _..protoie jak se ptdm na néjakou otazku.
T: _ ...bys odpovidal na jaky kontext?

L5 Jestli mam cas..ho stravit tfeba.
T: mh, super. _

L5: Jestli mam tfeba hodinky.

T: mh, super, dékuju moc. L6?

1.6: No, I don’t have the time.

T: mh, co jsi tim chtél fict L6?

L6: Ze nemam cas..

T: Ze nemas &as..pro|n&jakou aktivitu nebo néco délat, jestli to chapu dobie?

V: mh.

T: super, dobfe.

T: Tak, kdyz jsem vam pak dala ten kontext..ten druhej papir..jak jste odpovidali? Lisilo se to
tteba od ty prvni odpovédi?
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Several Ls at once: jo, mh.

T: jakym zpiisobem?

L1: Ta prvni ma vic vyznamu.

T: ta prvni?..ten prvni papirek?

L1: mh..

T: Mh, jenom cist¢ bez kontextu. A pro¢ myslis, L1?
L1: Protoze to je oteviena véta..

T: mh..

L1: A tady mame vlastn¢ jako uz...ehm..vétu danou.

L1: Tady je prosté jenom otdzka.

T: _ ..nebo..co tam je danyho, Ze ses rozhodoval tak, jak ses

rozhodoval?

L1: Noo, kdyZ mé& stopnul ten pan a zeptal se m¢|jako jestli mam Cas|tak m¢ napadlo jako
tteba hodinky a tak.

T: mh, jo.

L1: A tady mohlo byt tfeba jestli mas Cas ted’ka, Ze tfeba mizes nékam jit aLnebo.. jestli mas
cas taky jako Cas na ruce anebo na mobile.

T: Super, dé¢kuju moc. L2?

L2: A co mame d¢lat, kdyz se nas nékdo takhle zepta a my to nepochopime? [::::I
Several Ls at once: ...tak zdrhnes; _

(laughter)

T: (Suméni) Co byste délali?

L1: Zdrhnul bysem.

L7: _ [sentence expressing the function of misunderstanding + you do
not want to involve]

L5: Yo hable Espanol.

L3: Pablo Espanol.

(laughter)

L5: Yo hablo...

T: Yo hablo.. _

E: Jo, ze mluvim Spanélsky. (laughter)

L3: A co kdyz typek zacne v piilce fikat néco Spanélsky? [:::]
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(nebylo rozumét)

T: No, jak byste reagovali, kdyZ nevite, jak mate odpovédét?
(zacali vSichni zase najednou): T: prosim jenom jeden, L5?

L5: Ja bych se zeptal, v jakém kontextu to mysli.

T: mh, super. L1?

M: No, ja bych pouzil ptekladac.

(laughter)

T: L7, ty jsi chtél néco tict?

L7: Ne.

T: Ne? Dobre.

L: I don’t understand.

T: IR P URGeIStand ticba. Nebo O BKROWS
L6_ (laughter)

T: L6, kdyZ bys fek] [RIONMBGARS, co bys tim fikal?

V: Je mi to jedno.

(laughter)

T: Myslis, ze v ty situaci je to vhodny? Jak bys se ten druhy citil?

(Sum, nebylo rozumét, co si tam povidali)

L7: On by tak mohl opovédét, neni to pfece tvoje vina..neni to _

T: Super, dékuju.

(Sum, diskuze)

T: Tak, ehm, jesté se zeptam...jak by se ta situace lisila, kdyz by to byl _‘?

L7: Kdy? to je t&2.

L2: Ze kdy? je {o'nas kamarad, tak je to spis jasny, Ze s tebou chce stravit &as, ale kdy? to je

, tak to je jako jestli mas ten cas na hodinkach..

L1:..|anebo jako t¢é chce unyst.

(laughter)

L7:|Anebo Ze ti chce ukradnout hodinky.

L1: a nebude tam napsané _

T: L1, no. To jsme se dostali tam, kam jsme necht¢li.
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T: Co byste povazovali v takovy situaci jako za nevhodny...kdyz byste chtéli reagovat, ze
vam ten ¢lovek je uplné jedno..ze to je nevhodné. ..

L1:...nev§imam si ho.

L7:...odejdu.

L2: zdrhnu.

L7: Délam, ze se ptam jiného cloveéka.
L2: anebo feknes _

L1 INGIESREGH [probable joke]

(laughter)

T: V druhy situaci..ta druhd situace...jak jste reagovali v té druhé situaci, kdyz vidite, Ze ma
n€kolik hodinek?

L3: Look at your watches, idiot.

T: Jak by se citil ten druhej, kdyz bys mu tohle fekl?
L3: Jako idiot.

(laughter)

T: Okay. L6?

Lo: Look at your watches. You've like ten watches.

T: mh.. Jak byste se citili vy, kdyz byste vidéli takového _ a on se vas zeptal na
takovou otazku? Jaky by byly vase pocity?

L3: _ [probable joke]

L7: Divny.

Lo: Such a weirdo.

T: Why?

Lo: because he has several watches and he can look at them.
L7: tak ja tfeba hodinky nenosim, kdyz je mdém doma.

L2: A co kdyz nefungujou? [:::]

T: Okay. Co kdyZ nefungujou?

L1: Tak at’ se koukne na Big Ben, kdyz jsme v -
L2: A co kdyz — a ono to neni vidét? @
L7: Tak se podiva na hodinky.

L2: _, chapes. I:::::I

L7: Tak se podiva na slunce.
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(Sum, diskuze, nebylo rozumét)

T: jest¢ mi prosim feknéte, jak se liSila ta druha situace od ty tieti situace?...tady ta a tady ta.
Myslim s tou prvni situaci s tou - a pak s tou druhou situaci v tom - Me¢li jste
jinou odpoveéd?

L5: ja jsem mél stejnou odpovéd'.
L1: ja mél jinou.

T: L5 is speaking.

L5: U ty tfeti tam bylo napsany, ze tam ma ty hodinky, takze bylo jasny, Ze s tebou chce
stravit ¢as a u ty druhy jsem tam napsal _ a k tomu bychriekl terr Cas; kterej je:

T: mh, dekuju.

L7:Ja mam jeste...kdyz jseS v -, tak na tebe lidi mluvéj cesky.. @

T: Noo, nemusi to tak vzdycky bejt. Co kdyz to je _?

L7: kdyz by na m¢é mluvil anglicky, tak ja bych mu fekl, Ze mluvim cesky.

T: Chcete k tomu jesteé néco pridat.

Somebody: jsou tam i tfeba -

T: tak, ted’ mi zkuste shrnout, co bylo cilem této aktivity. Co si myslite, Ze ehm jsem chtéla...
L7:...pobavit nés.

T: okay.

L3: Naty, nechce$ nam vysvétlit, co znamen4 (ORyOUNNAVCINCIINIG @ < what is the

reason for asking this question?

Neékdor Jestli mas ¢as

Neékdot Jestli mas ¢as u sebe.

L2:..jako.. .jesté jednou, jak znéla ta otdzka?
T: Co bylo cilem této aktivity?

L2: Jo, jo...cilem bylo, Ze..néjaky otazky bez kontextu miiZeme pochopit uplné jinak,
abychom si na né néjak davali pozor.

T: mh, dekuju. Jo. A je dllezity u toho...co je u toho dilezitého?
L5: No context.

1.7: I don’t understand.

L6: You such a weirdo.

(Sum, diskuze)

T: kdyz mate dvé odliSné situace, mizete reagovat jak?
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L1: Jinak.
T: Jinak.
1.3: Positive, negative, neutral.

T: Jo. Je tam dulezity...co vlastné chcete Fict a co Fika ten druhy...jo? Jak chces, aby ta
véta znéla.

L4: anglicky
T: Anglicky, 600 znamend?
L4: ehm. Hlasivky se klepou a tim vydavaji zvuk a z toho se délaji slova...

T: (laughter) ja ted’ka myslim, ze kdyz si ptedstavite, ze kdyz potkate _ na
ulici a feknete mu

L2: tak to je negative.
T: takovy negativni pfistup...ja bych fekla i ehm....né, nepratelsky.. O

L5: neslu$ny. O

T: Jo, dékuju, to je to slovo. Neslusny. A ze kdyz reagujete tak, ze kdyz prosté se kouknete na
ty hodinky, tak to povazuju...

(diskuze)

T: ...tak uz to asi ukon¢ime. Dékuju moc.
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Appendix V Examples of activities aiming at PC

Activity aiming at making awareness — 3" grade

Good
morning.

Good
afternoon. . Good
afternoon.
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Activity aiming at spoken production and interaction — 3" grade

Whet are yeu good ei?

Hello.

What are you good at?

Name Activity

James drawing
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Activity aiming at making awareness — 6'" grade

Compare these two situations.

1) You are lost in London. You don't know London so much. Your mobile phone is dead and
you don't have any money to buy a map. You have to ask for the way to the Hilton Hotel.

You meet a stranger who can help you. How would you ask?

2) You are Jimmy. You come from England. Now, you are in Prague, but you forgot the way
fo the nearest bus stop in Prague. You need to catch your bus back to England. You wiill

call your friend, who lives in Prague, for help. What would you say?

Questions:

a) Who is the speaker in both situations?
b) How would you ask for help in both situationse How do they differ?

c) Who would you start, continue, and end?

Activity aiming at spoken production and interaction — 6" grade

Situation 1 Situation 1

student A student B

Role play a situation where You are a student. You are

you want to borrow a pen going to write an English test.

from your classmate One of your classmates asks you

because you must write an to lend him a pen. You can

English test. share because you have 2 spare
ones.
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Situation 2
student A

You meet an old lady at the
train statfion. You can see
that she is carrying a lot of
bags. You want to help her.
Ask her politely.

Situation 2
student B

You are an old lady af the train
station. You are tired because you
are carrying d lot of bags. You need
to carry the bags on the platform.
There are many stairs. You meet a
young person. She wants to help
you. Accept the help.

Situation 3
student A

You are with your best

friend. You are talking about

the book you are reading.
But you want to share a
secret with him/her. You
emphasize that he/she
won'f tell anyone. It is
important fo you that only
her/him knows the secreft.

Situation 3
student B

You are with your best friend. Your
friend shares a secret with you. Let
her/him speak and then promise
her/him that you won't tell anyone.

Situation 4
student A

You are lost in the city of
London. You don’t know
where to go to the nearest
bus stop. You must ask a
stfranger to help you.

Situation 4
student B

You are walking down the sfreet of
London. A stranger stops you and
she will ask you for the direction to
the nearest bus stop. You promise
to help her. You will give direction
fo the nearest bus stop. You will
wish her a safe journey.
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