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ABSTRACT

The thesis concentrates on the development of extensive reading in English language
teaching at primary school (age six to fifteen). It aims to present this approach as a
means of developing reading skill. The theoretical part firstly outlines the concept of
communicative competence in the context of reading skill, with particular emphasis on
extensive reading. Secondly, the role of a text is discussed, and the choice of suitable
material is considered due to its key role in teaching extensive reading. Thirdly, the
extensive reading approach is compared and contrasted with the intensive one to
determine its position in the development of reading skill, leading to the conclusion that
motivation is crucial for extensive reading to be established. The aim of the practical
part was to improve current situation in the English language class via the development
of extensive reading. Moreover, evidence of the possibility of introducing extensive
reading to a primary school should be provided. The action research served as an
optimal method to accomplish the objective. Several strategies were chosen to
incorporate extensive reading successfully into the curriculum. Appropriate research
tools served for mapping the situation and collecting data, which were analysed,

interpreted and subsequently helped to form the conclusion of the thesis.

KEY-WORDS: concept of communicative competence — English language teaching —

reading skill — text — an extensive reading approach — motivation.



ABSTRAKT

Diplomova prace se zabyva rozvojem dovednosti extenzivniho ¢teni ve vyuce
anglického jazyka Vv prostiedi Skolni tfidy zakladni skoly. Cilem je prezentovat tento
ptistup jako zptsob rozvoje fecové dovednosti ¢teni s porozuménim. V teoretické casti
je nejprve rozebran vztah konceptu komunikativni kompetence a dovednosti Cteni,
zejména pak ¢teni extenzivniho. Dale se prace soustfed’uje na roli textu v rozvoji této
feCové dovednosti. Vybér vhodného materidlu je povazovan za jeden z aspekti
vedoucich k dosazeni uréeného cile. Pro vymezeni pozice extenzivniho ¢teni v rozvoji
Ctenaiské dovednosti je srovnan tento piistup s pristupem cCteni intenzivniho. Jako
klicovy prvek v rozvoji extenzivniho Cteni je stanovena pozitivni motivace. Hlavnim
cilem praktické ¢asti bylo dosahnout zlepSeni soucasné situace ve vyuce anglického
jazyka pomoci rozvoje extenzivniho Cteni. Dale pak dokazat, ze existuje moznost
rozvoje této dovednosti u zakd v kontextu zakladni Skoly. Vhodnou metodou
k dosazeni tohoto cile byl zvolen akéni vyzkum. Bylo vybrano nékolik strategii k
naplnéni stanoveného zaméru. Vyzkumné techniky slouzily k zmapovani situace a ke
sbéru dat pro jejich analyzu i interpretaci. Na zaklad¢é vysledkt byl formovan zavér

diplomové prace.

KLICOVA SLOVA: koncept komunikativni kompetence — vyuka anglického jazyka —

feCova dovednost &teni — text — extenzivni ¢teni — motivace.
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1 Introduction

The ability to communicate in a foreign language is taken for granted today. In the
context of a central European country, English is considered to be the language of
choice. This issue is reflected in language education. In the Czech Republic, learning
English is compulsory for pupils from the age of eight. The aim of English language
teaching is to make pupils communicate in the language, in other words, to develop
communicative competence. However, developing communicative competence is not
always effortless. Moreover, on the basis of previous teaching experience, learning is
not usually associated with pleasure in learners’ eyes.

This thesis aims to introduce a way of learning the language, which can be both
beneficial and entertaining. For this purpose, the extensive reading approach was
chosen. A reading skill as well as writing, speaking and listening skills forms the basis
of a foreign language teaching programme because communicative competence is
exercised through these areas. This is exemplified in Czech and European educational
documents. However, reading has many forms. When reading in language classes is
considered, it is usually associated with analysis of short texts including translation or
answering questions, which is not evaluated very favourably by pupils. The paper tries
to demonstrate that the extensive reading approach could be a helpful tool for teachers
to promote learning through a leisure activity.

The theoretical part of the paper discusses extensive reading and the concept of
communicative competence. Reading in general and the role of the text in reading is
described as well. Moreover, extensive reading is compared with intensive, which is
the approach used more frequently in English language lessons. Motivation is one key
aspect for the success of extensive reading, thus it is analysed in detail.

The practical part of the thesis concentrates on the development of extensive
reading in practice. The research includes detailed background information, time
scheme, and the description of the research methodology and research tools. The
method chosen for the practical part is action research. Thanks to this method, extensive
reading is presented in a classroom with the intention of developing this skill. The
action research comprises of initial problem identification, preliminary investigation,
stating the hypothesis and presenting the plan for intervention. Finally, the research is

evaluated and its outcomes serve for concluding the paper.



2 The concept of communicative competence and reading

The aim of English language teaching (ELT) is to make learners communicate in the
language. The aim is communicative competence. To really fulfil this aim, the concept
of communicative competence has undergone a series of changes. This first chapter will
introduce the aim and present the most important stages of its development with regard
to the focus of this thesis, which is developing extensive reading skill.

Experts dealing with ELT agree that the goal is communicative language ability,
in other words communicative competence (for example Littlewood 1981, Bachman
1990, Chodéra 2006). To summarise the argument of all three authors, Littlewood can
be quoted. His definition covers a few key parts that will be specified later on.

“The goal of foreign language teaching is to extend the range of communication

situations in which the learner can perform with focus on meaning, without being

hindered by the attention he must pay to linguistic form” (1981, p.89).

At the beginning, communication in general will be discussed, so that it is
possible to move on and specify the aim of ELT. Tony Lynch provides a general
definition of communication. He describes it as an act involving transmission of a
message from one person to the other, to a listener or reader. This massage can
communicate facts, opinions or emotions, in other words, it can have informing,
amusing, entertaining or misleading character (1996, p.1).

To mediate learning and develop language in learners, teachers can use a range of
approaches and methods. The approach that is most likely to fulfil the aim, which was
mentioned above, is a Communicative approach, also referred to as Communicative
language teaching by Diane Larsen-Freeman (2000, p. 121). According to her as well as
Jack C. Richards and Theodore S. Rodgers, this concept attempts to make
communicative competence a goal of language teaching and develop procedures for
teaching of four language skills that acknowledge the interdependence of language and
communication (2000, p. 121; 1986, p. 66). In the following paragraphs, the
characterisation of this approach will be discussed.

Most of the approaches and methods in English language teaching that developed
before 1970s intended to enable learners to communicate in English. However, shortly
after that the goal of these methods was questioned by many prominent linguists. They

were of the opinion that the goal was not really met. It was discovered that learners



knew linguistic structures, but they lacked the functional and communicative potential
of the language; in other words, they were not able to use the language in real life
situations and social context. To put it simply, “Students needed to know when and how
to say what to whom” (Diane Larsen-Freeman, 2000, p. 121). Therefore, the experts
concluded that teachers of second languages needed to focus on communicative
proficiency. Consequently, a linguistic structure-centred approach was replaced by a
Communicative Approach, which shall develop not just knowledge of the linguistic
forms and meanings, but also their functions according to the social context (Larsen-
Freeman, 2000, p. 121; Richards and Rodgers, 1986, p.64).

One of the scientists who contributed significantly to the concept of
communicative language ability was Lyle F. Bachman. Although Bachman describes it
for the purpose of developing and use of language tests, the same framework can be
applied to the whole language teaching, because the aim of English language teaching
and testing is the same (1990, p. 80). He offers a theoretical framework of language
proficiency, which acknowledges that effective communication in the foreign language
includes both competence in the language and the use of this competence (1990, p. 80).

In the eyes of Cyril J. Weir, Bachman’s concept is consistent with earlier
definitions of communicative language ability (1990, p. 8). He added the processes of
interaction of individual items to the previous work (1990, p.82). He emphasises “the
knowledge of how language is used to achieve particular communicative goals, and the
recognition of language use as a dynamic process” (1990, p.83).

Bachman proposed three main groups that form communicative language ability;
language competence, strategic competence, and psychophysiological mechanisms. He
points out that they are not isolated but interact and influence one another; moreover,
they also depend on the specific context of the situation (ibid).

By the term strategic competence Bachman means “the mental capacity for
implementing the components of language competence in contextualized
communicative language use” (1990, p.84). Psychophysiological mechanisms shall be
understood as “the neurological and psychological processes involved in the actual
execution of language as a physical phenomenon, for instance, sound or light” (ibid).
Bachman created the concept of language competence by combining different

components from different specialists such as Hymes or Widowson (1978).



Language competence is complex; it includes many specific competences. These

will be, for better understanding, illustrated in Figure 1.
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Figure 1: A scheme showing language competence (Bachmann, 1990, p. 87)

Weir summarizes language competence as being composed of the specific
knowledge and skills needed for operating the language system, for establishing the
meaning of utterances, for employing language appropriate to the context and for using
language beyond the level of sentence structure (1990, p. 8).

The general concept of communicative competence was presented. To approach
the communicative teaching practice William Littlewood will be cited. Within the
communicative approach, he distinguishes pre-communicative and communicative
activities. Communicative competence can be reached through these activities. Pre-
communicative activities train pupils in part-skills of communication. He subdivides
these into purely structural, concentrating on separate linguistic items, and quasi-
communicative activities trying to create links between the language forms and their
potential functional meanings, thus being partly communicative. The main criterion is
producing acceptable language. The pre-communicative activities prepare a pupil for
communicative ones, expecting a learner to attempt to use the previous to communicate
meaning. As there are different types of communication situations, Littlewood
subdivides this category into functional, which emphasize effective communication of

meaning, and social interaction activities, when the learner is also encouraged to take



into consideration the social context in which communication takes place (1981, pp. 85-
90).

However, he stresses that in reality there is no clear distinction between these
categories and subcategories. Moreover, he adds that the activities do not necessarily
have to take place in the previously mentioned order. A teacher decides what order s/he
will use to make the learning as effective as possible for his/her learners. Lastly, he
points out that an utterance can be successful from the communicative perspective, even
if it is grammatically wrong, because a pupil gets the message across (ibid.).

In relation to preceding authors, some specific activities promoting
communicative competence via reading skill, particularly extensive reading, will be
mentioned. Johnson and Morrow describe communicative activities using three features
— information gap, choice of what to say and how to say it, and getting feedback
afterwards. Although the writer is not immediately available to receive feedback from
the reader and vice versa, the reader tries to understand the writer’s intentions and the
writer writes with the reader’s perspective in mind. The underlying principles of
communicative activities are to a large extent similar to the extensive reading ones.
They list figuring out a speaker’s or writer’s intentions, using authentic materials (after
some time), working with language at the suprasentential or discourse level, and
learning about cohesion and coherence (in Larsen-Freeman, 2000, pp.126-131). When
reading, these strategies are present. Therefore, extensive reading can bee seen as a
communicative activity.

The communicative approach was also selected by the Council of Europe and by
Czech ministry of education. In the Common European Framework for Languages
(CEFR), communicative competence is stated as the aim of language learning (2001,
pp.108-109). The National programme for the development of education in the Czech
Republic also puts general emphasis on the use of language for communication (2001).
Moreover, the requirements for foreign language education specified in the Czech
Framework Educational Programme for Elementary Education are based on the CEFR
(2007, p. 18). CEFR describes various levels of language proficiency in listening,
reading, writing, spoken interaction and spoken production. Reading proficiency is
described by ability to “read with ease virtually all forms of the written language,

including abstract, structurally or linguistically complex texts such as manuals,



specialised articles and literary works” (2001, p. 27). Although, in the Czech Republic
elementary foreign language education aims to attain level A2, which is lower than the
one described above, the overall goal is the same.

The next chapter will discuss reading skill. Reading is one of the four
communicative skills, in which the aim of language teaching lies (Chodéra, 2006, p.76).

3 Defining reading
To understand the topic of extensive reading, it is essential to define directly at the
beginning what reading actually means and what the purpose of this language skill is.

The first point mentioned may be, although seemingly simple, difficult to identify.
The experts who are engaged in the teaching and learning of reading agree that there is
no simple description or explanation of the term, because it depends on many factors
and aspects. However, all of them share the idea that reading involves the reader, the
text and the interaction between the reader and the text (for example Aebersold, Field,
1997, p. 5; Alderson, 1984, p. 3; Grabe, 2009, p. 5). Wallace also adds “context” to the
main aspects of reading (1992).

Bamford and Day define reading as “the construction of meaning from a printed
or written message” (1998, p. 12). More specifically, Koda mentioned in Grabe says
“comprehension occurs when the reader extracts and integrates various information
from the text and combines it with what is already known” (2009, p. 14). Nevertheless,
these definitions are quite broad, and may thus appear unsatisfactory.

Bamford and Day, Nuttall, Grellet and many other specialists in reading maintain
an opinion that when further considering reading, it is crucial to characterise its purpose,
because the purpose is the key for determining the type of reading. Only after that it is
possible to say what reading strategies shall be applied (1998, p. 11; 1982, p. 2; 1984, p.
4). For instance, firstly we should realize what we want to get from text so that a
suitable strategy can be used.

Grabe, furthermore, emphasises that reading is a very complex process. He
defines it using these terms; a rapid, efficient, comprehending, interactive, strategic,
flexible, purposeful, evaluative, learning and linguistic process (2009, p. 14).

The general aim of a reading programme in English language teaching should be
defined, so that it is made clear what we want to achieve. Nuttall’s definition will be

used. According to her, the aim is to “enable students to read without help unfamiliar



authentic texts, at appropriate speed, silently and with adequate understanding.” (1982,
p. 21). This statement includes important points. In other words, a fluent reader should
be able to read independently different kinds of authentic materials, with sufficient
speed (again depending on the purpose), usually silently — although there are some
situations when, for example, a teacher is required to read aloud — and with appropriate
understanding.

Moreover, the purpose of reading depends on the text we want to read. In the next
chapter, the text as such, its characteristics and its influence on reading will be
discussed.

4 Text

The main purpose of reading was already mentioned; to extract meaning from a text
(Nuttall, 1982, p. 4). A text is thus, without doubt, the centre of reading. Several lines
will be devoted to its characterization.

Nuttall says that “the text is the core of the reading process” (1982, p.15). It is a
means by which an author transmits a message to a reader (ibid.), i.e. s/he tries to
communicate something. In the context of this thesis, it is getting the information from
a writer to a pupil. She supports the idea of communication by her statement that a text
is a written utterance that has value and significance (ibid., p.12).

“Text can be anything from a few words, to one sentence, to thousand of words
comprising thousand of sentences”. This is a characterization used by J.A. Aebersold
and M.L. Field. They add that text can have many forms such as books, labels,
instructions, advertisements or notes (1997, p.9).

One characteristic of texts is that they are static; “once written, they cannot adapt
to the readers who are reading them” (Aebersold and Field, 1997, p.11). On the other
hand, a reader has to be flexible when reading a text and exploit all required skills.
Reading strategies or reading skills are described as mental activities readers use to
construct meaning from text; for instance, recognize words quickly, use text features
such as subheadings, world knowledge, or analyze unfamiliar words (Aebersold and
Field, 1997, p.11).

The authors argue that text exhibits various characteristics that facilitate or hinder
readers’ comprehension. In this thesis, these will be presented in relation to prose only,

because it is the type of text, which is read the most. They list rhetorical structures,



sentence structure and vocabulary. Rhetorical structures inform the reader about
organization of information in texts, that is, whether a writer describes, classifies,
explains, or, for example, persuades somebody. The next characteristic is structure of
sentences where syntax, grammar, sentence length, and cohesion can be commented on.
It is said that less complex and shorter sentences are more readily understood. Cohesion
is another syntactic feature of a text helping readers to comprehend. It describes how
ideas and meanings in a text are related to each other. The lexical side of text is
probably the one that the reader concentrates on most, particularly if unfamiliar words
or synonyms occur and comprehension is made impossible (Aebersold and Field, 1997,
pp.11-14).

4.1 Optimal input

For educational purposes, different types of text are used. When pupils start to learn a
foreign language, they predominantly come across simplified texts, because authentic
ones can be too difficult for them. Chodéra says that if a text is to be used for teaching
purposes, it needs to be comprehensible, and therefore appropriate. The didactic concept
of appropriateness is associated with Jan Amos Komensky who, more than three
centuries ago, said that any learning needs time and nothing should be skipped (in
Chodéra, 2006, p. 144). According to this principle, simplified text is suitable as it
satisfies this need.

Simplified text, modified in other words, allows pupils who are not yet proficient
to read original materials with sufficient understanding, to read and comprehend the
message a writer puts into the simplified text; thus, it facilitates the communication
process.

An important theory which deals with simplified texts and will support
argumentation for using them in ELT is Steven Krashen’s theory of Second language
acquisition. Krashen, a linguist, educational researcher and an advocate of extensive
reading, sees simplified texts as means of providing comprehensible input, which he
considers to be the basis for language acquisition and successful communication. The
hypothesis, which discusses simplified texts is the input hypothesis (1987, p.10).

In reference to the acquisition-learning hypothesis, Krashen distinguishes
acquisition from learning. It is based on the idea that acquisition is a subconscious

process, similar to the way children develop their mother tongue. When acquiring



language, pupils know that they use language for communication, but they are not
aware of the rules of the language, whereas learning is a conscious process with the
rules of language in mind (ibid.).

The input hypothesis attempts to answer the question of how people acquire a
language. Krashen says that pupils develop their language competence only when they
understand the meaning of a message that is a little beyond their current level of
comprehension. He calls it optimal input. The most important characteristic of this input
is its comprehensibility; otherwise it is only “noise”, which does not lead to any
language development (1987, p.63).

The concept of optimal input is illustrated on the i + 1 scheme where i represents
the current competence of a learner, therefore; i + 1 means higher level. Krashen
compares it to the caretaker’s speech, which also consists of simplified codes and has a
positive influence on a child. To help a pupil understand the more difficult level than
his/her own, he explains that the pupil needs to make use of context, his/her knowledge
of the world and extra-linguistic information (1987, pp.20-21, 60).

Regarding the i + 1 input, Julian Bamford and Richard Day should be mentioned.
They suggest that when beginning to read extensively, materials of i — 1 level can be
used. They argue that it is primarily pupils themselves who decide what they want to
read and they should not be discouraged when selecting material, which is on the same
or below their current language level. When they find confidence in extensive reading,
they will surely proceed to a more difficult, more suitable level for their language
development (1998, p.29).

An interesting point that Krashen makes is that “we acquire spoken fluency not by
practicing talking but by understanding input, by listening and reading” (1987, p.60).
He explains this by the role of output. Conversation is given as an example.
Participation in a conversation is seen as a very good way of obtaining input (ibid.).
This idea can very much support the position of extensive reading in the ELT field.

Concerning simplified input in text, Krashen shares opinion with other linguists;
for example, Tricia Hedge, Jo Ann Aebersold and Mary Lee Field. To make a text
understandable, it can be modified on the level of lexis, syntax and information.
Example can be more frequent use of high frequency vocabulary, less slang and fewer

idioms. Syntactic simplification such as less complex and shorter sentences; provision



of extra-linguistic support in terms of objects and pictures can be provided. Taking
advantage of the student’s knowledge of the world, and finally inclusion of familiar
topics should be included (1987, p. 64-66; 1990, pp. 2-14; 1997, p.48).

Another attribute of optimal input is how interesting a text is. “The best input is so
interesting and relevant that the acquirer may even “forget” that the message is encoded
in a foreign language” (Krashen, 1987, p.66). This statement is fully in accordance with
the character of extensive reading (see the chapter devoted to extensive reading).
Moreover, it is the goal of flow theory that will be investigated later in the chapter about
motivation.

However, Krashen points out that it is difficult to find a topic that would be
interesting for the whole class at the same time. Pupils’ interests and backgrounds differ
from the teacher’s and from each other’s (1987, p.64). This interest-relevance
requirement is almost impossible to satisfy in a normal class, which gives another
reason to use the extensive reading approach, as this feature can only be accomplished
by extensive reading.

The next idea Krashen presents is the need for sufficient quantity of optimal input.
A single paragraph is not enough (1987, p.71). When most of the current textbooks are
examined, these results are found quite frequently (Hutchinson, 1999, Project; Strange,
2007, New Chatterbox; Goodey and Goodey, Messages, 2005). Krashen points out that
“students profit more from extensive reading, and reading great quantities of material,
than from intensive-paragraphs readings” (1987, p.71).

Lastly, Krashen emphasises the importance of affective conditions such as
positive atmosphere or motivation. If these are provided, acquisition proceeds
unimpeded, therefore, language ability can improve (1987, p.30-32). Motivation is
considered one of the key issues in extensive reading, which is why one chapter is
dedicated to this topic.

To conclude, Stephen Krashen’s theory of second language acquisition shares
numerous similarities with extensive reading and can provide a theoretical basis for this
approach. He analyses pleasure reading and assumes that it meets all the criteria for
second language acquisition (1987, p.164-167). Although Tony Lynch indicates that
optimal input has many critics, the fact that comprehension forms an essential factor in

language learning is indisputable (1996, pp.13-15).
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5 Reading approaches

Generally, there are two main ways of approaching reading in English language
teaching. These are intensive and extensive approaches. It is important to explore both
of them to understand teaching reading completely. The two approaches differ in many
aspects, but they also overlap and complement each other. To develop communicative
competence in our learners, both ways should be considered.

The position of the two concepts in a reading skill will be formulated now. When
speaking about extensive reading, most of the authors see it as opposed to intensive
reading, for example, Nuttall (1982, p. 23), Scrivener (1994, p. 188) or Richards (1997,
p. 43). Some authors can be found who add yet other categories to this dichotomy. For
instance, Bamford and Day divide reading into extensive, intensive, skimming and
scanning (1998, p. 6). The last two are by others considered rather as techniques used
for training than approaches to reading (Nuttall, 1982, p. 34). However, these experts all
share the main ideas of extensive and intensive reading and their aims.

In the following paragraphs, both approaches will be described separately.
Afterwards, intensive and extensive reading will be compared, contrasted and taken into
consideration as a complementing unit to some extent. Moreover, features that are

shared by both approaches will be discussed.

5.1 Intensive reading
Firstly, intensive reading will be defined. It is also called “reading for accuracy” and is
described as a detailed study of text designed to train students in reading strategies
(Nuttall, 1982, p. 23). Scrivener defines intensive reading as “reading texts closely and
carefully with the intention of gaining an understanding of as much detail as possible”.
He also points out that it is usually a stop/start kind of reading where a pupil reads a text
many times, and reassures himself/herself that s/he makes the interpretation of the text
correctly (1994, p. 188). Richards agrees with these two authors and emphasizes that
when reading text this way, we want to gain maximum comprehension (1997, p. 45).
The intensive reading approach is important for pupils, because it teaches reading
strategies and techniques such as skimming or scanning. Nuttall lists goals of intensive
reading. Amongst those, she mentions the use of skimming to ensure that a student

reads only relevant information and helping subsequent comprehension. Moreover, a
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pupil will be able to respond to the text fully after intensive reading programme. The
next point she makes is the need to be aware of the fact that a student may not
understand the text and being able to tackle the problem by finding the source of
misunderstanding (1982, p. 146).

These goals should be achieved with the appropriate help of a teacher and by
using suitable texts and exercises. However, Nuttall points out that if the methods of
intensive reading are used in a wrong way, they may devalue a concrete text and thus be
harmful (1982, p. 147).

Sometimes, intensive reading lessons and activities are criticized for not being
done correctly by concentrating on exercising only language subskills, mainly
pronunciation and vocabulary, instead of training a reading skill. Nuttall even claims
that giving a lesson based on text does not mean giving a reading lesson and adds that
most of the skills practised while reading in class are not reading skills at all (1982, p.
20).

The intensive approach to reading is not used very often in real life situations, but
it is limited to reading instructions, manuals, recipes or a contract. Nevertheless, it is the
kind of reading, which is used in English classes almost exclusively. Scrivener gives an
example of reading a leaflet with guidelines on whether somebody has to pay taxes or
not (1994, p. 188).

Teachers in their reading lessons usually use short texts of about one or two pages
at maximum and a range of activities is used before, during and also after reading.
Exercises such as true/false comprehension questions or putting the information in
correct order are used. This idea can be supported by a majority of textbooks, in which
these exercises form part of every unit. Richards too supports this statement by
mentioning that the intensive approach to reading currently reigns in most foreign
language classrooms and textbooks (1997, p. 45). The book was written more than ten
years ago, Yyet the idea can still be applied to Czech schools. Looking in textbooks that
are currently available in Czech Republic, for example Project 2 by Tom Hutchinson
(1999) or New Chatterbox by Derek Strange (2006), textbooks that are used quite
frequently, the previous statement can be exemplified on them.

Before progressing forward, it is important to say that reading in this sense is done

for its own sake. The goal is to develop only reading as such and no other purpose of
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reading is included. The general aim of a reading programme is, therefore, fulfilled only
partly. Moreover, it is quite neglected. The aim of intensive reading does not correspond
to the general aim of reading, because, as Richards states, when intensive reading is
considered, reading the text is treated as an end in itself (1997, p. 45). However, as
Nuttall emphasizes “the purpose of the text must be first and foremost to convey a
message in the widest possible sense” (1982, p. 21).

To conclude this section, the intensive reading approach is a valuable way of
teaching reading. However, teachers have to be aware of the fact that they have to
follow the principles of reading for accuracy, otherwise they may teach language
subskills such as pronunciation or vocabulary, rather than the required language skill of

reading.

5.2 Extensive reading

The statement of Nuttall will be used to introduce this topic. “The best way to improve
your knowledge of a foreign language is to go and live among its speakers. The next
best way is to read extensively in it” (1982, p. 168).

In contrast to intensive reading, the purpose of extensive reading is to promote
reading out of the classroom. The aim of extensive reading is the same as the overall
aim of reading, but the philosophy of how to reach it is different from the intensive
approach. In this chapter, extensive reading will be defined, its development explored
and roles stated.

Defining the terminology, it is useful to consider historical development. Bamford
and Day provide us with information from a historical perspective. In their book
“Extensive reading in the second language classroom” they quote Louis Kelly
explaining the term extensive reading in foreign language pedagogy. It was firstly
applied in 1917 by Harold Palmer, an English linguist and phonetician who dealt mainly
with the topic of English language learning and teaching in a modern period. He
selected “extensive reading” from synonyms meaning similar ideas, suggesting an
approach to language teaching. According to Palmer, extensive reading means reading
rapidly one book after another. Moreover, the reader’s attention is devoted to the
meaning of the text and not the language. In his view, texts are primarily read for

language study, but the importance is put on the content and not the language.
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Therefore, he claimed that an extensive approach is “real-world reading but for
pedagogical purposes” (p. 5).

Michael West, an English language teacher and researcher, was another figure
dealing with the topic of extensive reading. Tricia Hedge associates him greatly with the
development of graded Readers (1990, p. 1). Working in the middle of the 19" century,
he used the term “supplementary reading”. The aim of it was the ability to read in a
foreign language to the point of enjoyment. West also emphasises that it is important to
encourage the reading habit (West, in Bamford, Day, p. 6).

Today, in a language-teaching environment, synonyms such as “reading for
pleasure” (Scrivener, 1994, p. 8, Ellis and McRae, 1991, p. 5), “reading for fluency”
(Brumfit, in Nuttall, 1982, p. 23) or “extended reading” (Grabe, 2009, p. 311) are used.

The philosophy behind extensive reading is that we learn to read by reading
(Nuttall, 1982, p.168); moreover, nothing can substitute long-term reading, no reading
activities or reading practice (Grabe, 2009, p. 311).

There are more criteria concerning extensive reading. To start with, defining the
purpose is crucial. Extensive reading builds on the idea that the best way to learn to read
is by reading. Students are motivated to read longer texts or books. Specific principles
for a reading environment and text selection have to be respected so that extensive
reading can take place. Ellis and McRae deal with extensive reading and suggest that it
is in its nature that most of it is done outside the class. They also explore criteria such as
psychological preparedness or a choice and a range of books (1991, p. 5 — 8).

The difference between extensive and intensive reading is in the purpose. The
extensive reading program aims to get a message from the text, specifically the main
meaning and ideas. It does not concentrate on a specific study of the text, but on general
understanding. Richards summarizes extensive reading, arguing that reading is a means
to an end; in other words, reading is used to accomplish something else (1997, p. 43).

When making a distinction between these two approaches, the style of learning
has to be taken into consideration in the first place, i.e. how does a student actually
learn. While in the intensive reading the learning is done consciously and the aim is
obvious; pupils are told explicitly at the beginning of a lesson or an activity what they
are expected to learn, in the extensive reading programme, the learning is done

unconsciously. A student acquires new knowledge without realizing that s/he undergoes
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a learning process. Through reading pupils acquire the language; they broaden their

lexical and morphological as well as syntactical knowledge. Scrivener states that

13

. extensive reading has a powerful impact on language learning. The more
somebody reads, the more they pick up items of vocabulary and grammar from
the texts, often without realizing it, and this widening knowledge seems to
increase their overall linguistic confidence...” (1994, p. 188).

When considering the above mentioned arguments for extensive reading, it is a
pity to realize that so little time, if any, is devoted to this approach. Grabe is
disappointed, suggesting that when we compare the reading programmes, the role of
extensive reading in textbooks and classrooms all over the world is very small. He even
feels that it is ignored; therefore, he asks the question of why is it so and explains its
low occurrence (2009, p. 312).

He starts with an explanation that extensive reading, “extended reading” in his
words, is not often a goal of a teaching reading programme. Language skills, such as
vocabulary, grammar, and study skills are, on the other hand, supposed to be exercised
more frequently. Secondly, he writes about educators having difficulties in obtaining the
required materials such as class libraries, thus not using extensive reading in their
lessons. Thirdly, teachers are worried about spending time on extensive reading and not
on teaching. This may be a sensible idea, because the time devoted to the extensive
reading programme is quite long in the early stages. However, this issue will be
discussed later. The fourth reason for not using the extensive approach, as stated by
Grabe, is that intensive reading is the right way of developing a reading skill according
to teachers. The next explanation is unwillingness or unpreparedness of educators to
change their teaching habits. The last argument for not using extensive reading is the
vision of teachers that they should be preparing students for exams while in classes. As
extensive reading is not tested in most exams, they consider its teaching not valuable
(Grabe, 2009, pp. 312-313).

Grabe presents quite a detailed review of the results of research on extensive
reading programmes. He provides us mostly with reasons for using this approach, but he
also found some outcomes that may support educators who do not use extensive reading
in their classrooms (2009, pp. 313-321). In this section, just few of the studies will be

mentioned.
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The earliest research done in an extensive reading field was conducted in the USA
around the 1980s. Studies were made to explore the effects of uninterrupted sustained
silent reading/sustained silent reading, which is school based extensive reading designed
to make children read. The results did not clearly support the extensive reading
approach (Birlem, Byrnes in Grabe, 2009, p. 314). Moreover, later outcomes of the
National Reading Panel report that it had no positive impacts on reading
comprehension. However, this information is considered by many experts to be
irrelevant, because the investigation only demonstrated difficulties with finding
sufficient research studies. The National Reading Panel saw the whole problem from a
very limited perspective using limiting criteria.

Positive impacts of extensive reading on reading achievement are shown in
research from 1990 onwards. It particularly presents “a positive correlation between
amount of time reading books and reading comprehension” (Greaney, in Grabe, 2009,
p. 316). One of the first large-scale research studies on the benefits of extensive reading
from Fiji shows very positive results, comparing pupils reading extensively with
intensively reading pupils. The former improved in reading comprehension, English
grammar, vocabulary, writing and also listening (Elley, Mangubhai, in Grabe, 2009, p.
317).

Grabe further mentions a study conducted by Tanaka and Stapleton in Japan using
graded readers as the main material for an extensive reading programme. Pupils were
divided into two groups, one using an intensive, the second using an extensive concept.
The result was the same as in the previous example, i.e. pupils reading graded readers
outperformed their intensive reading schoolmates in reading comprehension (2009, p.
319).

To conclude this part of the paper, thanks to Grabe, a view on research of
extensive reading was introduced, and therefore further reasons for using this approach

were found. Finally, he points out that

“..., the research is persuasive that greater amounts of reading and extensive
reading, when carried out consistently and appropriately over an extended period of
instructional time, will significantly improve students’ reading abilities” (2009, p.
322).

Traditionally, in a Czech environment, the extensive reading is neglected or not

used very often. This point was already discussed earlier in the paper. It would be
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desirable to realize that this way may be the right choice to develop communicative

competence in ELT. Alternatively, it should be at least taken into consideration by

English teachers as another option to teach reading skill.

Before concluding this chapter, several the characteristics of an extensive reading

approach, summarized by Bamford and Day will be quoted. If these are fulfilled,

extensive reading should successfully take place.

Student read as much as possible, perhaps in and definitely out of the classroom.
A variety of materials on a wide range of topics is available to encourage
reading for different reasons and in different ways.
Students select what they want to read and have the freedom to stop reading
material that fails to interest them.
The purposes of reading are usually related to pleasure, information, and general
understanding. These purposes are determined by the nature of the material and
the interests of the student.
Reading is its own reward. There are few or no follow up exercises after reading.
Reading materials are well within the linguistic competence of the students in
terms of vocabulary and grammar.
Reading is individual and silent, at the student’s own pace, done when and
where the student chooses.
Reading speed is usually faster rather than slower as students read books and
other material they find easily understandable.
Teachers orient students to the goals of the programme, explain the
methodology, keep track of what each student reads, and guide students in
getting the most of the programme.
The teacher is a role model of a reader for students — an active member of the
classroom reading community, demonstrating what it means to be a reader and
the rewards of being a reader.

(1998, p. 8)

The concept of extensive reading is the one that offers acquisition of the language,

the whole learning process happens unconsciously and therefore can be more attractive

for pupils.

6 Motivation

“Why has Valerie made such huge progress since the start of the summer term?” “Why

did she not work in the same way before?” “She has always liked English so why such a

change?” “Probably because she has had a positive attitude towards English, but she has

become more motivated recently. She started to want to learn more.”

In a teaching process, similar reflection can be experienced every day. This

particular example is taken from the Clinical Year Project (Cernd and PiSova, 2002), a

teaching practice programme, which was organized by the University of Pardubice in
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2010. The answer given may not be sufficient, because the question of motivation is far
more complex and covers a broad subject.

Now, what does it mean to be “motivated”? The whole concept of motivation will
be discussed, so that it becomes clear how motivation works. Firstly, motivation in
general will be introduced, and than motivation in the context of extensive reading will
be discussed.

In simplest terms, motivation is the drive to do things. It is an incentive making us
do or not do something. However, as was already mentioned, it is a very complex issue
that will be examined in detail, in order to understand it in its complexity.

Motivation governs any human’s action, including learning, in our case learning
English as a second language. When brainstorming, the word “motivation” denotes terms
such as an interest, willingness or desire to do or to learn things.

Experts describe motivation as a complex of a person’s stimuli for a particular
action determining whether s/he should start the action or, on the other hand, prevent that
action from happening. They agree that it has a very important role in determining
success or failure in any learning situation, because it is responsible for the choice of
activity, the effort and the persistence; for example, the level of motivation will
determine why a pupil decides to do an activity, and how hard and how long s/he is
willing to sustain it. The process of motivation has several stages. Positive motivation is
usually associated with a desire to do an activity. A pupil concentrates his/her attention in
a particular direction, forcing him/her to do it. If the goal of the activity is achieved,
satisfaction ensues. If not, resentment can be observed (Cap, 2001, pp. 149 — 150;
Bamford and Day, 1998, p. 27; Dornyei, 2001, pp. 2-4; Grabe, 2009, p. 175). Williams
and Burden define motivation as follows

“Motivation may be constructed as a state of cognitive and emotional arousal,
which leads to a conscious decision to act, and which gives rise to a period of
sustained intellectual and/or physical effort in order to attain a previously set goal
(or goals)” (1997, p. 120).

To be more specific and get closer to reality, it may be useful to describe how
motivated learners behave and what is, therefore, every teacher’s aim since teaching
motivated pupils is known to be more effective.

Motivated pupils can be easily recognized in a classroom. They are usually

optimistic and show commitment to their work. Grabe references Ryan and Deci’s
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picture of motivated pupils as “keen, enthusiastic, studying with vigour and intensity,
demonstrating perseverance and actively heading to the end”. In addition to this
depiction, he presents Guthrie and Wigfield’ s view on motivated pupils as “optimistic,
willing to work on difficult tasks, aware of their capabilities, willing to have a choice in
controlling their environment and their learning, requesting for help, expecting success,
building connections with others, experiencing pleasure from their work and taking
pride in their achievements” (in Grabe, pp. 175 -176, 2009).

The main aim for motivating students has been stated. The question of how to do
it in general will be described below. Petty points out that if we know how to motivate
pupils, the pace of their learning can increase rapidly. He lists seven main reasons for
why pupils want to learn.

1. What I am learning is useful to me.

2. The qualification for which I am studying is useful to me.

3. | find I usually make a success of my learning, and this success increases my
self-esteem.

4. 1 will get the acceptance of my teacher, and/or my peers, if | learn effectively.

5. | expect the consequences of not learning will be unpleasant (and fairly
immediate).
6. What | am learning is interesting and appeals to my curiosity.

7. 1 find that the learning activities are fun.
(1998, pp. 35 - 36)

Defining these terms is necessary for categorization of motivation, but it would also
be useful to research some background information. Therefore, factors influencing
motivation and motivational theories are discussed below.

Most researchers agree that motivation is determined by several factors, which can
be distinguished into external social/contextual factors and internal factors. The internal
ones are, for example, beliefs, values and expectations, whereas parents, peers,
sociocultural expectations, classroom, teachers and instructional tasks belong to the
former group (Guthrie and Wigfield in Grabe, p. 176, 2009).

Concerning motivational factors, in the book “Motivational strategies in the
language classroom” they are considered to be closely associated with motivational
theories. It is emphasised that human behaviour is very complex, influenced by many
factors, and thus there are many explanations of how motivation works. These are
expressed by different motivational theories, for example, expectancy-value theory,

self-efficacy theory or self-determination theory. However, it is important to note that
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all these theories are too pure in their nature, based only on some motivational factors
and not on practical research, meaning that they are not very applicable in real schools
(Dornyei, 2001, pp. 7-11). Dornyei quotes Stipek as saying that “so much is going on in
a classroom at the same time that no single motivational principle can possibly capture
this complexity” (ibid., 2001, p. 13). Still, the system of motivational theories is part of
the whole issue and, indisputably, forms the basis of the concept of motivation, so it
will not be omitted.

As already mentioned, there is a whole range of motivational theories. For the
purposes of this thesis and the concept of extensive reading, some were chosen and will
be discussed in more detail. They developed gradually, arising from one another, and
are therefore the source, which helps to characterize the role of motivation in extensive
reading.

When considering motivation in the context of learning a second language,
differences from general mainstream approaches are evident. This is due to the fact that
second language education is a specific subject. In this language field, Robert Gardner
will be mentioned. He is the most influential second language motivational expert
seeing second language learning as a channel to present the culture of a second
language. This means that learning is a social event that integrates many elements of the
culture (ibid., pp.13-15).

Gardner and colleagues, social psychologists working in Canada since the 1970s,
established their theory based on the assumption that attitudes related to the second
language culture influence learning of the second language. They divided educational
goals into two categories. Firstly, integrative concept based on positive feelings towards
the second language culture, including the desire to interact with and be part of the
second language community. The second instrumental concept reflects learning as a
potential way of gaining a better starting position for a further development thanks to the
proficiency in the second language. Gardner analysed the integrative concept intimately
and created a sophisticated system as illustrated by Figure 2. The three main components

are integrativeness, attitudes toward the learning situation and motivation (ibid).
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Integrative Interest in foreign Attitudes toward
orientation languages L2 community

INTEGRATIVENESS \ / Desire to learn the L2

Motivational intensity
MOTIVATION
ATTITUDES
TOWARD

(effort)
THE LEARNING
SITUATION

VRN

Evaluatioin of the L2 Evaluation of the L2
teacher course

Attitudes toward
learning the L2

Figure 2: A diagram illustrating integrative concept of motivation (Dérnyei, 2001, p. 16)
The Next important step in the development of second language learning
motivational theory followed in 1990s. Researchers from all over the world appealed to
make a change in its very concept. They claimed that there is more to be discussed about
motivation, arguing that, there are other important aspects that had not been considered.
Therefore, several suggestions were offered providing a synthesis of the already existing
and new elements (Dornyei, 2001, p. 17).

Dornyei exemplifies that change with two frameworks. The first is his own model
from 1994 focusing on motivation in a classroom context, in other words, the educational
approach (see appendix 1). It is divided into three levels — the language level, the learner
level and the learning situation level. Both integrative and instrumental motivation are
included, in the concept. Moreover, the interest in the second language, relevance of the
teacher and the course are integrated as well. Furthermore, there are some new features
compared to Gardner’s older version of motivation for second language learning, for
instance, orientation on goals or self confidence (2001, pp. 18-19).

The second framework was proposed by Marion William and Bob Burden in 1997.
They segment the components into two groups — internal and external, each group

consisting of many subgroups and items (ibid.). The scheme is illustrated in Figure 3.
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INTERNAL FACTORS EXTERNAIL FACTORS

[ntrinsic interest of activiry Significant others
e arousal of curiosity ® parents
e optimal degree of challenge e tcachers
Perceived value of activity e peers
e personal relevance The nature of interaction with significant
e anticipated value of outcomes others
e intrinsic value attributed to the e mediated learning experiences
activity o the nature and amount of feedback
Sense of agency e rewards
e locus of cavsality e the nature and amount of
e locus of control re: process and appropriate praise
outcomes e punishments, sanctions
e ability to set appropriate goals The learning environment
Mastery e comfort
e feelings of competence ® resources
e awareness of developing skills e time of day, week, year
and mastery in a chosen area e size of class and school
e sclf-cfficacy e class and school ethos

Self-concept The broader context
o realistic awareness of personal e wider family ncetworks
strengths and weaknesses in skills o the local education system
required e conflicting interests
e personal definitions and judgements e cultural norms
of success and failure e socictal expectations and attitudes
e self-worth concern
e Jearned helplessness
Atticudes
e to language learning in general
e (0 the target language
® (0 the target language community
and culture
Other affective states
e confidence
e anxiety, fear
Developmental age and stage
Gender

Figure 3: The motivational framework proposed by William and Burden (Dornyei, 2001,
p. 20)

A modern system can be based on Dérnyei and Ott6’s process-oriented approach
(see appendix 2). This theory is similar to that of William and Burden with the important
distinction that the time dimension component is added. Using the process-oriented
system, motivation is seen as changing over time. Separate items of the network are
structured according to the phase in which they occur. It consists of three phases;
preactional, actional and postactional stage, for example, choice motivation, executive
motivation and motivational retrospection (ibid., p. 19 — 21).

Grabe proposes particular concepts for motivation for reading in a second
language. He explores several issues, five of which can be applied to primary school
English reading. First and foremost is reading interest, next is the desire to read
extended texts, persistence at reading, reading engagement, and reading enjoyment

(2009, p. 189). According to Grabe, the major components of motivation to read are

22



intrinsic motivation, self-efficacy, and goal mastery (ibid., p. 182). Compared with the
above-mentioned theories, it is clear that Grabe’ s proceeds from them.

Moreover, Grabe argues that there is a special motivational concept for extensive
reading, which should be mentioned — the flow theory. It comes primarily from research
on optimal experiences and was developed by Mihaly Csikszentmihalyi over the past 25
years. Flow can be applied to extensive reading, because its basis is closely linked to the
basic extensive reading principles (2009, pp. 180-182). For flow to work, twelve
characteristics need to be maintained:

a task must have a reasonable chance of being completed

concentration on the task must be possible

the task has clear goals

the task provides immediate feedback

the person has interest in the task

involvement in the task precludes worries and frustrations from ordinary life
the person is able to exercise a sense of control over his/her actions

a concern for self disappears

9. asense of duration of time is altered

10. a sense of accomplishment is felt in task completion

11. in increase in intrinsic motivation results

12. the ability to carry out tasks at higher levels of complexity increases

(Grabe, 2009, p. 180)

Grabe further mentions Csikszentmihalyi and emphasizes that reading is one of four

ONoGaR~wWNE

most common activities in which people reported experiencing flow. In addition, if the
flow concept works in an extensive reading course, students should be motivated to
continue reading extensively after finishing the course and become, in Csikszentmihalyi’
s words, “lifelong readers”. Furthermore, flow is closely related to intrinsic motivation.
Grabe presents a wide range of research on motivation to read, noting particularly the
positive effect of intrinsic motivation on increased exposure to reading, and the depth and
breadth of reading. (ibid, p. 181).

To conclude this part of the paper, motivation is a crucial aspect of any learning
process. Positive motivation is key to reading and, especially, to extensive reading. It is a
factor that makes learners active and results in effective learning. This chapter discussed
how a teacher can attain motivation in his/her learners for learning and more specifically
when extensive reading lessons are considered. Suitable theories were presented in

support, thus providing optimal input to practical school life was provided.
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6.1 Attitude

This chapter will concentrate on the attitude towards learning English and reading in
English as a second language. It is included in this paper, because, as we learned from the
previous section, particularly from Gardner and William and Burden, it is an important
component of motivation. Moreover, it is one that can have great influence on further
reading and therefore learning English language. Without a positive attitude to learning
English, motivation does not work.

Attitude is the approach towards whatever is done; a feeling which determines
beforehand whether somebody does or does not agree with certain activity. Moreover,
attitude dictates whether somebody wants to be involved in the activity, thus determining
its future success or failure. Bamford and Day describe attitude as “a complex,
hypothetical construction, whose general definition usually includes some notion of
evaluation”. They quote Icek Ajzen’ s definition that it is a tendency to respond in a
favourable or unfavourable way to an object, person, institution, or event (1998, p. 22).

Attitude is an emotionally driven perception. It emerges from different sources,
for example, personal experience, attributions, cultural traditions, socialization
practises, and educational experience. Moreover, it is associated with affective
responses — mood, feelings, emotion, and physiological responses to situations and tasks
(Anderman and Wolters in Grabe, 2009, p. 180).

Another attribute of attitude is the possibility of it changing. A negative attitude
can change to a positive one and vice versa. Bamford and Day point out that attitude is
subject to change, but is also dependent on many variables, meaning that teachers trying
to change a pupil’s attitude may not always succeed. They add that it is important for a
teacher to understand the source of a student’s attitude to increase the number of
students with a positive attitude towards learning in their classes (1998, p. 22).

Attitude is, therefore, a key factor in teaching and learning for both pupils and
teachers. If a pupil has a positive attitude towards learning, a teacher can be satisfied.
On the other hand, if a pupil does not have a positive attitude, teachers have much more
work ahead of them. Bamford and Day say that pupils with poor attitudes towards
school present a major challenge for teachers (1998, p. 21).

The above mentioned authors analyse attitudes towards second language reading

based on models of attitudes towards first language reading. Figure 4 illustrates four
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factors that affect attitude towards second language reading, which can be applied to

teaching reading in English as a foreign language (1998, p. 23).

First language reading attitudes

Previous second language
reading experiences

Second language
reading attitudes

Attitudes toward the second
language, culture and people

NV

The second language
classroom environment
(teacher, classmates,..)

Figure 4: A model by Bamford and Day depicting attitude towards second language
reading (1998, p. 23)

Concerning the first aspect influencing second language reading attitudes, the
authors emphasise the connection between an attitude of a pupil towards reading in
his/her mother tongue and reading in the second language, stating that students with a
positive attitude towards reading in their own language are likely to have the same
attitude towards reading in English. Similarly, however, this correlation holds true for a
negative attitude. In analogy, the same principle can be applied to the remaining three
factors influencing second language reading attitude (1998, pp. 23 - 25).

When regarding the extensive reading approach and its influence on pupils’
attitude to learning English, there are some points that shall be stressed. The first is the
individualized process. Students select reading materials, follow their interests, and
explore the English culture on their own, choosing a suitable linguistic level and reading
speed. Moreover, the classroom environment during extensive reading periods is non-
competitive, non-judgemental, the fear of evaluation is usually lowered and pupils
concentrate on the reading materials; thus a positive atmosphere is created (Bamford,
Day, 1998, p. 26).

The last point to make in this chapter is the importance of developing a positive
attitude in learners. According to Bamford and Day, teachers need to bear in mind that
their first priority should be to promote a positive attitude towards reading in the
English language and only than concentrate on developing language skills. This is so

that pupils become competent readers after leaving school, not just frustrated only-in-
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school-reading individuals with lifelong aversion who have reading connected
exclusively to school activities and tedious work (1998, p. 24).

To conclude this chapter, a positive attitude is a very important factor in education
in general, and the same can be applied to English language learning. Teachers should
take into account the need to foster a positive attitude towards English language reading
in their learners in order to make the learning process much easier both for learners and
teachers. The next part of the paper will be devoted to a topic closely connected to
attitude towards reading and also one of the key aspects of education — the role of a
teacher. This is because a teacher plays an almost unique role in developing a positive
attitude in ELT.

7 The role of the teacher

The role of the teacher is an aspect that should not be forgotten when considering
extensive reading. In intensive and extensive reading, the position of the teacher can be
similar, but, at the same time, can differ to a large extent. As a way of introducing,
Harmer’s typology of the teacher can be used to differentiate between the two types of
reading. Considering the usual view, in the intensive approach the teacher has the role of
a controller, an assessor and an organiser, whilst in the extensive concept s/he is rather a
facilitator, a resource and a motivator.

The teacher in an intensive reading lesson is the one who selects a text, supplies it
to pupils, and often provides them with the necessary information about its context or
discusses the text with them. After the reading itself and associated activities are
completed, an educator usually assesses the correct comprehension by, for instance,
summarizing the main ideas of the text. Nuttall claims that it is important for the teacher
to control him/herself when teaching an intensive reading lesson, in order not to be too
helpful and therefore devalue pupils’ effort (1982, p. 147).

On the other hand, the teacher in an extensive reading context primarily
encourages reading. S/he helps the students to select a suitable material, as well as helps
them to obtain it or provides them with it. Pupils have to select material, which will be
appropriate to their level of English as well as being of interest to them in terms of style
and content. After this first stage, s/he motivates the pupils to read a book and is ready
to offer support if they require it. However, the majority of pupils do not need any help

after this stage. Nuttall notes a role of the teacher as a guide through the process.
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Moreover, she completes it with the role of a promoter, which she considers to be the
most important (1982, p. 169).

Grabe presents Csikszentmihalyi’ s idea emphasising the important role that a
teacher plays in encouraging motivation to learn. He argues that some pupils need an
external influence to start an activity that requires a complex restructuring of attention.
Furthermore, he adds that some activities that are not necessarily common for the pupils
may be unexpectedly enjoyable for them. These usually require an effort children initially
hesitate to make, but once the interaction begins to provide gratification, it usually starts
to be intrinsically rewarding (2009, p. 180). Although reading in one’s mother tongue is
quite a common activity, extensive reading in English language classes is rather rare, as
investigated in the above chapters.

To summarize, the role of the teacher is crucial in any class; the same can be
applied to an English reading class. It should be noted that there are many roles that a
teacher can take on and these differ from particular context or situation. What is
successfully used in an intensive reading lesson can lead to failure in an extensive

reading one. A teacher should choose his/her role with their teaching approach in mind.

Dictionary
A dictionary is closely associated with learning a foreign language and any reading in it.
This teaching aid has an important position in extensive reading, too. However, it differs
to a large extent from the usage of a dictionary in the intensive reading one. Therefore,
the question of dictionary usage will be discussed briefly.

A dictionary is essential for any language student who wants to gain independence
from their teacher and be responsible for their own learning. It is a tool which enables
pupils to find out the meaning of words or explains it to them. As a result, it should not
be missing in school or in a class for English language learners.

Every learning situation has its rules. In order for dictionaries to serve as a useful aid
in the learning process, they have to follow these as much as possible. Nuttall stresses the
importance of showing students how to use a dictionary most effectively and with
discretion depending on a concrete situation (1982, p. 79).

Dictionary usage in extensive reading has to follow certain principles as well. The
same author indicates that the reading purpose determines how much a dictionary is

used, because the intensive reading class needs a different approach from the extensive
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reading class (ibid). As the extensive approach almost equals subconscious learning,
pupils should not distract themselves from reading by looking up words they do not
understand too frequently. The result can be the loss of motivation to read or even
frustration from it, and thus ruining the whole learning process.

Tricia Hedge remarks that pupils should, firstly, be trained how to work with a
dictionary. They can be taught the sequencing of the alphabet, using pronunciation signs
or selecting from several meanings the appropriate one. After these basic skills are
exercised, pupils shall also be made aware that before using a dictionary, they need to
try to guess the meaning of a word from context; structure and content of the sentences,
structure of the word or try to relate an unknown word to similar expressions. Only after
these strategies are exercised, a learner will use a dictionary. She completes the rules for
using a dictionary by adding that whenever possible, students should be encouraged to
use a monolingual dictionary rather than a bilingual one, because a bilingual one
involves word-for-word translation, which may hinder fluent reading (Tricia Hedge,
1990). Bamford and Day agree with her and state that “fluent reading is hindered by a
reader stopping to use the dictionary”. They continue saying that extensive reading can
also involve the reader ignoring unfamiliar words (1998, p. 93).

Bamford and Day emphasise that extensive reading is very different from what
students know from an ordinary classroom and, as a consequence, they have to be
trained in it and get used to approaching extensive reading differently. Dictionary usage
may be seen as one aspect that differentiates extensive reading from other forms (ibid).

It is worth noting that if extensive reading principles are applied correctly, texts
should be read easily, without many unknown words. As Bamford and Day point out
“the vocabulary in the materials that students read should be familiar enough to be
understood without recourse to a dictionary” (ibid).

The authors, on the one hand, suggest that novice extensive readers can be
discouraged from using dictionaries. Nonetheless, on the other hand, they highlight the
need for a non-directive tone of the instruction, because extensive reading should
feature freedom and choice, which includes students’ independent decision on whether
to use the dictionary or not. Moreover, they stress the development of a flexible way of

approaching a text and the reason for why one is reading it. Finally, individual students’
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needs cannot be forgotten. Dictionary usage depends on these to a considerable degree
(1998, p.94).

9 Assessing extensive reading

When assessing, feedback is provided to students about their learning, to parents and to
teachers about the student’s comprehension and mastery of skills. There are many types
of assessment, ranging from informal and alternative to formal and structured
(Aebersold and Field, 1997, p.167). For the purpose of the thesis, the types of
assessment suitable for extensive reading will be discussed.

Individual teaching preferences, the philosophy and the demands of the school,
and the needs and abilities of the students should all be considered when choosing
assessment methods and techniques (Petty 2008, Skalkova 2007). This approach
ensures that evaluation is suitable, thus can inspire, motivate and give feedback (Petty,
2008, p.343).

Aebersold and Field propose alternative reading assessment methods that may be
appropriate for the concept of extensive reading. They are described as ongoing,
student-centred and learning based evaluation of a student’s work during a course;
either formal or informal. The advantages of this type of assessment are continuity, the
fact that it is in the student’s hands more than the teacher’s, its non-threatening, low-
risk, and progress-oriented nature, and its focus on students’ own development.
Additionally, it is often group generated rather than individual, thus providing an
opportunity for students to learn as well as to be assessed (1997, p.168).

Among these can be included reading journals, either in audio or written form. By
means of journals, learners stay involved in the process of monitoring comprehension,
making it visible and gaining language proficiency. Journals can be informal or more
structured assignments. Students can be asked to summarize key points from a text,
respond to certain questions, retell a story, or describe a picture that appeared in a text.
Journals are flexible and adaptable; therefore, successfully used in reading lessons. One
disadvantage of journals is that they may be time consuming for the teacher. If this is a
problem, peer assessment can be used (1997, pp. 168- 69).

Self assessment is another type of evaluation that can be used in extensive
reading. Aebersold and Field suggest using a checklist through which students evaluate

their performance (1997, p. 170). Bamford and Day agree with the authors and see the
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advantage of this type of assessment in pupils becoming conscious of and involved in
the assessment process and thus in the whole reading (1998, p. 90). Self assessment may
be a very valuable assessment tool, because extensive reading is a mental process, and
thus, it is difficult for a teacher to say how reading really proceeds. The authors add that
the students’ own perception may, in fact, be more accurate than the teacher’s, which
derives, for instance, from different levels of engagement (Aebersold and Field, 1997, p.
170).

10Conclusion of the theoretical part

The theoretical part of the thesis provided an insight to forming of reading skill,
specifically the extensive reading. The extensive reading approach was presented as a
means of learning English language through a leisure activity. The most significant
authors who have contributed to this issue made the basis for the thesis.

Firstly, communicative competence, the aim of English language teaching was
discussed. The position of communicative competence in today’s European as well as
Czech educational documents was presented, thus its role in the context of nowadays
society was determined.

In the next part of the paper, reading skill was outlined and the concrete aim of a
reading programme was stated. In the reference to this, the core of reading, which is a
text, was debated with its importance in mind. The main section of the thesis dealt with
the extensive reading approach itself. It was analysed from different perspectives; in
terms of its position in reading skill and in comparison to its opposing approach,
intensive reading.

Moreover, motivation and its components were observed as a crucial aspect in
developing this type of reading. The theoretical part of the thesis was concluded with
the brief discussion of the role of the teacher in the concept of extensive reading, the
usage of a dictionary was considered as well. Finally, assessment of this reading skill
completed this thesis.

The theoretical section of the paper provided necessary information, which helped
to understand the topic of extensive reading and its role in ELT. Furthermore, the basis

for the practical part of the thesis was offered.
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11Research

11.1 Introduction

This part of the thesis is devoted to research. Firstly, the aim of the research will be
stated and its methodology introduced. Secondly, background information as well as
the time plan will be presented. The main part consists of the action research with its
procedure and tools for data collection. The research addresses the subject of
developing extensive reading in English language teaching. This topic was chosen on
the basis of previous teaching experience and information gained throughout the study
years. The practical part is established with regards to the theoretical information from

the first section of the paper.

11.2 Aim

The main aim of the research was to improve current situation in the English language
class in a primary school. The purpose was to discover whether it is possible to develop
extensive reading in ELT and how it can be made. The attempt was to achieve the
development, and consequently, a positive change. The research intended to introduce
extensive reading to pupils, promote it and develop this approach in English language
learners. An important issue was to establish the role of motivation in the mentioned
process. | tried to achieve positive motivation of the learners towards extensive reading,
so they continue reading extensively even after the end of the research. This was
accomplished by mapping the current situation in the school, planning a scheme to
improve the chosen educational field and implementing it as effectively as possible,
thus the goal could be reached. Several hypotheses were formulated during the
procedure of the research, so that specific objectives were clarified. Firstly, the method

of the research will be presented.

11.3 Research methodology

Research methodology is important for making quality research. The main
resources for this thesis were especially Jiti Pelikan (2011), David Nunan (1992) and
Jack C. Richards and Charles Lockhart (1996). These authors also helped to provide
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arguments for the chosen methodology and tools for this research. Action research was
selected as the appropriate method for the purpose of this thesis.

A method is characterized as a way leading to reaching a set aim (Pelikan, 2011,
p. 91). Because of its characteristics action research was found particularly useful. It is a
small-scale teacher-initiated classroom investigation, which leads to increasing
understanding, furthermore, improving current teaching and learning situation via
bringing about a change (Nunan, 1992, p. 18; Richards and Lockhart, 1996, p. 12). | got
familiar with action research during the study at the university, mainly in the Clinical
Year Project (Cerna and PiSova, 2002) and I considered this type of research optimal for
such an enquiry. Moreover, it was suitable, also because the research involves a project
in the teacher’s own classroom (Richards and Lockhart, 1996, p. 12) and | had a
possibility to teach one during its process. This method is built on a reflective approach
to teaching. It serves as a basis for self-reflection, thus being a means for professional
development and growth. Wallace argues that “reflective teaching provides a way of
developing professional competence by integrating received and experimental
knowledge with practice” (in Edge and Richards, 1993, p. 40). If organised properly,
action research continues and offers constant improvement on teacher’s performance in
the classroom. In the process of action research, the educator evaluates his/her teaching,
detects what to change, develops felicitous strategies, monitors the effects, looks at
them objectively and reflects critically on what s/he discovers. Then the teacher starts
again from the beginning (Richards and Lockhart, 1996, pp. 1-2).

Action research consists of certain phases. The authors dealing with this concept
mostly agree on the following procedure. David Nunan will be quoted as an example.
The steps are: problem identification, preliminary investigation, forming hypothesis,
planning intervention, establishing outcomes and final evaluation of the research, or
possibly also planning further interventions (in Edge and Richards, 1993, pp. 41-42).
The procedure was conducted in accordance with the above mentioned literature. Its
individual parts in the chronological order will be examined in the following chapters
together with research tools for data collection, their analysis and interpretation.

For the research to be germane to the thesis, several factors need to be considered.

Conditions of the research such as methods, tools, a sample of students, school
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environment or a time plan ensure validity and reliability of the research. Thus, they
will be described later on.

It is essential to accentuate that the conclusions that will be presented are
legitimate only for given sampling, which is one of the disadvantages of the action
research method. The research is mostly qualitative, because it analyses a concrete issue
very deeply and discusses the relation of individual items, however, a quantitative
approach is to a certain extent employed, too, particularly by means of questionnaires.
As Pelikan claims every pedagogical phenomenon has a qualitative as well as a
quantitative side. Moreover, they contemplate each other (ibid., p. 81).

Finally, it shall be stated that ethical principles were observed. The parents and
legal representatives of the pupils participating in the research signed an approval for
their children to be involved in various activities with educational, assessing and

propagation purposes within the school.

11.4 Time plan

The time plan and individual activities were organised during the preparatory
period of the research on the basis of consultation of relevant literature and own
experience. The structure of the research was planned with the school time scheme in
mind, so that distractions from the plan were prevented. Although I tried to stick to the
plan, slight changes occurred during the year, for example, events that were not stated
in the school time scheme during the creation of the research time plan such as
excursions or projects.

Moreover, two research tools the presence of which ameliorated the whole
research were added later during the process. These were sustained silent reading and
focus groups. However, the chosen research method is very flexible. Therefore, the
changes in the plan could have been made and did not cause problems. It should be
stated that no visits to school are mentioned, because of the fact that | have taught the
researched group of pupils since September 2010, therefore, could conduct the study
myself. The situation and gained data were analysed continuously. Planned procedure is

shown in figure 1.

Consulting literature 15.-17.10.2010

Starting to write reflective journal 18.10.2010
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Introductory questionnaires, analysis and interpretation of the data | 18.-24.10.2010

Introducing the programme, conditions and main principles of 1.11.2010
extensive reading; a discussion on the topic of extensive reading

Individual selections of genres and topics, searching for suitable 1.-22.11.2010
texts

Establishing reading diaries, borrowing and reading first books 24.11.-1.12.2010

Borrowing books, writing reading diaries 1.12.-13.6.2010
Presentations of reading diaries and books, video recording 31.1.2011
Presentations of reading diaries and books 4.4.2011
Extensive reading lesson 25.4.2011
Focus groups, video recording 9.5.2011
Concluding questionnaires 6.6.2011
Analysis and interpretation of the data 10.-12.6.2011

Figure 5: A table illustrating a time plan; source: own research

11.5 Background information

11.5.1 The school

The school where the research was conducted in is a primary school situated in the
centre of the capital city. There are other 18 primary schools located in its
neighbourhood. The institution is attended by 560 students and is known for its unique
attitude towards pupils and educational approach. Due to this fact, it is well established
in the community.

This primary school is based on humanistic philosophy towards education.
Among the main pillars and specifics of the school educational programme are the
understanding of the world through integration of separate subjects, utilizing different
sources of information to form critical thinking, realizing individual learners’ needs and
adapting to them, verbal assessment, which shall capture pupils’ progress and help them
in future development, or prevention of undesirable influence on pupils’ behaviour. A
very important aspect of the school philosophy is developing communication skKills.
This aspect can be registered on a partner relationship between a pupil/pupils and a
teacher; among pupils themselves, as well as teachers, and teacher-pupil-parent

cooperation. Pupils learn how to work in a team, where communication is practiced,
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from the first grades. Close cooperation of classes within one grade can be given as
example. The school puts an accent on a strong relationship between the school, pupils
and parents and on active participation of parents in school life. Different cultural events
such as competitions and season markets can be given as real evidence. Learners’ free
time is organised via wide range of after-school activities and school club.

The school employs more than fifty educators, who focus on systematic forming
of key competencies in their learners and developing their own professional
competence. Every school employee should behave according to teacher’s ethical code
where different points leading to partner relationship of pupils and teachers are included
and where teachers’ rights and duties are stated as well. Furthermore, the teachers shall
promote open communication among all the members of educational process. Positive,
partner and professional relationships among the teachers are crucial in the institution,
because they do not work alone, but in cooperation with other teachers. To keep
updated, the educators attend different additional teacher trainings.

Among the school staff, there are two school psychologists, an educational
advisor and prevention methodologist in one person and four teacher’s assistants.
Regarding ELT, there are seven English language teachers, from whom one is qualified
in ELT. The language teachers actively participate in international projects such as Job
shadowing or the Fulbright Program.

The school is equipped with a Czech and English library, one computer
classroom, one mobile computer room including 14 notebooks and, in addition, there is
minimum one pc available in every classroom allowing internet access during all the
lessons. Computer literacy is seen as important skill of teachers, too. Thus, almost every
teacher has a service notebook at his/her disposal. Other technical teaching aids include

six projectors and three interactive white boards.

11.5.2 Learners

A group of 17 pupils was involved in the research. They were from the sixth grade,
twelve to thirteen years old. This class was selected due to the fact that it was the most
easily accessible, because | taught them three times a week. For the purpose of the
research | would like to clarify that their mother tongue was the Czech language and

before the research started, they were already literate both in Czech and English.
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According to the Common European Framework of Reference for Languages, their
level of English was reaching from A2 to B1 (2001). Finally, for the research it is
important to note that the group of pupils was homogenous in a way that their level of
English was approximately similar. Moreover, the learners knew one another well and

the atmosphere in the lessons was positive and friendly.

11.5.3 ELT and reading skill in the School educational programme

The section of the School Educational Programme (SEP) containing information about
the subject of English language begins with an introduction and then is divided into

expected outcomes, subject matter, grades and dispensable notes (see appendix 3).

English language is taught from the third to the ninth grade. In each grade, pupils
learn English three times a week. The school makes use of the disposable time allotment
from the Framework Educational Programme for Elementary Education (FEP) (2007).
Therefore, in the fourth, fifth and ninth grade, learners have also one more conversation
class. Moreover, English language is guaranteed in the first and second grade by a
native speaker from a private language school. The native speaker is also available for
several lessons in the fifth and eight grades. The pupils’ level of English is
demonstrated in language competitions and Scio tests where very optimistic results are
scored. Furthermore, the school takes part in an international project Comenius, which
offers the possibility of practising acquired skills in real world.

The aims of ELT at the school are fulfilled according to the National Programme
for the Development of Education (NPE) (2001) and are related to the key
competencies. The expected outcomes of ELT in the SEP are on the basis of FEP. The
importance of the communicative approach is emphasised. The aim of ELT is defined as
the development and formation of tools needed for communication in English. The
competence to communicate in the language is needed for obtaining information about
the world and establishing relations. In addition, this ability is used for communication
in various natural situations. The content is organised so that a teacher is given both
general guidance and freedom for decision making. The last column in SEP is called
dispensable notes. A teacher can find more specific information about the content of
ELT there. Consequently, a teacher can decide according to his/her teaching style

whether s/he will follow more specific guidance or whether s/he will take advantage of
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a rather more general concept. Moreover, SEP gives a teacher general guidance with the
role of materials.

Due to the focus of the thesis, following lines will be devoted to references of
reading skill in the SEP. Reading is mentioned already at the beginning of the SEP
among the pillars of the SEP. It is emphasized that reading skill is developed throughout
the whole educational process, which means in all of the grades and across the subjects.
The reason is that understanding the meaning of a written message and orientation in a
text is not important only at the primary school for learning languages, but through the
whole life. Specifically, for instance, reading literature is seen as a tool for obtaining
information. Among the expected outcomes and subject matter, reading can be found
quite frequently. Predominantly it is in connection with intensive reading. However, it is
up to the teacher which approach or combination of approaches s/he adopts. Apart from
this, extensive reading is reflected in the dispensable notes part. Namely, in the section
for the sixth grade, reading a book and reading of authentic materials is recommended
(see appendix 3).

As for using a dictionary as a tool for extensive reading, it is mentioned, in the
SEP from the beginning. It is written both in the expected outcomes and the content
column. Pupils learn to use a dictionary, already, from the third grade. They are
introduced firstly to an alphabet and picture dictionary. Afterwards, in the fourth and
fifth grade, a bilingual dictionary is utilized and from the sixth grade onwards a

monolingual dictionary shall be employed (see appendix 3).

11.6 Research tools

Research tools are instruments for collecting new data, helping to process them and
directing at fulfilling the aim of research method. They were selected with regard to the
research purpose and based on literature for appropriate application. More than one of
them was used to examine the issue throughout and to avoid distortion, weakness and
intrinsic biases. Pelikdn stresses that research can be successful only when suitable
methods and tools are chosen and properly used (2011, p. 31). The research was
conducted in a small group of pupils as described above, thus, research tools were
chosen with the learners in mind. Roman Svaii¢ek adds that research method and tools
should correspond to the specific relationship of the researcher and the participants

(2007, p. 142). Five research tools were found useful; a reflective diary, a reading diary,

37



a questionnaire, a focus group and a borrowing registry, some of which were only
supplemental. Due to the nature of the research, several research tools were designed by
the researcher. The tools listed here will be also analysed in the research procedure.

The research tool employed from the very beginning of the investigation was a
reflective diary or journal. Nunan categorises it into introspective methods. According
to him, a diary is used for investigation of mental events, concretely, observing and
reflecting on one’s thoughts, feelings, motives, reasoning processes, determining our
behaviour (1992, p. 115). Therefore, this research tool is in accordance with the
research method. Diaries can be written by learners, teachers or participant observers.
The first and second case is used in the thesis (ibid. p. 120). The form of a pupil’s diary
differed form that of a teacher, which will be described in the next paragraph. Richards
and Lockhart consider a journal valuable because it serves for later reflection, moreover,
the process of writing itself helps to understand and discover teaching. They
recommend making regular entries as often as possible and reviewing them frequently.
Although as it was seen this tool is beneficial, there are some disadvantages too. The
main problem is that the obtained data are subjective, thus, might not be valid and
reliable (1996, p. 7-11). Which implies that the teacher’s diary was used as a
supplementary research tool not the main one.

A similar research tool used for the teacher was employed by the pupils. They
were asked to write a reading diary including information they found interesting or
useful about books they read or the process of reading them. The reading diary aimed to
find out, whether the pupils were involved in the process, and how they perceived it. To
make the diaries as effective as possible, the pupils were asked to present them either in
pairs, groups or for the whole group. Julian Bamford and Richard Day offer similar
methods of record keeping and evaluation of the extensive reading; reading notebook,
reading diary and book reports (1998, p. 87).

The second research tool used was a questionnaire. According to Nunan, a
questionnaire belongs to elicitation techniques (1992, p.136, 143). It is an effective tool
for gaining information from more people at once. Richards and Lockhart suggest that it
enables a teacher to collect a large amount of information relatively quickly (1996,
p.10). | decided to administer one questionnaire in the initial stage and another one in

the concluding part. Both of these questionnaires were produced by the researcher. The
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questions were constructed with the objective of the investigation in mind. The purpose
of the first questionnaire was mainly to find out pupils attitude and motivation towards
reading. The second aimed at another research objective, which is capturing change and
developing extensive reading. The authors likewise note that this tool is a very useful
way of gathering data about affective dimension of teaching and learning. They list
beliefs, attitudes, motivation, and preferences (ibid.). There were 14 questions in the
first and 15 in the second questionnaire. Open, closed ended as well as mix of items
were included.

Another research tool chosen for this investigation was focus group. The reason
for including this technique into the research was to find out pupils’ attitudes and
experience. David Morgan describes this qualitative technique as a group interview,
which serves as a means for obtaining data and insights via interactions within the
group. The researcher adopts in it the role of moderator of the interaction (2001, pp. 1-
2). Communication in the group is initiated by the researcher who presents a topic, i.e.,
his/her focus of attention. The topic does not have to be too specific, in order to prevent
limitations of respondents’ answers. Focus groups in this research were on the same
level of importance as the other research tools. However, it can be used as a discrete as
well as supplementary tool (ibid., p. 15). The researcher chooses a group of people who
experienced a similar situation, which the researcher wants to investigate. The number
of participant depends on the aim of the research and the amount of information that
should be gained. The characteristics of the people who participate influence to the large
extent the development of the discussion. Ideal number of participants is ranging from
six to ten, though, exceptions can also be found. The number of groups depends on the
amount of data to be analyzed, but it should not be more than six (ibid., pp. 58-59). This
tool was employed due to its advantages, which include observing more individuals and
interactions in limited time period; therefore, it is not such a time-demanding tool such
as interview (ibid., p. 21). On the contrary, limitations of this tool can be found, too.
The moderator of the research group, with the focus in mind, may influence the
interaction too much, which leads to artificial environment (ibid., p. 28). Another
disadvantage is mentioned by Svaii¢ek. He claims that less assertive participants may
find it difficult to contribute to the interaction (2007, p. 191).
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The last research tool to be mentioned is the registry for borrowing books, which
was kept by the researcher for the purpose of finding out the frequency and tendency of
participants’ borrowings in the school library. This tool can be categorized, according to
Pelikan, into content analysis or analysis of school/class documentation (2011, pp. 150-
151). However, this tool was only a supplemental to the previously stated.

A tool for capturing of the techniques during the process of the research was a
video recording. This instrument provides a full account of the processes. It assures
more reliable interpretation and evaluation of the information as the recording could be
analysed in more detail. It was used in order to give a clear picture of the activities
taking place in the classroom during the presentation of reading diaries, reading lesson
and focus group. Therefore, it served the teacher also as a tool for self-reflection.
Richards and Lockhart consider this tool beneficial for its objectivity. However, they
capture its limitations such as presence of recording device in a classroom, which some
of the pupils found very disruptive. Furthermore, processing of the material is very time
consuming (ibid.).

All of the listed research tools have both advantages and disadvantages. I tried to
employ these to understand the issues thoroughly, reduce their limitations and ensure

the quality of the research and of the research data.

11.7 The procedure

11.7.1 Problem identification

After a year of teacher trainee practice, a problem was identified as “Pupils do not read
extensively”. Although there is a well equipped English library in the school, learners
do not read much in English outside the classroom be it books or other materials for

pleasure.

11.7.2 Preliminary investigation

For the preliminary investigation stage and data collection, a questionnaire was used
(see appendix 4). The aim of this first tool was to find out about the current concrete
situation regarding extensive reading in English, pupils’ attitude and motivation

towards the extensive approach. A questionnaire was chosen because it is less time-
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demanding, easily quantifiable and it is economical, in comparison with other research
methods such as interview. These aspects were important, because the time devoted to
the research was restricted. There were 14 items in the questionnaire. This should have
been enough to obtain the needed information and did not discourage pupils from
answering. The questionnaire consisted of two parts. The first was an introductory
letter, in which the purpose of the research and the importance of respondent’s answers
were explained and emphasized. In this part, the estimated time for filling up was
mentioned and acknowledgements were included. Second part contained individual
questions in structured order. Concerning individual items, | firstly looked at the
research objectives, the aim of this tool and according to them they were constructed.
The whole issue was, thus, covered, and the questionnaire was balanced. To ensure
variability, closed, closed-open, open and scale-questions were present. Validity was
assured by using anonymous questionnaires and reliability by using items eliciting
similar information. When the questionnaire was formed, one pupil was asked to test it,
whether the questions are understandable and suitable for the pupils. As for the
distribution of the questionnaire, it was given to the pupils in a lesson to guarantee their
returning. This first tool was designed in pupils’ mother tongue to ensure correct
understanding.

After analysing the data from the questionnaires, the following outcomes were
reached. Pie charts will be included for illustration. 17 pupils were involved in the
research. Two of them were not present for filling it, therefore 15 learners participated.
First seven questions asked for information concerning reading in Czech, because
attitude to reading in mother tongue and foreign language is closely associated. The

first question was introductory and very general.

Do you like reading books? How often do you read books?

Rather not Less often Very often
20%

27%

13%

Ratheryes
20%

Certainly yes
67%

Often
53%

Figure 6; source: own research Figure 7; source: own research
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Figure 6 shows the answers for the first question. It aimed at pupils’ general view on
reading. Most of them responded positively, more than half of them answered that they
certainly like reading, two pupils responded negatively, nobody answered that they
certainly do not like reading. Figure 7 illustrates the second question, which was asking
for reading habit. It was found out, that three pupils read very often, which means about
one book a week. Half of the pupils read often, meaning approximately one book per
month and four pupils answered that they read less often, about one book in half a year.

Nobody marked the answer “Almost not” or “Not at all”.

What kind of books do you read? What other texts apart from books do
Horrors )

oo Comedy you read?
Cartoon ? 15%

17%

Tragedy
2% Articles onthe

internet
36%

Novel

Short stories
10%

4%

Magazines
64%

Historical _/

6%
Adventurous 19%
21%

Figure 8; source: own research Figure 9; source: own research

Question number three and four concentrated on the type of text that pupils read. They
were supposed to map the learners’ interest and their preferences also with regard to the
school library. In both of the item, pupils could choose more options. The third question
is represented in Figure 8. It was observed that literary genres such as adventurous
books, science-fiction, cartoons and comedies are the most favourite. Figure 9 shows
question number four. Although pupils had the possibility to choose only two variants
and could write their own suggestion, everybody marked either a) or b) or both
variants. It can be seen that pupils read magazines to a large extent too and articles on

the internet.

Idevelop  Why do you read?  eading What do you like about reading?

vocabulary. enriches. I like
14% 5% imagination

when reading

21%

My parents
want me to
read.
9%

Itis fun
43%

| enjoy it.

58% | develop

language
22%

I have to read in
school.
14% ———__ ltisinteresting
14%

Figure 10; source: own research Figure 11; source: own research
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Question number 5 is illustrated in Figure 10. The aim of the question was to find out
the reasons why pupils read. This question also gave an opportunity to select more
options. The majority of pupils answered that they enjoy reading. Five pupils marked
that they are made to read either by a teacher or by a parent. Three pupils read, because
they consider it beneficial for developing vocabulary and one learner wrote that s/he
thinks it enriches generally. Question number six aimed at what pupils like or dislike
about reading. Figure 11 shows only the positive answers as there was just one pupil
who responded negatively and explained that s/he is not interested in reading very
much. Otherwise, all the answers were positive with majority pupils saying, that
reading is fun and interesting, they liked the process of imagining the story as well as

developing language.

Where do you prefer to read? What kinds of texts do you read at your

Other English classes?
22%

Stories
33%

Text book
materials
39%

At home
52%

Inthe means
oftransport

26% Recipes
11% 17%

Cartoons

Figure 12; source: own research Figure 13; source: own research

Question number seven, illustrated in Figure 12, concentrated on favourite place for
reading. More options were again possible, pupils were asked to explain their choice.
Place can influence the attitude towards reading, the charts shows that more than half of
the pupils prefer reading at home, they explained, that it is calm and cosy to read at
home. Almost a half of the pupils wrote that they prefer reading when travelling not to
be bored. Other possibilities were reading in a park, in the library or at school, the
reasons were not stated. From question eight to fourteen reading in English language is
considered. Figure 13 illustrates question number 8, which aimed at finding out what
pupils read in their English classes for later comparison. In this open question, pupils
wrote particularly textbook materials and stories, cartoons and recipes were present in

smaller number.
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When reading English texts during English Do you read English books outside English

The class is lessons... classes?
not quiet
enough.
29%

Yes, | do.
27%

| have enough
time.
37%

I do not have
enough time.
10%

Theclassis
T quietenough.

No, | do not.
73%

Figure 14; source: own research Figure 15; source: own research

The ninth question, Figure 14, aimed at how pupils perceive reading during English
lessons, more options were possible. More learners were satisfied with the time and
conditions for reading, however there were some, who did not have enough time for
reading and consider the class not quiet enough. Tenth question shown in Figure 15
aimed concretely at extensive reading. Pupils were asked, whether they read outside the
English classes English books. Majority of pupils did not read, four pupils marked, that
they read English books.

If you do not read English books, what is
the reason?

If not, would you like to try reading
English books?

Certainly not Certainlyyes
9% 9%

It did not occur
to me to read
them. >\
18%

I do not
understand
them.
46%

Rather not
27%

I do not know
how to get

Ratheryes them.
55% 36%

Figure 16; source: own research Figure 17; source: own research
After finding out whether pupils read in English outside the classroom, they were
supposed to specify why they do not read. Figure 16 illustrates the answers. More than
half of the learners would be interested in reading English books extensively, four
pupils responded negatively. Question number twelve followed the previous one and
aimed at the reasons why pupils do not read English books. The chart given in Figure
17 shows pupils responses. Almost half of them answered that they did not read,
because they did not understand the books. A similar number of pupils marked that they
do not know how to obtain them and therefore they do not read. Few pupils answered
that it has not occurred to them to read English books. The learners had the option to

write different reason for not reading, but they did not utilise it.
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Why is it useful to read English books? How can I get an English book?

‘ 1 do not know. I do not know. I can buyit.
Itis good for 9% lcangetitasa 7% 18%

learning present.
foreign
language. _\

14%
27%

I can borrow it
froma friend.
19%

Itis good for

developing

vocabulary.
55%

I can borrow it
from school.
21%

Original

versions are

better.
9%

I canborrow it
froma library.
21%

Figure 18; source: own research Figure 19; source: own research
The open question number 13, Figure 18, aimed at advantages of extensive

reading. Majority of pupils responded that it is useful for developing a foreign
language, some of them pointed out developing vocabulary. Few learners stated the
advantage of reading the original version. A small number answered they did not know.
The last question illustrated in Figure 19 asked for ways of obtaining English books.
The distribution of answers was similar. The learners were aware, that they could
borrow a book from the school library, city library, from a friend or they could buy it
and get it. Only a small number did not know.

Several conclusions were driven after analysing the outcomes of the initial
questionnaire. They were generally positively oriented towards the development of
extensive reading in the foreign language. Firstly, it was found out, that majority of the
pupils involved had a positive attitude towards reading. Although the question of
reading in mother tongue was addressed, results can be transferred to reading in English
language. The attitude towards the mother tongue reading strongly influences second
language reading (see chapter 6.1). Furthermore, positive intrinsic motivation for
reading was found in most of the pupils. This was usually in combination with other
factors such as developing language or encouragement from school or parents.
Moreover, it was discovered that pupils were used to reading books quite frequently.
Therefore, they had established reading habit. Regarding extensive reading in
comparison with intensive reading, some of the topics or types of texts that pupils
choose as favourite could also be found in an intensive reading lesson. However, quite
a few pupils demonstrated that during class reading, they do not have enough time and
calmness. What is more, only three pupils out of fifteen selected school as a convenient
place for reading. Pupils’ home and means of transport where considered suitable for

reading. When asking directly for extensive reading in English, four out of fifteen
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pupils responded that they do so. The identified problem at the beginning of the
research was reasonable, but not valid for the entirely class. In these learners the aim
was therefore change not to develop, but to sustain extensive reading. To return to those
who marked that they did not read, one problem was discovered in reading materials.
Pupils either thought they did not have access to English books or they were too
difficult for them to read. Thus, it was understandable that when asked, almost half of
them responded that they are not very interested in extensive reading. However, pupils
still considered this type of reading as a useful way of learning English, mainly in terms
of developing lexis. Finally, many of them were aware of the possibility of borrowing
English books either from the school library, other institution, friends or buying them.
According to these facts the extensive reading programme had optimistic prospects for
further development.

11.7.3 Hypothesis

After the problem was identified and the preliminary investigation was organized,
hypotheses could be stated. They were based on the investigation from the previous

chapter as well as on literature.

= Extensive reading can be developed in ordinary English language classes.

= Pupils do not read extensively, because they are not encouraged to do so.

= Text selection has a strong influence on developing extensive reading.

= Extensive reading serves as a motivation tool for further reading.

= |ntegrating extensive reading into English language education influences positively
attitude towards English language learning.

= |f encouraged, extensive reading facilitates developing communicative competence.

= Established extensive reading skill forms long-term relation of a pupil and reading
for the future.

The hypotheses served as a basis for planning the intervention. At the end of the

research, the hypothesis will be evaluated. They will be either confirmed or rejected.

11.7.4 Intervention plan
In this chapter, the plan of the intervention for changing the situation stated above will

be described; its individual stages analysed and interpreted. Several key points were
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defined at this stage. Firstly, the teacher was supposed to introduce extensive reading
with its characteristics. She should have tried to motivate and encourage pupils to start
reading extensively. She should have helped to provide them with suitable texts
according to their choice. Therefore, she would be a facilitator of this reading approach.
Following strategies were chosen for developing extensive reading in English:

- Introducing the extensive reading programme

- Pupils creating a reading diary for recording various ideas concerning

reading and their progress
- Devoting one whole lesson to the sustained silent reading
- Pupils reflecting on and evaluating their experience via focus groups
Before discussing these strategies, | would like to comment on their character.
Some of them had encouraging, motivational, evaluative or reflective function in the
extensive reading programme. Moreover, they served as a means for data collection.
The first step in developing extensive reading was the introduction of the

extensive reading programme. It had mainly the encouraging and promoting function.
Pupils were told various characteristics of this concept. Furthermore, suitable
conditions that need to be followed for the process to be successful were presented.
Information about book selection or frequency of reading were provided (see chapters
4.1). At this stage, pupils were reminded that there is the English library and they are
welcome to borrow any book they wish. Moreover, the possibility of borrowing books
somewhere else such as in the public library was emphasized. One requirement was
specified. Pupils were given a task to read at least three books by March 2011, which
was five months after starting the programme. This requirement aimed at provoking the
reading, because there was no obligatory amount of pages, thus, it was up to the pupils
to decide how much they would read. They were informed about the process; keeping
reading diaries and planned presentations. One last point to be mentioned is that
ongoing guidance and individual counselling were provided, but they are not further
discussed in the paper as they would be reflected in the above mentioned strategies. The

outcomes of this introductory phase will be seen in the following phases.
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11.7.41 Reading diary

When the extensive reading programme started, pupils were asked to create a reading
diary (see appendix 5). They continued writing them till the end of the research. The
aim of this activity was to reflect on the texts they had read. Besides, it should have
captured the reading process through writing pupils’ opinion about the books and
frequency of reading. Learners were asked to include the names of the texts they had
read, the author and personal reaction to the materials. Except from this, pupils were
given freedom to create the diary according to their own choice and include other
information. It was explained that the diary was primarily their own piece of work
where they could express themselves. Therefore, it was up to them how they would
organize and designed it.

The reading diaries were regularly submitted and evaluated on the monthly basis.
Analysed data from the reading diaries indicated that pupils created and arranged them
individually; some of them included pictures or favourite quotations from the texts.
When writing the diaries, pupils mostly did not follow the guidance and wrote the
author, name of the book and the story, but did not reflect on their experience
concerning interest or suitability of the level of English. The books differed from
individual to individual in level of English, genre, topic, length and amount. Generally,
the amount of the books, their length and level was not associated with pupil’s level of
English, but rather with the topic of the text. However, some similarities were found
among the pupils who were not confident in English, these started with picture story
books. There were also exceptions of pupils, whose levels of English were not very
high, but started with short authentic materials. About a quarter of pupils selected rather
long authentic texts. Last point regarding reading diaries is very important for the
following stages of the action research. It was found out, that this tool for recording
reading experience was not considered favourable. Approximately more than half of the
pupils expressed their opinion during the process that they would prefer not to keep the
reading diaries.

Writing of the reading diaries was complemented by oral presentations (see
appendix 6). The advantage of this technique was seen in providing additional
information owning to answering questions after the presentation. Presentations took

place either in pairs, smaller groups consisting of about five pupils or the whole class
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presentations. It was already mentioned that majority of pupils did not reflect on their
feelings regarding interest and suitability of the level of English texts in their diaries.
During the presentations, pupils described the books they had read till the day of the
presentation or they spoke about the book they were reading at the time of the
presentation. They briefly mentioned the story and how they perceive the book and they
could recommend the book to their classmates. When they finished, complementary
questions were asked either by pupils or by the teacher. It was discovered, that pupils
had mostly read books that were well chosen, thus, interesting and understandable. Due
to the nature of the oral presentations, pupils, in consequence, were exercising speaking
skills and communicative ability when reacting to the questions. While talking, pupils
could use their notes in the diaries, but they were encouraged to speak and not read the
text. A video recording was used as a means for data collections. This tool will be
discussed later.

To evaluate this activity, the reading diaries complemented by the presentations
served as a valuable insight into the reading process. Information and experience from
the texts that pupils had read was provided. Moreover, data were collected. However,
the reading diaries were finally evaluated negatively by quite a lot of pupils. Therefore,
this fact should be considered for further teaching practice and extensive reading
development. The aim of the action research was to improve the current situation. The
teacher should not only have gathered data without bearing the learners in mind. On the
contrary, the teacher should have tried to avoid any negative impacts of the data
collection on the overall aim. The consequence might have been the spreading of the
unfavourable feelings and forming negative attitude towards the whole extensive
reading programme. As a result, the teacher chose to limit this technique for last two
months. For success of the extensive reading programme in future, a reading diary
could be substituted by other evaluative techniques such as negotiated evaluation,
which is offered by Bamford and Day. This method, in their words, is based on the idea
that students choose how they want to be evaluated. This method is close to the spirit of
extensive reading and its goals, because it promotes independent reading not fulfilling

teacher’s requirements (1998, p. 90).
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11.7.4.2 Sustained silent reading (SSR)

Next activity done in the process of the extensive reading development programme was
sustained silent reading or an extensive reading lesson, in other words (see appendix 6).
This term, sustained silent reading, is stated by Bamford and Day (1998, p. 128). This
activity aimed at motivating pupils to extensive reading and observing individual
students while reading as such. This activity was integrated into the extensive
programme during the process, because it was considered beneficial. The purpose
resided in demonstrating that extensive reading is a valuable and worthwhile activity,
apart from this, it could be exciting and pleasurable, too. One whole class period, 45
minutes, was devoted to extensive reading. Before the lesson, pupils were instructed to
bring with them to the English language lesson the reading material of their choice and
spend the time reading it individually. The reading followed the rules of extensive
reading approach. It was silent and undisturbed. Moreover, pupils could choose the
place where they wanted to read. Another positive side of this activity was that the
teacher had chance to observe pupils engaged in the process of reading.

The outcomes from this activity had almost entirely positive character. The
atmosphere during the sustained silent reading was calm and suitable for such an
activity. Pupils were engaged in reading. It was observed that most of them were able to
read in this way. Few of them were found unsettled. There was one group of six girls
who chose to sit in the corridor. They were sometimes disturbed by different actions,
which may be explained by such as a group sitting together. The fact that pupils could
see one another engaged in reading may have had motivational effect on those who
were not firstly advocate for this type of activity. Besides, the teacher was also reading,
thus, trying to be a model for the pupils and showing them the value of reading. The
reading lesson was also recorded to ensure the reliability of this activity. However, only
a short period of the lesson was recorded, because of its disturbing character.

To finally evaluate the reading lesson, it was beneficial for both sides, for pupils
as well as for the teacher. After this activity, the teacher could see evidence of the effort
she made. Only problem may be seen in the position of the activity in the time scheme
of the research. It may be discussed whether the activity should have been included

more than once and in the earlier stage. However, the time devoted to the research was
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limited. Therefore, more reading lessons would have probably disturbed the two-week

plan.

11.74.3 Focus groups

Next step in the intervention plan was employing focus groups (see appendix 6). The
focus of the interactions was the extensive reading programme. The aim of this research
tool was to reflect on the programme and evaluate it via a group interaction. Insights
into pupils’ attitude, motivation and experience from the extensive reading were
supposed to be recorded. The focus groups were organized in the final part of the
research. There were two focus groups of eight pupils in each. They took place in a
class where pupils usually have their English lessons, thus, the environment was
known. This tool was considered an entertaining way of gathering data. The group
discussion was moderated by the teacher. The language of interaction was mother
tongue to ensure understanding and participating of all the pupils. To capture the whole
interaction process, a camera was used as a means of recording.

After analysing the video recording, these outcomes were reached. Focus groups
followed the reading lesson, thus, the teacher initiated the interaction for asking about
the opinion on this activity in both groups. After that, the group concentrated on various
topics regarding the reading programme. The interaction in the first and second group
differed to rather large extent. Pupils in the first group were less engaged in the
communication on the stated topic in comparison with the second one. However, the
outcomes from both groups were similar, so, they will be presented together. The data
were organized into several groups according to topic. Firstly, the pupils responded on
the question about the reading lesson. Majority of them evaluated this activity
positively. They considered it fun and enjoyable. They mentioned that the class was
quiet and they could read undisturbed. On the contrary, pupils reading in the corridor
could not concentrate properly, because of the distracting elements. These outcomes
correspond with the results from the observation of the sustained silent reading,
therefore, can be validated. Next topic discussed in the groups was choice of reading
materials. Pupils agreed that this aspect was very important. They, for example, stated
that too difficult book or a book with uninteresting topic discourages reading. Two of

them expressed that it was difficult to find suitable text in terms of interest as well as
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language level. Concerning language development, some pupils confirmed that during
the reading process improved particularly vocabulary, sentence structure and
pronunciation. Strong opinions were articulated regarding the reading diaries. Mostly,
negative feedback was given. The reason stated was the difficulty of the nature of
writing the diaries and boring character of this activity. Consequently, ideas for
alternative means for evaluation of extensive reading were discussed. Pupils suggested
using oral presentations or short interviews during ordinary lessons. Few people
expressed their opinion that they or some of their classmates did not read much during
the programme. Positive outcome about continuing reading was formulated. Most of
the pupils would like to continue with reading books, but in less organized way.

Focus groups were for its effective character of obtaining different view from
more pupils at short time period considered as a very valuable means for data
collections. Pupils expressed their opinions and evaluated stages of the extensive
reading programme as well as the programme as a whole. Limitations of this technique
can be found in the process of interaction where not everybody participated, shy pupils
might have been afraid to communicate their opinion. It can be concluded that pupils
were generally satisfied with the programme. Few pupils stated difficulties with finding
suitable materials for reading. Mostly everybody would change reading diaries for other
technique. The focus groups were beneficial in promoting interaction of the whole

group. Not only evaluation was stated, but also ways for improvement were found.

11.74.4 Final questionnaire

Final questionnaire (see appendix 7) was the last research tool. It was based on the
outcomes from the focus groups. The aim was to capture a change in the developing of
extensive reading. The purpose was to find out whether attitude changed and in what
sense. Questions aiming at motivation, reading habit, language development, obtaining
texts or future plans were included, too. The questionnaire was constructed and
structured in the same way as the one in the initial stage. It was written in Czech by the
teacher, the same types of questions were included. There were 15 items in the final

guestionnaire.
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Following outcomes were established from the analysed data. Pie charts illustrate
the results. 16 pupils out of 17 participating were present to fill in the questionnaires.

Term “pleasure reading” was used instead of extensive reading for pupils to understand.

Have your attitude towards reading How did it change?
changed during this year?

Itimproved.
No P

100%

19%

Yes
44%

Rather no
600

Rather yes
31%

Figure 20; source: own research Figure 21; source: own research
The first three questions illustrated by Figure 20, 21 and 22 concentrated on the change
of the attitude during the last year. Pupils were asked to express whether their attitude
changed, in what way and what the reason was. In the first question, twelve pupils
responded that the attitude changed. The rest did not register any difference. The
question aiming at the nature of the change followed. All twelve pupils, whose attitude
changed, changed positively. The reason for this is shown in the scheme bellow. Pupils
were asked to formulate the response themselves. The motifs for the change in the
attitude were several. It improved due to the teacher, reading as such, or parents.

What was the reason for this change? How would you differentiate reading in

I do not i
¢ :0:: The teacher English classes(A) from pleasure

21% InAislack  reading(B)? Bis more

. of time. f
Reading was In8 I.S no 7% \ ur:.
analyzingof "~ _ 21%
. the text. Bis better
Awide
7% for
range of InBis concentratio
texts
f;(% possibleto/ / n.
choose a Bis less 21%
Reading Aparoent text. ——— boring
20% 13% 30% 14%
Figure 22; source: own research Figure 23; source: own research

Next question, aimed at differentiating between the two approaches to reading. Figure
23 illustrates the results. All of the comments that the pupils expressed were in the
favour of the extensive reading. The positives of this approach were that it was funny or
less boring than the intensive one. Besides, the advantages were seen in better
concentration on the meaning while reading extensively and the possibility of choosing
a text. Intensive reading was evaluated unfavourably, because of lack of time and
analyses of the texts afterwards the reading.
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Did you enjoy pleasure reading? If yes, what specifically did you enjoy?

Rather no Learning Reading
19% ) 23%

Yes
38%
Stories

15% :

understood
authentic
texts

8%
Rather yes ?

43%

It was fun

46%

Figure 24; source: own research Figure 25; source: own research
Questions number five six and seven are depicted in Figure 24, 25 and 26. They aimed
at finding out the pleasure effect of extensive reading. When asking whether they
enjoyed extensive reading, 13 pupils responded positively, 3 said that they did not
enjoy it very much. Nobody answered completely negatively. Outcomes from question
number six show that pupils appreciated extensive reading because it was fun, they
could understand authentic texts, they liked stories and few stated that they learnt new
vocabulary. On the other hand, among negative reasons about extensive reading was to
large extent the reading diary. Two pupils were discouraged by the choice of books and

one pupil responded that s/he does not enjoy reading in general.

I do not If not, how was it caused? Do you think that this kind of reading
enjoy By the choice helped you with developing English?
reading. of books
8% 17% | do not Yes
know

By a readin Rather no
diary 14%
75%

Rather yes
21%

Figure 26; source: own research Figure 27; source: own research
The aim of the next three items was to find out the influence of extensive reading on the
development of English language and, therefore, communicative competence. Question
number eight is illustrated in Figure 27. More than half of the respondents thought that
extensive reading helped to develop their competence in the English language. Two
pupils marked the “rather no” question and four pupils was not sure about the positive
influence. Nobody answered “certainly not”. The language areas, which were
developed according to pupils during the programme, are depicted in Figure 28. They
mostly answered that they developed vocabulary and applied the already known in

context. Few pupils also marked developing grammar and sentence structures.
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In utmzin@ which language area did pleasure
already reading help you?
known skills In
and developing
knowledge vocabulary
in context 47%
35%

In
developing In
sentence —— developing
structures grammar
6% 12%

Which language skills did you develop the

o most?
Listening

6%

Speaking
39% Reading

55%

Figure 28; source: own research

Figure 29; source: own research

Question number ten, Figure 29, illustrates developing language skills. The pupils

evaluated themselves and voted for developing reading and developing speaking. One

pupil noted down listening skill development. Surprisingly, nobody marked writing.

Next two questions aimed at frequency of occurrence of extensive reading.

How often did you read in English?
Less often
13% 5

Twicea
week
37%

Oncein two
weeks
25%

Once a week
25%

What influenced frequency of your
reading?

Interestina
book
33%

The teacher
25%

Aparent

8% Free time
0

34%

Figure 30; source: own research

Figure 31; source: own research

Figure 30 depicts question number eleven. Nobody answered that s/he was reading

every day. Six pupils responded that they were reading extensively twice a week, four

pupils were reading once a week, the same number of pupils was reading once in two

weeks and two pupils less often. The reason for the frequency of reading was

influenced by following elements, Figure 31. Pupils who read twice a week were driven

mainly by the interest in the book and a parent. The ones who read once a week were

determined by their free time or a parent. Learners who read less often did so due to the

teacher who wanted them to read. Few pupils wrote that their free time was not devoted

to reading.
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Froma
public How did you get the texts? If we had not carried out this project, do
library. you think you would have tried reading
8% for pleasure?
From Fromthe No Y?,/S
i 25% °
frle[:ds. school 5 Rather yes
8% library 13%
48%
Athome_/
28% From
On the classmates
internet.—/ 4% Rather no
4% 56%
Figure 32; source: own research Figure 33; source: own research

Question number 13 concentrated on the source of reading materials. The school library
was used to quite a large extent, by almost half of the respondents. Pupils could find
reading materials also at home, less often from their classmates, friends or a public
library. These results are in Figure 32. Last two questions aimed at the meaningfulness
of the extensive reading programme. Figure 33 illustrates question number 14. Pupils
were asked whether they would have read extensive, if the project had not been carried
out. The answers for this question were almost entirely negative. Only one pupil was
sure that s/he would have read extensively. Last question aimed at continuity of the
activity. Figure 34 shows item number 15. Majority of pupils responded that they could
imagine reading extensively further on. Two pupils stated that they would probably not

continue reading in English.

Can you imagine continuing pleasure
reading this point on (after finishing this
project)?

Rather no
13%

Yes

0,
Rather yes 49%

38%

Figure 34; source: own research
The outcomes from the questionnaire give evaluative data of the reading
programme. Regarding pupils attitude towards extensive reading, the outcomes are
rather positive. Majority of pupils reflected that their attitude improved. The reason was
the encouragement from the teacher’s or parents’ side. Moreover, the reading itself was
found entertaining. It was due to the several aspects such as own choice of text or

enough time for reading. Thus, pupils were actively engaged in the process.
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Consequently, pupils mostly enjoyed extensive reading. This was demonstrated on the
time that pupils devoted to reading. Pupils who enjoyed reading read about once a
week. Another point that was touched was the choice of texts, it was discovered that
selection of a text can have positive as well as negative consequences on reading.
Although, pupils were mostly satisfied with the text, few also manifested that they
could not find text that would suit their interest and level of English at the same time,
therefore, they did not enjoy reading. Regarding developing English language, the
respondents considered extensive reading to be helpful mainly in terms of widening
vocabulary and applying already gained skills and knowledge in the context. The most
positive outcome that was reached is seen in the effect of extensive reading on future
reading plans. Although, pupils wrote that they would not read extensively if the project
had not happened, they stated, at the end of the questionnaire that after the programme,
they are willing to continue reading extensively. Negative aspect of the extensive
reading programme was caused by one chosen activity. More than half of the pupils

agreed that they would omit writing reading diaries.

11.7.4.5 Reflective diary

Following three research tools will be mentioned only shortly, because they served as
supplementary tools only. The reflective diary was written from the beginning of the
investigation and provided space for self-reflecting on feelings, motives and reasoning
processes. The diary was written regularly. The entries were sometimes in contrast
depending on a concrete situation. It helped the researcher to share and organize her
thoughts. It served its purpose. The insights were personal and strongly subjective, thus

further analysis is not necessary.

11.7.4.6 Borrowing registry

Another supplementary research tool was a registry for borrowing books (see appendix
8). It helped to capture the frequency and tendency of borrowing books from the school
library and helped the researcher with organization of the books. The level of language
difficulty of the books was noted as well. Although some pupils marked school library
as a source of texts for reading, other sources were used too, therefore, this tool gives
limited data. The outcomes from the registry are these. 15 pupils borrowed materials

from the school library. Out of them, eight pupils visited the school library and
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borrowed texts repeatedly. Shortly after the programme started, 14 book loans were
noted. After that, the number was ranging from 8 to 14 per month. Pupils borrowed
different books with different language level from the picture story books and low
levels of easy readers to short authentic texts and comic books. Various topics were
employed as well; science fiction books, horrors and comedies were among the most
favourite.

This research technique fulfilled the expectations. To summarize the collected
data, the tendency of the borrowing books was approximately stable. It noticeably
varied only in about half of the programme, which could be also caused by the different
school events happening at this time. The choice of the books was strongly individual.
It was primarily influenced by the theme of the book. Some pupils chose the material
according to the level of English in the text as well.

11.7.4.7 Video recording

Last tool for data collection employed in the action research was a video recording. It
provided insights into the classroom procedures connected to extensive reading. Three
activities were captured on the camera (see appendix 6). Therefore, a full account of the
processes during the activities was offered. Detailed analysis was made during the
individual steps of the action research, so it will not be discussed further. To conclude,
the video recording was valuable in gaining complex and objective data. However, it

was found limiting in sense of disturbing some pupils, in consequence, the activity.

11.7.5 Evaluation

The outcomes from the individual phases of the extensive reading programme were
discussed after each one. Evaluation of separate activities and research method was
presented as well. In this part, the evaluation of the whole research will be formulated
by comparing the outcomes from individual stages. Furthermore, the hypothesis, stated
at the beginning, will be discussed.

After comparing the outcomes from the individual activities, it was identified that
the action research was generally quite successful. The aim of the action research,
which was developing extensive reading, was accomplished. Evidence was
demonstrated through the whole process and finally verified via the focus groups and

the concluding questionnaire. Except from one, all of the employed strategies were
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considered useful by the teacher as well as the pupils. Besides, the nature of sustained
silent reading and focus groups was also found entertaining. However, the negatives
effects of reading diaries could be detected during the whole research. Positive side of
this negative aspect was that by means of the reflection on this experience, both pupils
and the teacher trainee tried to find substituting activity. Few solutions were offered in
the process.

When data from the preliminary investigation and the evaluative ones were
examined, it was clarified that the attitude towards extensive reading changed mostly
positively. The reasons were various. The positive attitude towards reading in the
mother tongue is one of them. Contribution of the strategies employed in the
programme is obvious. Pupils’ confidence in reading in English strengthened when
they read few books and understood them. However, similarly it was captured that
those few pupils who had negative attitude towards reading in mother tongue
approached the programme without effort to change this situation and the change did
not happened.

The tools for data collection provided various information about the programme.
Owning to them, the issue was analysed from many sides and detailed analyses were
made. Hypothesis can therefore be discussed. The research proved that extensive
reading can be developed in ordinary English language classes. Only condition for
proving this hypothesis might be the presence of the English library in the school.
Nevertheless, the school library can be substituted by the public library. Otherwise,
establishing the extensive reading programme is not too time demanding, although, the
time for English language teaching is limited by the content of the SEP. Thus, it can be
included into the ordinary classes or even to SEP. Moreover, it was proved that pupils
do not read extensively, because they are not encouraged to do so. When the
programme started, pupils were encouraged to read extensive, which was one of the
reasons for such a change. Furthermore, text selection has strong influence on
developing extensive reading. This hypothesis can be proved as well. It was already
stated in this chapter that the influence of the reading materials is immense. Extensive
reading serves as a motivation tool for further reading. This hypothesis has been
proved from the beginning of the action research. The borrowing registry can be the

evidence for this statement. Integrating extensive reading into English language
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education influences positively attitude towards English language learning. Even
though there is no concrete evidence for proving this hypothesis, the general positive
attitude towards extensive reading and enjoyment resulting from it should be taken into
consideration. If encouraged, extensive reading facilitates developing communicative
competence. This hypothesis will be difficult to prove at this stage, because the nature
of the extensive reading requires longer period of time to be evaluated. However, pupils
themselves realized some improvements in their language ability, which shall result in
developing communicative competence. Established extensive reading skill forms long-
term relation of a pupil and reading to the future. Finally, the last hypothesis can be
proved only partly, due to the same reason as in the previous one. Still, the outcomes
from the focus groups and evaluating questionnaire demonstrated that pupils would like

to continue with extensive reading, so there is a chance of succeeding, too.

11.8 Conclusion of the research
The practical part of the thesis was based on the information from the theoretical part.
At the beginning of the research, the aim was stated. The research aimed to improve the
current situation in ELT by developing extensive reading in the learners. This part of the
paper included description of the research methodology. Moreover, time plan and
detailed description of the background information were present to make the research
reliable. The structure of this method was followed. The action research, a method used
for the research, was chosen in accordance with its aim. The advantages as well as
disadvantages of this research method were noted. The problem stated at the beginning
of the action research tried to be solved via means of various strategies included in the
intervention plan. The data for evaluation of the research were gained by different
research tools for ensuring variability. Obtained data from the individual research tools
in the action research were analysed and outcomes were provided. They mostly proved
the hypotheses. Evidence for the possibility of developing the extensive reading in
ordinary English class in primary schools was given. The conclusions driven were of a
positive character and consolidated the position of extensive reading in ELT. Further
plans have already been discussed during the process of the action research, thus
grounds for continuation of this activity was established.

I would like to make one personal comment. The method of the action research

proved itself to be a valuable means for professional development in a teacher trainee
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practice, besides, in the real process of education. | am going to continue to promote
extensive reading also in future, although in a different way, hopefully heaving learnt
the lesson from this investigation, thus preventing failure of some kind.

12Conclusion

The thesis concentrated on the topic of developing extensive reading in English
language in the context of elementary education in the Czech Republic. Both theoretical
information as well as practical use of this approach was presented.

To understand the focus of this thesis, different authors dealing with the issue
were taken into consideration. Their theories, concepts and results from research served
as a basis, primarily, for the theoretical part. However, the practical part was based on
the first section, thus theory was included there as well.

The purpose of the paper was to present the extensive reading approach in its
complexity. Therefore, several other aspects had to be discussed, too. The theoretical
part began with defining the overall aim of English language teaching, so that it was
clarified where it was heading. The communicative competence, which is the goal of
ELT, is established on the concept of communicative language teaching. This concept is
a complex system consisting of various competences, thus elaborate analysis was
required.

The present philosophy of teaching and learning in the European context was
illustrated on the principal educational programmes such as the Common European
Framework of reference for Languages or the National Programme for the Development
of Education in the Czech Republic. Chapters dealing with reading skill as such,
including approaches — the extensive and the intensive one followed. The importance of
a text as a means for transmitting written massage, with the key aspect of providing
comprehensible input, thus, training the language skill was not forgotten.

Throughout the text, entertaining as well as educational function of extensive
reading was emphasised. The first point was considered mainly in the chapter about
motivation, subsequently attitude towards reading in English language. Positive attitude
and motivation were one of the leading phenomena in the thesis.

The practical part, which was devoted to the research tried to integrate these
theoretical information into the practice. The research aimed at promoting change based

on developing extensive reading, and subsequently, improving the current situation. The
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focus was chosen after a year-long teaching practice and after reflecting on the situation
in the English teaching.

The action research served as an optimal method to reach the aim. The methodology
was discussed in detail; advantages as well as limitations were stated. The background
information together with the time plan of the research were included, thus, the context
of the research was presented.

The procedure typical for the action research was followed. Identification of a
problem, preliminary investigation, stating the hypothesis, planning the intervention and
final evaluation were not missing. In the intervention plan, several strategies were
chosen to encourage pupils to read extensively.

Furthermore, appropriate research tools served for mapping the situation and
collecting data, which were analysed, interpreted and subsequently helped to form the
conclusions. When compared and contrasted, they mostly proved the hypothesis.
The results established were mostly positive and consolidated the position of extensive
reading in ELT. Finally, to utilise whole potential of the action research method, further
plans for continuing with this reading activity were discussed. Pupils agreed to continue
reading extensively also when the programme finishes.

To conclude, this thesis aimed to offer an insight into the teaching of extensive
reading. It presented this approach as a suitable way for developing communicative
competence as well as experiencing pleasure during this educational activity. The
research proved that extensive reading provides both learning and entertainment at the

same time.

13Resumeé
Schopnost mluvit nejméné jednim cizim jazykem je v soucasné dobé povazovana za véc
zcela samoziejmou. V Ceské Republice je dominantnim cizim jazykem angli¢tina. Jeji
dilezitost reflektuji zakladni pedagogické dokumenty, jako jsou Bila kniha ¢i Ramcové
vzdélavaci programy. Vyznamné postaveni anglického jazyka dokladuje také fakt, Ze je
vyu€ovan uz od tieti tfidy zakladni Skoly.

Cilem vyuky anglického jazyka je schopnost komunikovat, neboli dosédhnout
komunikativni kompetence. Jazyk tak neni pouhym pfedmétem k ziskavani dovednosti,

ale komunikacnim prostfedkem. Kompetence tak umoziuje pouzit ziskané dovednosti
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V kazdodennich Zivotnich situacich, ¢imz poméhd zkvalitnit Zivot ditéte. Pasivni
znalosti se stavaji zivota schopnymi dovednostmi.

Teoretickd ¢ast diplomové prace se vénuje pravé problematice komunikaénich
dovednosti v konceptu komunikativniho uceni angli¢tiny. Koncept komunikativni
kompetence je komplexnim celkem sestavajici se z fady subsystémt. Cil jazykového
vzdélavani spociva pravé v komunikativnich dovednostech. Komunikativni neboli
feCova dovednost, na kterou se orientuje tato prace, je Cteni, konkrétné pak extenzivni
cteni.

Ne vzdy byva uceni spojeno s piijemnym prozitkem. Cilem diplomové prace je
predstavit prostiedek, ktery by poslouzil k dosazeni vyukového cile anglického jazyka a
zaroven vyvolal potéSeni z aktivity jako takové. Timto prostfedkem bylo zvoleno
extenzivni Cteni.

Extenzivni Cteni je prezentovano v ramci dovednosti ¢teni s porozuménim, je
komparovano se Ctenim intenzivnim, uvadénym casto jako stojicim v protikladu, ¢imz
je dokladovana jeho role. Jednou z hlavnich uloh extenzivniho c¢teni je rozvijet
dovednost ¢teni s porozuménim.

Dalsi dilezity aspekt analyzovany v této préaci je funkce textu, nebot ten je
povazovan za jadro Cteni. Vyznam je kladen piedevSim na recepci, ktera spociva
piedevsim v jeho srozumitelnosti, jakozto jednoho z pilift k rozvoji extenzivniho ¢teni.
Jako adekvatni se jevily zjednoduSené texty splitujici toto kritérium. Neméné dilezitym
faktorem bylo uchopit text po strance jazykové a obsahové. Klicové bylo zvolit takovy
text, ktery by byl pro ¢tenafe zajimavy. Dostavame se tak k dalSimu tématu, kterému
byl vénovany pottebny prostor, a tim je motivace ke Cteni.

Diivodem zaméfeni se na motivaci bylo podchytit zajem 74k, aby se vénovali
extenzivnimu c¢teni. Motivacni teorie poslouzily jako zdrojova zdkladna pro dalsi
konkrétnéjsi praktické vyuziti analyzované oblasti. Velkou roli v motivaci ke Cteni
sehral postoj ke cteni. Ten mulZe silné ovliviiovat celkovy pristup studenta
K jazykovému vzdélavani, tudiz bylo zasadni vyuzit jeho potencialu v celistvosti.

Na dulezitost pozitivniho postoje k u€eni ciziho jazyka navéazal jeden zasadni
aspekt v jeho modelovani, ucitel. Pedagog je ten, kdo mtize siln¢ formovat postoj ditéte
K ueni a tudiz i1 k extenzivnimu ¢teni. Pokud pfistoupi ke své roli zodpoveédné, mize

podnitit pozornost ¢i zajem a dokonce docilit vyvoje stanovené fecové dovednosti.
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Nicméné pokud ucitel svou kapacitu nevyuzije, studenti mohou byt ochuzeni o rozvoj
konkrétni komunikativni dovednosti.

Jelikoz ma zminovana feCova dovednost specificky charakter, na zavér teoretické
casti diplomové prace byly uvedeny metody hodnoceni rozvoje této dovednosti.
Teoreticka cast byla zakoncena shrnutim zékladni bodu, které se také staly podkladem
pro praktickou cast.

Prakticka cast diplomové prace vychazela z teoretickych poznatkli uvadénych
V prvni ¢asti. Cilem vyzkumu bylo dosahnout zlepSeni neboli pozitivni zmény ve vyuce
anglického jazyka vyuzitim extenzivniho Cteni. Pro tento cil byla stanovena metoda
akéniho vyzkumu. Ak¢ni vyzkum nabizi flexibilni metodu zkvalitnéni vyuky tim, Ze
ucitel reflektuje své zkuSenosti a mapuje podminky na néz efektivné reaguje. Pfedem
vytvofeny plan, tak miize béhem realizace ménit podobu, to se stalo pravé v piipadé
tohoto akéniho vyzkumu, kde byly v pribéhu zaclenény dvé dalezité aktivity. Presny
postup ak¢éniho vyzkumu je stanoveny odbornou literaturou reflektujici soucasné
potieby Skolstvi.

Pted vlastnim akénim vyzkumem byl vymezen jiz zminény cil. Detailni informace
o prosttedi, ve kterém se vyzkum konal, o vzorku ucastnikl a pouzité metodologii byly
uvedeny. Zde je dilezité podotknout, ze charakter ak¢niho vyzkumu je vhodny zejména
pro adaptaci na mens$i skupinu. Tedy poskytnuté informace byly zasadni, jelikoz
zjisténé zaveéry jsou uplatnitelné pouze za specifickych podminek a vysledek tak neni
mozné generalizovat.

Postup vlastniho ak¢éniho vyzkumu se skladal z téchto kroku: identifikace
problému, provedeni ivodniho priizkumu, stanoveni hypotéz, aplikace intervencniho
planu, analyzy vysledkid a kone¢ného zhodnoceni celého vyzkumu. V ptipadé této
diplomové prace byly predestifeny i dalsi kroky pro implementovani vysledkl a tim i
zajiSténi budouci uspésné adaptace do ucitelova planu vzdélavani.

Jako vhodné nastroje pro potiebné zmapovani situace a pozd¢jsi sbér dat a jejich
zhodnoceni byly zvoleny vyzkumné techniky kvalitativniho 1 kvantitativniho
charakteru. Nejprve byl pouzit dotaznik, nasledoval ¢tenafsky denik, ohniskové skupiny
a zavére¢ny dotaznik. Po celou dobu vyzkumu byl také vyuzivan reflektivni denik pro
potieby ucitele, a ptj¢ovaci protokol pro zaznamenavani vypijcek a sledovani jejich

Cetnosti a frekvence. Kamera poslouZzila jako prostfedek pro sbér dat k dalSi detailni
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analyze. Vyzkumné techniky byly vybrany v souladu s hlavni vyzkumnou metodou
a vyzkumnym cilem. Ruznorodost a mnozstvi téchto technik ptispély k validité a
reliabilité vyzkumu.

Prvnim krokem k naplnéni cile vyzkumu byla jiz zminéna identifikace
konkrétniho problému v rdmci vyuky anglického jazyka na dané zakladni Skole.
Problémem bylo, Ze déti necetly extenzivné, ackoli k tomu mély pfihodné podminky,
zejména moznost pijcovat si anglické knihy a jiné texty v anglické knihovné. Poté, co
byly vyhodnoceny udaje z ivodniho dotazniku bylo zjiSténo, jaka je skute¢nost a mohly
byt stanoveny hypotézy.

Sedm hypotéz naznacilo vysledky vyzkumu. Prvni pfedpoklad byl, ze je mozné
rozvijet extenzivni ¢teni v ramci béznych hodin angli¢tiny. Dale pak, ze déti nectou
extenzivne, jelikoz nejsou dostateCné povzbuzovany. Tteti hypotéza stanovila, ze vybér
textu ma zasadni vliv na rozvoj extenzivniho &teni. Ctvrty predpoklad byl, Ze extenzivni
Cteni slouzi téz jako motivacni prostiedek k dalSimu cteni. Za paté, zaclenéni
extenzivniho ¢teni do vyuky anglického jazyka ovliviluje pozitivni ptistup k vyuce
anglitiny vSeobecné. Pfedposledni hypotéza piedpokladala, Ze pokud je podporovano,
extenzivni ¢teni napomahd rozvoji komunikativni kompetence. Posledni hypotéza byla,
ze osvojené extenzivni Cteni formuje dlouhodoby vztah ditéte ke ¢teni do budoucna.
V hodnotici kapitole byly hypotézy bud’ potvrzeny nebo vyvraceny.

K dosazeni cile a potvrzeni hypotéz byla naplanovana intervence. Né&kolik
strategii bylo vybrano, aby byla aplikace uc¢innad. Na zacatku byl program rozvoje
extenzivniho cCteni predstaven a specifické vlastnosti a podminky tohoto typu
vysvétleny. Nasledovalo vytvoreni ¢tenatfského deniku, ktery poslouzil jako vyzkumna
technika a zaroven mél hodnotici funkci.

Zhruba v poloving vyzkumu bylo uskuteénéno takzvané ,,sustained silent reading*
coz znamena, 7e byla jedna hodina vénovana pouze a jen Cteni extenzivnimu. Tato
strategie si kladla za cil demonstrovat Zakiim vyznam ¢teni a motivovat je
K pokracovani v této Cinnosti. Posledni hodnotici a reflektivni strategii a zaroven
vyzkumnou metodou byla zvolena ohniskova skupina. Ta poskytla prostor pro ziskani
vhledi do zkoumané problematiky a umoZznila ziskdni vétStho mnozZstvi Udajh
v relativng kratkém &ase. Zaci mohli sdélit své nazory a pocity z uplynulého roku ve

skupinové interakeci.
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Vysledky jednotlivych technik a strategii akéniho vyzkumu byly porovnany a
zanalyzovany. Nasledné bylo zkoumani jako zhodnoceno jako celek. Bylo zjisténo, zZe
vyzkum byl celkové uspésny, zvolené vyzkumné nastroje dopomohly k zjisténi
potiebnych udaji a k pochopeni situace. Kromé toho bylo diky vybranym strategiim
dosazeno pozitivni zmény, tedy cil vyzkumu byl splnén. Tyto vysledky byly
demonstrovany béhem hodnoticich technik, zejména pak ohniskovych skupin a
zavérecného dotazniku.

Z hlediska akéniho vyzkumu je vhodné podotknout, Ze jiz béhem procesu
implementovani intervenéniho planu byly poskytnuty zaklady pro dalsi vyvoj i po
skondeni tohoto akéniho vyzkumu. Zaci projevili zdjem o nasledné pokracovani
Vv extenzivnim ¢teni 1 v budoucnu. Nicméné vyjadiili nevoli k psani ¢tenaiského deniku.
Tato technika a strategie jim pfisla nezajimava, ba je dokonce obtéZovala. Na situaci
bylo flexibiln€¢ reagovano tim, Ze byla okamZit¢ zvolena nahradni strategie
k zhodnoceni extenzivniho ¢teni jak ucitelem, tak i zaky samotnymi.

Bylo navrzeno, ze misto pisemnych zaznamt bude dosahovano evaluace pirevazné
ustnim zkouSenim ¢i prezentacemi. Ze strany ucitele byla navrzena takzvana metoda
,hegotiated evaluatioin®, jejimz cilem je nechat zdky samotné, aby si zvolili, jakym
zpusobem si pieji byt ohodnoceni. Uvadi se, Ze tato metoda je vhodna pro hodnoceni
extenzivniho Cteni, jelikoz jde ruku v ruce s jeho zasadami jakymi je napi. rozvijeni
samostatnosti zaku, tedy aby konali nezavisle na uciteli a jeho pozadavcich. Ostatni
pouzité vyzkumné metody a techniky se zdaly byt prospéSnymi jak pro ucitele, tak i
zajimavymi pro zaky.

Na zavér bych rada shrnula, Ze vétSina vyzkumnych hypotéz, které byly zalozeny
zejména na teoretické Casti diplomové prace, byly potvrzeny. Pouze posledni dvé
hypotézy byly potvrzeny jen ¢astecné s ohledem na jejich charakter, ktery vyzaduje
delsi Casovy tsek k jejich potvrzeni ¢i vyvraceni.

Cilem diplomové prace bylo poskytnout vhled do problematiky cteni jako
komunikativni dovednosti a nabidnout alternativni metodu, ktera by vedla jak k
dosazeni vyukovych cil, tak k potéSeni z dané aktivity. Extenzivni ¢teni nabizi oba tyto
aspekty. Tohoto zjisténi bylo dosaZeno prostfednictvim akéniho vyzkumu, ktery byl

realizovan.
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Appendix 1

A scheme showing a motivational model, the educational approach.

[LANGUAGE L.LEVEL Integrative motivational subsystem
Instrumental motivational subsystem

ELEARNLER LEVEL Need for achicvement
Self-confidence
* Language use anxiety
* Perceived L2 competence
* Causal attributions
* Self-efficacy

LEARNING SITUATION LEVEL

Course-specific motivational Interest (in the course)

componeits Relevance (of the course to one’s needs)
lixpectancy (of success)
Satisfaction (one has in the outcome)

Teacher-specific motivational Affiliative motive (to plcasc the teacher)

compoinents Authority type (controlling vs. autonomy-
SUpporing)

Direcr socialisation of motivation

* Modelling

* Task presentation

* Feedback

Group-specific motivational Goal-orientedness

Components Norm and reward system
Group cohesiveness
Classroom goal structure (cooperative,
competitive or individualistic)

(Dornyei, 2001, p. 18)
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Appendix 2

A table showing process-oriented approach to motivation by Dornyei and Ottod

Preactional Stage Actional Stage Postactional Stage
CHOICF. MOTTVATION EXECUTIVE MOTIVATION MOTIVATIONAL RETROSPECTION
Motivational functions: Motivational functions: Motivational functions

o Serting goals
o Forming intentions
o Launching action

Main motivational influences:

o Various goal properties (e.g. goal

relevance, specificity and proximity)

Values associated with the learning

process itself, as well as with its

outcomes and consequences

Artitudes towards the 1.2 and irs

speakers

Expectancy of success and

perceived coping potential

Learner beliefs and strawcgies

o Environmental support or
hindrance

o Generating and carrying out subtasks
o Ongoing appraisal (of one’s achievement)
o Action control (self-regulation)

Main motivational influences:

o Quality of the learning experience
(pleasantness, need significance,
coping potential, self and social image)

® Sense of autonomy

o Teachers' and parents” influence

e Classroom reward and goal structure
(e.2. competitive or cooperative}

o Influcnce of the lcarner group

o Knowledge and use of scli-regulatory
strategics (¢.g. goal setting, learning
and self-motivating strategies)

o TForming causal artributions
o Elaborating standards and strategies
o Dismissing intention & further planning

Main motivational influences:

o Auributional factors (e.g. attributional
styles and biases)

® Sclf-concepr beliefs (e.g. self-confidence
and self-worth)

o Received fecdback, praisc, grades
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Appendix 3 - SEP

Vychovné a vzdélavaci strategie

Skupinové uceni

7aky Gasto rozd&lujeme do pracovnich skupin. v jejich ramci si déti osvojuji, vedle informaci
oudivu, také dovednost spolupracovat, rozdélovat praci, planovat ji a dal§i pracovni,

komunikativni, socialni a personalni kompetence.
Problémové vyucovani

Tam, kde je to mozné, nepredkladame Zékim hotové informace, ale na zakladé toho, co védi,
formulujeme problém, ktery pak maji Zaci fesit. Zaci pii této metod® pracuji bud’ individualng,
ve dvojici nebo skupin€. Problémovou metodou Zzaci rozvijeji své kompetence k feseni

problému.
Konstruktivisticky postup

S problémovym vyu€ovanim souvisi vyuzivani postupli konstruktivistické pedagogiky. Ta
spotiva vtom, ze aktivn® vyuziva predstav, které 74ci o probiraném jevu ziskali ve svém
predchozim Zivotg, tedy dfive nez je systematicky probiran ve $kole. Samotné kompetence si zde
buduje sam zak, uitel mu svou Cinnosti vytvari bezpetné ,leseni®. Ulohou uéitele pti tomto
postupu je mimo jiné navozovat takové situace, ve kterych si 74k uvédomuje nejen to, co jiz vi,
ale také to, co jesté nevi, a je motivovan k tomu, aby si védomosti, dovednosti, znalosti doplnil,

ptipadné upravil.
Vrstevnické vyucovani — uéeni vyucovanim

Vysledky pedagogického vyzkumu i praxe ukazuji, Ze nejvice se ¢lovék naudi to, co sam uci.
Schopnosti, dovednosti a znalosti totiz musi byt pfi uceni propojeny souvislostmi s velkymi
ptesahy do jinych oblasti. P¥i pouziti této metody se uditel se zakem (Zaky) dohodne na tématu,
které bude (budou) prezentovat jinym zakim. Ucitel pfitom plni funkci poradenskou. Touto
metodou ¥aci rozvijeji zejména své kompetence kuCeni, kompetence komunikativni

a kompetence pracovni.

Price s textem

Dovednost orientovat se v textu, vyhledavat dilezité udaje, chapat smysl textu a schopnost
vyjadfit jej vlastnimi slovy neni dilezitd jen pro jazykové vzdé&lavani a na zakladni Skole, ale ve
viech oborech po celou dobu studia a poté i v praktickém Zivoté. Proto vénujeme rozvoji

Stenafskych kompetenci pozornost po celou dobu Skolni dochazky. Pracujeme pii tom

s elektronickym 1 tiSténym textem.
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Anglicky jazyk

Charakteristika vyu¢ovaciho predmétu
Ve vyulovacim pfedmétu Anglicky jazyk jsou napliiovany ocekavané vystupy vzdelavaciho oboru

Cizi jazyk Ramcového vzdélavaciho programu pro zakladni vzdelavani.

Cilem vyuovaciho predmétu Anglicky jazyk je vytvofeni a rozvoj nastroje pro komunikaci
v nejuzivangj§im svétovém jazyce. Dovednost pouzivat anglicky jazyk chapeme jako prostfedek
k ziskavani informaci o svét& (krasna i odborna literatura, internet), navazovani kontaktd a vytvareni
mezilidskych vztahii. Schopnost dorozumét se anglicky zaroveii chapeme jako cestu k rozvoji osobni

svobody ¢loveka (nezavislost na ¢eskych informacnich zdrojich).

Vyulovaci pfedmét Anglicky jazyk je vyuCovan ve tietim az devatém ro¢niku. Ve 3. ro¢niku je
dotovan tfemi hodinami tydng, ve 4. a 5. ro¢niku Ctyfmi hodinami tydn&, v 6. az 8 ro¢niku tfemi
hodinami tydné a v 9. roéniku &tyfmi hodinami tydné. Ve 4., 5. a 9. roéniku je vzdy jedna hodina
tydn& vénovana konverzaci, tyto hodiny jsou pokryty zfondu disponibilnich hodin ramcového

ucebniho planu.

Casova dotace a organizace vyuky

S vyjimkou hodin vénovanych konverzaci jsou vyucovaci hodiny Anglického jazyka organizovany
tak, Ze probihaji vzdy v celém ro¢niku, ptipadné dvojrocniku najednou. Zaci jsou v nich rozdéleni do
skupin podle aktualni dosazené Grovné ovladnuti angli¢tiny. Smyslem tohoto déleni je zabranit
frustraci a demotivaci zakd. Pfi¢inou vzniku téchto jevi mlZze byt u nékterych zakd ztrata
sebevédomi vyplyvajici ze srovnavani se s Zaky napfiklad z bilingvnich rodin, u jinych zakd mize
naopak vést k fale$nému sebeuspokojeni, které vyplyva z porovnavani vykoni bez ohledu na vnéjsi
podminky, ve kterych jich bylo dosazeno. Obsah vyuky v jednotlivych skupinach je koordinovan
tak, aby byla zajiSténa jejich otevienost. To znamena, ze i v prab&hu Skolniho roku mize zak

postupovat do vyssi, ale i niz8i skupiny podle aktualniho stavu svych znalosti a dovednosti.

Hodiny konverzaci jsou realizovany v heterogennich skupinach, které lépe navozuji podminky
skute¢ného komunikadniho prostiedi. v téchto hodinach je diraz kladen na aktivni pouzivani

osvojenych komunika¢nich dovednosti a prostiedk.

Prifezova témata
Do obsahu vyucovaciho pfedmétu Anglicky jazyk jsou integrovany nasledujici tématické okruhy

prifezovych témat:
Multikulturni vychova

Multikulturalita - komunikace s lidmi z jinych zemi, specifické rysy jazyka a jejich rovnocennost
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Lidské vztahy - integrace jedince v rodinnych vztazich

Osobnostni a socialni vychova

Socidlni rozvoj

Komunikace - dovednosti pro verbalni sd&lovani, omluva, pozdrav, prosba, fe¢ zvuki a slov,
technika Teéi, vyraz fe¢i, komunikace v riznych situacich, potieba komunikace mezi lidmi riiznych
jazyku

Vychova demokratického obéana

Objevujeme Evropu a svét - statni symboly anglicky mluvicich zemi

Obcdanska spoleénost a stit - demokratické tradice anglicky mluvicich zemi

Vychova k mysleni v evropskych a globalnich souvislostech

Evropa a svét nis zajima - redlie anglicky mluvicich zemi

Medialni vychova

Kritické ¢teni a vnimani medidlnich sdéleni - vyhledavani zabavnich, informativnich

a spoleCensky vyznamnych prvka ve sdéleni

Klicové kompetence
Ve vyulovacim piedmétu Anglicky jazyk rozvijime klicové kompetence (systém veédomosti,
dovednosti i postoji potfebny ke kompetentnimu jednani v piirozenych Zivotnich situacich) zejména

témito strategiemi:

Kompetence k uleni

@ Préce s dvojjazyénym slovnikem

° Prace s vykladovym slovnikem

° Identifikace klicovych slov v textu
o Pouzivani symbolt v procesu ¢teni
° Kritické mysleni

° Vedeni vlastnich zaznamt

Kompetence k reseni problémi

° Vyhledavani a porovnavani relevantnich informaci
° Aplikace osvojenych védomosti v praxi
° Kritické mysleni
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Anglicky jazyk

Jazyk a jazykova it Ro¢nik
Oblast z Obor Anglicky jazyk
komunikace ey 6.-7.
Ocekavané vystupy s o o o Nezavazné
Fak Ucivo Roénik Prurezové téma poznamky
3 : Osobnostni a socialni
vivre oty Y| fonotioky sprévné cteni | 6.-7. | VIOova, SOCiANi | tmaa de pouzte
Ff)im\(gfenéhoyrozsahu e S rozvoj, komunikace - | ucebnice
e X fe€ zvuku a slov
témata dle pouZité
ucebnice
predlozky mista
a Casu,
o oAty Multikulturni vychova, | padové predlozky,
jednoduchych texti e Gteni s porozuménim, 6 .7 |multikulturalita - ;‘;Zé'!;;g'mwh
S icabnicich volny preklad i specificke rysy jazyku | 5 nepositatelnych
: a jejich rovnocennost | podstatnych jmen,
uziti spojek,
pfedpfitomny ¢as,
vyjadreni
podminky
rozumi obsahu T o
autentickych materialti * Cient 5 porozumenin, 6.-7 Getba knihy
S vyuZitim vizudlni opory. voiny piekiad
v textech vyhleda znamé l};'g!;ﬁi%‘slov
vyrazy, fréze a odpovédi | prace s anglickym textem | 6.-7. e S
na otazky. vyrazy a frézemi
rozumi jednoduché « poslech s porozuménim Osobnostni a socialni
= o = ? vychova, komunikace Zité
a zfeteln& vyslovované konverzace v rozsahu 6-7. | i’echnika e, vyiaz ﬁg:';i: ed'e pRLEts
promluvé a konverzaci. probrané slovni zasoby feti ’
rozliSovani
odvodi pravdépodobny 2 predpon a pfipon.
% s o volny preklad, rozliovani
vyznam novych slov porozuméni kontextu 6.-7. Slovnich Rt
z kontextu textu. zmény slovnich
druhu
S i cetha alirtentickych
pouziva avojjazycny " s 5 materialu,
S lovaik: o dvojjazycny slovnik 6.=7. vystup hodnotime
pouze jednou
g
F , B materialu,
vhodném vykladovém * vykladovy slovnik 6.-7. vjstup hodnotime
slovniku. pouze jednou
sestavi jednoduché Ustni
sdéleni tykajici se situaci E
souvisejicich s Zivotem e sdéleni v ramci probrané 6.7 charakterizace
X ox e R 8 osoby a prostredi
v roding, Skole slovni zasoby oRchGeE
a probiranymi tematickymi stavbé véty
okruhy.
sestavi jednoduché
pisemné sdéleni tykajici
se situaci souvisejicich e sdéleni v ramci probrané 6.7 psani neformalniho

s zivotem v rodiné, Skole
a probiranymi tematickymi
okruhy.

slovni zasoby

dopisu
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Appendix 4 - Introductory questionnaire

Dotaznik pro zaky Sesté tridy

Mily Sestaku,

Chtéla bych Té pozadat o vyplnéni tohoto dotazniku, nezabere Ti déle nez 10 minut.
Dotaznik napomuze zjistit sou¢asnou situaci a postoj zak( ke ¢teni. Diky Tvym
pravdivym odpovédim dale zjistim, jak by se mohlo stat cteni v anglictiné
zajimavéj§im a uzite¢néjsim. V prvni ¢asti dotazniku jsou otazky tykajici se ¢teni
vSeobecné&, poté nasleduji otazky o ¢teni v anglictiné.

Dékuji, Magdaléna Novakova.

1) Ctes rad/a knihy?
ano

b) spise ano

c) spise ne

d) ne

2) Jak Casto Ctes?

@)) Hodné &asto (1 knihu tydné)

b) Casto (1 knihu za mésic)

c) Méné casto (1 knihu za pal roku)
d) Skoro viibec (1 knihu za rok)

e) Vibec (méné nez 1 kniha za rok)

3) Jaké knihy ¢tes? (mGze$ zaskrtnout vice moznosti)

@)) komedie g) historické

b) tragédie @‘zpovidky

(cy romany i) komiksy

d) pohadky j) jiné

e) sci-fi

f) dobrodruzné (prosim napis jaké)

4) Jaké jiné texty kromé knih rad/a ¢tes§? (maze$ zaskrtnout vice moznosti)

(a) ¢asopisy

b) ¢&lanky na internetu

c) jiné (prosim
napis jaké)

5) Z jakého divodu &te§?

&) Bavi mé gist

b) Musim cCist do Skoly

¢) Rodice si pfeji, abych cetl/a
d) Jiny dvod

(prosim napis jaky)

6) Co Té na ¢teni bavi ¢i nebavi? (popi$ svoji odpoveéd)

a) Ctenimé bavi, . )
protoZe_jsem vrolya  auedlava’ ab Yo 2ok shlamim hrdinoy Skenc)’

b) é&teni mé nebavi, protoze ¢ '
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7) Kde nejradéji ¢te$ knizky?

(a) doma, protoze )

o i WG M VLL(.:(.

b) v dopravnim prostredku, protoze

¢) jinde (napi$ kde a proc)

8) Co ctete ve Skole v hodinach angli¢tiny? (napi$ svoji odpovéd)

i’gn;f‘f'?y o Manty 2 (cebnice.

A Getli ‘pme_tategobanly Stone Souyp

9) Pii ¢teni anglickych textd v hodinach angli¢tiny...(mazes zaskrtnout vice
moznosti)

@) mam dostatek dasu

() mam na &teni klid

c) nemam dost Casu

d) nemam dostatek klidu

10)Ctes$ nékdy knihy v angliétiné mimo $kolu?
a) ano

&\)))ne

11)Pokud nectes, mél/a bys zajem ¢&ist anglické knihy?
(a) Urgité ano
) Spise ano
c) Spise ne
d) Urcité ne

12)Pokud neétes anglické knizky, jaky je divod?
a) nerozumim jim

b) nemam je, kde sehnat

(©) nenapadlo mé to

d) napi$ davod

13)Pro¢ je podle Tebe QObré Cist knihy_v angli¢tiné? (napis svou odpoveéd)
1uch & ?&'ocm'cﬂ& Ang ictinu,

A fats’ O:rJ:dAC.% 2uu il gethn v (;'.'he'n/» 6}\?.7!.0

14) Jak mohu ziskat anglickou knihu?
a) koupim ji

b) plj¢im si ji od kamarada

(c) pj¢im si ji z knihovny

d) plj¢im si ji ze Skoly

e) dostanu ji

f) nevim
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Appendix 5 - Reading diaries
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Appendix 7 - Final questionnaire

Zavéreény dotaznik

Ahoj Sest'dku,

chei Té pozadat o vyplnéni druhého dotazniku tykajiciho se naseho ro¢niho projektu
zaméefeného na Eteni pro potéSeni. Nezabere Ti déle nez 15 minut. Pravdivymi odpovéd’mi
piispéjes k zhodnoceni projektu a tim i zmensi§ svou ndmahu pfi studiu anglictiny ;-)

Dékuji, Magdaléna Novakova.

1) Zménil se Tvij pristup ke ¢teni béhem uplynulého roku?
a) ano
spiSe ano
c¢) spiSe ne
d) ne (pokracuj otazkou ¢. 4)

2) Jak se zménil?
zlepsil se
b) zhorsil se
c) jinak (napis jak)

3) Co bylo diivodem této zmény?

_MLL_}‘m_f"f_'S_\LL ole « Joma. oy SRS S

4) Jak bys odlisil ¢teni v hodindch od ¢teni pro potéSeni (kterému jsme se v uplynulém roce
vénovali)?

Do 50 madu aveelid teret k&r‘/ cher G174 ale ve shole malme,
,lsa.ola.m,[ ‘M\“t_ e o e e S Yo

5) Bavil té tento druh ¢teni — &teni pro potéSeni?
a) ur¢ité ano

A spise ano

1) urdité ne (pokracu otazkou 7)

6) Pokud ang o konkrétné té bavilo

(% ’f"’." « den 1o vecee kdy (sem sy hn'tles g«i,’g’.(«,Z«c&((a,J'smu-(a,,, "

71 Pokud ne, ¢im to byl _-j‘.\‘!\m;.':,‘;n(".

d) urcité ne

0 nevim
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9) V jaké jazykové oblasti Ti toto &teni pomohlo nejvice?
@ rozvoji slovni zasoby (nova slova, nové vyznamy)
b) rozvoji gramatiky
¢) rozvoji vétnych struktur
d) pouziti toho, co znas v praxi

10) Jaké dovednosti jsi nejvice rozvijel?
Cteni
b) Psani
0 Mluveni
d) Poslech

11) Jak c¢asto ses ke ¢teni dostal?
a) kazdy den
b) 2 x za tyden
O 1 x tydné
d) 1 x za 14 dnid
e) méne casto

12) Co ovlivnilo ¢etnost Tvého ¢teni?

T tm nemely au tu lamye nelladu. Me Bt
_lads mam  tal AMSJ\_P_CQQEK_(CJO_‘LL’A&L.______W

13) Jak jsi knizky ziskaval?
0 z¢ skolni knihovny
od spoluzakii
¢) doma/ od rodi¢i
d) od kamaradi
Q) z méstské knihovny
f) z jiné knihovny
g)jinak (napi§jak)

14) Kdybychom tento projekt nerealizovali, myslis, Ze by s

i) v angliétiné vénoval?
a)urcité ano
b) spie ano

spiSe ne

3\

d) uréite ne

e bys v tomto ¢teni (Etent pro pml}

spife ano
spiSe ne

d) urdité ne
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es tomuto ¢teni (Cteni pro

eni) pokracoval i nadale — tedy po



Appendix 8 - Borrowing registry
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