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Abstrakt

The thesis deals with teaching English with theufoon the learner, it depicts recently
popular trend called learner-centredness. In tkeerttical part, major trends in ®@entury
English language teaching are presented and dewelupof learner-centred principles is
analyzed. Also learner-centred classroom is desdrithe role of teacher and learner, the
management of teaching and learning processesprneradvantages and potential problems
are presented. The practical part introduces arelsaimed at discovering the perception and
realization of learner-centred principles by eletagn school teachers. Furthermore, the
influence of learner-centred principles on actwmatiof pupils is verified. Results of the

research are analyzed and evaluated.

Diplomova prace se zabyva Wavanim zamtenym na Zaka, zobrazuje moderni trend
nazyvany “learner-centredness”. V teoreti@ésti je prezentovan vyvoj hlavnich trénde
vyucovani Anglického jazyka ve dvacatém stoleti a diskaéin vyvoj princii na Zaka
zaneieného vydovani. Pozornost budergalevsim ¥novana roli ditele a zakagjizeni a
organizaci procdsuceni a vyw@ovani a v neposlediiads také vyhodam a moznym lindit,
souvisejicim s timto typem w§yavani. Cilem vyzkumu, ktery je prezentovan v pickéi
¢asti, je zmapovat jak jsou principy na zaka gsmmého vydovani vnimany a realizovany
uciteli na zakladnich Skolach. DalSim ukolem je #jigestli vySe zmiované principy psobi

na aktivizaci Zak pri vyuce angktiny. Vysledky vyzkumu jsou analyzovana a zhodngcen
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1. Introduction

The diploma paper is concerned with learner-egimess phenomenon and its
promotion. The thesis is divided into two partsdretical and practical. In the theoretical
part, major trends in language teaching will becussed. Afterwards, the development of
learner-centred principles will be described. THevelopment is specified by introducing
concrete language teaching methods and theoriaturiés of those methods will be analyzed
in order to trace the learner-centred principles.

Next part is devoted to detailed analysis of pyasly mentioned principles, which
will be divided into five groups. The principleslidbe examined form several viewpoints and
the importance of their implementation into thecteag/learning process will be underlined
and supported by many educators.

Detailed study of teachers’ and learners’ roled @ also delivered, as well as the
discussion concerning advantages and possiblegmsbbf implementing the learner-centred
principles into the classroom. The last chapterthef theoretical part will be devoted to
management and organization of teaching and legrpiocesses in the learner-centred
classroom.

The aim of the practical part of the thesis idiscover teachers’ attitudes towards
learner-centredness and also the actual realizafidhe discussed principles in the English
language classroom. Six elementary school teachiirdbe examined. | intend to use two
research methods: structured observation and quesire. Self-designed observation sheets
and questionnaires will be used to provide therdbl information. Five lessons by each
teacher will be observed, which corresponds td totaount of thirty observed lessons. After
gathering the needed data, the analysis will beed@me chapter will be devoted to illustrate
the overall degree of learner-centredness in obsdelgssons. Furthermore, the results of
observations will be compared with teachers’ ategitowards learner-centred principles and
possible conclusions will be made.

The question, whether learner-centred activitiésiémce pupils’ active engagement,
will be also examined. Total number of activitieghahigh degree of active engagement will
be analyzed from the viewpoint of learner-centregnt® find out whether learner-centred
activity may more influence the activation of pgpilhan teacher-oriented. Afterwards,

activities with high degree of learner-centrednesls be examined exclusively to discover



how many of them encouraged active engagement pfispuThe results will be then
presented and discussed.
Finally, the whole thesis will be summarized andleated in the conclusion.

2. Major approaches in 20" century language teaching



In the first chapter of my thesis | would like tadfly describe the major trends and
theories which appeared in the”‘ZOentury in language teaching. | intend to disptlag
attitudes towards second language learning thrabhghmethods and ways of teaching that
emerged during the previous century. | assumeithatvery important to go through the
development of language teaching in order to unaedsmajor attitudes towards it and to
analyze the process of forming the learner-centpriegiples.

The requirements imposed on students of languaggsubtedly went through many
changes throughout the ®0century. Attitudes towards learning languages mrastly
reflected in teaching methods. This fact can bdicuoed by the following citation saying that

changes in language teaching methods throughotbryidave reflected
recognition of changes in the kind of proficien®ardners need, such as a move
towards oral proficiency rather than reading corhprsion as the goal of language
study, they have also reflected changes in theafidbe nature of language and of
language learning.(Richards and Rodgers 1986:1)
Principal method predominantly used during th& téntury, though still popular in
the 20" century, was focused on learning grammatical &ires. Stern says that

in the nineteenth century grammar-translation wassiclered by practitioners
as a necessary preliminary to the study of liteveoyks, and even if that goal was not
reached grammar-translation was regarded as amatohally valid mental discipline
in its own right. Grammar-translation lays little mo emphasis on the speaking of the
language or listening to second language speechaitmainly book-oriented method
of working out and learning the grammatical systemthe language.” (Stern,
1991:454)

The focus was put on grammar and translating sineepurpose of language study
was reading. “Earlier in this century, the grammranslation method was used for the
purpose of helping students read and appreciateigiorlanguage literature.” (Larsen-
Freeman, 2000:11) Therefore new language theormssa throughout the $0century to
satisfy new needs of second language learnergitin & this fact

Grammar Translation dominated European and foraigguage teaching from
the 1840s to the 1940s and in modified form is iomes to be widely used in some
parts of the world today. (Richards and Rodger$¥98
Translation techniques were still widely practiced it should be also admitted that

various principles and fragments of grammar-traiianethod are still used nowadays.
Significant development and move towards modermnabf teaching languages is

apparent already towards the end of th® déntury. Innovative attempts in language teaching



approaches come with the publication of IPA (Inéional Phonetic Association) documents.
As Stern describes:
“The six articles of International Phonetic Assdicia (henceforth referred as

IPA articles) were a brief declaration of princplef L2 teaching which were

formulated in the eighteen eighties at the begimoiithe modern era and appeared on

every issue of the review of the IPA, Le Maitre Rétique.” (Stern, 1991:89)
This document brought a different view on languagaching and its principles “have
remained an important strand of language teachlmmught during the 29 century,
particularly so in Western Europe.” (Stern, 199):98e contemporary significance of the
IPA articles lies first of all in “the emphasis time spoken language and the attention to
pronunciation” (Stern, 1991:93) The introductionpbfonetics into the language pedagogy is
closely linked with the development of the Direattivod, since both phonetics and the Direct
method emphasized the use of the spoken languaigen( 1991: 457)he Direct method can
be easily put into contrast with the grammar-tratish method. “The Direct method has one
very basic rule: No translation is allowed.”(Lardereeman, 2000:23) The purpose of the
direct method and the reason why it became pojmiits aim: prepare the students to use the
target language communicatively. (Larsen-Freem@80223) However, several limitations of
this method were recognized, it was often critidibecause it “failed to consider the practical
realities of the classroom and it lacked a rigoroasis in applied linguistic theory.”(Richards
and Rodgers 1986:10)

Another approach which appeared in the twentigh@l(’ century and put the main
emphasis on reading was called the reading methstudy called Coleman report

advocated that a more reasonable goal for a fotaigguage course should be
a reading knowledge of a foreign language, achi¢hexligh the gradual introduction
of words and grammatical structures in simple negdexts. (Richards and Rodgers
1986:11)

In spite of the fact that “this theory was advodaby some British and American
educators” it was at the same time “criticized riyosgtrospectively during the World War I
when speaking languages became a national priarttye U.S.A.”(Stern, 1991: 461)

To continue through the century we come to andidmeguage teaching theory which
was popular in the sixties. Audiolingualism or amtihngual method has its origin in America,
whereas “the principal methods of the first halftieé century (the grammar-translation and
direct method) had largely developed in the Europsehool systems.” (Stern, 1991: 462)

The audio-lingual method “has a strong theoretizae in linguistics and in psychology”, to



be more specific, “structural linguistics and piptes from behavioral psychology were
incorporated.”(Larsen-Freeman, 2000:35) When wetaleng about the objectives of this
method:

The dominant emphasis is placed on “the fundamesiifls”, i.e., listening
and speaking. While reading and writing are notewgd, listening and speaking are
given priority and in the teaching sequence preae@deling and writing. Like the
direct method, audiolingualism tries to developgédr language skills without
reference to the mother tongue...and language le@rmmthe first instance, was
viewed as the acquisition of a practical set of samicative skills. (Stern, 1991: 464)
The audio-lingual techniques are based mainly dlilsdand memorization since audio
linguists tried to make language learning moreessla matter of habituation and imitation.
They believed that “more often something is repatiee stronger the habit and the greater
the learning.”(Larsen-Freeman, 2000:43) The learseem to have only a little control over
the content, pace or style of learning (Richards$ Rodgers 1986: 56), which may lead us to
conclusion that prevailing tendency of this applo&ceacher-centred.

After a period of time, the theoretical basis oflialingualism “was found to be weak,
but also in practical terms its hopes had not He#itled.”(Stern, 1991:465) According to
Stern, the positive contribution of this methodaieguage teaching is firstly the fact, that

it was among the first theories to recommend thesld@ment of a language
teaching theory on declared linguistic and psychickl principles. Secondly, it
attempted to make language learning accessibleatge | groups of ordinary
learners...Last, it developed the separation of #mguage skills into a pedagogical
device. (Stern.1991:465)

Almost at the same time, audiovisual method depexloin France in the fifties. To
describe it briefly, it has to be pointed out thidte audiovisual method stresses the social
nature and situational embeddedness of languagexi(SL991:467Yhe language teaching is
connected with the presentation of visual imagés, $trips and tape-recordings. “The visual
presentation is intended to simulate the sociatecdnin which language is used.” (Stern,
1991:468)

All previously mentioned methods definitely contribd to the development of
language teaching. However, they have two majoknesses:

One is that they represent a relatively fixed carabon of language teaching
beliefs, and another is that they are charactertaedhe over-emphasis on single
aspects as the central issue of language teachdbgarning.(Stern, 1991:473)

In the sixties and seventies, further developmentlanguage teaching can be

registered. New trends came to existence and netlioeh® have aroused interest among



teachers and the general pubfiglany free, open and ‘alternative’ schools appeandich
were inspired by the theory emphasizing the inledevelopment of a child.”(Bertrand,
1998:17) From this point on, we can recognize tiha educational theories and trends

became more learner-oriented.

2.1The development of learner-centered principles

The new trends, beginning with the Cognitive Apglgabrought many new ideas and
attitudes towards language teaching and from thiist forward it would not be so difficult to
trace out the learner-centered principles amongnine methods and theories. Cognitive
theory which appeared in the early seventies ‘iscgrally a critique of audiolingualism in
the light of changes in linguistic and psycholirgfig theory.”(Stern 1991: 471) Linguist
Noam Chomsky claimed, that “language must not beomsidered a product of habit
formation, but rather of rule formation.”(LarseneEman 2000:53)

Cognitive Approach, as the name prompts, puts thphasis on human cognition.
Certain degree of learner-centeredness lies ifatttehat

rather than simply being responsive to stimuli i@ tenvironment, learners
were seen to be much more actively responsiblghieir own learning, engaged in
formulating hypotheses in order to discover thesuwf the target language. (Larsen-

Freeman, 2000:53)

The learning process depends much more on theidudivlearner; the learner has the power
and responsibility to influence his or her own feag. The cognitive approaches view the

learner as an active and influential participanthia learning process whereas behavioristic
theories are interested in the way how the enviemtnmpacts overt behavior. Behaviorism

monitors the overt behavior of a person and do¢sake in account the inner qualities, the

learner is viewed as a passive object adaptingg@hvironment. As Bertrand claims:

Cognitive theories are more interested in the niemcesses while
behaviorists examine how the environment influentemning and particularly
functional relations between pedagogical envirorinaed human behavior. (Bertrand,
1998: 18)

To summarize it, the behavioristic principles arelidds are more distant from learner-
centeredness than cognitive theories. Then it ideev that the learner-centered principles

could be traced in cognitivism rather than in bebistic theories.

The Silent Way developed by Gattegno in the sixtikgd not stem directly from the
Cognitive Approach, but it shares certain pringpldgth it. (Larsen-Freeman, 2000:53) The



basic principle of this method is “that teachingsld be subordinated to learning.” (Larsen-
Freeman, 2000:54) The important fact is that Gatiegaw the process of the language
learning from the position of the learner. As Lar$geeman claims:

Gattegno concluded that learning is a process whemitiate by ourselves by
mobilizing our inner resources (our perception, @rass, cognition, imagination,
intuition, creativity, etc.) to meet the challenggehand. In the course of our learning,
we integrate into ourselves whatever ‘new’ thatomeate, and we use it as a stepping
stone for further learning. (Larsen-Freeman, 2000:5
According to this information, The Silent Way invek many principles which are to a high
degree learner-centered since “learners are expaxidevelop independence, autonomy, and
responsibility.”(Richards and Rodgers 1986: 106pHing at the learning process from the
perspective of a learner seems to be a remarkéaidlege which stands in contrast with the
methods mostly used up to the middle of th8 ééntury.

Humanistic approaches provide another learnerecettaspect and it is a respect for
students’ feelings. According to Bertrand,

personalistic theories which are also called hustaminon-directive, organic,
free or open are grounded mostly on concept of Inusedf, freedom and autonomy.
The person which is in the process of learningtbdsve a power over the education,
the person has to manage the learning and useehisiher energy. (Bertrand,
1998:17)

Humanistic approaches are also inspired by persticapsychology which strictly refuses
behavioristic theories. According to Pages, “thaditional approach makes learning
improbable, maybe even impossible.”(Bertrand, 199B:The personalistic psychology
promotes creative problem solving, self-evaluatidhe learner should also participate on
creating the curriculum, should work in harmony hwiis/her interests and state aims
attractive for them. The learner is also guidedrdsponsibility for his choice. (Bertrand,
1998:45)

| would like to mention two methods that follow tieimanistic theory. They are called
Suggestopaedia and Community Language Learning.

Suggestopaedia, which is “now called Desuggestopatedreflect the importance
placed on dessugesting limitations on learning’¢earFreeman,2000:73), provides learning
in a pleasant environment. Lozanov, who is theiaigr of this method, says that:

we fear that will be unable to perform, that welwg limited in our ability to
learn, that we will fail. One result is that we wot use the full mental powers that we
have. We may be using only five to ten percent wf mental capacity. In order to



make better use of our reserved capacity, thedtroits we think we have need to be
‘desuggested.’ (Larsen-Freeman, 2000:73)

During the learning process, the students mustimdita their negative feelings to facilitate
successful learning. The students have to overdbméarriers towards learning which they
may possess. To limit the stress during the legrpnocess to the minimum, art, music and
drama are incorporated into the lesson. It is etighat:

The fine arts (music, art, and drama) enable suiggess to reach the
subconscious. The arts should, therefore, be iategras much as possible into the
teaching process...Music and movement reinforce thguistic material. It is
desirable that students achieve a state of ‘infaation’ so that they will be more
open to learning. If they trust the teacher, thall meach this state more easily.
(Larsen-Freeman, 2000:80)
The main principle of Suggestopaedia is that legynmust take place in a positive
atmosphere and the students should overcome tlmmseious barriers and negative feelings.
What is important is that learners must feel saié secure, which helps to provide adequate
learning conditions. The relationship with the teacis also very important, is should stand
on a basis of trust.

It is evident that a high degree of learner-centeess can be traced in this method,
especially the emphasis on the learners’ feelingd their inner state which expresses

important function of social aspects in learning.

The other method based on humanistic principlesailed Community Language
Learning. This theory is influenced by Carl Rogensimanistic psychology. This method
advises teachers to

consider their students as ‘whole persons’. Wipaleson learning means that
teachers consider not only their students’ int¢llbat also have some understanding of the
relationship among student’ feelings, physical tieas, instinctive protective reactions, and
desire to learn. (Larsen-Freeman, 2000:89)

It is very important to build a relationship withchamong students which is similar to
the method previously discussed since both methoglglerived from humanistic theory. In
accordance with the theory, teacher should undetdtaw students feel and simultaneously
help them gain insights into their own learningqass. As Petty confirms:

Humanistic psychologists as Carl Rogers stronghpleasize thought, that
learning is not something what is applied on leern®ut something what learners create
themselves. (Petty, 2004:52)



Importance of working together is also apparentabhee while working in groups,
“students can begin to feel a sense of communitlycam learn from each other as well as the
teacher. Cooperation, not competition is encourdggérsen-Freeman, 2000:97) Another
aspect which can be labeled as learner-centerghtistudents, especially beginners, design
the syllabus by themselves, since “students arewilling to learn when they have created
the material themselves.”(Larsen-Freeman, 2000:98)

The aim of Community Language Learning Method igrtake students to use the
target language communicatively and be aware af tharning processes. Students should
“learn about their own learning, to take increasiagponsibility for it, and to learn how to
learn from one another.”(Larsen-Freeman, 2000:98)

Humanistic theories seem to put learners’ nedastive centre of attention as well
as the theories of constructivism. As Hanley déswi

Students should be able to apply what theynl@arschool to the various
and unpredictable situations that they might entayuover the course of their work
lives. Obviously, the traditional teacher-as-imfation-giver, textbook guided
classroom has failed to bring about the desireccamné of producing thinking
students. A much-heralded alternative is to chahgefocus of the classroom from
teacher dominated to student-centered using arcetistst approach. (Hanley 1998)

Considering humanistic and constructivist approad highly learner-centred seems to be
very logical. Humanistic theories with understamdifor learners’ inner conditions and
feelings, constructivist beliefs that students h&webuild on the knowledge they already
possess as well as social constructivist need w@rdonnection of learning with social

contexts will be closely discussed and analyzeatierthird chapter.



3. Analysis of Learner Centered Principles

The move towards learner centeredness is a phemomeh recent years. The
importance of promoting learner centered envirortme&LT classes has to be stressed. This
phenomenon is becoming an inseparable part of ocguery educational development.
Teachers should be aware of the fact that:

The ineffectiveness of the traditional lecture &est approach has become ever
more apparent in our rapidly changing world. Everthe traditional classroom, but
particularly online, student-centered approachesgstuction are finding widespread
adoption today. This paradigm seems to be inhgrentire suited to producing deep
understanding because it is based on the printi@e learning must be personally
constructed. (McVay Lynch 2004)

The focus is put on the experience, believes atadsts that learners bring to a class.
This should support their learning and achieventmtter than traditional teacher directed
environment. In the following chapter | would like deal with the principles of learner
centeredness, which are vital to understand angznthe whole subject matter.

Learner centered principles focus on one hand enirttlividual learner and on the
other hand focus on learning itself. It takes iccamt learners’ experiences, perspectives,
interests, background, needs and capacities. Gamgidthe learning, it is very important to
be aware of how it occurs and about teaching tegcias that are most effective for learners’
motivation and achievement.

The eventual set of principles should serve totélaehers and become a tool or a set
of instructions for improving their lessons andctéag. The learner-centered principles offer
a different perspective and new possibilities staduld be examined by all teachers who are
interested in their learners’ successful develogmen

American Psychological Association created a Fraomkvior school Redesign and
Reform based on learner centered principles to atigpaching standards and assessment.
Each learner-centered principle developed graduatlg was discussed and viewed from
many perspectives, which is supported by the fahgvetatement:

The development of each principle involved thoroudjscussions of the
research supporting that principle. The multidibogry research expertise of the Task
Force and Work Group members facilitated an exatioinaf each principle from a
number of different research perspectives. (APA7)99



According to APA these principles are divided ifboir larger groups: metacognitive
and cognitive factors, motivational and affectiaetbrs, developmental and social factors and
individual differences. To provide explicit depati, | decided to use this division as a frame
for the analysis of the principles. Chapter 3.5 waentionally added since the area of
evaluation and assessment deserves to be discussedeparate unit because of its great

importance.

3.1 Metacognitive and cognitive factors

The first one is gathering principles concerninganegnitive and cognitive factors. It
suggests that learning is “a process of discovaaimdjconstructing meaning from information
and experience” and that it is “filled through tle@rners’ unique perceptions, thoughts, and
feelings.”(Delaney 1999) Also the importance oflgaa the learning process is stressed. The
learner seeks for “meaningful knowledge” and “limk@w~ information with already existing
knowledge.” Furthermore, the learner also devefopsative and critical thinking.” (Delaney
1999) Of course, learning does not take place wa@um but it is situated into certain
context. It is influenced by culture, technologydanstructional practices. Here, the teachers
play a major interactive role concerning both tearher and learning environment. (APA
1997) This principle is in accordance with the ¢ondivist approach, as Hanley claims:

Constructivist teaching offers a bold departuremfréraditional objectivist
classroom strategies. The goal is for the learmgriay an active role in assimilating
knowledge onto his/her existing mental framewoilhe ability of students to apply
their school-learned knowledge to the real worlddatied over memorizing bits and

pieces of knowledge that may seem unrelated to.tfildamley 1998)

Also cooperative learning, which is strongly adwedaby Kasikovda, is connected with
constructivist models of cognition. She states thatcalled didactic constructivism suggests
interconnection of cognitive and social elementsediication as a critical moment of
effectiveness. (Kasikova 2004:59) This approaclyesig that educators should consider the
knowledge and experiences students bring with thenthe classroom, so that they are
enabled to develop this knowledge and experienamhwgecting them to new learning.

Considering previously mentioned facts, learnensehi@a be fully implemented into
the process of creating the lesson. Here, we atohnanother important factor, which should
be taken in account, which is responsibility. laditional classroom, the teacher is much
more responsible for leading the lesson. Howewerailearner-centered classroom the

attention is put on the learner and what more, stgtient also shares the responsibility for



learning with the teacher. Putting the load of oesibility on the learner is another important

factor which should be promoted and supportedgsinc

Language practice is doubled in learner-based tegdbhecause learners are
involved in preparing as well as using the practioaterials. They are clearly
interested in how others will use what they havappred. (Kryszewska 1992)

The fact that learners are employed as creatorghef lesson contributes to
attractiveness and therefore supports studentsvatmn to learning. Learners are treated as
co-creators in the learning process, as individuatls ideas and issues that deserve teachers’
attention. The learner is no more just a passigpient of knowledge. It is vital to create an
environment in which the students have chance ¢orbe active participants.

Having in mind, that active involvement of pupifga the learning process is of vital
importance. The usage of textbook, as a widely usadhing tool, has to be considered..
From the learner centered perspective, it is ingparto avoid the overdependence on it.

Kryszewska expresses the intention in this way:

A pre-determined syllabus that underlines a cobmszk can bypass the needs
of students. Topic areas are pre-selected, whidmméhat some will probably be of
little or no interest to particular individuals. sfome cases the information content is
already over-familiar to students. In others it nieg remote from everyday reality.
(Kryszewska 1992)

To limit the usage of a course book seems to beated am from the learner centered
viewpoint since the lessons should highly corresponthe needs and interest of the learners.
The overdependence on the book can make the lessoteresting and inadequate to fulfill
the learners’ expectations. Considering the topicahe problem may arise when using only
a textbook as well. The course book as the onlycgoof teaching aid can go against the
principle of learner centeredness. Having thisiind, the course book should serve only as a
guide or a resource for the teacher and its usagetd be a matter of careful selection
according to students’ requirements.

3.2 Motivational and affective factors

The second group of principles includes motivaticarad affective factors. Here, the
stress is put on motivation and its influence arieng. “Relevant, authentic learning tasks of
optimal difficulty and novelty” are very importanio arouse and maintain learners’

motivation. (Delaney 1999) Learners’ motivation damentally influences what and how



much is learned. In general, negative emotionssamdar related thoughts may badly affect

learner’'s performance and interfere with learni®PA 1997) Therefore, teacher must use
effective strategies to support learners’ motivatio order to achieve desirable result. These
humanistic tendencies can be associated also e#@mmihg theories developed by Carl R.

Rogers. He was convinced that:

Traditional learning is so impersonal, cold, andoélthat it really goes in one
ear and out the other. According to him, we leanty avhat is really important and
relevant to us as people. In his classic work Fseetb Learn, Rogers presents three
necessary and sufficient conditions for the proomtiof learning: empathy,
unconditional positive regard, and congruence, enugeness. (Sprinthall and
Sprinthall 1990: 333)

Emotions and positive relationship are very impurten learner-centred teaching. Rogers
supposed that successful learning takes place wmdgr certain conditions which maintain
positive classroom atmosphere. As stated in Dag, tihe affective component that guides a
student’s attention and is the primary determinainchievement in school.” (Oatley and

Nundy 1996:258, cited in Day 2004:52)

3.3 Developmental and social factors

The third group considers developmental and sdaiztbrs, which highly influence
the learning of individual students. The individuahits, various abilities and disabilities
among students must be taken into account to estabh optimal learning environment.
“Individuals learn best when material is approgiad their developmental level and is
presented in an enjoyable and interesting way.”AAB97)

When speaking about social influences we have tsider “social and cultural diversity” of
learners. Of course, to maintain successful leginihe teacher must be aware of these
differences among his/her students. According te frinciple “learning is facilitated by
social interaction and communication with otheB€laney 1999) The teaching should be
influenced by the fact that:

Positive learning climates can also help to esthbihe context for healthier
levels of thinking, feeling, and behaving. Suchteats help learners feel safe to share
ideas, actively participate in the learning procesxl create a learning community.
(APA 1997)

Sharing ideas and active participation during #ssbn should become an inseparable feature
of successful learner-centered teaching. Collalmraand interaction among students
supports their thinking and social qualities. Resitinfluence of these aspects can be also

confirmed by Kasikova who says that:



Temporary research suggests cooperative learnitigitsifocus on collective
aims as a resource of good-quality interpersonddtiomships. Interaction in
cooperative situations leads to open communicatmc|earer understanding of other
group member perspective, to differentiated, dywcaamd realistic viewpoints on
others, to greater self-confidence and to expectadf next positive and productive
interaction. Forming of social skills for learnimgpnd work with others is productive
within the frame of cooperation: cooperative leagnis a base for social development
of individuals, for effective prosocial educatio8chools that applied cooperative
learning are schools with positive climate. Thesgosls reduced negative aspects as
bullying, alcoholism, drug addiction and childrerindnality. Positive influence of
cooperative learning in multiethnic environment vedso approved. (Kasikova 2004:
70, own translation)
Considering these facts, cooperative learning &ajfrthe principles of learner-centredness
highly contributes to learners’ positive and desipeogress not only regarding language but
also social development. The importance of coomeramong pupils is also confirmed by
social constructivist theories. As Mc Mahon claithait “Social Constructivist paradigm
views learning as a process of enculturation broagout through social interaction” and
“the context in which the learning occurs as céntrahe learning itself.” (McMahon 1997)

Previously mentioned facts underline the importanfceooperation and interaction of
students, not only with the teacher, but also wdhh other, in pairs or in group. Kryszewska,
similarly as Kasikova, points the fact, that pugis enrich their learning enormously when
cooperating in groups. The importance of coopematod peer learning should not be
neglected because:

Students in group often come from very differerriteéng backgrounds. Even
in groups with similar learning experiences there always different levels of
language competence. Learner-based teaching egesustudents to work together
and learn from each other...they can teach and dosach other. (Kryszewska
1991:9)

Cooperative learning is also advocated by Fishey etaims that “children can benefit from

the cooperation with less advanced partners, nohrareed partners as well as pupils equally
advanced.”(Fisher 2004:8) Student teaching otherdestt seems to be a beneficial
relationship having a power to make the learningnemore effective. When talking about
students enriching each other thanks to their iddad differences, the cooperation does not
have the only advantage. In this case, interactimemunication appearing during peer
learning supports not only the language learningt, &lso highly contributes to social

development of each student. The pupils learn tmnconicate with each other, solve the

problems and thereby develop their thinking skiligeraction between both the learners and



the teachers, should occur in the learner-centgesgroom because it is significant when the
aim is to support the learning. It is essentidriow, that:

By interaction with the teacher, the student hagemofluence on his own
learning process and will take more individual iatives to solve the problems. As
they do so the students’ self confidence develbps,also with this develops the
students’ own responsibility for his/her learnifi@ohner 2004:16)

3.4 Individual differences in learning

The fourth group is a matter of individual diffeoces in learning. Everyone possesses
different “beliefs and thoughts, which become tlasid of individual interpretation of life
experience.” To summarize it, “heredity and envinemt” are the factors which influence
particular learning strategies of each studentlgimey 1999) To provide valuable learning
environment, teachers should be aware that:

Careful attention to these factors in the instr@i setting enhances the
possibilities for designing and implementing appiaie learning environments. When
learners perceive that their individual differen@esabilities, backgrounds, cultures,
and experiences are valued, respected, and accaawdodh learning tasks and
contexts, levels of motivation and achievementesutganced. (APA 1997)

The possibility of more effective learning highlycreases when teacher takes in account all
these individual differences. Incorporating thenoithe learning process enables students to
feel more comfortable and creates more positiverenment in order to provide conditions
for successful learning.

We can easily assume that the teacher creatintgéineer centered classroom must
consider the differences of the learners and atltegptesson according to their needs. When
the pupils create the teaching material themsebhese is high probability that the product
they create will be relevant to the needs of thieissmates. The pupils in fact adapt the lesson
according to their needs themselves because treyallmwed to change and modify the
lesson. Moreover, every student possesses diffdeamhing strategies which should be
developed throughout the lesson. For a succedsitgst, it is very important to be aware of
the most effective ways of his/her learning. Townmder what conditions pupils learn most
successfully should become an inseparable paeaohér centered classroom. Being aware of
different learning strategies is necessary. To @rakis fact | include the following
description:

A learner-centered classroom is an environment traates and fosters
independent students who are able to take contithledr learning. A learner-centered
classroom must initially be created by the teadred than accepted by students. It



does not occur automatically, but rather must bekead at so that all participants
support the environment and are supported by théraament. Students whose
learning abilities and strategies are acknowledgaed encouraged will embrace
strategies instruction as a way to further theinandependence as active thinkers.
(Chamot 1999: 53)

The importance of learners’ strategies was underby the previous citation. However,
discovering them may not be easy as Chamot claims:

An important dimension in language learning is stud’ development of
learning strategies. However, standardized andr dthditional tests do not capture
these mental processes. Because learning strateggemost often not observable
phenomena, teachers need to rely on students’ eports about the strategies they
have used. (Chamot 1999: 6)

There is a variety of ways how students can retict evaluate their own learning process,
for example portfolios, class discussions, selfigatgon sheets and others. These tools should
be definitely integrated into the process of assess to enrich it and make it more complex.

3.5 Evaluation and assessment

Providing evaluation and assessment becomes @aparable part of the learning
process. It definitely should not be missing whea talk about learner-centered principles.
According to American Psychological Association,sessment “provides important
information to both the learner and teacher astalges of the learning process.” (APA 1997)
Assessment of the learners’ progress and of lesirnatcomes offers an important message
to all participants of the teaching-learning pracddoreover, “self-assessments of learning
progress can also improve students self appraiglé sind enhance motivation and self-
directed learning.”(APA 1997) Therefore, self-exalan seems to be an important factor,
considering the degree of learner-centerednessording to Petty, “self-evaluation supports
reflection and meaningful activity proceeding tanekcial goals, moreover, leads pupils to
take over responsibility for their own learningPgtty 2004:257, own translation) Self-
assessment is also promoted by Fisher who claiats th

If we help children to evaluate the process andaues of their learning, we
encourage their self confidence and we contribateheir self consciousness and
awareness of the learning process itself. It regusearching for ways how to support
self confidence and the sense of successful learidie may achieve this by
personalized learning, focused on learners’ neestfignizing the aims of learning,
developing the ability of self-criticism. Thesel&kimay help pupils to form their self-
awareness and many metacognitive instruments, wdiiehneeded for independent
learning. (Fisher 2004:154, own translation)



In non learner-centered classroom, it is done pilynay the teacher. The teacher
evaluates and assesses the learners’ performaneeVvidr, in learner-centered classroom the
learner, active participant, standing in the cemteattention should take the responsibility
again. “It is surely essential that self-evaluationst be integrated in the learning process.
Opportunities for self evaluation give students enmsight and understanding in their own
learning processes.” (Rohner 2004:16)

Roel Rohner (2004), the president of Dalton inteomal organization in his article
about portfolios emphasizes the importance of @edfluation:

Not the teacher evaluating the work of a pupil, et student together with the
teacher, and sometimes even in cooperation withratudents reflecting upon both
the process and the product of their learning. (feol2004:16)

The picture of the teacher simply marking the stadeithout any previous discussion and
cooperation seems to be an insufficient way of watadn. Having in mind the learner-
centered principles, it is necessary to implement work on the self-evaluative and peer-
evaluative techniques as well. Either to suppartaboperation between students and teacher
or to strengthen the awareness of students’ legupriocesses. As Rohner (2004:16) suggests,
“by thinking about their own learning processes #tedent discovers the strengths and
weaknesses of their work, and is challenged toktlaibout new learning goals.” Another
supporter of self-evaluation is Petty who clainmet th

It is not good when pupils are absolutely dependentthe teacher while
evaluating their achievements. If they are neveroaraged to evaluate their own
experience, they never acquire neither a habit aoskill to reflect on their
performance and therefore they never develop dityaioi improve themselves. (Petty
2004:257,own translation)



4. Learner centered classroom

4.1 The advantages of learner-centred classroom

When examining previously mentioned principles afidthe attributes of learner-
centered classroom, the advantages of it can benauzed. What becomes apparent is that
learning is most meaningful when topics are reléearstudents’ needs and when they are
active participants and creators of the knowled@epils are allowed to experiment and
discover and they are not just forced to memorizeepeat some information provided by a
textbook or a teacher. The differences among stadeip to make the lesson more variable
and enjoyable. The frequency of peer activitiesblsato develop social competence of the
lesson participants, consequently their cooperathiés shall be increased during the learning
process. Thanks to the possibility of choice anspeoesibility that students have, their
motivation to learning can increase. Considereagiing the language, the benefit of learner-
centered classroom is evident. Student-directedoapp is based on active usage of the
language, on interaction and constant involveménthe pupil into the learning process.
Language learners can definitely gain more, wheinelg producing the language, than when

just hearing it and repeating.

4.2 Potential problems of learner-centred classroom




According to Kryszewska, the three potential Isnthen creating the learner-centered
classroom are: learner resistance, external ratgrand demands on the teacher. It is good to
be aware of the fact that:

Problems may arise with groups of learners who Ispegific preconceptions
about the learning process. Some learners feethibgtare learning only when talking
or listening to the teacher, and do not see thefiiesf working with other students.
Some may have competitive rather than cooperative@gophy. Other learners may
have a low opinion of themselves and feel that tb&ynot contribute to the lesson
either in content or in knowledge of the targetgiaage. Some learners may simply
not be interested in one another. (Kryszewska 1991:

Paradoxically, on one hand the learners may belediby the individual differences among
themselves, on the other hand, the very specifieetations of some learners and extremely
different opinions about learning can lead to gisine behavior. Of course, this fact would
definitely make the establishment of the learneteed classroom very difficult. Conflict
about learning may arise between teachers anddesariaking learners responsible for their
own learning may be very difficult and laboriou®gess also according to Petty, who says
that

Relatively a lot of pupils, particularly those withorse results, are frankly
convinced that one can learn just by being presentessons and more or less
willingly work on given tasks. The pupils expecethwill automatically learn this
way. This approach to learning is dangerous andyntamtemporary pedagogical
psychologists are concerned with possibilities howehange it. (Petty 2004:52, own
translation)

Certain pupils’ concept of teaching and learningyntiametrically differ from that of
teachers’. Obviously, this problematic aspect liedearners’ perceptions and expectations
since “learners often have specific expectationds®w teachers teach and what their roles
and responsibilities are.” (Richards and Lockh&®6:52) Pupils can suppose that teacher
should always provide information, set an exampldollow the book. Pupils can also
possess different attitudes as regards learnirgegies. What is appreciated by the teacher
may not necessarily be accepted by learners. Tiwblgm clearly defines the following
citation, claiming that

Language learners might value some language lepstiategies which the
teacher may try to discourage. For example, stsdeoitn culture where rote learning
and memorization are widely used may think thasé¢here useful strategies in learning
English. However, their teacher may come from celtwhere such strategies are not
valued and may try to discourage their use by kEarn(Richards and Lockhart
1996:55)



The solution of this problem lies probably in catednd gradual implementation of learner-
centered principles into the classroom. It seem$dovery important for teachers to be
“sensitive to the opinions of their students befatempting to adopt a new way of working
with them.” (Kryszewska 1991:10) In this case,th# changes in teaching should be done
step-by-step, in order to establish a successfuiigtioning learner-centered classroom. This
gradual approach in order to implement learnerreenelements into language teaching is
also supported by Dickinson who says that

It is not desirable to thrust self-instruction aself-directed learning on the
learners who are resistant to it, and it is verypomant that those of us who are
enthusiastic about self-instruction do not conftise idea, or our enthusiasm to
introduce it, with learners’ ability or willingnes$s undertake it. | believe that the way
forward is to introduce into the learning programengents which train learners
towards: greater autonomy and aim towards a gradesklopment towards full
autonomy. (Dickinson 1987:1-2, cited in Nunan amathb 1996:2)

External restraints such as exam preparation lowimg an external syllabus may

also be a problem. However, Kryszewska (1991:1@itsdthat “it may still be possible to
cover parts of the syllabus using learner-basechteg activities.” | assume that it depends
on the teacher and learners themselves, whethetoawtiat degree are they devoted to the
learner-centered principles. Sometimes, it may beful to skip to traditional ways of
learning, just to compare and decide what is maoitalsle and beneficial. The degree of
learner-centeredness may be lowered for a periaih@ with respect to current situation.
Dealing with the external restraints may also renagliearner-based matter.

From my point of view, the most inconvenient aspet establishing learner-
centeredness seems to be the high level of regemsmon the teacher. According to
Kryszewska,

Teachers using a learner-based approach are fatedhe responsibility for
the sequence of events in the classroom, a rolehwiki normally left to the course
book in conventional teaching. It is essential e® a record of all work done...
(Kryszewska 1991:10)

The demands on the preparation are considerabhehitpan in the traditional lessons. The
textbook seems to represent a very convenientatwlthe teachers can be strongly convinced
about its indispensability in the lesson. In spiteéhis fact, as was described in chapter 3.1,
the course book should not be used permanentheittessons and without teachers’ previous
consideration of the content. Creating and usirgléarner-based activities requires proper
planning. “The teacher must have a very clear afeshere the activity is leading, and how it

is organized, and must give very accurate and seeicistructions.” (Kryszewska 1991:10)

From the previously mentioned remarks, it is obsgjdhat the teacher willing to establish the



learner-centered environment in his/her lessongoiag to face high requirements, when
preparing it. In spite of this fact, it is believéldat incorporating the elements of learner-
centeredness is definitely worthy and brings afatew and refreshing experiences.
Assuming previously mentioned facts, we may bec@pprehensive and doubtful
about implementing the learner-centred principtgs the classroom. High demands on the
teacher may be the reason of their resentful arghtive attitudes and unwillingness to
promote learner-centred tendencies. However, teacheuld be aware of the fact that:

They have the potential for enhancing the qualitgaucation by bringing life
to curriculum and inspiring students to curiositydaself-directed learning. And
teachers can also degrade the quality of educ#tiaugh error, laziness, cruelty or
incompetence. For better or worse, teachers deterthe quality of education. (Clark
1995:3, cited in Day 2004:1)

4.3 The role of teacher in learner-centered classro

Before | start to describe the position of theches in learner centered classroom, |
would like to briefly depict the traditional oney detter to say non learner-centered
classroom, to provide better comparison.

Non learner-centered teacher tends to become &mdtw. The focus is put on what
the instructor knows about the language. The teastamds in the center of attention, talks
most of the time, while students just listen (netessarily all of them). Pupils work mostly
alone and are continuously monitored and correlojeithe teacher. The teacher is responsible
for the choice of topics, in most cases, relyinglmcourse book. The evaluation of students’
learning or achievement lies again on the teach®iconclude it, the teacher in non learner-
centered classroom inclines more to be a contplélement in the lesson. In the role of
controller, “teachers are in complete charge ofdhss.” (Harmer 1991)

On the contrary, in the learner-centered envirortrteacher has to adopt a facilitative
function. The learner-oriented teacher serves rasr@ model to his/her students. The accent
is put on the interaction between the teacher amdests, therefore students often work in
pairs or groups. When questions arise, pupils nmgract among each other, using the
teacher just as an information resource, if necgs#d the same time, the teacher functions
as a helper, “responding to learners’ requesthétp with the vocabulary and grammar. By
providing what the language students ask for” (Keygska 1992) Moreover, the teacher may
also become an active participant in some suitattiity. The danger of this role can appear
when “the teacher will tend to dominate and thelstiis will both allow and expect this to
happen.”(Harmer 1991) This problem may arise, wihenstudents are more acquainted and



used to more teacher-centered lessons. Carefultadibeppto learner-based principles may
help to overcome it. It is important for the teachto know that “all instruction should point

learners toward self-directed learning becausaerfinal analysis, it is the learners who have
to do the learning.”(Nunan and Lamb 1996:156)

Considering cooperative aspects of learner-centtagsroom, teachers have to be
prepared to change the traditional role. Accordmgittlewood, teacher’s role is a “facilitator
of knowledge.” (Littlewood 1981:92, cited in Wrigh®87:51). Similarly, Kasikova suggests
that:

The basic teacher’s role is changing: from a persd transmits the
knowledge to a person who is responsible for angatie conditions for constructive
activity of learners, for careful structuring ofalaing situations, and a person who
facilitates pupils’ learning. (Kasikova 2004:88,owanslation)

Some teachers may also admit that it is not pasdibl use the learner-centered
activities when teaching for example grammar. Hovevhey may not be right. In these
cases, another frequent function of the teacher is

Monitor checking what learners have produced leefbey pass it on to other
learners. This is especially desirable in, for eplan grammar and examination
practice activities. (Kryszewska 1992:6)

All previously mentioned roles are obviously chamhgkiring the lessons depending on the
learners’ and teachers’ needs. In general, thehégamay become a collaborator and
sometimes a learner as well. What remains imporianthe fact, that learner-centered
approach “is aimed at narrowing the traditional gapveen teacher and student and teaching

and learning are taking place on both sides.”(Keysska 1992:7)

4.4 The role of learner in learner-centered clagsro

The learner roles may be derived from what has ldesoribed regarding the teacher.
Despite this, there are a few more additional contmthat complement the previous chapter.

To achieve the most effective learning the maiteda is to enable the students to
take responsibility for their learning. The learnaust be aware of the fact that

Learning has to enable personal expression andsidudil originality...it
means to offer a choice, supporting individual cesbility and approach the learning
with creativity. (Fisher, 2004:8,own translation)

As well as teachers, learners must also adopt mdes.r They may no longer be passive
recipients of knowledge transmitted by the teachmeorder to learn as much as possible, they

should actively contribute to the teaching/learnprgcess. Pupils have to gradually take



control over their own learning and become respmadior choices they make as regards
learning. As confirmed by the following citationhigh states that:

The most extensive and prolonged period of classratstruction can only
provide a limited introduction to the chosen larggialhe self-directed learner is one
who is able to make informed choices about wha¢don and how to learn it. (Nunan
and Lamb 1996:156)

Considering the social aspect of learner-centresinthe role of learner during the
cooperative activities should be described. Kasikamonfirms all previously declared
opinions, when saying that “pupils should be selffcdent as individualities, who learn

important things and who can make decisions albait kearning.”(2004:88)

4.5 The management and organization of teachinglle@processes

In spite of the fact, that learners are in thetreeaf attention, it is the teacher’s task to
“organize the work in such a way that children uidiual and in cooperation with others are
stimulated to take initiatives.”(Rohner 2005:13)eTmanagement of teaching and learning
processes should be aimed towards learner's autpreenwell as lead the pupils to
cooperation. Having in mind, what has been disaussechapters 3.3 and 3.4 the teacher
should gradually lead pupils to responsibility floe learning process. As Plenter claims

Too much supervision leads to submissiveness, maritdis fact, too, we find
another argument for as far as possible leavingtpervision of the learning process
to the pupil. Here again, the attitude of the teaahust be that of a coach, whereby
errors are corrected without judgment, but withdgnice and guidelines. (Plenter
2005: 21)

In terms of cooperative learning, the organizatidrteaching/learning processes obviously
differs from the teacher-centred classroom wheee ghedominantly used interaction was

teacher-pupil.

The change of interaction in the teaching/learmracess, focus on interaction
pupil-pupil and group of pupils-teacher, bringsoalsonsequences related to the
proportion of teacher-directed activities and sklécted activities of learners.
(Kasikova 2004:114,own translation)

Comparing to traditional classroom, the teacheaoizjng the process of learning has to deal
with specific problems concerning previously men&id interaction patterns. It is very

important to decide

whether to give equal tasks to different groupsvbether to differentiate, how
to create the group — how large should it be andtwhould be its structure from the
viewpoint of pupils’ abilities, gender or other cheteristics, whether to intervene into



the group work and under what conditions and mathneroproblems. (Kasikova

2004:114, own translation)

All these questions has to be answered by the ¢eaclorder to establish desirable conditions
for pupils aiming at learners’ development of caapige and communicative skills as well as
their enthusiasm towards independent learning.

Relevance of implementing humanistic aspects tidoteaching/learning process has
to be taken into account. Contributing to posittd@ssroom environment and atmosphere in
order to facilitate learning seems to be inevitapst of classroom management. Ginott
claims that when dealing with pupils, teacher stowadopt so called “congruent
communication”. According to Ginott, the teachersymmprove the cooperation in the
classroom through communication. When talking tpilsuthey should express themselves
reasonably, avoid negative labeling of childreraldeith pupils’ emotions and feelings and
not to overlook them, praise only concrete achieses of pupils and challenge pupils to
create cooperative environment. (Pasch 1998: 3PJ-33

As regards evaluation and assessment, self andepakiative techniques have to be
implemented into the learning process, such agghog or diaries, which help pupils to
reflect upon their work. As Rohner describes, besiother benefits, portfolio is very valuable
since “it gives a complete picture of the learnamgl the development of the learning process
and it is also an authentic way of evaluation.” {Rer 2004:17)

5. The intention of the research

The research should answer several questions rm@mttevith elementary school
teachers’ perceptions of learner-centered prinsipled also with their incorporation into the
lesson. | would like to discover teachers’ opini@rsl attitudes to learner-centeredness as

well as the way they teach and whether they usetpanciples in their lessons.



The research is based on the theoretical backdrdasacribed in the previous part of
this paper. In the theoretical part, the learnete®d principles has been examined, their
advantages and potential problems. It was descrited the tendencies of learner-
centeredness are highly promoted in nowadays daducand that they appear in many
modern approaches. The aim of this paper is to dadwhether and how are the learner-
centered principles perceived and used in realelifecation. Subsequently, the influence of
these principles on learners’ activation duringléeson will be investigated.

I have summarized the aim of the research intollasic questions which should be

answered in the following pages.

1. How are the L-C principles perceived and realized ¥ the elementary school

teachers?

2. Do the L-C principles influence the activation of pipils in the lesson?

5.1 The respondents

There were six teachers involved in the researabbseerved five lessons by each
teacher which resulted in total amount of thirtyslens. The length of teaching practice of the
teachers ranged between one and thirty years. fbomnthe reader about the approximate
length of teaching experience, | included Table 1.

| was aware of the teaching experience differenoasequently | supposed there will
be a difference in teaching methods and differéritides towards teaching and learning.

The age of observed learners ranged from elevédifiden years, which means that |
observed pupils from "5to 9" grade. In spite of my conviction, that learnerieeed
principles can be applied also on young learnetscided that it would be more suitable to
focus the research on older pupils. | assumedtieaieachers would implement the principles
more likely with pupils who possess higher level Exiglish. The observed lessons are
arranged in Table 2, where the number of pupilsentin each lesson is expresses by the
number in brackets. Considering the number ofesttglall the teachers seem to work under
similar conditions, whereas there were approxingatelirteen to sixteen pupils in each
lesson.

As regards the gender of the teachers, five obtteerved teachers were women and

one was man. All the teachers were observed inoappately two months period. The



respondents were not announced the aim of my odsenvsince | wanted to receive a true

picture of their teaching and not an intentiongitgpared lessons.

Table 1 Length of teaching practice

Length of teaching practice (years)
0-1
more than 30
6-10
11-20
more than 30
1-5

Teacher 1

Teacher 2

Teacher 3

Teacher 4

Teacher 5

Teacher 6

Table 2:The distribution of observed lessons

lesson 1

lesson 2

lesson 3

lesson 4

lesson 5

teacher 1

6th grade (15)

6th grade (16)

6th grade(16)

7th grade (18)

9th grade (15)

teacher 2

7th grade (13)

6th grade (14)

5th grade (19)

6th grade (13)

6th grade (14)

teacher 3

6th grade (17)

7th grade (20)

5th grade (18)

6th grade (14)

6th grade (13)

teacher 4

8th grade (16)

9th grade (17)

9th grade (16)

8th grade (18)

9th grade (15)

teacher 5

7th grade (14)

7th grade (15)

7th grade (14)

7th grade (15)

7th grade (15)

teacher 6

9th grade (18)

8th grade (13)

6th grade (15)

7th grade (13)

6th grade (15)

6. The perception and realization of learner-centexd principles

To answer the questions stated at the beginninqypfinvestigatioh | used two
research methods, observation and questionnaieefifgh stage of my research was teacher
observation focused on the use of learner-centpretiples during lessons. Using the
method of observation seemed to be quite obviocesi

You could observe the classroom processes by gittinthe classroom and
taking notes. To make your record more focusedmay decide in advance what you
are going to be looking for, make and observati@ealedule with the categories you
consider appropriate, and that record what happeder those category headings.”
(Allwright and Bailey 1991:3)

! See page 27, quesions 1 and 2



The purpose was to discover the actual realizabiothe principles in the lesson. | used
observation sheétsvhich | designed and piloted in several lessonsels The tool contained
ascale where | marked the degree of learner-cemessdin each sequence of the lesson and

its duration in minutes.

Table 2: A scale of learner-centeredness

1. Learner- 2. Mostly 3. On the 4. Mostly 5. Teacher-
centered LC activity boarder of TC activity centered
activity LC/TC activity

Division of observed activities according to tlisale was done according to the

criteria which are stated as following:

1. Learner-centred activity: Learners are given higigrde of freedom during the
activity. Teacher does not interfere, only monitarsldren’s activity. The activity
process and its result are in pupils’ hands. They laave the chance to cooperate with
other classmates.

2. Mostly learner-centred activity: There is a certaiterference of the teacher but still
the learners have possibility to influence the\aisti

3. Activity on the boarder: The activity is managedlfaequally by teacher as well as
learners.

4. Mostly teacher-centred activity: Activity is mosily the hands of teacher. Pupils have
only very limited chance to influence the process gesult of the activity

5. Teacher-centred activity: Only teacher coordinates activity. Pupils cannot
influence the process and result of the activity.
All the observed activities were labeled accordmthese criteria. The number of activities in
each lesson obviously differed, depending on thgamiration of the teaching/learning
process.

Next task was to observe six learner-centeredciples that resulted from the
theoretical part of this paper. | examined whetier activity is dependent on the textbook,
active engagement of pupils in the activities,vatee of activities to pupils’ needs, presence
of peer teaching/learning, ways of evaluation asskasment and involvement of interactive

2 See Apendix 1,2 and 3



activities. These aspects were formulated into qgiestions which were supposed to be
answered during the observed lesson.

Presently, | would like to comment on the aspettearner-centeredness | observed
during lessons. High dependence on the textbookvgusly not a learner centered principle
as resulted from the theoretical paMy intention was to investigate how often thiwide is
used in the lessons and perhaps detect teachesslependence on it therefore unselective
usage of the textbook can be in contradiction Va#rner-centeredness.

Following principle which was observed, deals wittive engagement of pupils
during the activity. | presupposed that higher degsf learner-centeredness would evoke the
activation of pupils that means their interesthestasm and greater commitment.

Principle of relevance to learners’ needs inclutl@®e aspects: topicality of the
content, differentiation of pupils with respect tteeir abilities, and lastly consideration of
learning strategies of pupils.

Next principle observed in the lessons was theeree of peer teaching and learning.
Here, | monitored whether cooperation among puagpeared. In other words, | tried to
record the occurrence of pair work as well as gnogk.

The approach to evaluation during the lesson Wwssexamined. | focused mainly on
the occurrence of self or peer evaluation.

Lastly | was supposed to notice whether interactietivities were involved during the

lessons.

In the second stage of my research | intendedsttoder teachers’ perceptions and
attitudes towards teaching. | decided to use éuresire$ which | produced in respect to
previously mentioned principles. In order to avamdposing of respondents’ answers, |
excluded the usage of multiple choice questioneaiMore convenient possibility arouse in
formulating so called unfinished sentences. | e@ah questionnaire containing eight
unfinished sentences. Six of them were in accomlamith the learner-centered principles
observed during the lessons. Remaining two serge(fmeémber 2 and 5) are focused on
eliciting answers about the teachers’ perceptidrisasner-centred principles only indirectly.
They are included in order to briefly outline resdents’ general approach to teaching. |

decided to use them only in case of need.

% See chapter 3.4, page 16
* See Appendix 4



The teachers were supposed to finish given sergemcehe basis of their teaching
experience and to characterize their personaludé#titto teaching. | intentionally avoid
concrete mentioning of the term learner-centerexines order to avoid preconception of
gained responses.

Last note that should be made considering the iquestire concerns the use of
language. On behalf of the respondents | decidgtdeide them with the Czech version of
the questionnaire to enable their authentic expesdn the analysis, my translations of
teachers’ responds are used.

6.1. Overall degree of learner-centredness in ebgdessons

After collecting all the observation sheets, thalgsis of the outcome should
be presented. Before discussing the question ‘log/learner-centred principles are realized,
it may be interesting to look at the observed lesfom general viewpoint.

When considering the overall degree of learnerazexdiness in observed lessons it
became evident that most of the activities whicpeaped during the observations tended
rather to teacher-centeredriess illustrated by Graph 1 and 2.

In approximately 74% of all observed activitieadlker was in the center of attention,
whereas highly learner-oriented sequences credjel@3 and activities which are on the
boarder constitute also 13%. Regarding individeaichers, the highest degree of learner-
centeredness can be registered by Teacher 6 amthéfeh. On the contrary, the lessons of
Teacher 3 and 5 contain only minimal tendency aorler-centered teaching.

Graph 1

® For graph 2 see pg. 33
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6.2 Comparison of observed lessons and teadipeestionnaires

In this chapter the observed learner-centered iptes will be thoroughly discussed
and analyzed in order to display teachers’ peroaptand actual realization of those
principles. The outcome of the research will beveetd in form of comparison of observed
lessons and teachers’ responds in the questionrBire results of observations will be
confronted with teachers’ answers; consequentlgiptesconclusions will be drawn. In order
to clearly illustrate the findings of the researtdhles and graphs are provided. As regards
graphs 4, 5, 6 and 7, | would like to clarify theiructure. | would like to comment
particularly on the vertical axis, which indicateése in minutes and is divided into segments
corresponding to one lesson (forty-five minuteshe Twhole amount of observed time
illustrated in graphs slightly differs by individugachers. The reason is simple, the observed
lessons rarely started or ended on time. Therdaf@everage length of one observed lesson
equals 43 minutes.

Individual principles are described successivelthin same order as they appeared on
the observation sheet. The order is the followthg: usage of a textbook, active engagement
of pupils, relevance of activities to pupils’ neggeer teaching/learning, evaluation and
assessment and involvement of interactive actsiti€here is only one exception in
previously specified ordering, that has to be nw@d. The principle concerning active
engagement was excluded and will be discusseckifottowing chapter since it is concerned
with the second questiBistated at the beginning of my research and it fieedbe analyzed

more thoroughly and deeply.

6.2.1 The usage of textbook

Significant area discovering the usage of textb@kmportant to describe. The
following Graph 3 illustrates the distribution aftavities according to their dependence on the
textbook. In respect to the thought of learner-esrtness, the usage of the textbook should
be decreased. Having this in mind, the overallltesay be evaluated as quite positive, since
60% of observed time constituted activities indejgem on the textbook. On the other hand,

his fact does not indicate that all the textboalejmendent activities were learner-centered.

Graph 3

® See page 27, question 2
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Considering the individual teachers, we may obsémaé the usage of textbook based
activities is quite reduced, particularly by Teacheand Teacher 6. In comparison with the
results shown in graph 2, the greatest amountarhés-oriented activities was observed in
the lessons of Teacher 6, who seems to reducestigewf the textbook the most. On the
contrary, the results of Teacher 3 and 4 show rti@e 50% of time spent on textbook based
tasks and at the same time the tendency to teaeimnéeredness. We may then assume that

decreasing the textbook usage and learner-centemedncy is interconnected.

Graph 4
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At this stage, the occurrence of textbook basewiies during the lesson is already
described; therefore it should be mentioned howte¢hehers perceive the usage of textbooks
in general. In the questionnaire, the teachers agked to finish the following sentence:

(1.) I agreedo not agree with the idea that the content of a textbigokompletely
sufficient for teachingoecause ..All of the 6 respondents marked that they do rppee.

They gave the following reasons why:

“...because no textbook contains such material wiiohld be appropriate to all pupils.
That's why | also use other additional materiafer @xample: worksheets)”
(Teacher 1)

“...because some sequences in the textbook sho@xdneised more properly.
Sometimes it is necessary to make it more integsti (Teacher 2)

“...because there is a small amount of practicingk&” (Teacher 3)

“...because there is a great choice of textbook gsé¢hdays and in none of them can be
everything what is needed, certain subject matandcessary to be more exercised and
extended.” (Teacher 4)

“...because there is a small amount of conversaticmalivities and extremely great
amount of grammar. (Teacher 5)

“...because it is also important to look around andhbld up a mirror to ourselves, and
this observation is something what cannot be faorahy textbook.”
(Teacher 6)



In general, all teachers agree that textbook cahadtufficient for teaching. However, they
give different reasons. The respondents see tlael\hsitage of a textbook in small amount of
tasks for practice, inappropriateness to the nedédsl pupils, uninteresting sequences or
small amount of conversational activities. Accogdiio their answers, it may seem that the
teachers will tend to use additional textbook irefegent activities, which seems to be true by
Teacher 1 and 6. In spite of this, several oftfaehing performance that was observed seem
to be in contrast with teachers’ opinions towalus isage of textbook. The possible reason
may be that teachers described their wishes amdhtiohs rather than the real situation, in
order to express what they expect to be appropfiaacher 1 and 6 also have relatively short
teaching experience in comparison with other oles®reachers and this fact may be the
reason of different approach to the usage of t@kbderhaps teachers who are at the
beginning of their teaching career have more enevhich can be devoted to creating

additional activities for their pupils.

6.2.2 Relevance of activities to pupils’ needs

Regarding the relevance of activities to pupilséde the research has revealed that
the only factor which was apparent during obseovestiwas the topicality of material used in
the lessons. The highest degree of topicality vegsstered in lessons of Teacher 1 where |
observed an activity designed according to a ctrtelevision competition for children.
Teacher 1 also incorporated activities relatedttov@lentine’s Day before the current date.
Other teachers also used topics relevant to thepilyy for example: school subjects,
geography quiz or topics concerning fashion. Howewmly Teacher 1 seemed to pay
attention to contemporary events as was previausigtioned.

Considering differentiation and different learnisigategies of individual learners, no
particular attention to these aspects was noticethg the observed lessons.

Comparing the observations and teachers’ attittoleifferent needs of pupils | did
not notice any differentiation among pupils withffelient level of English therefore one
guestion in the questionnaire was formulated teitebleachers’ attitude to this aspect.
Formulation of the statement is based on my coiwvidhat dealing with this problem should
be an important challenge for every teacher. THaighed sentence and teachers’ responses
are the following:

(7.) If there are some pupils with different leegélEnglish in my class | usually...




“choose more difficult tasks for more advanced fygditry to communicate with them more
often. Pupils with “lower level” of English are gm more time during the written
assignments.” (Teacher 1)

“give them individual work or | manage collaborati@mong pupils, or | select the method of
prolonged explanation.” (Teacher 2)

“cannot deal with it. If | have 24 pupils in theskon | am not able to manage individual
approach. | try to give easier homework, during gvovork the “weaker” pupil is put into

the group of “better” pupils.” (Teacher 3)

“have lower demands on “slower” pupils. They arezgi more time to make the tasks. When
certain pupil really cannot manage the given tashe receives easier work. | also encourage

more advanced pupils to help the “slower” ones.eéher 4)

“assume that the “slower” ones need to master aistethe basic requirements on grammar,

but I do not excuse them as regards learning tleabolary.” (Teacher 5)

“try to pay more attention to them in my lessonmsliyidual approach during activities), |
offer the pupils more time to settle down. | alfferathe possibility of extra classes. (Teacher
6)

After processing the responds, all the teacherm deeexpress that they are aware of this
issue and try to solve it somehow. Three out oftsachers claim that they can manage to
offer tasks of various difficulties. Regrettablljig fact was not confirmed by the observation.
Half of the respondents also stated that their delnaiffer according to the pupils’ abilities.
These relieves apply only to “weaker” pupils, thaye given more time during the
assignments or may be helped by others, mostly adbranced pupils. Teacher 3, as the only
one out of six respondents, admits that it is insgme to manage individual approach to
pupils with different level of English due to théiigh number in the class. This opinion
seems to reflect lessons that | observed. Why tissvars of majority of teachers do not
correspond with the reality of observed lessonsnset® be questionable. There was not any
evidence in the observed lessons which can provat wbachers answered in the
guestionnaire. Teachers did not seem to differenienong pupils as regards level of English

or any other aspect. | assumed that teachers iffagedtiate among pupils as regards lower



demands, e.g. when pupils’ performance (oral ott&r) is marked, when giving some pupils
more time for the assignments or requirements bfesement are not equal for all children.

This cannot be apparent from observation sincehtrattrain of thought is not visible.

6.2.3 Peer teaching and learning

The area of peer teaching and learnwgs another learner-centered principle
examined during the research. When observing theofes, peer teaching and learning
occurred most of the time during group work and park, there were only two different
cases. The first one appeared when one of thespiypittioned as a teacher during particular
activity and the second one was individual workwdyich pupils were allowed to cooperate
with classmates. The deal of activities where peaming appeared can be labeled as low
considering the total amount of observed teachimg.tlt is clearly illustrated in Graph' 5
which also shows that Teacher 6 was revealed thédeost successful regarding this aspect.
Pair work and group work appeared in all of obsgrnessons of Teacher 6. The rest of the

examined teachers seem to be on similar leverma®f cooperative activities.

Graph 5
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Here, we shall compare the results of observatiwitls teachers’ opinions about

cooperative activities. Let us examine their resgsrn the questionnaire:

" For graph 5 see page 39



(3.) Group work and pair work among pupils appeany classes...

“rarely because in classes with high number of s very difficult to keep the pupils
talking only in English and to fulfill the givenstes.” (Teacher 1)

“sometimes very often and sometimes rarely. It ddpeon the number of pupils.” (Teacher
2)

“often because there are a lot of pupils in thesslaand some of them would not have a
chance to speak, in the group they have a gredtance to speak and they are not so afraid
to communicate at the same time.”(Teacher3)

“differently. Group work appears in my lessons tgrbecause of the great number of pupils
in the class and pair work among pupils appearminclasses very often because | think that
pupils can learn from each other. (Teacher 4)

“very often because conversation is needed andctirdrol of collective work as well.”
(Teacher 5)

“very often because | find it the most importargreént for training pupils’ communicative
skills.” (Teacher 6)

After comparing the results of observation with cteexs’ opinions, it may be
concluded that some answers reflect the realitysmmde not. In case of Teacher 1, 2 and 6,
their answers seem to reflect what they actuallyndtheir lessons. However, Teacher 3, 4,
and 5 express overall positive attitude to cooperatork among pupils in spite of the fact,
that the discussed activities are included in thessons only very rarely. Three of six
respondents also express their negative attitudedperative activities due to high number of
pupils in the lesson. Most probably, they see theblem as a matter of classroom
management. Pupils working in groups seem to béhaontrollable. Teacher 6 resulted as
the only one who appreciates peer teaching in grauppairs, respectively tries to involve
these activities into the lessons as much as gesdiboreover, the observations merely
confirmed what Teacher 6 stated in the questioen&@roup work or pair work were involved

in each of five observed lessons.

6.2.4 Evaluation and assessment

Next area to be discussed is concerned with evaiuaind assessment. During the
observations | paid attention particularly to satid peer evaluation, whether it is present in
the lessons and how often. Integration of self p@er evaluation into the lesson seems to be

quite neglected. Only two out of six observed teashseem to use these evaluative



techniques regularly in their lessons. Moreovel teachers did not included neither self-

evaluation nor peer evaluation at all.

Table 3
Lesson 1 Lesson 2 Lesson 3 Lesson 4 Lesson 5
self- peer-
Teacher 1 / evaluation / evaluation /
peer- self- peer-
Teacher 2 | correction / correction / correction
peer + self
Teacher 3 / / / / correction
Teacher 4 / / / / /
Teacher 5 / / / / /
peer-
Teacher 6 / / / evaluation /

The unfinished sentence concerning evaluation pilpwas divided into two parts.
Therefore, | decided to arrange respondents’ arssteetthe following tabfeto make the
outcome clearly organized.

Teachers’ responds concerning their perceptionvaluation were mostly connected
with assessment by the teacher, usually marking arawritten performance, evaluating
pupil’s activity during lesson or oral praise ddnethe teacher. Teacher 6 consults the pupils’
performances with the pupils themselves, whichlmamegarded as slight inclination towards
pupils’ self-evaluation. But only Teacher 1, as timy one out of the six respondents seems
to be aware of the importance of self/peer evalmatirhis fact is confirmed by teacher’s
responds in questionnaire and the observed lessbith are in accordance. On the other
hand, Teacher 2 claims that assessment is redlizatarks and oral evaluation while during
observations frequent occurrence of peer-correctias registered. However, these cases of
peer-evaluation appeared in the lesson withousamal of regularity or intention.

After comparing and analyzing all results it maydoacluded that general cognizance
of self/peer evaluation is very low. The reasony ilv& very prosaic. Firstly, teachers do not
seem to be aware of this kind of evaluation oreast they do not find it important since it
was not mentioned in any of teachers’ responseftone). Secondly, the results of pupils
are officially presented in form of marks, so the&chers are not pushed to use different
techniques of assessment and evaluation.

Considering the self and peer evaluation that aygoeduring the observed lessons, in

general, | would label those as random. TeachemneBmes ask pupils about their opinion, or

8 See page 42 Table 4



pupils can be asked to correct their own or th&ssmates’ mistake. It is usually done

unconsciously by the teacher. However, this impdriarinciple is not intentionally and

regularly used during the lessons. Moreover, ithhigpt be possible to speak about the usage

of portfolios, diaries or other self-evaluative o®s. Portfolios may become a source of

additional work for teachers. Besides keeping msoof pupils’ marks, controlling’

notebooks and vocabularies there would be anothé&zrmal that should be evaluated. | expect

the teachers to find it very inconvenient.

2S

Table 4
| perceive evaluation of and in my lessons
pupils as... evaluation is mostly

realized ...

Teacher 1 “complete view of his/her “by my own assessment. |
knowledge and skills which | also let pupils to evaluate
should be developed during | their performance themselve
English lessons as well as at| or to evaluate their
home...” classmates quite often

(especially in the lower
grades).

Teacher 2 “assessment of all pupils’ “by marks and my oral
outcomes, their activity and | evaluation during the
approach to assigned work.. .’ lessons.”

Teacher 3 “assessing pupils with “oral examination (reading,

" dialogues, activity during the
marks... )
lesson) and written
examination (tests,
completing exercises,
translations, homework).”
Teacher 4 “the mark from an oral or “as | previously mentioned.”

written examination but also
the oral praise or oral
evaluation of pupils’
performance or performance
of a group (class)...”




Teacher 5 “encouragement, or “oral or written
reminding of limitations in the examination.”

language...”

Teacher 6 “marks and oral assessmet, | “marks (1-5), oral praise or
comment upon errors or considerable reproof, or |
praise and criticism...” note down positive and

negative comments about
pupils, which I try to consult
with all learners.”

6.2.5 Interactive activities

An important feature consequently examined by #@search is related to the amount
of communication in English. During observed Erglisssons | tried to notice whether and
how often interactive activities are involved dygyithe teaching process. Obviously, | focused
on interaction in the target language among pwgslsvell as with the teacher. In general, the
research revealed that the amount of spoken Enigligary low. The interaction was merely
limited to questions asked by teachers or creatfa@tructured dialogues.

The distribution of interactive activities is vidizad in Graph 6. Not only the overall
involvement of interactive activities can be laloebs very low, furthermore, no interactive

activities were observed by Teacher 4 and 5.

Graph 6
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In the questionnaire, the respondents were ag&edas finish a statement concerning
communication in the target language. Formulatibthe sentence and teachers’ responses

are the following:

(4.) Communication in English (among pupils andhwiihe teacher) appears in my

lessons...
“often because it is very important for pupils toderstand the spoken word. When |
see, that pupils do not understand, | try to usetlaer words or | call a pupil to

translate for others.” (Teacher 1)

“very often because it forces pupils to higher camication.” (Teacher 2)

“often because | think that the more English yoaritée better. (Teacher 3)

“rarely because most of the pupils is not able &y @mttention. There is a greater

amount of Czech language used in my lessons.” {legat)

“rarely. It is important but there is not much tinier it left.” (Teacher 5)



“very often because communication in English iseg grinciple for foreign language
teaching.” (Teacher 6)

Teacher 4 and 5 (two out of six respondents) arexjvéhat they implement interactive
activities very rarely. Their statements are ineagnent with what was observed during their
lessons. However, their reasons for not using actere activities are different. Teacher 4
claims that when speaking English, pupils are ¢ o pay attention whereas according to
Teacher 5 there is not much time for it. There fpbgsnay be a hidden message behind these
two responds since the reasons given by Teacherd45aare in contradiction with their

following opinion:

(5.) The most important thing for pupils to takeé rom the lesson is...

“the understanding of grammar, widening the vocalylbut also to get acquainted with
life and habits of English speaking countries. T®& grader should be able to

communicate in common situations.” (Teacher 4)

“the ability to apply their knowledge in real lifeéndependence, ability to communicate

without inhibitions and the interest in the langedgy(Teacher 5)

Both teachers value communication and considenét af the most important things pupils
should gain during the lessons. Hypothetically, thachers themselves may be afraid of
speaking English during the lesson therefore theyndt implement many communicative
activities into their lessons and communicationGrech is predominant. However, this
statement is highly speculative.

The rest of the teachers claimed that communicatiaheir lessons appears often or
very often. Teachers 1, 2 and 3, when giving reastrout the importance of communication
in target language, seem to interchange commuwéeaittivities with giving instructions in
English. They try to implement instructions in Bebloften as they claim but the amount of
interactive activities is very low. Attitude expsesl by Teacher 6 indicates that teacher
understands the principles of communication. Degiis, it did not reflected in the observed

lessons.



7. Active engagement of pupils in relation to learnentred principles

In order to answer the second questistated at the beginning of this research, active

engagement and participation of pupils in the lessoto be analyzed in this chapter. The

following description will show during what actiigs the high degree of engagement was

observed. The information about individual teacterd the activities where high degree of

pupils’ engagement was observed during the lessayethered in the following table.

Table 5

Teacher 1] competition, PS self designed crosswaddta presentation to classmat
guestioning technique directed by the teacher, emation during whict
pupils express their opinions, pupils evaluatirmgsmates’ performance |
voting for the final mark, teacher questioning psi@bout their future|
magazine quiz

Teacher 21 pupils in groups writing together abirt future, questioning techniqt
(warming up), teacher asking about time using tapep clock, pupils ir
pairs acting a dialogue, group competition.

Teacher 3 pupils acting a dialogue, playing criess competition

Teacher 4 working with magazine, pupils creatingnanu (cooperation allowed

pupils explaining what they answered in their horosw

e

° See page 27, question 2



Teacher 5 pupils in pairs putting sentences intoecb order

Teacher 6 pupils in pairs looking for certain imf@tion in texts sticked on the wall,
pupils asking each other questions in pairs, pupéating a role play in
groups

Table 5 contains a brief description of all actestwhich were successful from the viewpoint
of learners’ active engagement. This does not atdicto what degree were these activities
learner-centred. The table also corresponds withplker7 which clearly depicts how much
were the pupils active in the lessons of examieadtiers. The score of Teacher 1, in terms of
active engagement of pupils, is the highest, wisepeils in the lessons of Teacher 5 seem to

be the least active. The rest of observed teashsgproximately on the same level.

Graph 7
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Last unfinished sentence in the questionnaire waserned with active engagement

and should elicit how the teachers perceive eviaoaand what do they do in order to

encourage it. The sentence and teachers’ respoadseafollowing:

(8.)Active engagement of pupils during my lessons oearaged by...




“giving pupils chance to create their own activégjewhich they present during the
lesson to their classmates (crosswords, quizzesjpebtions, in higher grades:

projects and speeches about subjects which are ¢ttothem.” (Teacher 1)

“assigning projects (also according to pupils’ owroposals), by praising pupils, and
by playing different games.” (Teacher 2)

“praise, calling pupils during the lesson. | try toake the lesson more interesting by

using games and | praise again and again.” (TeacBer

“using different kinds of activities, older pupilsork with the magazine, with the
younger ones | use songs, drawing and games. Iptipls come with some new

activity | try to involve it into the lesson.” (Telaer 4)

“changing different kinds of activities. | oftervislve competitions and singing during

the lessons.” (Teacher 5)

“giving pupils a lot of space of expressing theipi@ons. | try to involve many
activities focused on the learner and the develaograEcommunicative skills together
with using different organizational forms, group nwopair work or whole class

activities (e.g. discussions)” (Teacher 6)

Five of six respondents claim, they support acevgagement of the learners by
implementing various games and competitions in® lgarning process. Four out of six
respondents suggest that they give space to theeleand when s/he creates her/his own
activity, it is employed into the lesson. Anothepact which appeared among the responds is
concerned with changing different kinds of actastito encourage pupils’ active participation.
In general, there can be traced learner-centredetenies among the teachers’ responds,
particularly considering Teacher 1 and 6. This tartesponds with the observed less@ns

None of the examined activities, in which high &g of active engagement was
observed, was teacher-centred. Highly learner-edrdctivities create 41% and activities on

19 See Graph 7, page 47



the boarder constitute 46% of the activities wittive participation of pupifs. Having this in

mind, we may conclude that learner-centred actizisupport learners’ active participation

more than activities teacher-oriented. Howevenghe still a high amount of activities on the

boarder. The possible solution may be that in otess where learner-centeredness is not

fully established, the pupils still value and expéne teacher to control; therefore they may

feel convenient during the activities where théuenhces of teacher and learner are balanced.
Graph 8
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To be able to trace any connection between leareigiredness and active engagement of
pupils | had to register all observed learner-ahtctivities and than to find out how many
of them supported learners’ active participationhe considering the scale of learner-
centredness, | took in account the activities whigre fully or mostly learner-centr&d |
counted the activities together and than | examirfemlv many of these learner-centred
activities supported active engagement of pupite dollected data are summarized in Table
6% where the left column demonstrates number ofnkracentred activities and the right
column states how many of those activities promatetive participation. The table shows
that more than 50% of all observed activities wWithh degree of learner-centredness did not

encouraged active engagement of pupils.

1 See Graph 8, page 49
12 See the scale on page 29
13 See page 50



The results of observation did not fully prove thkedrner-centred activities significantly
influence active engagement of pupils. However, régults have shown that in terms of
active engagement, learner-centred activities wasee successful in comparison to teacher-

oriented activities.

Table 6
Number of LC
activities Active engagement
Teacher 1 8 4
Teacher 2 2 1
Teacher 3 2 1
Teacher 4 2 1
Teacher 5 1 0
Teacher 6 6 1




8. Conclusion

The theoretical part of the thesis was designelisirate the development of learner-
centredness, as one of the current trends in Engdisguage teaching. Consequently, the
learner-centred principles are not new, they dgedahroughout the last century and thanks
to the promotion of many educators, the importandeL T seems to grow.

In the first part of this paper, | tried to recoashd quote all important aspects
concerned with the learner-centred principles. @&sithis, the significance of their
introduction to the classroom was advocated. BEstahp the learner-centred classroom in
accordance with learner-centred principles seenhe teery beneficial in many directions. To
promote the learner-oriented environment, pupilgugh become active participants in the
teaching/learning process. As pupils become caargaof the learning activities, the
relevance of the input increases and on this adctar motivation is enhanced as well.
Subsequently, the lessons become more variabl&sharstudents’ differences and frequent
use of cooperative and interactive activities, a&s imseparable part of learner-centred
classroom. Their regular employment strengthenméza’ communicative skills and helps to
enhance social development. Positive classroom stheve has to be maintained by the
teacher in order to guarantee successful learning.

In spite of previously mentioned advantages, sonodlpms may arise. It may be
resistance on the pupil’s side as well as on thehter’s. Learners with strong beliefs about
learning and teaching may refuse to accept spad#finands of the learner-centred approach.
Consequently, high demands on teachers, when is$iialgl the learner-centred classroom,
may cause the discouragement. There is also a kabiarshift, considering the role of
teacher and learner. The learner should be givgreater amount of responsibility than in the
traditional teacher-centred classroom. The moventewards higher degree of learner-
centredness and learner-autonomy should be graldeminers as well as teachers may have
greater chance to build the learner-centred classrsuccessfully when changes in the
organization of teaching/learning processes areduoted step-by-step.

The practical part is devoted to realization of tegearch for which the main learner-
centred principles specified during the theoretpaatt of the thesis became fundamental. The
investigation aimed at elementary school Englisachers in order to identify their

perceptions towards learner-centredness as welhbasrve the actual realization of the



principles during the lesson. Other task was tofywevhether the usage of learner-centred
principles influences the activation of pupils.

The results of the collected data showed predomitamdency towards teacher-
centredness by all examined teachers. Respondattitsides and opinions toward learner-
centred principles, which were gathered in the tjoiesaire, often stood in contradiction to
what they did during lessons. From my point of vi¢ae teachers may have responded in
accordance with what they think would be right, bat in accordance with what they really
do. They also may not be able to reflect upon tlesisons, so that their responses regarding
their teaching approach may be biased. Even thotigh, teachers are frequently not
acquainted with the principles. Furthermore, th@lementation of learner-centred activities
appears randomly and unsystematically and quitdyram comparison with teacher-oriented
tasks. Teachers’ restraints for not using individaranciples differ. However, some of them
were mentioned quite frequently, such as: high remu students in lesson or time deficit.
Frequent case is also teachers’ unawareness of ebrie learner-centred principles, for
example self-evaluation.

The second point of the research examines theatictiv of pupils in relation to
learner-centredness. First outcome can be regasdeglite positive since higer degree of
pupils’ activation was registered during learnemtoed activities in comparison with those
teacher-oriented. However, as regards the wholeuatmaf learner-oriented activities, more
than half of them was not effective in terms of igipactivation. In my opinion, the reason
lies in unsystematic implementation of learner-ashtactivities into the learning process.
Therefore pupils may sometimes tend to refuse thaxdevities, since the responsibility
requires more effort which may become inconveniensome of the learners.

To evaluate the results in general, it has shownttie learner-centred principles are
neglected to a great extent. The teachers tend tadtee teacher oriented approach and the
character of the observed lessons seems to pdsaddmnal features in most cases. On the
other hand, being aware of the fact that the arfekearner-centredness should be more

promoted may be a first step forward.



Resumé

Diplomova prace se zabyva problematikou donéni zamieného na Zéka,
fenoménem zvanym ,learner-centredness”. V teorétigksti je nastitn vyvoj hlavnich
trendi ve vywovani jazyk ve dvacatém stoleti. Samostatna kapitola potériijes vyvoj
hlavnich princifi na Zaka zagteného vydovani a konkretizuje tyto principy v metodach a
piistupech k vytovani anglického jazyka. Zkoumané vguani je ovliveno predevsim

teoriemi konstruktivistickymi, socidtnkonstruktivistickymi a humanistickymi. Tyto teorée



pristupy k vywovani jsou podporovany mnohymi vychovateli adladateli. Tato prace ma
stejre tak za ukol hjit zajmy na zaka z&fného vydovani.

VySe zmiované principy zagfujici se na Zzaka jsou podrabranalyzovany a
rozckleny do @ti skupin podle jejich podstaty.

Prvni oblasti, kterou se prace zabyva je oblastgnitivniho a metakognitivniho
poznavani (&eni). Ri rozvijeni této oblasti je nadmiruwl@zité, aby si Zaci osvojili nové
védomosti na zaklad svych gedchozich znalosti a zkuSenosti. JdeZité, aby Zzak hral
aktivni roli pii vytvareni vlastnich &domosti. Tento konstruktivistickyiistup podporuje
atraktivnost daného ukolu a tim v nemal&emjrispiva k motivaci zaka. Zde je nutné se
zamyslet nad ifliSnym a neselektivnim pouZzivanintabnice. FliSna zavislost na ni e
byt v rozporu s tendencemi z&fanymi na zaka. Zaci by seélinzodpowdré podilet na
ziskavani a budovani znalosti sgokes witelem. Ri vyuc¢ovani zanifeném na zaka, si Zaci
sami materialy ppravuji stejg tak jako je poté pouZzivaji, US§né udeni je tak
mnohonasobhpodpdeno.

DalSi skupina zahrnuje moti&ai a citové faktory. Zde dominuje humanistickyspup
k vyutovani a jeho pozadavky na upevani pozitivniho klimatu vefide, pratelskych
vztahi, poctivosti a kladného fstupu. Tradini uweni je vtomto sgru povazovano za
neosobni. Z celkového pohledu mohou negativni eracogslenky nefpznivé ovlivnit Zakiv
vykon a byt v rozporu séenim. Z tohoto @ivodu by n&l ucitel dostatén¢ podpdit Zdkovu

motivaci. Toho niZze docilit pra¥ diky vySe zmiovanym humanistickym zasadam.

Dulezité principy dotykajici se vyvojové a socialrblasti jsou piplizeny ve feti
skupire. Zde je dlezité si u¢domit, Ze Zaci sedi nejlépe v pipact, kdy material odpovida
jejich vyvojové urovni, na coz by ¢hbyt bran ohled. Rozvoj v oblasti socialni je podpvan
kooperativnim vytgovanim, jako jednim z prindipna Zaka zagteného vydovani. Eeni se
kooperativnim dovednosteniigpiva k rozvoji jedince a lepSimu sebdomi, napomaha
otewené komunikaci a podporuje pozitivni klim#dy. Bylo prokadzano, Ze Skoly, které
provozuji kooperativni styl vyuky, zmirnily negativ tendence Zzdk jako je Sikana,
alkoholismus nebo drogova zavislost a kriminalitadistvych. Pozitivni vliv kooperativniho
uceni je tedy gejmy.

Ctvrtd skupina se zabyva individualinimi odlidnostwmiceni. Pokud titel bere

v Gvahu individualni rozdily mezi zaky, vytitdak lepSi podminky pro uggné geni. WEitel



by si mel byt védom toho, Ze Zaci pouzivajiipuceni tizné strategie. Tyto by &h ucitel
pomoci odhalit a podporovat a vést tak Zaka k niskasti a aktivnimu mysSleni.

Hodnoceni Zak je patou a posledni diskutovanou oblasti. Tadyumé poukazat na
to, Ze je velmi dlezité podporovat sebehodnoceni a hodnoceni a#zi sebou navzajem.
Tradicni zpisob hodnoceniditelem se nejevi jako dostgici z hlediska podporovani na zaka
zameteného vydovani. Sebehodnoceni jaildZitou sowdésti Zdkovy sebereflexefigpiva
k jeho osamosta#mi a rozviji schopnost zlepSovat se. Tim, Ze Z&mygsli o procesech
uceni, objevuje silné a slabé stranky své prace,vear{e motivovan pemyslet o novych
u¢ebnich cilech. Absolutni zavislost zaka ®aeli z hlediska hodnoceni je nezadouci. Zak se
musi nadit sebereflexi a samostatnosti v hodnoceni sebe saailem rozvijet své kritické
mysSleni a schopnost zlepSovat se.

Zavadni principi zangfrenych na zakaimasi mnoho vyhod, Zaci by seginstat
souasti vywovaciho procesu, spoluvytgt webni aktivity, coZz vede Kk jejich zvySené
motivaci, casté kooperativnidagni podporuje socialni vyvoj zaka zlepSuje komunikativni
dovednosti. Pozitivni a uétné atmosféra veite podporuje Usgsné weni.

Ackoli ma vywovani zansiené na Zzaka mnoho vyhodj gho zavadni mohou nastat
problémy. Nechti akceptovat novy Zjsob &eni a vydovani mohou byt jak na stran
ucitele, tak na stranzaka. Witel mize byt odrazen vysokymi naroky, tykajicimi sgpavy a
organizace &ebnich procds ZAaci zase mohou byt peypieswdeeni o spravnosti odlidného
zpasobu w@eni a vydovani a z toho @wodu mize dojit k odmitnuti akceptovat specifické
pozZadavky tohoto novéhdiptupu.

V navazujici kapitole jsou podrobranalyzovany role ditele i zaka. Zde dochazi
k vyznamnému posunu v porovnani s ttadivyukou. Je nutné si tigomit, Ze zodposdnost
za weni by ngla byt do znané miry gesunuta z titele na Zaka. tltel se stava facilitdtorem
a pomocnikem, jeho intervence vip¥hu vywovani se znmé snizuje. Krond priblizeni

role witele a Zaka je dalesmovana pozornost organizadtiaeni proce$ uéeni a vydovani.

Praktickacast diplomové prace jesmovana vyzkumu. Cilem geni je zmapovat jak
jsou principy na zaka zaffeného vydovani vnimany a realizovanyiteli na zakladni Skole
Vv souwtasné dob a poté owiit zda vyuziti €chto princig pasobi na aktivizaci zakv hodinach
anglického jazyka.

V Gvodu vyzkumu jsou nastiny podminky za jakych probihal. Bylo zkoumano Sest
ucitela zakladni Skoly. Jednou z metod vyzkumu bylo stredtané pozorovani. Bylo

pozorovano @& vyucovacich hodin u kazdéhcatitele, coz dohromadyini 30 sledovanych



hodin. Pozorovaci arch byl vytien na zakla& principa, které byly analyzovany v teoretické
Casti. Ri pozorovani byl zaznamenavan stiuipeantienosti na Zaka, déle patetnost
jednotlivych aspekt objevujicich se ve vyuce, jako je: zavislost tahuici, aktivni zapojeni
Zakh do vyuky, relevance aktivit, kooperace mezi Zakyaluace a Zazeni interaénich
aktivit.

Druhou vyzkumnou metodou byl dotaznik. Byitelaim predloZzen weském jazyce a
cilem bylo zjistit, jak dgitelé principy na Zaka zatifeného vydovani vnimaji. Dotaznik se
skladal z osmi nedok@enych \t, které byly @iteli doplnény tak, aby vyjatbvali jejich
osobni nazor na dany jev. Anonymita dota#nikla napomoci k $tSi otevenosti giteld.

Nasledujici ¢ast prace se zabyvala zaznamenanim vysledzkumu a jejich
analyzou. Vysledky pozorovani a nazory jednotlivygitelt byly shromazény a nasleda
porovnavany. Z celkového hlediska z vyzkumu vyglywe vSichni zkoumani ¢itelé
inklinuji z velkéc¢asti k gistupu orientovanému na&itele. Odpo¥di responderiit, které byly
ziskany prosednictvim dotazniku jsogasto v rozporu s tim, co bylo pozorovano v hodinach
Mozné vys¥tleni je, Ze titelé mohli odpovidat v souladu s tim, co povazgi spravné,
nikoli v souladu s tim, jak hodiny ve skuat®sti probihaji. NMiZe to byt zfisobeno i snizenou
schopnosti reflektovat na vlastni ¥gwaci proces, odp@di poté nemusi odpovidat reala
jsou zkreslené.

Zarazovani aktivit zagfenych na zaka je nahodné a nesystematické, objesayj
ziidka, na rozdil od aktivit, kdecitelova kontrola pevaZzuje. Nezdenovani princifi na zaka
zantieného vydovani bylo diteli nejcastji zduvodinovano nedostatkemiasu a vysokym
poétem Zak ve vyuwovacich hodindch. &které principy, napklad otazka sebehodnoceni,
byly ve vypowdich gevazné wtSiny respondelit zcela opominuty. Zda se, Z&itelé si
dulezitosti tohoto jevu nebyliadomi.

Druha otazka stanovena nacatku vyzkumu se tykd aktivizace Zake vztahu
k vyucovani se zakfenim na zaka. Seni nelo prokazat, zda realizace pringipangtenych
na Zaka aktivizuje Zaky ve vyuce atghy. Ucebni dkoly, pi kterych byl sledovan vysoky
stupaér Zakovskeé aktivity, byly z&tSi ¢asti zangiené na Zaka. Ret aktivit, které byly
orientované na ditele, byl z hlediska aktivizace znat&lmizSi. Tyto vysledky mohou byt
hodnoceny jako pozitivni. Zda se, Ze Zaci jsou &8ivnie aktivizovani ukoly zagienymi
na zaka.

DalSi owiovani aktivizace praihlo nasledové. Byl proveden celkovy s@et aktivit
zantienych na Zaka, a bylo zji#io, Ze aktivizace za@ikbyla zaznamenana pouze u héez

poloviny z nich. ivod miZe spd@ivat v nesystematickém izzovanim vySe zmémych



aktivit do vyuky. Zaci skdy mohou tyto aktivity odmitat, protoZze zodgdwost, ktera je
Zalkim dana vyzaduje, aby vynaloziliigaktivité vice asili, nez jak byli doposud zvykli, coz
se pro gkteré z nich miZe stat nevyhodnym.

Pres vSechny vyhody, které wavani se zagfenim na zaka fike mit se zda, Ze
zkoumani ditelé tento zpisob vywovani @liS nevyuZzivaji. Naopak ipvaZzuje tendence
k vyucovani, které je orientovano n&itele. V pozorovanych hodinach zmg& prevazuje
tradicni zpisob vyuky.

Celkovym ginosem vyzkumu stava fakt, Ze je nutné si nedostatky nejprve

uvédomit, coz niize byt samo o seélprvnim krokem k jakékoliv zemé.
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Appendiz 1

Learner-centeredness in ELT
Observation sheet

Date: 51/3 IZDOG
Class: ef‘jrm—d'&' (1 &)
Time: 0~-(0:-LS

Teacher observed:  _ Téf/] QHEQ 2

Teaching experience: 2 4 aud pone
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Appendix 3

Is the activity depehdent on the textbook?

S®

Were the pupils actively engaged? Were they participating on the activities?

@ Mlwar b lale %ﬂd—g&m‘f@t&,\@_ﬁ 63“,‘4,\; wor b ch\ux%

Were the activities relevant to pupils needs?

- topicality
- differentiation

- learning strategies

Was peer teaching/peer learning present in the activity?

Were the pupils assessed/evaluated during the lesson? How? (self-evaluation, peer evaluation)

QWWL& Péer uoomm

Were interactive activities involved?
(¢

Additional comments:




Appendix 4
Dotaznik uéitelova pojeti vyuéovani ? //

Pfedkladame Vam fadu nedokonCenych vét, které se tykaji Vaseho pojeti vyucovani angliétiny.
Na zakladé vlastnich zkuSenosti je dopliite tak, aby vystizné charakterizovaly V4§ osobni nizor na
vyucovani.

Dotaznik je anonymni, ale pro jeho vvhodnoceni potfebujeme znét o Vas alespoii zakladni udaje.
Oznacte nam pocet roki pedagogické praxe:

1-5 6-10 11-20 21-30 31 & vice

1. Souhlasim/Nesouhlasim s tvrzenim, Ze ¢Elovék vystaéi stim, co je uvedeno v ucebnici,
protoZe {ilua ' ubibucs /u,ew@(:ﬂ Aatovy " madunint, Al ty' Ay AY plody’ fro
Aﬁ&tﬂnﬂj« 4or€o Pevlo s zu y 7 Al 7 Aot toue ' i c(a,— /,&(ﬂtaw« ﬂ.;c,')

2. Nové utivo obyCejné prezentuji tak, Je #hodiypa mobide ol nniie ity ply et
A # Abpe ' awdiveg S5l B e MHURT MR D7 /Mc't(é-(f/w‘a‘ lﬂu_:&{a&_ Ay Qi
A/!{)m'ﬂwm L A ® /—’;ﬂ'%' THeeny’ fogieveed |

/ 7

3. Skupinovd a parovd prace mezi Z4ky probihd vmych hodinach velmi- &aste/ziidka,
protoZe i Aeidaiti 0 peliyne  foelive RAda’ sz fdvn  Hadee ! Moty ok
ke pidsee  hommentordse feuze 4 du Gl E om, Jargée  a  plwede 2Qddwn” 4 boty

7 % 7 7

4. Komunikace v angli¢tiné (mezi Ziky a s uéitelem) probihd v mych hodindch velmi ¢asto/zFdkas-
protoZe  w  Haliiie’ gly Hokngol Lfotoiiud et platee | [fiud ﬂ-m‘n,/
e .r'ilfcé/ /,(A,; G2 urodiFane pofesrin b daue’ 11([(, 4&11../ ﬁ_mgm plopy A s fo
%

Agevu ,4(.}'}1&&4 & RAbGee” ef:fy do ﬁpc‘{w; a {azw-p 4{4.‘36 .
7 -

5. Pro zaky je HCJduchlte_]Sl aby si z tohoto predmetu odnesli_ fittopon  forotunel pugliciysm.,
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Appendix 5



Questionnaire
Teacher’s approach to English teaching

The questionnaire presents a number of unfinisleedeaces which are concerned

with your approach to teaching English. Pleaskthfém in on the basis of your experience to
characterize your personal attitude to teaching.

The questionnaire is anonymous but for its intdgiien we need to know at least

some basic information about you. Please, marketigth of your pedagogical experience.

0-1

1.

1-5 6-10 11-20 21-30 31 and more

| agree/don’t agree with the idea that the teacharbe completely satisfied with what
is contained in the textbook.....

When | present new subject matter | usually.....

Group work and pair work among pupils appears in ctasses very often/rarely
because.....

Communication in English (among pupils and with th&cher) appears in my lessons
very often/rarely because....

The most important for pupils to take out from kpgson is.....

| perceive “evaluation of pupils” as.....and in mgdens evaluation is mostly realized

If there are some pupils with different level ofglish in my class | usually

Active engagement of pupils during my lessons araged by



