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Anotace

Diplomova prace Vywovani gramatiky ve své teoretickécasti seznamujectende s
problematikou vyuky anglického jazyka v historickgerspekti¢, s metodami, které
predstavovaly utujici mysSlenkové proudy v danych historickych obidbh a s vyvojem
vyuky gramatiky v&chto obdobich. Dale se v teoretickésti zabyva teoriemi tykajicimi se
kontrastivniho fistupu a teoretickymi aspektyakho vyzkumu.

Praktickoucast tvai akéni vyzkum, vykr gramatickych progedki podrobenych vyzkumu a
piehled sbru dat a jejich vyhodnoceni. Radinje tu fedstaven postup vykladu vybranych
gramatickych jeiwt a zvolené transfery pro vyuziti kontrastivniiigsfupu i jejich predavani
studentm. Prace vyhodnocuje ziskana data a vysledky donéabeakniho vyzkumu.

Annotation

The diploma thesi§eaching grammamforms the reader in its theoretical part of bsues

of teaching grammar in historical perspective, lid thethods representing the determining
trains of thoughts in particular historical peripgsd with the development of teaching

grammar in these periods. Furthermore, the thealgtiart focuses on the theories relating to
contrastive approach and on the theoretical aspéets action research.

The practical part consits of the actual actioreaesh, the selection of grammar elements
subject to the research and the data collectiontlaeid analysis. There is also explained a
process of presenting the selected grammar issuksha transfers chosen to be used in the
contrastive approach in a course of presentinggthenmar elements to the students. The
thesis evaluates the data acquired and the regulie completed action research.

Kli¢ova slova
Vyucéovani gramatiky, akni vyzkum, kontrastivniistup, jazykoveé vzglavani, teorie jazyka,
anglicky jazyk
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A. Introduction

When approching this thesis, | suppose that tis¢ duestion automatically asked will
be Why to write a diploma thesis on teaching grammvaen this topic seems very general,
common and rather unexcitinig. grammar really important for teaching English@asecond
language? might be another question that borders with @pirof many teachers performing
the act of teaching English both theoretically @nactically. Some of them say yes, some of
them say no, we are lucky enough to be able toesspour own opinions and from the point
of view of many theoretical approaches that contleimissue no one could say they are right.

Grammar seems to be similar to a skeleton. Weatee it, yet it helps us live. We
do not realise it most of the time, yet it is manggour acts either kinetic or mental. Some
may say that grammar is a secondary manifestafitenguage. Like a skeleton which is not
the subject of our acts and manifestations, yle¢lpps them to be realised. As a skeleton gives
our body form and support, | suppose grammar pesvallanguage with the same properties.
As a body with a defective skeleton cannot opesgiigout certain limits, or not at all, nor can
a language with defective grammar. On the othedhaven with the perfect skeleton we may
perform very poorly. With error-free grammar we ntscome very poor users of the actual
language of our interest or need, simply becausgukage, as well as our final decisions on
where and how to move our bones, or utter some syaame first and without the apparent
help of either device mentioned beforehand.

Grammar should provide every language with order system, as the skeleton gives
the same to a body. Realising and consideringfath@se supportive arguments, | suppose
that teaching grammar unambiguously belongs teld &f further research and analysis.

The factual aim of this diploma thesis focuses teaching grammarwithin the
secondary school environment. The thesis consfstoth theoreticaland practical parts,
each individual part consists of its own contentlamentsThe conclusion contains both the
verbal and graphical/numerical outputs.

The actual research has been conducted amondeskfecus groups ranging from 9
to 17 members. They represent the classes | teaghdecided to monitor. The research
focuses on written language only. | concentratedvotien language because | believe that a
written work can disclose the most serious or notsr mistakes produced by Czech grammar

school students.



The reason for my beliefs lies partly in the ranfenistakes they make and partly on
the fact that the students have been repeatedfiprpeng the mistakes throughout my
teaching career and these mistakes repeat theraseftle every new class entering my
classroom. In order to suppress this tendency, inmmze the effects of often overlooked
Jrivial“ mistakes, as they are sometimes reffeted! decided to perform this research and
find out whether my pressupositions were basedbd grounds.

The research was performed on three phase badisstatthe written material was
collected and analysed. The second phase wastilad atentifying of the most common and
serious mistakes (they not unsurprisingly walk hemdand during the teaching process) and
the data analysis and their reflection. The thindge will evaluate the effects of teaching the
selected grammar issues in a contrastive approat¢heostudents” performance during their
further writing assignments. The data analysis thed reflection will be an unseparable part
of this phase as well. The final report will shoheteffect of teaching grammar by the

contrastive approach on minimizing the mistakesearauting the written performance.

B. Theoretical part

Ba) Teaching grammar in historical perspective

The wordgrammar derives from Greelgrammatile techrg, which means "art of letters,"
from gramma "letter", itself fromgraphein "to draw, to write*. Constance Weaver responds
to concerns about the place of grammar in the @uum in her bookl'eaching Grammar in
Context She also argues in her book that students neleelgoided in learning and applying
grammatical concepts as they revise and edit teiting®. She accentuates that the attention
to the structure of sentences and its mechaniasigltine process of writing would mean
better final products.

According to Weaver, the traditional schools airgmar preoccupied themselves with
two basic aims(1) disciplining and training the mind (and somegsnthe soul); and (2)
teaching grammatical forms and word usages thateweonsidered correct or socially
prestigioud. It basically meant the sheer fact that knowingl arsing proper grammar

formulae could and should help lower classes toengward into the middle classes and the

! Etymology Dictionary [online] URL: <http:// wwwtgmonline.com>
2WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, xi s.
¥ WEAVER, Constance. Teaching Grammar in ConteeinemannPortsmouth, NH, 1996, 3 s.



middle classes could more easily move upward teuplasses, provided their knowledge of
language — mostly realized through more sophigticcgrammar models — was on the level
desired for such a position.

David Crystal states in his bod#ow Language Workghat no other subject in his
book elicits so many different reactions and atsi as grammar. He assumes it is mainly
because grammar has been a focal point of scha#dntion over the past fifty years and
that it resulted in many widely defining differempproaches. He sees three main periods in
grammar teaching — the first period he dates bdfwel960s where traditional grammar was
taught, providing a learner with set of techniques for analysing sentenddse second
period is the one between 1960s and mid-1990s waérarner woulde taught little or no
grammar at all He adds that a learner was left with onlyvague and unsystematic
appreciation of sentence structure and little ursti@nding of grammar terminologylhe
third period marks the time after the mid-1990s ngh& resurgence of interest in grammar
was found again and grammar rules reintroduacedgrpinned by a concern to explain their
meanings and effects in communication, and avoitlirgld prescriptive biasés

Historically, teaching grammar could be dated askbas to Ancient Greece. There
were grammar schools, for boys only, that flourdtsigjeammar as a meansiofposing order
on language, especially the language of the ceesunid texts they were trying to
understand This tendency, as Weaver adds, has dominatedngmarstudies for more than
twenty centurie’

Training the mind was the main concept of teaclsind learning grammar during the
Middle Ages. The medieval trivium mentioned by mangdieval historical sourcéslists
grammar as one of its chief subjects. Grammar wasidered the basis of all knowledge. As
Huntsman stategrammar was thought to discipline the mind andgbel at the same tirffle
Grammar later became the gateaway not only to aeduiowledge but also to sacred
knowledge derived from ancient scriptures and thdeBWeaver highlights the usage of the
word grammar for schools with the highest-achievsegondary level students in Great

Britain until the late 1960s and early 19%08his commonly used term that we may view

* CRYSTAL, David. How language workBenguin BooksLondon, 2007, 230-1 s.

> HUNTSMAN, J.F.Grammar, In D.L.Wagner (Ed.), Theee liberal arts in the middle ag&oomington:
IndianaUniversity Pressl983, 61 s.

® WEAVER, Constance. Teaching Grammar in Conk&inemannPortsmouth, NH, 1996, 3 s.

" Encyclopedia Brittanica [online] URL: <http://wwiritannica.com/EBchecked/topic/339020/liberal-arts>
8 HUNTSMAN, J.F.Grammar, In D.L.Wagner (Ed.), Theee liberal arts in the middle ag&oomington:
IndianaUniversity Pressl983, 59 s.

® WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 4 s.



without any further etymological analysis more theonfirms the relationship between
grammar and supreme education.

The Industrial Revolution with its newly createdddie class members saw grammar
as a means of acquiring social acceptance. Therityaph the grammar books were based on
and compared with Latin since the time of WilliamlBkar, whose solemn goal seemed to
demonstrate that English was just as rule-boundaéia and which was published in 1586
under the titleBref Grammar'®. Apart from this trend stands one major work cangmar of
English, written in 1653 by John Wallise, call&@ammatica Linguae Anglicana&hich
attempts to interpret English grammar independesttiatin patterfi’. The trend to keep to
Greek and Latin roots continued even as late asdhg 19th century when Lindley Murray,
the author of one of the most widely used gramnodrthe period, felt obliged to quote
grammatical authorities to support the opinion tir@mmatical cases in English are different
from those in Ancient Greek or Latfn

In the nineteenth century, grammar was considdreddol to understand and apply
sets of definitions, rules paradigms, examples, ath@ér grammatical features and slowly
brought a change in the teaching strategy of Emglis

The Grammar Translation Method, derived from thassical method of teaching
Greek and Latin was born. The principles and tegles of this method include the emphasis
on accuracy, as Richards and Rodgers say. Whemengaais involved, they add, it taught
deductively — that is, by presentation and studgrammar rules, which are then practised
through translation exercis&s David Crystal states that learning by this metimodinly
involves the mastery of grammatical rules and themorizing of long list of literary
vocabulary”.

Another shift in grammar conception came by thé ehthe nineteenth century. This
aspect of grammar apprehension responds closelthdosubject matter of this thesis:
grammar came to be considered a tool for improwvivrifing®. This new role assigned to
grammar cumulated at the beginning of the twentietiitury where even more emphasis on

teaching grammar as a tool for improving writing swiaid. Weaver admits that these

% Early Modern English [online] URL:
<http://mockingbird.creighton.edu/english/worldi#ching/upperdiv/emodengl.htm>

1 PRICE, Glanville. a kol.Encyklopedie jazykEvropy Volvox Globator, Praha, 2002, 17 s.

12 English Grammar [online] URL:

<http://en.wikipedia.org/wiki/English_grammar#Hisgoof English_grammar_writing>

13 RICHARDS, Jack C. - RODGERS, Theodor S. ApproaemesMethods in Language Teachi@@mbridge
University Press2005, 6 s.

14 CRYSTAL, David. How language workBenguin BooksLondon, 2007, 438 s.

1S WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 6 s.



tendencies are still very much with us. She cit#l®¢ks and Smith who note that grammar at
nowadays schools copy or mirror the early Greeklamis on grammatical paradign@ver
two thousand years later these are still with°ushey complain. The third decade of the
twentieth century saw an emergence of a phenomealbed Basic English which found its
supporters among the most important politicians ariters of the day, namely Sir Winston
Churchill, President Masaryk and H.G.W&llsThe project was stopped because the world
was occupied with the global war incident, yetrnigssage was quite clear: to enable the
whole world talk with the same language which wocatder all the needs and functions of

such a tool. Charles Ogden, the father of the ptogtates in his book on Basic the following:

English is given to the learner as if it was no engrgular, and
only a little simpler, than French, which is tr@yanguage of
complex forms and fixed uses at every turn.

English is the simplest of all languages in formd a
structure, but if a start is made with a limitedrdiist in which
more than 100 “strong verbs” are given a placal]linever

seem sd®

Ogden further mentions the great advantage of Emgtoncerning the grammar, when he
states that one of the main reasons for makingignghe basis of a universal language is the
fact that Englishs the only major language in which the analytitahdency has gone far
enough for purposes of simplificatfdnls not this a refreshing breath of fresh air agitre
long-established grammar visions based on fosHiikedformulae of Greek and Latin? There
is one more item worth mentioning; Ogden writes1930 (the first printing) thdbr the last
thirty or forty years, teachers in English and Armoan schools have been putting up a great
fight against the old forms of “Grammar” - agaitist learning of rules based on the structure
of dead languagé® He welcomes the activity of the above mentionedagogues and calls
their effortsa step into the right directih Ogden’s words only confirm the tendency where
the efforts to view and handle grammar differerdtgrted a new era in the demands for
grammar function in the context of language teaghivhich eventually resulted in the

introduction of Functional Grammar by British lingts Halliday and Hasan in the 1970s. In

Y HILLOCKS, G.Jr. & Smith, M.W.Grammar and usageJIRlood, J.M. Jensen, D.Lapp, & J.R.Squire
Handbook of research on teaching the English laggaats Macmillan, 1991, 591 s.

" OGDEN, Charles K. Basic Englishondon 1944, 176 s.

18 OGDEN, Charles K. Basic Englishondon 1944, 136 s.

Y OGDEN, Charles K. Basic Englishondon 1944, 25 s.

2 OGDEN, Charles K. Basic Englishondon 1944, 112 s.

2L OGDEN, Charles K. Basic Englishondon 1944, 112 s.
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her note on functional grammar, Weaver statesdhanmarians in this linguistic tradition
claim that functional grammar is more relevant totwwg because it emphasizes the functions
or uses of grammatical constructidhs

As we folow the tendencies and methods of the tiwdgncentury, we may find out
that the preferences to master grammar as the apafct of learning foreign language — in
this case English — slowly yield to efforts toroduce communication methods, like Audio-
Lingual Method, CLT, TPR or CLL.

Bb) Overview of teaching methods

Teaching methods differ significantly when it comtes utilization of grammar in their
schemes. Every method can basically consist gbritsciples and its techniques. Grammar
belongs to the category of language aspects, whinens more or less a significant part of a
particular method. Diane Larsen-Freeman reckon®asic methods used in the modern way
of teaching. Her booKrechniques and Principles in Language Teachiists the most
important methods used in language teaching frametghteenth and nineteenth century up
to the most modern and experimental methods.

The earliest method described here is the Grammarslation Method derived from
classical methods of teaching Greek and Latin. Sleimg word by word, memorizing
grammar rules and enormous vocabulary lists weeenthjor techniques that this method
utilized. Grammar was a crucial part of this methedding students to reading skills and not
being interested in spoken langu&ge

Direct Method, sometimes also called Natural Methadhe into being around 1900s
in France and Germany. Its grammar was taught bhpauctive approach which means that
the students had to figure out the grammaticalsrifeemselves through the examples of
appropriate linguistic forms in the target languableis method was not so strict as to speak
of memorizing the rules of grammar without the mEogontexd*.

The Audio-Lingual Method was another step towardsiitting grammar — Crystal
writes that this approach was based on intensmiaitilg in spoken language given to the
soldiers of US Army during the WWII. He states ttfa method relied oaveryday spoken

conversation with particular attention being paid tnatural pronunciation Crystal

Z\WEAVER, Constance. Teaching Grammar in ConteeinemannPortsmouth, NH, 1996, 14 s.
% LARSEN-FREEMAN, Diane.Techniques and Principletémguage Teachin@xford, 2008, 16-17 s.
2 LARSEN-FREEMAN, Diane.Techniques and Principletémguage Teachin@xford, 2008, 18 s.
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furthermore adds that there is little discussiongcdmmatical rules and that this method
became less popular during the time by those stadeho needednore creative work in
speech productidi. This approach to grammar learning was similath® direct method.
Even though it as an earlier method than ALM, it lamphasis on the fact that students
should be taught a language directly. There shbeldabsolutely no involvement of the
students' native language that would explain newabalary or grammar rules. All the
communication is in the target language. CompanediLiM, the Direct Method emphasized
vocabulary over grammar

There are methods that do not include grammarcasigeone of the main principles of
their nature: for example the Silent Way which st pnto the category of humanistic
approaches by Crystal, whichkeeps the amount of teaching to a minimum and eages
learners to develop their own way of using the leage elements introduc®dRichards and
Rodgers indicate that students learn the grammias raf the language through largely
inductive processé%

Desuggestopedia, on the other hand, emphasizebwacaand its usage by speaking,
reading and writing. Grammar is emphasized onlyimmatly. As Larsen-Freeman points out,
the teacher should present and explain the granamdrvocabulary, but not dwell on th&m

The Community Language Learning is based on cdugskearning approach by
Charles A.Curraft. The teacher becomes a language counselor raidert tutor; errors are
viewed as something natural and teacher/counsdioulé respond to them in a non-
threatening wa¥t. It does not mean that grammar would be excludetis method, on the
contrary. As Krashen and Terrell state, it is s bf the three steps of Natural Approach that
resembles CLL. The third step is callédowledge of ruleand it defines thahe performer
must know the ruleand that the rules themselvemist be simple to descrilzad must not
require complex movements and rearrangeniénts

| suppose that two other popular methods that motesachers make use of are the
Total Physical Respons (TPR) and Communicative uagg Teaching (CLT). In both these

% CRYSTAL, David. How language workBenguin BooksLondon, 2007, 439 s.

% | ARSEN-FREEMAN, Diane.Techniques and Principlesamguage Teachin@xford, 2008, 29 s.

2T CRYSTAL, David. How language workBenguin BooksLondon, 2007, 440 s.

%8 CRYSTAL, David. How language workBenguin BooksLondon, 2007, 440 s.

2 RICHARDS, Jack C. — RODGERS, Theodor S.ApproaemesMethods in Language Teachi@@mbridge
University Press2005, 82 s.

%0 LARSEN-FREEMAN, Diane.Techniques and Principletémguage Teachin@xford, 2008, 79 s.

31 LARSEN-FREEMAN, Diane.Techniques and Principletémguage Teachin@xford, 2008, 89 s.

32 LARSEN-FREEMAN, Diane.Techniques and Principlesémguage Teachin@xford, 2008, 102 s.

%3 LARSEN-FREEMAN, Diane.Techniques and Principlesémguage Teachin@xford, 2008, 183 s.
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methods communication yields writing, TPR seesdhe modality as primary goal, even
though the imperative is put on vocabulary and gnatical structures to certain limits, CLT
in its principle urges the teacher to establishasions that prompt communicatfn

When overviewing methods mentioned Techniques and Principles in Language
Teaching | think my preferences could be ranged amongCwetent based, Task based and
Participatory Approaches. Not only these approat&esr using the communication process
over the linguistic content, they also, and the ongnce of this is unimpugnable, they
integrate learning of a language with learning satieer content. As if the students used
English to learn it. | have always held the opintbat learning English should mean more
than getting to know the most important grammatieatures and correctly fill in the entrance
exams made by Czech universities that fiercelykstec time-proven models of multiple
choice grammar peculiarities, and think that thteg @xams) represent the most valid way to
choose the best candidates for the particular fiéldtudy, with which | personally deeply
disagree. The encyclopedic knowledge which thesteare prime example of, should not be a
part of exams where something living, like languyag®eing evaluated.

All the three approaches mentioned above do nmider grammar the major feature,
yet they do not disdain it. Grammar is explainethabow “on the way” through discussions
and debates. Moreover, the Participatory Approachbased on issues of concerns to
student®, what they like, what they feel to express, etealRife is a perfect setting for the
activities which become experience-centered, muoctgst intersubject relations and, last but
not least, serves as the perfect example of exdteti@llaboration between the teacher and
students.

Even thought the grammar was not the primal canoéthe latter mentioned methods
and approaches, | still insist that grammar in temtskills plays an important role of order
and exclusivity. Excellent grammar in businesselstior personal profiles speaks of the level
of education and seriousness of the applicant/mthiz is trying to convey a message. That is
why, in my thesis, | analyse and teach grammar rittem materials, focusing on the most
common and notorious mistakes my students have besking since the time | started
teaching in 1994. The further explanation of my ifscnd true reasons are dealt with later
on.

As a conclusion to this chapter, | would quotewloeds of David Crystal, whose book

| read with great admiration and which | cannot ledommend to every serious amateur or

3 LARSEN-FREEMAN, Diane.Techniques and Principlesémguage Teachin@xford, 2008, 95-6 s.
% LARSEN-FREEMAN, Diane.Techniques and Principleémguage Teachin@xford, 2008, 150 s.
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professional in linguistic studies. At the end o bhapter calletHow we study grammahe

presents his readers with some brilliant remarks:

The techniques of grammatical analysis can be tsed
demonstrate the enormous creative power of langudugav,

from a finite set of grammatical patterns, evermang child

can express an infinite set of sentences. Theyehnus all

to identify the fascinating “edges” of languageemehwe find

the many kinds of humorous and dramatic effects.ingeitably
sharpen our individual sense of style, and thusipte our abilities
to handle more complex constructions, both in kipgdlistening
and in reading/writing. Grammar need not be drgaae, pointless:
it can be alive, entertaining, relevant. As withnsany subjects, it

depends only on how it is put acrfss

Crystal’s final remark has a great power to astooig teachers of second languages. It did
astonish me and spoke right out of my heart. | dbebe these words will serve as an
occasional self-reflective reminder that we areleel perfect and spotless and that our own,

individual performance is a critical part of conrgyour teaching skills to our students:

That is the modern way: discovery first, definisoof terms

last. But grammar always suffered, in many schdnldeing

taught the other way round. A hypothetical sentemgeld be

put on the board, and the required grammaticaliteriogy would

be learned, before any attempt would be made fopégavith

real sentences in a real world. Often, even, rengit at all would

be made to go searching for interesting, real seetspecimens. It is
as if the children’s knowledge of plants were toa@n forever solely
on the blackboard. No one would tolerate such zab& pedagogical
approach for biology. But for over 200 years, gisth an approach was
actively practised for grammar. The only thing thatprises me is why

it took so long for educational practice to getafdt.>’

% CRYSTAL, David. How language workBenguin BooksLondon, 2007, 234 s.
3" CRYSTAL, David. How language workBenguin BooksLondon, 2007, 235 s.
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Bc) Contrastive approach/analysis

Contrastive analysis (CA) ithe systematic study of a pair of languages withiew to
identifying their structural differences and simitees®. The definition | used might be
considered academically unfit since it comes fronkiédia sourc&. That is why I include
the definition used by Lawrence F Warhall Jr. whesatibes CA as tool for language
teachers to use in helping students avoid commtallpidue to the ,pull of the mother
tongue“ *°. Charles C. Fries described the possibility tolyabA to language teachinas a
scientific description of the language to be learngarefully compared with a parallel
description of the native language of the leafher find the contrastive approach/analysis a
very useful way of presenting grammatical diffesien front of a class. This approach,
although criticised thahere appeared to be strong disconnection betwd®t @A predicted
and what actually occurred in the language classnpoffers a certain way of looking at the
grammar phenomenons entirely distincts from Czeghvalents. Warhall also adds that there
are limitations to CA, especially when it comeditoits to the numbers of contrasts that a
teacher can keep in mind, howevle explainsthis generally applies to newer teachers

rather than more experienced teachdre states that when it comes to a newer teadher,

38 Contrastive Analysis [online]

%9 | understand certain circumspection when it comed#/ikipedia sources, yet recently | believe theutation
and credibility of Wikipedia has grown. In his até The Wikipedia Projegbublished inWays to Teaching and
Learning Hradec Kralové 2006, 72-74 s., (Proceedings efiih International and 9th National Conference of
the Association of Teachers of the Czech Republiganized by PF Hradec Kralové in September 2086elP
Kurfurst writes about the Wikipedia Project and games the accuracy of Wikipedia with that of Enopeledia
Britannica, stating thahmong 42 entries tested, the difference in accumsag not particularly great: the
average science entry in Wikipedia contained arofmun inaccuracies; Britannica, about threed adds thab
ELT, Wikipedia may be of great value English Teaching Forum Journa¥/olume 48, Number 1, 2010, 12-19
s., an American teacher Christine M.Tardy publishedresearch calléd/riting for the World: Wikipedia as an
Introduction to Academic Writingvhere, | believe, the word academic is cruciakeritthough Tardy mentions
thatWikipedia has become a popular reference sourcgémeral information on a wide range of topiske is
well aware of the fact thahany of my students had been told by their teachetrdo use Wikipedjaand she
concludes thadcquanting students with Wikipedia and its procedufor content creation and editing has the
additional benefit of raising their awarness abdhe credibility and reliability of informatianl personally
support the view thait is difficult to deny the usefulness of the sitea general referencevhich a simple,
general definition can easily provide.

“OWARHALL Jr., Lawrence F. A Survey of Contrastivealysis, error analysis, and, interlanguage; asit th
relation to language teachirfgnline] 2003, 2 s.

“LWARHALL Jr., Lawrence F. A Survey of Contrastivealysis, error analysis, and, interlanguage; ari th
relation to language teachingnline] 2 s., quoting Croft, K. (1980Readings on English as a second langyage
Cambridge University Press.

“2\WARHALL Jr., Lawrence F. A Survey of Contrastivealysis, error analysis, and, interlanguage; ari th
relation to language teachirignline] 2003, 4 s.
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may be better for them overall, to learn of the tcastive differencies of their learners’
languages than to learn of them later via theireafed mistakes or errors in certain aréas

| strongly support this view and believe there edain message hidden for all of us teachers
with extensive experience and skills to use théqadar language to spread this idea further.
Warhall presents three major topics in his essaynrtrastive analysis, error analysis and
interlanguage. He states thahile one topic’s approach seems to replace itsigressor’s,
there are certain valuable aspects of each topat trarry forward to the newer orfés|
noticed the character of my work resembles mot&ecaerror analysis, since it includes many
points like collection of data, identification ofrers, classification into error types, statement
of relative frequency of error types, identificatiof the areas of difficulty in the target
language, and theraPyWith a closer look at the issue of CA/EA relaship, it occurred to
me that those two do not show any contradictorylggyoas Mihalache statesontrastive
analysis has laid the emphasis on error analysia asy to study the difficulties encountered
by foreign — language learners. The findings ofrssiudies can be very helpful in setting up
teaching devices. Contrastive analysis and erralgsis are complementary to one another,
in the sense that the results obtained and theigiieds made by the contrastive studies are

to be checked up and corrected by the results oéthin the error analysté

The contrastive analysisas based on behaviourist theory made by Burrheddrick
Skinner in order to use the formal distinctionswesn the learners' first and second
languages to predict errors. He laid out his thmak fundamentals in his boo¥erbal
Behavior (1957). The key term of this approach’ianguage transfer”which describes
learner's effort to apply rules and forms of histimeo tongue into the language he/she is
trying to master.

In A Forum AnthologyVolume I\ Margherita Ulrych gives the following example of
how a language transfer may work. She uses thartalordciao as a form of greeting used
in ltaly in the same way, for both arriving and dejmg. Ulrych states that in translating this
simple sounding and notoriously known word into Esflgmay end in a difficulty when

presented to students without a further contexé §&lys thastudents must first analyze the

“3WARHALL Jr., Lawrence F. A Survey of Contrastivealysis, error analysis, and, interlanguage; asit th
relation to language teachirgnline] 2003, 6 s.

“WARHALL Jr., Lawrence F. A Survey of Contrastivealysis, error analysis, and, interlanguage; ari th
relation to language teachirfgnline] 2003, 2 s.

> MIHALACHE, Roxana.Contrastive Analysis and Erronalysis- Implications for the teaching of English
[online] 1076-7 s.

“ MIHALACHE, Roxana.Contrastive Analysis and Erronalysis- Implications for the teaching of English
[online] 1078 s.
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source-language text to establish whether the etrgeone of coming or one of going. The
notion of greeting is then transferred into thegir language and restructured as hetio
goodby@&’. | suppose the graphic cH&nnay be more transparent.

by Eugene Nida, 1972

SOURCE RECEPTOR
LANGUAGE LANGUAGE
analysis restructuring
transfer

Language transfer typically refers to the learndriang to apply rules and forms of
the first language into the second languages further research in error analysis and
interlanguage structure showed, this assumption faaky: most errors do not appear
because of transfer, but to faulty derivations g tules of the target languag@&ransfer
plays an important role in all levels of languageqgaisitions: from the very first sound
transfers on phonetic level, later meaning transfen semantic level, up to various rules
concerning more advanced language features likedwander or the usage of articles
However, it is important to note here tlagtlearners progress and gain more experience with
the target language, the role of transfer typicallyninishe2’.

| believe that this statement is true because feadfers a student something | would
most likely describe as “a crutch” that will beétlin off” at the moment when a student gains
enough independence to lose it unconsciously. Ppeisuasion of mine is based on my
psychology tutor | met at Masaryk University in Briwenty-two years ago and whose book |
still use in cases when needing spiritual advice.nirentions the following oriental saying in
his bookDuSevni hygiendhe translation of which | took the liberty of fming for this

purpose:

*" ULRYCH, Margherita.Teaching Translation in the Adeed EFL Clas#\FA IV, 1989, 316 s.

“8 ULRYCH, Margherita.Teaching Translation in the Adeed EFL Clas\FA IV, 1989, 316 s.

““NIDA, E.A. — Taber, C. The theory and practicérahslationLeiden: Brill, 1974, 33 s.

0 Second Language Acquisitifonline] URL:<http://wordig.com/definition/Second_languagequisition >
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Sow a deed — and you reap a habit
Sow a habit — and you reap character

Sow character — and you reap destiny

| believe these words may be stretched far enooglapture the essence of the good practice
of using language transfer for good deeds (ind@idanguage transfer rules) that later
become character (proper manifestation of languagd)finally the destiny of a proficient
language user.

In the book calledContrastive AnalysjsCarl James explains the theoretical basis of
this field of studies. James uses a graphic cliadafnes, 1980) to bring closer the relations

between the native/source language and foreigettégagguage:

by C.James, 1980

INTERLINGUA

L (af230a ] 4

SL, TL — Source and Target language — translatontf view
NL, FL — Native and Foreign language — languageksas p.o.v.

The intermediate stage in between the NL/SL and Elpositions is what Mel chuk calls an
interlingu&? It is a system of transitional language thatufesg the analysis characteristics of
the SL and the synthesis characteristics of theteidt. For each pair of text there is one
interlingua. The error analysts suggest that tlaenkr, approaching the stage FL, creates a
series ofapproximate systems or transitional dialétthat are consecutive and interfering
and that each stage represents unique featuresh vange shared with the immediately

*L MiCEK, Libor.Dusevni hygiensSPN, Praha1984, 161 s.
2 JAMES, Carl.Contrastive Analysiéddison Wesley Publishing Compa980, 4 s.
3 JAMES, Carl.Contrastive Analysidddison Wesley Publishing Compa980, 5 s.
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preceding and succeding approximative system. pasgthis shows the logical development
of language-creation on the basis of contrastiy@aarh. The individual steps, or systems as
called by James, may be realized individually anddifferent time intervals. But it is
impossible, | suppose, to ignore their creation argtence, if we speak of mastering any
second language. The role of language transfdtsnk, is to provide safe and trustworthy
steps needed for every student to proceed into et approximate system and
simultaneously provide such a student with enowifrcenfidence in his/her own proficiency
that he/she is ready to abandon the previous syateims comfortable to enter the system
above. On the level of communication skills, Kraslsel + £* may be considered one of
these language transfers. For the purpose of ks, | will present the language transfers
intended for writing skills, or performance, aneytwill consist of grammar rules applicable
for English language, but explained on the basiSz&ch language.

James also mentions three dimensions or axesigitbe considered when the nature
of contrastive analysis is being discussed: tist fimension is whether CA is of generalist or
particularist approach, which means whether thguage analysed is treated as an individual
language or as a human language in general. Tloagatmension depends largely on the
actual user of the language — whether the userestadlanguage in isolation or whether the
user has ambitions to compare more languages aik de classify its features into types
/linguistic typology). The final, third dimensiomes$ in the fact that the user can view the
language either from diachronic point of view onglyronic point of view’. When deciding
what is the nature of CA, we must ask three questibat may help us to clarify our position
in the CA analysis: 1) is CA generalist or partasidt?, 2) is it concerned with immanence or
comparison?, and 3) is it diachronic or synchronic?

The answers cannot be clear-cut. CA is neitheregdist nor particularist but
somehow intermediate on the scale between the xiverses. CA is also interested in the
genius as well as in the comparability of a paldicdanguage. It is not concerned with
classification and, as term “contrastive” impliesre interested in differences between
languages than in their likenesses. Although ihas concerned with language families or
other factors of language history, it is not suéfitly committed to the study of static
linguistic phenomena to be called synchronic. Cénteeems to be a hybrid linguistic element
aimed at producing inverted two-valued typologi€4# (is always concerned with a pair of
languages), and working with the pressumption thatjuages can be compared. It is also

> LARSEN-FREEMAN, Diane.Techniques and Principleémguage Teachin@xford, 2008, 180 s.
* JAMES, Carl.Contrastive Analysidddison Wesley Publishing Compa980, 2 s.
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possible to state that CA is a part loferlanguage Studies which are concerned with the
emergence of languages in the sense of ontogempamge within the human individual. CA
is included into two-valued Interlingual linguissiavhich are part of broader cathegory of
Interlingual diachronic studyThe field of TV Interlingual linguistics consists3 theories -
translational theory (text conversion), error ansily and contrastive analysis, both concerned
with turning a monolingual into a bilingudl Interlingual linguistics then are represented by
three ultimate branches: the translation theory thaconcerned with the process of text
conversion, the error analysis and the contrasthadysis which are both concerned with the
means that are used to help a monolingual perspnalbecome a bilingual. The interlingual
studies illustrated in the graphic chart at theitn@gg of this chapter may then bring closer

the multilateral aspect of the problematics desctiabove.

* JAMES, Carl. Contrastive Analysiaddison Wesley Publishing Compaa980, 4 s.
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Bd) Action research in theory

There are several models of AR that could be useHeabasis for the thesis. The term “action
research” was first used by MIT professor Kurt lew about 1944. Since then, many other
followers of Kurt Lewin updated or improved the ABsearch model — we may mention
Stringer’s action research interacting spiral, @ctBnan’s action research spiral, Piggot-
Irvine”s action research model or Hendricks’s actésearch proce¥s
What actually is action research and what aremtsn purposes, properties and
characteristics? Zeynep Onel from Baskent UniveisitAnkara describes its advantages for
a teacher who wants to initiate his own researchisfooking for a reliable tool to perform it.
Onel cites Kemmis and McTaggert (1982) and thdiind®n of action research which states
thataction research can be defined as a combinatiotewns ,action“ and ,research“and
thatit puts ideas into practice for the purposes df-seprovement and increasing knowledge
about curriculum, teaching, and learninghe ultimate resultshe futher citess improvement
in what happens in the classroom and schdol
The action research method | chose to follow i®@r-tage procedural model by
Craig Mertler, which is furthermore subdivided irfisteps, each of which belongs to one of
the above mentioned categories. Teachers repeat staps several times or do them in
different order. The level of the AR I intend torfeem will be of a school-level.
The Mertler’s model is composed of four stages —
a) Planning stage
b) Acting stage
C) Developing stage and

d) Reflecting stage
which all together contain nine steps that compghgeprocess of action research.

The Planning stage contains four subordinate steps:
a) ldentifying and limiting topic procedure,
b) Gathering information,
c) Reviewing related literature, and

®’ MERTLER, Craig A. Action ResearcBage Publicationinc., 2009, 13-17 s.
%8 English Teaching Forumdan.1997, 56-7 s.
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d) developing a research plan.

Acting stage covers two subordinate steps:
a) Collecting data, and

b) Analyzing data.

Developing stage focuses on:

a) Developing an action plan.

Reflecting stage provides:
a) Sharing and communicating results, and

b) Reflecting on the process

Johnsof® reminds the users to bear in mind that these sthpsld be considered
guidelines that serve the users to conduct the WiRguly. Every particular research problem
or topic should be adapted to these guidelinesnduthe process of research. The individual
steps will then take on specific importance depegdin the emphasis put on the particular
key area of the research. Some of the steps mafirsatsight, show out more valued
information than other steps, however they onlyknas a closed system where all the steps
are counted in and engaged as one.

Onel states that the key to action research isnbaa theme to concetrate 6nMy
theme has been determined on the basis of my sgidseds resulting from the analysis of
written essays on different topics and the mosjueat errors made by the students during the
process of writing. The actual collecting of theags was the initial step of my action plan. It
provided me with data collected for special purgpsiee data were collected and sorted out.
The errors were processed to the form of graphéctsrand numeral outputs that made clear
were the problems arised during the act of writegured.

After the key elements have been determined, éifftetranfers were used to help
students to get rid off the errors in their furtheritings. That is where the contrastive
approach steps in and where L1 should be a basksefter understanding, or easier analysis,
of a selected grammar element in interest, and tthesfer that helps the students to

restructure a desired L2 output so that the meawirige output responds to the meaning of

9 JOHNSON, Richard A. A short guide to Action ResbaPearson Educatior2008
% ONEL, Zeynep.Teacher Initiated Research: ActiosdRechEnglish Teaching Forumlanuary 1997, 56-58 s.
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the input. To achieve this effect, the studentsukhbe aware of thedifferent stylistic and
registral variations of both the source languagé.)(®nd target language (T#) Roman
Jakobson distinguishes three ways of interpretiagrbal sign: it may be translated irdther
signs of the same language (intralingual translajiointo another language (interlingual
translation), or in another, non-verbal system wibols (intersemiotic translatio?f) Since
the theme of this topic concerns Czech languagélasand English as L2, the second,
interlingual translation, is the way of interprefiwe are interested in as seen in ribte

The third step of the process of teaching gramnenents for these special essay-
writing purposes, is to conduct a second data ctirlig, this time after the transfers providing
better understanding of the critical grammar eleienhis was done in the same way as the
first collecting, data collected were processed presented in the form of the very same
graphic charts and numeral outputs, this time hganew information which could be
compared, analysed, or simply used as indicatoh@n the actual learning through this
method was efficient.

Onel also emphasizes the importance of a writtesorce that would give clear
indication of the results achieved during the reded o be able to report any changenel
states,teachers need a record, which will enable themdmpare before and after. What
specific variables are of concern, what is the eufrsituation?®

Action plan does not seem to be only a tool forysiag students” errors and make
them aware of what they do wrong or well. It off¢he teacher much broader viewport of
what is going on in his lessons. The teacher mestéll aware of the effects a good action
research may bring and should incline to perforchsa research, or a research of similar
type, during his teaching career repeatedlyhough there are various means of gathering
information about the actual teaching that takeacgl Onel writesthe research carried out
by the teachers themselves is the most practioakst allows teachers to be involved in their
own developmefit or as it may be said otherwise — it helps teacheprove their own way
of teaching, their teaching philosophy, habits iy ather aspect of teaching that may seem
stiff or rigid by long-term usage which does ndtaet and react to students” current needs or

the specific situations that may arise at any pioiriny class we can imagine.

®1 ULRYCH, Margherita.Teaching Translation in the Adeed EFL ClassAFA IV, 1989, 316 s.
%2 ULRYCH, Margherita.Teaching Translation in the Adeed EFL ClassAFA 1V, 1989, 316 s.
3 ONEL, Zeynep.Teacher Initiated Research: ActiosdRechEnglish Teaching Forumlanuary 1997, 57 s.
% ONEL, Zeynep.Teacher Initiated Research: ActiosdRechEnglish Teaching Forumlanuary 1997, 56 s.
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C. Practical part

Ca) _Planning for Action Research

According to Mertler and Charles, there are sevesikbgories of topics that could be
considered for AR studies. My topic seems to belmegy close to the category of
Instructional methodsTopics enlisted in this method might incluthe effect of a particular
teaching method on student learning, the impact dlifferent teacher personality styles can
have on student learning or motivation to learnpwethods of providing effective feedback to
students on their academic performafic@he wordinstructional here means, | do believe,
the process of what lies behind any good teaclgrajnmar not excluding — the art of instruct
somebody to acquire knowledge or perform bettesrip possible area of learning/teaching
interaction. Such instructions move the personadllef knowledge, or education, further and
are what | personally call the drive to know more.

In his book about action research, Mertler suggesexamine every researcher’s
beliefs in the process calle@connaissan¢8 which he adopts from G.E.Mills. Mertler
supports this process since it involves taking timeeflect on your own beliefs and to gain a
better understanding of the nature and contexbof yesearch problem. This process features
three additional steps, or forms: self-reflectidescription and explanati®h Each of these
forms should provide more detailed insight into #rea of a particular action research, or
groundwork upon which every researcher’s ideaslieghe paticular problem or answer are
built. The items | feel | am supposed to answeorpmy own research, and those that fit the

purpose of this thesis, are:

1) What are the educational theories that impact rayuctional practice

2) What are the values | hold about education?

3) In which ways does my work in school contribute ttee larger context of
schooling?

4) What is the historical context about how and wimpld the beliefs that | do about

teaching and learning?

® MERTLER, Craig A. Action ResearcBage Publicationinc., 2009, 47 s.
® MERTLER, Craig A. Action ResearcBage Publicationinc., 2009, 50 s.
®” MERTLER, Craig A. Action ResearcBage Publicationinc., 2009, 50 s.
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| pondered about these self-reflective issues asd/ared them as follows:

Thinking of my own view of teaching English, | cartee understanding that | have
been using, sometimes and very often unconsciotistymodel that responds most to the
cognitive/constructivist model. The traditional ieiag, largely used at our schootsflect a
transmission model of education, based upon priesifrom behavioral psycholo§y The
transmission model lies in contrast with cognitive; constructivist, model and the
comparison of both and their main principles magwstsome significant and substantial
differences. Let us mention few to illustrate tliedences in the both models.

Transmission model (TM) views, for example, contréo the contrastivist model
(CM), errors as phenomena preventing formation aifits. CM sees errors necessary for
encouraging more sophisticated hypotheses. TM gesvstudents withassive practice skills
and memorizing facthile CM, on the level, encourages studentpursue learning and to
construct knowledd@ | think the most useful difference for the pumpas this thesis lies in
the way CM handles teaching grammar. It usesi-lesson® as a means of presenting
grammatical elements to students. TM presupposgsggthmmar should be taught, practised
or applied, and finally tested in a strict ordernasntioned here. Weaver presents the basic
principles in a very clear and understandable)yegsasped individual theses.

Realizing all of the facts resulting from the di#ncies between the two models, I
could not but incline to the opinion that my wayteaching is much closer to CM than to
TM. | also think that | understood this preferensas caused by an element | would
operatively calledPractical Mewhich has been my great advantage in the classrbbave
always felt the discrepancy between the demandstrémitional system requires from
nowadays students, and the real language as lierped when living abroad. The goals of
the curricula were the same, so were the final @gaoh the school reports, but the real
language, arising from students needs and fromntbeern usage of the languge as |
understand it, was missing. The practical abildyréspond correctly in specific situations
arising from practical context was at its minimufmot lower.

I may now understand the differences and some miggiions that | held against
some of my colleagues when | felt the apparenedifice betweewhat | do andhow | do
things, and their own approach based on the ptexiplescribed in Weaver's book as

transmissional/behavioral principles of teaching.heW realizing these completely

% WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 148 s.
®9 WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 149 s.
" WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 150 s.
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antagonistic approaches and their effects on aliviolual way of teaching, | see now that we
may be able to teach differently, on our own andividual way, without any feelings of
performing bad work or not fulfilling the aims agdals of second language teaching. There
are more ways to convey a message and we shoufeninessengers, not judges, | think.
And thanks to my further education which, sometimesmed to be not really purposeful, my
eyes were literally opened in the field where aagdkeal of neglect blurred my limited vision.
| wish all teachers could come to a similar condasand were encouraged if not to study,
then to broaden their visions and knowledge tolile &0 become more tolerant not only to
each other, but also to the ones who sit in frérihem. It reminds me of the lines | read in
The Prophetwhich | cite from time to time to my students, whegibran is dealing with
teachers and their main role. Even though Gibrary mave not be taken as a pure

pedagogical authority, on the strength of thesesline undoubtedly deserves it.

The teacher who walks in the shadow of the tepgohong
his followers, gives not of his wisdom but rathéhis faith
and his lovingness. If he is indeed wise he do¢$idoyou
enter the house of his wisdom, but rather leadstydhe

threshold of your own miné*

| further realized that most of the grammar teagHihave been doing has had a form rather
of mini-lessons than real grammatical lessons pexd and used by the traditional (TM)
approach. That is why | chose mini-lessons as etipeh and useful form for the transfers |

will be using to present grammar through. The sfifesiof a mini-lesson afe

* brevity - it does not last more than 5 minutes.

» its direct explanation without much if any oventeraction with students - the teacher
is presentingtips” he thinks will be valuable to students.

* a mini-lesson can be presented to the whole claghhe teacher thinks that several
students could profit from it

» the teacher does not assume that everyone wilhauld be able to apply what has

been taughtthe ideas are simply added ,to the class pot,“ aslRin (1986) puts If.

L GIBRAN, Khalil. The Prophefonline] 23 s.
2 WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 150-1 s.
S WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 150 s.
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» a key feature of a mini-lesson is that the studargsnot given follow-up exercises to
practice what has been taught. The teacher singljysithem use the information if
their writing suggests a need for the skill and/tbeem ready for it.

* both need and readiness are importaint, other words, teachers must be

kidwatchers“ (Y. Goodman, 1978) in order to decighen to teach mini-lessdfis

As Weaver states at the end of this chapter, ménlyese principles are captured as aspects
of an active, transactional model of learning asaching®. | welcome the idea of a mini-
lesson, and | must admit that my way of presengranmatical elements to my students have
always been very much alike. | feel the above noaetl principle number five, mentioning
the writing context, proves this techniqgue morentlsaitable for the purpose of this thesis.
Weaver herself calls the cognitive/constructivestrhing theory more adequate and states that
mini-lessons reflect that thedfy | will present the grammar elements through rfésisons
concept, because it responds to my way of pregegtiammar the most. Even though there
may be some minor dissimilarities, the core ofdbrecept is fully compatible with the actual
performance of mine when presenting a particulamgnar element to the class.

The follow-through is performed by teacher andr@ssistance in applying the lesson
taught. But as said beforegedandreadinessare crucial points in the presentation of any
mini-lesson. Students do not practise exercisest-emen exercises dealing with pieces of
writing. One of the driving impulses may be spoetausly occuring grammar elements
requiring a mini-lesson during individual teachingits. And the amount of mini-lessons
regarding one grammar element, especially if ih@e complex, is not limited in numbét.
may take several mini-lessons, perhaps taughtfferént ways, for learners to construct the

concepts being introducé&d concludes Weaver.

My personal interest in the topic is based on t#n that for the time | have been
teaching English, students in general, have alvaygk problems within the certain areas of
English grammar where the Czech mechanisms, odjggna, were in contrast to English
paradigms. | am able to find at least twelve aitiareas where errors are notoriously
predictable, or expected, no matter what age gtbapstudents belong to, or what kind of
school they came from. This grammar epidemy hagmbeen eradicated, and the reasons

" WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 150 s.
" WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 151 s.
" WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 150 s.
""WEAVER, Constance. Teaching Grammar in ConteginemannPortsmouth, NH, 1996, 157 s.
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may be several. | personally think one of the reasig the behavioural model described
further on, and its devoted followers among tedobed of our country. The structure of our
current English textbooks very much supports thizleh, since it offers a lot of techniques
responding to the model mentioned. Students” ovedlsare very often presented as general
needs thought by the author to be ,the real neetigtie age group for which the particular
textbook was written. The methods of drills areoalery much included in the textbooks in
our country, since | believe they are still welcolethe teachers used to work with similar
books in the past times. | understand these tireemed to be very peaceful and students
seemed to perform well, but the effect of my twelgar learning of Russian language
resulted in my incompetence to speak in a satmfachanner; | understood more than | could
put together which made me extremely low self-aterit every time | had a chance to speak
the language. | never had any proper lesson ofigingéxcept the lesson at University in
Pardubice, but the fluency in the language | ga&ithérom the actual speaking and using the
language. Of course, my motifs were completelyedédht from the motifs of my students, but
why not to use the advantage of my own experieadeansfer some of these motifs on my
students. The connection between the real world vangt | call the artificial world of a
green-housewhere things are different than outside, is ondhef most important factors
influencing the quality of teaching. To build thisidge, we have to be aware of how the
subject matter of the subject we teach really wankiside, the way it is used there, and not
take everything a textbook says for granted. Wetradscally revise all the information we
pass on our students, otherwise we could becormg-teliters rather than teach&tsEven if
we pass on only a small error, we build a falsewkadge. If we do it due to our ignorance, it
may be understandable (although | do not approvdeathers having this luxury of
ignorance), but if we do it even if we could avdidy looking in a dictionary, or in a case |
witnessed, on any video source like U-Tube wheeeettare many occasion how to find out
proper meaning of many questionable terms and déxtems, it is a crime the teacher
commits. No exception.

Regarding question in which ways my work in sdremmtributes to the larger context

of schooling, | must admit that | feel the larggstrtion of my contribution lies in the

8| recently witnessed a dispute between a studehaaeacher who corrected the student on howetdhes
word kousek pizzin English. The student used the correct telioge, while the teacher, insisting on the
regulation that it should be calladpiece ofwas trying to shift the student into the propmnits, explaining that
the term slice is only used when a knife cuts sdmgtthrough, making it thin. | later took the thac aside and
corrected her vision in a very friendly way. Evaough she admitted my point, she said it coulddie the way
she had said it before. When | asked her why tatluiaigs differently than they really are, she sdiand said
that it did not matter, actually, and that it wasyoca minor error which would not change the bay'ade so
much. | did not continue in the conversation anytfer.
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acceptance of English by my students. | have alwagd to present English as a tool to
know-more rather thamo-more as it is very often happening due to the dullritasslessons
of foreign language bring. | do believe in healpwver of a good example, since as we know
Verba movent, exempla trahuriély vision, sometimes idealistic, leads me to sbss of
students that are ovewhelmed by English, by myestipand | am the medium through which
they can share it with me. Thepare not onlyadopt | have never felt myself as a simple
information-passer, there is much more in teacliangne, and my contribution also lies, |
think, in the way they find my subject practicalaybe the only subject at our schools that
they would be able to benefit from in their furthiees. And last, but not the least, English in
my conception should not become only the goal afimg it, but rather an open gate to find
out more about the world around. English as a meaksowing more by reading books in
original, by reading newspapers and thus not rglyinly on biased information from our
domestic sources, a tool to travel free, to comiatei through internet and to become a
complete, competent and competitive human being.

What is the historical context about how and whyold the beliefs that | do about
teaching and learning? In the process of my legratrschools, | withessed not only excellent
teachers, but also teachers who became my worshanig. These both characters served well
my intention to become a teacher, since they pealishe with both extremes of teaching. |
believe if we want to become good teachers, we halige through some very bad ones and
have a possibility to compare with excellent orgdl, the strongest influence is my father, a
teacher of geography and history himself who, asaal remember, never raised his voice
during his lessons — | withessed a few. His paBetoavards me was the actual example |
inherited towards my students. His belief that hesweaching only the people who were
worth, the way he was giving the second, third ater chances. That is where my sense for
good examples comes from, and even if | did nathteasingle lesson any more in the future,
| would feel satisfied with my work, because it le®n the way my father always taught me.
He never insisted on me being a straight A’s studed actually said that there were more
important things in our lives, but that | should lrard and if that does not work out, | would
know | did enough. And he also told me that we havbe human beings in the first place,
and only then teachers, doctors and the rest. Wkihat it does not belong to an academic
paper, but | have never told him how much | ap@techis influence and how much | value
his behaviour towards other people, that | feehdai now and right here, in this place.
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The description of the situation or problem thatant to change or improve may start
from my long-term observation of teaching gramn#es.l have already mentioned before, |
have an experience with written papers, or essstyslents create and fill with the same
constant types of errors. Monitoring of errors wntten material is much easier and
transparent than if we monitor errors made durhmg dctual process of speaking. | realized
the advantages of recorder errors that supplyna évidence opposite the errors made during
the manifestation of spoken language which are recbrded or easy to monitor. One
important perspective is also the fact that if weerdo monitoring of errors made during
speaking, we may bring our students to a phaseenthery cease to talk only because they
feel intimidated by our never-ending correction egsson. We become error-hunters instead
of language supporters in this case. That is winglieve, error monitoring for any grammar-
related research should be done through writteremadg and not through the actual spoken
material. The written language has served for ¢@dwas a source for standards of linguistic
excellence and the rules of grammar were, accardinifustrated exclusively from written
texts. On the other hand, in the 20th century,l@mrative approach became widesprédds
approach pointed outCrystal writes,that speech is many thousands of years older than
writing: that it develops naturally in children (wheas writing has to be artificially taught);
and that writing systems are derivative — mostlsdshon the sounds of spe€chThe
American linguist Leonard Bloomfield insisted thaiting is not language, but merely a way
of recording language by menas of visible m#tkand the tendencies to favour one or the
other continued. From the opinion that writing wasre organized, therefore more fit to
follow the language tradition, to an extreme whsald that writing is only mere “reflection”
of spoken languaga@nd that it should not be included the primary subject matter of
linguistic scienc®. Crystal insists that those two disciplines, imgtand speech, should
never have been allowed to confront each othdrigwtay and that there is no point in stating
why one should be better or worse than the 8th&or the purpose of this thesis, | was
interested in facts that would support my choicevoften language as the appropriate tool for
my action research process. There are some poih&sewwriting is undoubtedly more

suitable for the type of research | carry out:

" CRYSTAL, David. How language workBenguin BooksLondon, 2007, 147 s.
8 CRYSTAL, David. How language workBenguin BooksLondon, 2007, 147-8 s.
8 CRYSTAL, David. How language workBenguin BooksLondon, 2007, 148 s.
82 CRYSTAL, David. How language workBenguin BooksLondon, 2007, 148 s.
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1) Writing is space-bound — there is a limited amoointnaterial that could be
used in unlimited form (the combination of 23 leftento larger forms is
boundless as we well know)

2) Writing is static and permanent — as such it alloggeated reading and closer
analysis.

3) Writing cannot rely on the context — the particitgaaof this interaction cannot
usually see each other, that is why the organizatiothe text must be well-
organized.

4) Writing can use some graphic effects such as patioty capitalization,
colour forms, italics for emphasis,...etc, which makeir own styles and
cannot be conveyed through spoken language byngaaoud (timetables,
graphs, and complex formul&#)

5) Writing can use some grammatical forms that spoleelguage uses very
seldom, or never — e.g.inversion in comparison wasi and "than’. Hewings
states thatwe prefer to use inversion aftas and than in formal written
languagé”.

The research was therefore done on written matdied groups researched were the students
of our school, Gymnazium Vrchlabi, ranging from #yge of 14 to the age of 19. There were
six classes patrticipating in the research and tupplied the essays within the limited time

period from October 2009 to February 2010. Theegetwere:

* The essays were space-bound (minimum amount ofswead 150 and maximum was
not selected, but there was only one leaf of Adnfatravailablé).

* The time was limited to 45 minutes of a single Estglesson.

* The topics of the essays were chosen accordinglyetinterests of the students, or at
least | chose the topics where | thought my stueleatild have felt comfortabfé.

* Dictionaries were allowed and supplied by school.

8 CRYSTAL, David. How language workBenguin BooksLondon, 2007, 150 s.

% HEWINGS, M. Advanced Grammar in Usgambridge 2003, 238 s.

8 In the future, | would took advantage of using Mavlonreal’s suggestion from Teaching Forum Antgglo
article called Correcting Written work where sheammends their students to write their wooksevery second
line so that there is enough space to rewrite threected itemgAFA, 1986, 180 s.). | also see the advantage of
it in more space for errors indication done byttecher.

% The topics were for exampléthen | take a look back, The one | will never fargstill keep that thing..., Me

in an animal body, The worst movie | have ever s8addenly | have a teenage son/daughter, My uniggs |
attract disastersbut also topics for less creative studentg:best friend, My school and my classmates
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After collecting the essays, the process of anadysiegan. As | assumed, | found out the
same errors | had been receiving from my studemtthe last decade. | also knew about the
problem from my colleagues because the grammaralvesys a thing which was discussed
first when it came to language teaching obstadés. errors were always the same, and it
only little mattered on how old the students wdrecause the errors were of fundamental
character and had an effect on meaning no mattersimaple or complicated the structures of
the language were. The current way of teaching gramreminds me of the traditional
Grammar Translational Method bordering with therapph commented on by Crystal at the
end of the chapter overviewing teaching methodsftdr Bb)). The grammar seems to
govern the whole realm of teaching English. Ad# pnly way to claim a student is good at
English was the way he is able to apprehend gramuhes and apply them on single-acting
grammar exercises. It is a very easy way to teaghHamguage. | think it does not require any
difficult or time-consuming pre-planning since thas myriad of grammar exercises to be
found everywhere — in books, on internet, in filleat were covered by dust for a long time.
This way grammar is then presented to students,itasgems that the more difficult it is
presented, the more respect students have andaiteearedit the teachers get because it also
takes an artist to make a simple language lookre@mprehensible. Generally, if we want
our students to obey our commands, let us makewject look demanding by wrapping a
simple rule of grammar into the web of exceptiond @&regularities that would make this
simple rule absolutely indigestible. That is theyvienglish gets credit of a difficult subject,
grammar the label of a mine area threatening tdoebepas they (the students) trespass it, and
the teacher the image of a well-learned indivichehdling all of this chaos, yet not able to
express the grammar for it isally difficult and only those who work on ieally hard can
pass the demanding field of English.

| see it differently. But a lot of things wouldveato be changed to straighten out the
distorted spine of English. From the different vedyassessing students to a friendlier way to
present the language. To change a strict view ahgoh popular error-hunters into practical
helpers or consultants. To encourage teachers’ iowative to study new approaches and
techniques on how to present and assess the lamgaaghow to make it more practical
(which involves staying in English-speaking counfor at least one year to grasp the
multifacial character of the language system angketcenough self-confidence in using it), on
how to change from wardens to partners. But wardeasuperior, partners are on the same

level. We do not discuss things with wardens, we @@ammunicate with our partners. We, as
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teachers, should very quickly become partners ofstudents/clients. Is that really what our
school system wants? | think it should. It shoehdd to make fundamental changes. Anything
but what is going on now.

The grammar elements | chose after analysing $kays is being taught during the
different times of a school year. It depends on ghade, plan and type of textbook the
particular class uses. Apart from this, | teaclséhgrammar rules when there is need for them
to be reinforced, or taught for the first time. Thawhy | found the system of mini-lessons
very useful in doing so. Using these mini-lessoym) are able to react on real demands
arising from particular circumstances or situatiaghst induce the presentation of the
particular grammar rule. You make the learning gcbve and practical. Students who
wonderwhy have always been a teacher’s treasure and theoenised to tell them to wait if
you can satisfy their urge fmow morammediately and within the context of the lessénd
there is more — they feel they actively participatéhe process of learning and teaching, and
their approach to the subject can change rapidiynfislow indifference to the ultimate

interest. | have seen it happened.

All the planning should be concluded by the thstdp, the actual explanation which
Mertler identifies with developing a research qigesf. Since the main items discussed in
this thesis are teaching grammar, contrastive aggbrand written material and their mutual
relation during the process of grammar teachingutin contrastive approach applied to
written essays on which the effect of teaching gramis later analysed, the appropriate
research question may be stated as folloveswhat extent will teaching grammar through

contrastive approach affect students” writing perfance?

Cb) Reasons for selection and the actual gramlearesats

After analysing the collected essays, | was faced thie types of errors that | had supposed
would appear. | do not say that because | thimikust be said, for the purpose of this paper,
but | anticipated their occurence from my own eigrege. It may sound daring, but my
expectations were based on my oncoming sixteerdhgfeeaching experience.

| analysed the errors occuring in the essays dtdxnipy my students very carefully,
which means that | had to count every single mestakd filed them into categories. The

8" MERTLER, Craig A. Action ResearcBage Publicationinc., 2009, 72-3 s.
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categories | chose to monitor were: SVOMPT, GramrAdicles, Spelling and Other. The
reasons | chose to monitor them were following:

SVOMPT belongs to a grammatical category which bexo mutilated in the worst
kind of way. The structure of Czech word order basn automatically transformed by Czech
students into English and becomes what Don Spgalintly calls Czengligfi

The second item of consistent negligence indeedasteles. These elements of
English language to which Czech does not have isfaetbry parallel, has been causing
troubles matching the devastation of the languaselfi The articles have been creating
confusion, terror and abhorrence by hundreds afestis that were confided to the care of
mine.

The third item, grammar, includes all the abnortredithat English maintains after
hundreds of years of becoming analytic languadee-absence of 3.p.sg ending,There is/
are phrase, disagreement between the subject andkthe .vetc. | focused mainly on the item
mentioned here, yet the field of further reseamgiarding the frequency of other grammar
errors, or mistakes, remains open.

The fourth category is spelling. | correct thesellgpy errors, or typos, because |
believe my students should be aware of the fadtttieseminor mistakesas they call them
very often, are of the same importance as theyna@zech, and in most cases these mistakes
are nothing but the act of carelessness, | supposast admit that | always check, prior to
obtaining a new class, whether there are any dnlduffering from dislexia or disgraphia
and | would certainly assessed their errors inlisigeinore meekly.

The final category | called Other — which means ¢ners of other types. Here |
included errors emerging from lack of knowledgebfasal verbs, idioms, wrongly attributed
meanings, placing a wrong prepositional phrase,...etc

The individual classes showed the following rateenbrs based on my monitoring

model:

8 SPARLING, Don. English or Czenglish?Jak se vyhrechisniim v angliting. Praha, 1989, foreword
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2.B class

OSVOMPT
M Spelling
OArticles
OGrammar
H Other

4 B class

OSVOMPT
H Spelling
OArticles
OGrammar
H Other

6.A class

OSVOMPT
B Spelling
OArticles
OGrammar
H Other

There can be seen differencies among the classminmaking. Even though the graphic
charts are well-descriptive from individual poiritveew, | believe the simple table will allow

better visual comparison among the group of classes

Table 1.
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W 35%
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W 35%

024%

029%
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024%

024%

4 A class

O SVOMPT
H Spelling
O Articles
O Grammar
M Other

5.A class

O SVOMPT
H Spelling
OArticles
OGrammar
B Other

7.A class

OSVOMPT
H Spelling
OArticles
OGrammar
H Other
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4.A SWAN 6.A 7.A 2.B 4.B
SVOMPT|6 % 2% 5% 1% 4 % 4 %

Grammar[29% |30% | 29% | 16% | 24%| 24 %
Articles |40% | 36% | 33% | 31%| 24%| 24%
Speling | 14% | 10% | 15% | 13%| 13%| 13 %

Other 11% | 22% | 18% | 39%| 35% 35%

As shown in theTable 1, the percentage of errors of the same type ideeti
SVOMPT errors are the least represented errorgippase it is due to the fact that their
number bears a proportion to the age of studemtgathe time they have been with me. The
worst performing group of 4.A class is the youngelsiss and has been with me since
September 2009 only. On the other hand, even Beta@l-year study plan) considered by my
colleagues less gifted than A classes (8-yeaygtlah) performed well since they have been
with me for two and four years.

Spelling is another low rated error-occuring gramraement, | suppose because
spelling is trained in case of all students in gaheery frequently, and does not represent any
harder work for the teacher.

Grammar with its There is/are phrase and some particular elements like the
disagreement between the subject and the verlgltbence of finats ending in case of the
third person singular and other grammar errors ioomcharacter scored higher on the error
scale — the highest rate in 5.A class where | titimkas caused by the age of the students and
the fact they have been with me also since SepteB089 only, like 4.A class which scored
the second highest rate. 6.A class, having scéreddme rate as 4.A class, has been with me
for the third year now, but the error rate herbigher due to an average performance of the
whole class in general, | suppose.

Other errors ranging from a misuse of phrasal verthi®ms, wrongly attributed
meanings, or placing a wrong prepositional phrasered highest in 7.A class, the group
which is creative and tries to use language vividipus making a lot of errors caused by the
urge of richer language than younger groups of @ 5.A which did not dare to use
language so freely as they would have liked becthesesimply cannot afford it at this level.

4.B and 2.B scored little less rate of errors, thet reasons | believe are the same as in the
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case of 7.A — a vivid way of using the languagginty to be creative at the expense of
phrasal, idiomatic or meaning-based accuracy.

The worst category was the accuracy in the artatiabution. 2.B and 4.B classes
scored best, even though the rate exceeded 20%nparcoverall inaccuracy, which means
more than 1/5 of their works in general sufferamhfrthis error occurence. The rate of article-
based incorrectness in case of the remaining dasseceded 30%, a third or more of the
overall inaccuracy which seems alarming. The &sitlave always been a stumbling-block of
Czech students and the reason is, | suppose, gened of similar element in the Czech
language. We could agree that the articles as geancategory are relativelly simple to be
learned or taught, yet the results may not sugpatopinion. | personally believe the articles
of English cause so much ambiguity among Czechestsdsince they are explained in a
rather intricate way and which they do not understaell. The way articles are explained is
very difficult and the categories of articles areixea together into one heap of
incomprehensible material filled with rules and epiions altogether presented in singular,
plural, zero, countable and uncountable posititias & student cannot possibly conquer the
flood of information, yet to put them in a cleader. That is why | chose the category of
articlesas the most important error to treat.

As to thethere is/arephrase and SVOMPT forms in cases where objeckarseg in
front of the sentence in the same manner as ilC#eeh phrases where the structie&de
jeljsou reco...(Na zahrad je par strond. or Ve Skole je 300 zdkis used, | consider that the
second most serious danger of false-remodellinGz#ch into English. This positioning of
adverbial of place is quite common in Czech phgasand represents the major cause of
troubles for Czech students who transfer it torthether tongue according to their instinct
which makes it possible for them to use adverbfaplace at the beginning of a sentence
which is completely contradictory to English wortder, or SVOMPT. This phenomenon
fought against throughout my whole teaching caheer always been present in classes and
among students. Over and above, it seems thatrgtudave never understood the importance
of a correct structure of word order and its didive aspects in indicative, negative,
interrogative and imperative modes. Imperative nedative cause lesser problems because
their word order shows only minor differences corepa indicative and interrogative where

the ratio of errors is undeniably higher.
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Cc) Collecting Data

Introduction to data collecting

Data collection was a two-phased process. The fiinstse took place at the break of
October and November 2009. | gradually collected dathe form of written essays from
six classes attending my lessons at Gymnazium ®b¢hThe collection was scheduled so
that the following analysis was done a week aftethee essays were handed in and
corrected. The second phase took place at the lofelagbruary and March 2010 and the
data collected were analysed a week later. Theestadparticipation in both of these
phases was crucial since they were personally webin the process — they realised their
errors made in the first phase and through graniessons they should eventually have
improved their grammar knowledge and use it prgpddring the second stage which,
again, consisted of writing essays on a partictdarc. The time in between served as
operational time for presentation of selected gramaiements with help of contrastive
approach. The end of the process would show tHerdifces between the results made
during the first and the second writing, and thesilae improvement originating from
presentation of these rather delicate grammar el=m@® the students via contrastive

approach. In the simple diagram the process calitlustrated as follows:

The first phase:
Data collection in
Oct./Nov. 2009

A 4

Grammar presented
in contrastive
approach, Nov.2009 t

A 4

The second phas:
Data collection in
Feb./March 2010

Feb.2010

The amount of data collected varied from clasddasscand depended mainly on the actual
number of students in the appropriate class. Astioreed, there was a bottom-down limit
of 150 words per one essay written in amount afrditutes, or a regular secondary school
lesson.

The actual words in every essay were counted haddtal number of the words
served as a basis for performance or efficiency fat every individual student. In the
class of 4.B, | divided the total number of wordg three to make the work more

demanding, since they are the oldest and thus expsrienced group, in classes of 5.A,
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6.A, 7.A, and 2.B, | divided the total number ofnd® by two. In 4.A class | counted the
total number of words and did not divide it at al the basis for calculation of their
efficiency rate since their age and inexperiencevriing essays in such a manner might

have been too much a trouble for them to overcadmigedirst try.

| calculated the words in the following manner:

» every word scored one point

» contracted forms such &..., I've..., it’s..., she’s..., they'reetc. were considered
one word also comparing to their full forfis

* an article scored one point

* acompound word scored one point

* anumber scored one point — if written at lenghdécored as many points as the actual
number had words

e every proper noun scored one point

* punctuation did not score any points

The analysis of the text represented by each iddali essay consisted mainly of
indicating and grading the errors found. The preaaserror-rating was also performed
according to set rules:

SVOMPT errors and Grammar errors scored two p@ath

» Articles, spelling and other errors scored one fpeath

In case of SVOMPT errors, | counted two pointstfar whole phrase in the wrong order,
even if the phrase consisted of more words than-twfor example a wrong SVOMPT

constructionin_our garden were three carhat night.. | counted two points for the

wrong order at the beginning of the sentence.

The calculation process

The combination of the total number of words and tbhtal number of error points

resulted in the efficiency rate that was expressddrms of percentage. To illustrate the

8 Through this provision | gently forced my studetatsise full forms in writing which is advisabledase of
written language. Full forms scored two points hseathey consisted of two wordsafm..., | have..., itis...,
she is..., they are, .etc.)
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calculation, | will present one example for a junstudent and one example for a senior

student with description of the evaluating process:

Junior students Senior students
4.A 5A,2B,6.A 7.A 4.B

Total number of words: 220 220 220
(TNW)
Divided by: - 2 3
The final number of words: 220 110 73
(FNW)
Error points : 18 18 18
(EP)
The number of words
after error points deduction: 202 92 55
(WAD)
The efficiency rate 202:220 92:110 55:73
(ER) =0.918 =0.836 =0.753
Multiplied by 100: 91.8 % 83.6 % 75.3%
(APR)

The results show the difference in the APR betwibenindividual classes when all the
initial data have the same amount of hypotheti@Q) #ords in total number of words
category. That is why | believe the division of TN®Vappropriate because it puts higher

demands on students according to their age anciheghistory.
It is necessary to multiply the ER in order to et actual percentage APR of every

individual student’s performance. The formula fatcalation can then be recorded as

follows:

Junior students TNW — EP = WAD

APR = WAD : TNW x 100

Senior students TNW : 2 or 3 = FNW
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FNW — EP = WAD
APR = WAD : FNW x 100

Apart from the efficiency rate, the data collectedtained the following information:

* The length of essays in total number of words (TNW)

» The efficiency rate in percentage

* Number of errors in individual essays

* The most common errors in essays (see ch&pb@rReasons for selection and the

actual grammar elements

Cd) Analysing data, the first phase

The length of essays in total number of woft\W)

TNW : (146-302) 5.A 14 essays

O301-more
m201-300
0151-200
0100-150
m0-99

TNW: (86-443) 4.A 16 essays

10

O301-more
W 201-300
0151-200
0100-150
H0-99

o N A OO
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5.A The most common TNW
ranged between 151-200 words.
Two cases were lower than
minimum limit.

4.A had three cases of falling under
the limited amount of TNW. The
most common TNW ranged
between 201-300 words which was
surprising for the age-group, yet it
must be said that the vocabulary
was limited by age and overall
experience in using language, like
simple sentences and less courag
to experiment with the language.

(4%




TNW: (144-341)

O301-more
W 201-300
0151-200
00100-150
W 0-99

TNW: (149-327)

d301-vyse
m201-300
0151-200
0100-150
W 0-99

TNW:

(156-292)

O 301-more
W 201-300
0151-200
[0100-150
HW0-99

TNW: (156-400)

d301-vyse
m201-300
0151-200
0100-150
W 0-99

6.A 9 essays

S P N W A O

7.A 11 essays

I
|

O P N W b~ O

2.B 10 essays

S L N W b~ O

8
6
4
2
0 5

4B 17 essays
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6.A is the smallest group — 9
students only. A very good group
without any difficulties it reached
the most common TNW between
201-300 words. Two cases lower
than 150 words in total.

7.A surprised me since it is my ne
group, yet they reached very high
overall level in scoring well in
between 151-300 words in all casé
except for two, out of which one
was an exceptional essay, and on
which was one point less than
limited amount.

2.B - according to my expectations

raher shy in using creative langua
for writing in limited time, yet the
results did not show any signs of
concern for the teacher.

4.B, the most demanding work, al{
scored very well, realizing the fact
their TNW was divided by three.
Their overall performance was
excellent, ranging in all cases
between 151-300 words, and in of
exceptional essay having 400 wor
which was the second longest ess
written in this research. None of th
student fell under the limit of TNW

£S

D

Py

50

e
ds
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The efficiency rate in percenta((®PR)

The efficiency rate percentage and the followintualcpercentage (APR) indicates the

efficiency of individual classes, and it offerseasy comparison.

4.A
8 The total amount of errors for the
B8100-90 6 class:245(61 of 2 point-errors)
;32?8 4 Average number of words207
’ Average error rate per one essay:
069-60 2 12.9
5950 0 APR Average APR in %:86,7 = Very
good plus
5A
5 6 The total amount of errors for the
@100-90 class:229(91 of 2 point-errors)
M 89-80 4 Average number of words210
079-70 X Average error rate per one essay:
069-60 16,3
W 59-50 0 s Average APR in %:77,9 = _Good
plus
6.A
The total amount of errors for the
class:122(41 of 2 point-errors)
4 Average number of words226
[1100-90 3 Average error rate per one essay:
m89-80 135
079-70 2 ’ -
D66.60 L Average APR in %:82,4 = Very
W59-50 0 good
APR
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7.A

0100-90
[l 89-80
0O79-70
069-60
W 59-50
049-40
W 39-30
029-20

2.B

0100-90
W 89-80
079-70
069-60
W 59-50

4.B

0100-90
H89-80
a79-70
069-60
W 59-50
049-40
W 39-30
029-2C

fal

APR

APR

O R N W B~ Ol

Znamka v %
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The total amount of errors for the
class:156 (26 of 2 point-errors)
Average number of words210
Average error rate per one essay:
10

Average APR in %:82,8 = Very
good

The total amount of errors for the
class:161 (44 of 2 point-errors)
Average number of words208
Average error rate per one essay:
16,1

Average APR in %:80,4 = Very
good

The total amount of errors for the
class:266 (77 of 2 point-errors)
Average number of words226
Average error rate per one essay:
15,6

Average APR in %:71,1 = _Good

plus




Number of errors in individual essays

4.A

W 40-50
030-40
W 20-29
019.-10

0o-9

5.A

W 40-50
030-40
W 20-29
010.-19
0o0-9

6.A

W 40-50
030-40
W 20-29
010.-19
0d0-9

O WD W s g

Number of
errors

an

oS B N W b~ O

Number
of errors

Number of
errors
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The higher number of errors
exceeding the border of 30, only
one exceeding the border of 40,
which | consider very good for this
class since it was their first essay
written in this way.

Also very good results considering
the fact the class has never done
this type of essay-writing. 2 essay
exceeded the border of 30 errors,
and 2 essays exceeded the borde
40 errors which was little
disappointing.

One excellent essay, one that
exceeded the border of 30 errors,
the rest excellent to very good.

1°2)

r of




7.A None of the students exceeded the
border of 30 errors, | liked the
200 7 overall performance of this class.
- 6.
010.-19 i'
W 20-29 3.
O 21
o :
. Number of
errors
2B Excellent to very good results in 8
cases, two cases were
A 4 disappointing, but more or less
expected.
MW 40-50 3
O 30-40 5
M 20-29
010.-19| °
|:|O-9 ° Number of
errors
4.8 12 cases excellent to very good, 1
essays exceeded border of 40 errors
M 40-50 5; which was expected in this case, 4
@ 50-59 4y essays were average and expected.
M 40-49 31
030-39 21
O020-29 17
010.-19 o Number of
M 0-9 errors

The collected data show the incoming level of stiislelanguage proficiency in written
form gathered in the first phase. Their resultswshioe real values achieved before the
Grammar phase steps in, and give the actual ewdEmahe need of grammar teaching
intended to be done in the grammar phase.

These data will be eventually compared with théectdd data from the second phase and
will serve as the basis for chapter GRéflection of the datand for part D. -Action

research report
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Ce) _Developing an action plan

After the first phase of data collecting has beesubject to analyses, the action plan to
improve the situation must be drawn. This is thgidal continuation of the process and it is
needed for the formulating a plan of action for fimeire. Such an action planay consist of
strategies for the future implementation of theatmgents, interventions, revisions and
improvements to your instructional methods, aneioitems that were incorporated into your
study and also may consist of designs and propdsal$uture action research cycles, or
perhaps a combination of both

Mertler’s views could be recapitulated in thedaling points:

* we need to determine a strategy on how to implertneatments or improvements that
would help to deal with the problem items

* we are expected to prepare a design and/or profydature action research cycles

The research cycle mentioned in the definition Islieve, the critical feature of this
process. It not only shows the intent of the teatb@indergo further efforts in the designed
matter, but also gives a complex solution to thablam-solving process which will become a
unseparable part of the future teaching and legrprocess. As such, this process will
become ordinary, the one that students will getluseand expect, and the one that students
will accept as a standard procedure during thami@g experience.

My action plan process includes four stages basetertler’s original action plan
scheme. My plan does not include all the items ogrtldr’s list, yet it seems not to be
necessary. Zeynep Onel states that unlikely that one will be able to follow tipéan step-
by-stepand that due tthe light of experience and feedback, some dewigticom the plan
may be necessafy

» Planning stage includes Planning for action reseand Reasons for selection and the
actual grammar elements

* Acting stage includes Collecting data and Analyzdagp, the first phase

» Developing stage includes Developing an action plash Transfer procedures of the

grammar elements to be revised and improved

“ MERTLER, Craig A. Action ResearcBage Publicationinc., 2009, 179 s.
L ONEL, Zeynep.Teacher Initiated Research: ActiosdRechEnglish Teaching Forumlanuary 1997, 58 s.
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» There is the second phase of Action stage inclu@ioliecting data and Analyzing
data for seeing whether my plan or instructionalhme was found to be effectiVe
» Reflection stage includes Reflection of the datanflboth action plans and the final

outcome of the Action research is provided.

Onel describes a different procedure, her actisearch consists of five stagésitial
reflection Planning Action Observationand Reflection Compare to Mertler, she adds one
step to her process of research — Observation. &atds thathis is where the effects of
action are observed and documented in the coniaxighich they occu® | consider that
stage very important and found out that this stegactually included in my thesis as
Analysing data, the second phase. The final phéadmth Mertler and Onel is the same —
Reflection will be the evaluation of observationdedy comparing the two acting stages of
this research. Since the cyclic nature of the aatesearch in general, these data will be used
for further planning and any possible subsequetibracOnel writes that theesult will
probably lead to a futher cycle of researgbhich is exactly what | believe the purpose @& th
action research isThe process of such an action research will mdstyi lead teachers to

further professional development — a lifelong peste Onel conludes.

It is not possible to say which type of outcome timesis will fall into. | believe the
results will show important data regarding the aadfincy of the teaching method used, and
that the outcome may help other colleagues if aadopt my way, then to seriously think
about starting to look for their own way which waouhlso make my work great personal
satisfaction.

The thesis will be done on a school-level. Eveouth there are not all students
included, there are representatives of selectesketaand in the whole, they make a school-
group rather then a team. The research has thaatbanof a school-level thesis also from

other additional aspects — the group-age variey, ielong under one educational institution

9 Mertler (2009, 181 s.) gives five types of possibltcome of an action research. He also statelsgaotes
Johnson (2008), who states that there are rare gdsere teacher-researcher may discover from ttgirts that
everything is fine and nothing needs to be charfiystler, 181 s.).

The following five outcomes may be expected frorticacresearch studies: a) a greater understanditigeo
situation or child under investigation, or of statiein general, is developed, b) a new problemsisadered, c)
a plan, a program, or an instructional method imébto be effective, d) a plan, a program, or atritional
method is found to need modification, e) a plapragram, or an institutional method is found tareffective.
% ONEL, Zeynep.Teacher Initiated Research: ActiosdRechEnglish Teaching Forumlanuary 1997, 57-8 s.
% ONEL, Zeynep.Teacher Initiated Research: ActiosdechEnglish Teaching Forumlanuary 1997, 58 s.
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rather than a study group, and their performandeb&i measured and compared within the
group they belong to — the group of their own claggch will give us six different data-

groups raher than one common data-group.

| think it would be more than appropriate to shéw process of developing the action plan in

a simple graphic chart:

Planning stage

Planning for action research

Reasons for selection and the actual gramhaareants

A 4
Acting stage 1

Collecting data

Analyzing data, the first phase

A 4

Developing
stage Developing an action plan

Transfer procedures of the grammar elements

The cycle repeats itself

A 4

Acting stage 2

Collecting data,

Analyzing data, the second phase

A\ 4
Reflection

Reflection of the data from both action plans

The final outcome of the Action research

Reflection is mentioned as an important part of dbhon planning. Mertler sees two most

significant roles the planning fulfills:
+ Teacher-researcher should reflect on intended,edisas unintended, outcomes of the

study for the purpose of planning future professiatevelopment.
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* He should also reflect on the action research sitsd¥f, focusing primarily on the
methodology employetf,

Cf)  Transfer procedures of the grammar elements

This chapter will focus on transfer proceduresinad in Bc) chapter. The procedures consist
of teaching grammar through contrastive approadie data showed the importance of
presenting contoversial grammar elements coverecthapter Cb). The transfer procedures

include:

» Teaching the system of articles in English

» Teaching SVOMPT, especially in cases where obgeptaced in front of the sentence
in the same manner as in the Czech phrases wherestthctureNekde je/jsou
neco...(Na zahrad je par stroni. or Ve Skole je 300 Zékis used

» Teaching Question/interrogative sentences formatidnglish

The actual teaching was performed in the form afifl@ssons mentioned and described in
chapter Ca) of this thesis. It must be said befamdhthat | use these minilessons mostly for
revision or reinforcement of the grammar elemequigng a quick refreshment. Based on
my experience, | believe the process of introduding new grammar element must be
prepared in two ways: 1) the initial introductiorush be longer than a five-minute mini-

lesson, and 2) the revision or refreshment of tament is done through a mini-lesson which

can be repeated as many times as it is needed.

Teaching the system of articles in English

The method | used here was partly adopted fronriécieaby Peter Master, and partly
developed and adapted to a contrast approach byiaer published his articléeaching
the English Article System the April 1988 issue of the English Teachingufo. Compare
to the systems used by nowadays textbooks | amgusims system provides detailed
explanation of logical steps needed to detemingothper article in various contexts. It also
provides useful practical examples that make tliegss of teaching more transparent. The
textbooks | use deal very little or not at all witte nuances the article system utilizes in its

% MERTLER, Craig A. Action ResearcBage Publicationinc., 2009, 190 s.
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practicle usage and employ only examples thatdarstudents (French, German,...etc) find
familiar because their own language system contaitisles as a feature of grammar. It is
clear then that Czech students are very often sedfly rather a limited space dedicated to
this grammar element.

Master himself sees the need for transparent eusigstem as followdvastery of the
article in English is no easy matter for most ERudents He furthermore adds thahe
difficulty lies in the fact that the article impéiex certain view of the noun to which it applies.
To the surprise of speakers of those languagesdibatot have an article system, the failure
to keep this view in mind in English can lead tofasion and sometimes even anger on the
part of the listener or speak&r Master concludes. Martin Parrott mentiones a key
consideration that must be taken in mind a# tee decide that an article is necessary, we
then have to decide which one. We base these shoite& complex interaction of factors
influencing meaning, shared knowledge, context\ahdther the noun is singular, plural or

uncountabl&’,

The method

In English, there are so-called articles. These edeenents that Czech language does not
know. Without their presence, on the other hands ihot possible to make yourselves
understood since they hold an important positiothi& process of speech or writing. Their
absence may cause the effect that would seem tteshghrases, which would phonetically
confuse the listener who expects ,one more syltalfde it absence may cause confusion

when the speaker omits the definite article andsrainy sign of reference connected with it.

How to use articles correctly then? | will try toopeed step by step in the way that it becomes
clearwhyandwhatis being used.

There are three types articles and their positioms front of nouns:

indefinite al/an | heard story. Before a noun

definite the | heardh nice story. Before an adjective.
zero 0 | hearda strangely sounded nice stojefore an

adverb enhancing an adjective.

% MASTER, Peter.Teaching the English Article SystéfRA IV, 208 s.
" PARROTT, Martin.Grammar for English Language Teastambridge University Pres€009, 45 s.
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Compare the following Czech sentences:
Muz kraci poulici schlapcem
Smichejtamaslo, cukr avejce

Where Czech nouns do not have articles, which migngosition in front of them is empty.

With the English translation:

A man is walking dowm road witha boy.
CombineQ butter,0 sugar and) eggs.

Where there are articles in front of the nouns.

If we are to assign a proper article to a speaifian, we have to realize the following criteria:
* Is the nourcountableor uncountabl@
* Isitsingularor plural?
* Isitunique?
* Isitthe 1st reference?

* s itthe 2nd reference?

The following chart shows the relation betweenaheve mentioned criteria.

1.reference 2.reference
singular count. a/an count. the
uncount. 0 uncount. the
plural count. 0 count. the
uncount. 0 uncount. the

The comparison of Czech and English sentences sllsixto see why we used the indefinite

articles @, an or zero articlesQ) in places where they are.

What about the definite artictbe?
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In the first place, it is necessary to mentionghenomena of the 1st and 2nd reference. The
first time a noun appears in context it is consdeindefinite. The second time it appears in

the same context, it is considerd definite, a ninah we have already heard about.

Compare now the English sentences with the Czeeb when we enhance the context of our

two model sentences:

A man is walking dowm road witha boy.

CombineQ butter,0 sugar and) eggs.

We add more detailed information:
The man is tiredihe road is long anthe boy is thirsty.
Add flour tothe mixture

The exercise given at this stage

....simple experiment demonstrates how alkali acts. ogrease or ..... oil. Put ....spoonful of
....... washing soda with.....water in.....greasy frying pBnoil .....mixture. In .....short time,

....... washing soda and grease become ......particles. .articies unite to form ........new
substance that we call soap. .......soap can be washgekbaving ....... frying pan clean.

(Results a, 0, 0, a, 0, O, a, the, a, the, 0, the, a, the,)

As we can see that in the case of the second nefenee have to assign orlye We also
witness a strange transfer of multiple zero aictéo one definite (butter, sugar and eggs =
the mixture).

We also placehe where a noun falls within the category $hared knowledd®
Master calls itperhaps the most difficult aspect of the articlstesn for EFL students to
maste?® and Parrot refers to it when dealing with indiegttommon groundHe states that
we usethe with a nounto refer backwards or forwards in a text or conwisn, and also to
refer to our shared experience or general knowléfgeé personally view this category to
have been very neglected, if not completely omjtiadthe teaching the article system of
English, and | believe that it offers a large prmé to be yet discovered by both students and

teachers.

% Both Master and Parrot use this Shared knowledgggory to explain the use of the definite artinleertain
context. | have never seen any mention of shisred knowledgeonsideration in any textbook | have worked
with so far at our grammar school. Even my collesgseem not to know or have heard about the categor

% MASTER, Peter.Teaching the English Article SystéfRA IV, 211 s.

10 PARROTT, Martin.Grammar for English Language Teasftambridge University Presg009, 47 s.
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The shared knowledge category can be divided iaet@ral sub-categories. | found the
division into three categories most useful:

* World (the stars, the ocean, the sun, the weather)

» Cultural (the telephone, the capital, the thedker bus)

* Regional/localthe city, the university, the door, the statiore pub

Every noun around us also takibe because we know what we talk about in that specifi
moment and can point our finger to it which progdaough reference to assign it witle

article.

As to the second reference without the first refeee— there are three categories where
such a case can occur:

» Superlativestfie best, the largest, the most beaduiiful

» Sequence adjectivethé first, the next, the following, the [ast

* Unique adjectivestlie same, the only, the main, the one, the primgipa

After presenting the comments to the five initiateria, | set up the graphic chart below

summarizing the way to defivehy andwhatof English article system:
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An easy way to identify a proper
article for a proper noun is
illustrated here.

Articles in English

Podstatné jméno

l

= — ne ano
Pocitatelné ?— | l.zminka ? —— O

- |

2.zminka ?

ano

the ™ |Jedinetnc?

0 ano Y T
“‘—1Mnozne?

ne

v
an Zacina na
ano a e, 0,1?

yne

a

The final amendment to the English article systemwlhat Parrott callRules of Thumf. He
states that these specific rules of thumb may bedaather complicated by students than
helpful. I believe the reasonable amount of thesetions, or sub-rules, may be adopted by
students in an easy way. In the end they will timel exceptions working for them rather than
against them. For my classroom practice | choséaflaving list:

The article: mountain ranges the Andes, the Giant Mains
rivers the Ganges, the Elbe
oceans and seas the Pacific
islands the Bahamas
deserts the Sahara
hotels the Hilton

W1 PARROTT, Martin.Grammar for English Language Teasftambridge University Presg009, 48 s.
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polit.parties the Labour Party
newspapers the Guardian
musical instruments the piano, the acousticaguit

0 article: institutions school, church, university
meals of the day breakfast, lunch, dinner
work, home, bed work, home, bed, - in sentences
one-word countries Poland, Germany, Canada

towns, cities Knoxville, Vrchlabi

sports pétanque, football, tennis
a(n) article: aftefThere is/are  There’s a beer in the fridge.

With have (got) | have (got) a new bike.

Then the students are given the final test of tkeowledge. They are allowed to use the

graphic chart | distribute to every person in tlessroom.

There are many ............... creation myths in ..................folldorThe formation of
.......... sun, .............moon, ...............stars, ............ocean, and .....whole realm of
........... nature all have ...............beautiful stories. .............aMd does not have such
stories about ................modern inventions such as ........telephone, radio, and
...........television, perhaps because they are too ljlosdated to ............. science.

However, the story of the formation of the Hawaiigslands is exactly parallel to
........... modern geological account. If you are intezdst..............library or ...........local

school or university has more information.
Results: (0; 0; the; the; the; the; the; O; O; the; 0; thé; 0; the; the (your,a); the (your,a); 0.

| also found very useful and | think recreative amgbyable to use any piece of text in
Czech and try to assign articles to the nouns withi seems as a reverse process, but |
believe it reinforces the feeling for the articles,it may provide a deeper understanding for
those who only in a very difficult way abandon th@iother tongue. A piece of fairy-tale or
simple child’s poem may do. For upper-intermedsatielents | use bilingual texts in the same
manner, where the Czech extract is given to thest &ind then they compare it with the

English original.
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Teaching SVOMPT

Apart from Czech, English disposes of a firm wondles of how to coordinate
individual sentence elements. Parrott states theatorder of words and basic sentence
constituents generally creates more problems farmlers when they speak and write than in
comprehensiolf? | cannot but agree with this statement sinceetiers of this kind appear
mostly in a written form. In a spoken form we tanddisregard them, or we do not feel the
urge to be so strict when we encounter them incdpé&/hile on the paper, they are every
teacher’s target. According to what | have expegdnat school in the past fifteen years,
mistakes of such a type have been a common topiangfgrammar discussion among
teachers of English, and have always been a populgect of rightful indignation of many a
teacher.

| believe the problem with the order of words, &fCGBMPT, as | will refer to the
subject further on, is that the Czech language do¢gpossess of a similar construction. In
Czech, apart from English, we may place a subjéet gentence in any place and it works
without any major discomfort created either in prottbn or comprehension of units of
speech or writingWWhen we speak and writearrott writesye take care to provide a balance
between what is new and importaahd adds that walso depend on the speaker or writer
clearly signalling what is and isn't new and im@ot The order in which we present
information in clauseshe concludess a crucial factor in how we do tHf§.

The basic explanation starts when my students d&r dubject from verb, object
from adverbials, etc. Only and after then they @bk to understand the complex nature of
SVOMPT. | usually teach students on the level thesupposes this basic knowledge,
therefore | do not suffer from spending much tinmeeaplaining that. Nevertheless, | always
start from explaining the importance of SVOMPT be following graphic chart showing the

English language universe.

12pARROTT, Martin.Grammar for English Language Teasfambridge University Presg009, 268 s.
183 pPARROTT, Martin.Grammar for English Language Teasfambridge University Presg009, 252 s.
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SVOMPT rules must be applied not only to affirmatand interrogative sentences but also to
imperative and negative sentences. In all of thiesas the word order is different from the
Czech language and as such causes troubles to €zelgnts. As | pointed out before, | will
focus on the cases where Czech students tend te major volume of mistakes sequent
upon the wrong word order:
* Teaching SVOMPT, especially in cases where objscplaced in front of the
sentence in the same manner as in the Czech phndsge the structurélekde

jeljsou reco...(Na zahrad je par stroni. or Ve Skole je 300 zékis used

English lanquage Universe

A
*

There are 9 planets and 1 star in the
universe. The planets refer to
individual tenses ranging from Past,
Present, Future and their Perfect
forms (small bordering Pf planets)
to the planet of Four (4) and the
SVOMPT star. The position of
SVOMPT in this scheme is evident.
It occupies the central place sincelit
is the most important element of
English-forming elements. Its
faulty construction will result in
complete chaos within the whole
universe. No matter how perfect
you can become at mastering the
individual tenses or other element
of the universe, without a correct
SVOMPT, or word order, your
effort is in vain — the result of such
a construction will always be a poor
guality sentence, either written or
spoken.
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After the importance of SVOMPT has been emphasittedfurther step follows — the simple
example of several sentences:
10 o’clock/ to school/ went/ she/ told/ husbahe/ttuth/ her/ she/
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uneasy!/ felt/ children/ the/ needful/ is/ langedenglish/ a/

As this exercise seems very easy, almost triviagdttments, | continue with more complex
exercise where there is a need to decide whetrartect or pass the sentences as they are:

| went out to buy a book which had written a frierianine.

The head-master gave to the boy some good advice.

On my way to the office happened something veryfun

He last month drove into a tree his car.

The teacher forgot our compositions to correct.
Students identify the individual constituents ok tBentences, reorganize the sentences
according to their best knowledge and are evaludibd above mentioned examples do not
seem so easy to them anymore and the doubtableenaftt6VOMPT starts attracting their
attention.

Then | disclose a fact to them which basically dexs that the Czech language does
not have any parallel SVOMPT rules and that it ¢eli does not matter where we put a
subject — whether in front of or behind a verb. lighg on the other hand, must strictly adhere
to these rules and cannot do without them. In amdito its general importance in English,
this construction is one of the most used and wcégde wherever it appears in the Czech
language context. Its usage and logic work direagginst the Czech logic, and in English it
seems to be somehow excessive. However, it islditgiistone of sentences which form a
large part of Czech common language manifestaiiwery sentence dflekde je @co type,
e.g.Na stole je kniha. V naSen¥sie jsou #i hotely. V této knize je o tom zminka. Ne& je
holub s holubici. V taSce je pgenka. Na recepci jecjaky clovek., and likewise, has to be
realized through this construction. We now knowt tRfOMPT dictates a firm position of a
verb behind a subject which, in case of these seate is vice-versais/are stay in front of
the sentence subject here. In order that this stdbes not destroy the regularity of the
system, it is necessary to platereword in front ofto beverb. That is how the disorder is
balanced again and the whole construction is Bssitipposed to be. Let’s take the first three
sentences of our model phrases: this is where tewvihie following Czech sentence on the

board, using the contrastive approach in teactiisggrammar element:

a) Czech original: Na stole je kniha
A false translation (Czech-directed SVOMPT): On the tablas a book
Notice the subject is behind the verb which dagsaork in English.
A correct translation (SVOMT adhered to) : There isa book on the table
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b) Czech original: V nasem @ste jsou Fi hotely.

A false translation: In our townarethree hotels

A correct translation: There arethree hotels in our town
C) Czech original: V této knize je o tom zminka

A false translation: In this bookis a mentionof it.

A correct translation: There isa mention of it in this book

Therein the beginning then regulates a false word onatera correct word order in cases of
sentences diliekde je r@co type. In a simple graphic form the whole procems loe depicted

as follows:

Nekde jeljsou #co

There is/are #@Co nekde

The final step in comparison of those two differeahtence models can be realized
through model sentences of different levels andadtars. We may, for example, take an
extract from English newspapers article, or a bamkg let students looks for and find
examples of SVOMPT in there. They may translateesphrases and possibly do the same
vice-versa — to translate some short Czech newextacts to English while adhering to
SVOMPT principles.
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Teaching question formation

In many languages the distinction between questioth statement is made only through
intonation in speaking and punctuation in writirgowever, in English, we use grammar to
make this distinctioh® Martin Parrot states, and he considers askjngstions without
making the necessary changes (or additions) to vawter a common ground for making
mistake$®.

The issue of making questions in English is a bragmc which | decided to introduce
through a set of basic rules, focusing on creabiagic questions in present, past and future
tense.

The first thing when teaching Czech students hown#ke questions, which is — as
indicated above — only a variation of SVOMPT rulssthat | randomly choose a verb, or
students can choose it. Let’s suppose the vedogky. | use only the bare infinitive (without
to).

PLAY
We know that V cannot exist without S, so we magt ady subject we want. It must not be
one of the verbs of fourcén, may, must, to bend we should try both variations — with

you, we or theysubjects, and witehe heor it subjects.

You play football. Hrajete fotbal. He playsfootball. Hraje fotbal
Compare to Czech language where questions arganmntyed with changed intonation and by
adding a question mark, English needs more work. tBe process is very simple. Add
operator DO and the question is formed.

Do you play football? Hrajete fotbal?

In case of ofhe, sheot it we must not forget the extrss ending which moves with the

operator — and forms an operator hybB®+ES = does Because it moved from the

affirmative sentence, we cannot have it in the erin:

DOTS he play football? Hraje fotbal?

14 PARROTT, Martin.Grammar for English Language Teasfambridge University Presg009, 273 s.
15 pPARROTT, Martin.Grammar for English Language Teasfambridge University Presg009, 282 s.
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Please, compare now the two question forms. lteisessary tanove—s from affirmative
sentence to a question operator in the senteri@@.isg.

The above mentioned examples work for present singmse, the basic tense for Czech
students of English, the first question formatibeyt learn. But it is in this formation where
the simplicity and genius of English is manifestéddive want to change tenses in English
guestion, we only change one word, the operatdte Tazech, for example:

Hrajete fotbal?

Hrali jste fotbal?

Budete hrat fotbal?

As you can see, the form of every tense and veangdd abruptly. Compare now with the
English way of handling the change from the presethe past and over to the future:

Present Do

(Does) he.......ooeiiiiiis ?
Past Did you play football?
Future Will

In case of English, the only change was exchangm@perator, only one word shifted the
present into the past, and to the future. The saitpbf the process is startling.

The questiorHrajete fotbal?is general. In many cases, | would say in moghefcases, the
situation urges us to ask some additional inforommBuch a¥Kde hrajete fotbal?Or Pro¢
hrajete fotbal?Then we have to use Question words, or interreggtronouns. There are
seven basic types and we place them in front obfezator :

Please note that they all (except fmw) begin bywh-. Compare the following scheme with
the Czech equivalents

Co

Kde hrajete fotbal?

Kdo 0 potiebujete penize v 5?
Proé méate radi kvétiny?

Jak
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with The following scheme of English system thakesa perfect sense:

What
Where
Who you play football?
Why do you need money at 5?
How you like flowers?
When
Which ...

And the line of questions we can create with hélp/lmy, how, where, wheretc. seems to be
endless. In these sentences | yea person because it is most practical. We usually ask
guestions to persons standing in front of us, tmieg the second person singular or plural
which realize themselves in English through theaptmY OU.

The time reference and marked meanings

This DO operator does not have any marking of nmggni forms a basic, common question
that a user can use many times a day. As mentipn@dously, if you want to make a
guestion more specific or marked, aimed into thar&uor past, there is nothing less difficult
than to change the operator. That is where the enaigwords beginllt does not mean
anything else that with a change of one word only & get a completely new sentence!
Please, look at the scheme when we add up thesks\ead monitor the changes. At the same

time, keep realizing the fact thydu only change one word, nothing else!

will - future reference

did - past reference

can - to be able tanarked question
must - to have tamarked question

may - to be allowed tanarked question

and see what changes in meanings took place whapared with the initial basic question
of Do you play football? -  Hrajete fotbal?
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What
Where
Who
Why
How
When

Which ...

may

will
do
did

can

must

you play football?
you need money at 5?

you like it?

And the questiotwWhy will you like it?changes swiftly into the future referereec¢ se ti to
bude libit?,or How can you like itTneanslak se ti to nize libit?.

The simple procedure can be then summarized ie 8teps:

1. Create a SVOMPT sentence where the main verbtiamoverb
of four.

2. To make a question place an operator DO, WILL, DOAN,
MUST, MAY in front of such a created sentence, adow to
your needs and feelings. podle toho, jak chcétie xabarvit.

3. If you want to ask why, how, where...etc., placee arf the
appropriate  interrogative pronouns in front of theeated

structure.

To make the process even more transparent, | rhadeltowing table to cover the basic

steps in question forming.

64



PLAY

1, YOU, WE
THEY PLAY

HE, SHE, IT
PLAYS

PRITOMNOST
DO DOES HE
YOU PLAY? PLAY?
BUDOUCNOST] WILL
YOU, HE
PLAY?
MINULOST

WHERE, WHY, WHO, HOW, WHAT, WHICH..., WHEN
DO(ES), WILL, DID
I, YOU, HE, SHE, IT, WE, THEY
PLAY?

ROZVINUTE
OTAZKY
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Cg) Analysing data, the second phase

The individual classes showed the following rateenbrs based on my monitoring
model during the second phase of the research.

2.B class 4 A class

O5%

BSVOMPT DSVOMPT 12%
M Spelling mspelling H37%
OArticles OArticles
OGrammar OGrammar 022%
H Other B Other
024%
4.B class 5.A class
O7%
H2
OSVOMPT ESVOMPT
W Spelling B Spelling
OArticles O Articles
O Grammar OGrammar
W Other W Other O30
6.A class 7.A class
o222 g 3% 4%
OSVOMPT OSVOMPT
B Spelling H Spelling
OArticles OArticles
OGrammar 027% OGrammar
H Other H Other
as

The graphic charts show differencies among indizidtiasses very well, yet | believe the
simple table of results as in the first phase dla help to get a transparent comparison. |

will include the comparative tables in the chaj@b) Charts and figures
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The length of essays in total number of wofti\W)

TNW : (170-508)

O301-more
W 201-300
0151-200
[0100-150
W 0-99

8

5A 13 essays

|

TNW: (131-340)

O 300-more
Il 200-300
0150-200
[0100-150
HW0-99

4.A 16 essays

h

TNW: (156-292)

O301-more
W 201-300
0151-200
[0100-150

W0-99

6.A 9 essays

O L N W D OO

TNW: (150-305)

0301-more
W 201-300
0151-200
00100-150
W 0-99

O L N W H U1 O

7.A 12 essays
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5.A There were no works under thle

minimum limit. Also the TNW
increased, the majority of students
reached between 201-300 words
which is one level up compare to
the first phase. One exceptional

essay had 508 TNW which is a tof
record of all essays in both phase;s

4.A had two cases when the TNW
dropped under the minimum word
allowed. Nevertheless, the majorit
of students scored well above 200
words. The two cases were
expected to fall below the requireg
number since they performed in a
similar way in the phase one. Thei
overall performance in the class is
poor compare to the rest of the
class.

al

U7

U7

<

6.A None of the students went
below the required number of the
TNW which, compared to the first
phase, is their personal success.
They also scored better and they
appreciated the difference.

7.A performed well again, all of the

students were above the minimunj
limit of words. The fact the
majority of them went above 200
words is the mark of their enhancs
effort and their drive to perform
better.

174
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TNW: (151-343) 2.B 10 essays

6

O301-more 5

W 201-300 4

0151-200 3

0100-150 2

m0-99 1
0 8

TNW: (151-412) 4B 17 essays

8

Od301-more 5

m201-300

0151-200 4

0100-150 )

m0-99
0 8

The efficiency rate in percenta(f®PR)

2.B — one student went over 300
TNW and the rest of the students
performed over the required TNW
The effort to perform well in
grammar was marked by lower
number of essays exceeding the 3
number border.

4.B - TNW divided by three made
the essays of this group the most
demanding of all works performed
One essay went over 400 TNW atrj
was added by two excellent essayj
performing well in TNW and ER.
None of the students fell under thq
150 words limit, the experience in
writing and time management is
much more apparent in case of
these four-graders.

00
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The efficiency rate percentage and the followintualcpercentage (APR) indicates the

efficiency of individual classes, and, again, iaccompanied by a summarizing review.

4.A

0100-90
[ 89-80
079-70
069-60
W 59-50

15

10

APR

68

The total amount of errors for the
class:218(62 of 2 point-errors)
Average number of words232
Average error rate per one essay:
13,6

Average APR in %:90,1 =
Excellent minus




5.A

0100-90
H89-80
079-70
069-60
W 59-50
049-40

6.A

0100-90
W 89-80
O79-70
069-60
W 59-50

7.A

0 100-90
H89-80
O79-70
069-60
W 59-50
049-40
W 39-30

[129-2¢

2.B

0100-90
[ 89-80
079-70
069-60
W 59-50

8
6
4
2
0
APR
4
3
2
1
0
APR
8
6
4
2
0 o
APR

The total amount of errors for the
class:168(61 of 2 point-errors)
Average number of words241
Average error rate per one essay:
12,9

Average APR in %:85,5 = Very
good plus

The total amount of errors for the
class:111(41 of 2 point-errors)
Average number of words197
Average error rate per one essay:
12,3

Average APR in %:83,6 = _Very
good

The total amount of errors for the
class:176 (56 of 2 point-errors)
Average number of words220
Average error rate per one essay:
14,6

Average APR in %:84,5 = Very
good plus

APR
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The total amount of errors for the
class:139(30 of 2 point-errors)
Average number of words201
Average error rate per one essay:
12,6

Average APR in %:81,4 = Very

good




4.B

0100-90
W 89-80
O79-70
069-60
W 59-50
049-40
W 39-30
029-20
HO0-19

Number of errors in individual essays (ER)

S BN W s G

Znamka v %

4.A (8-62)

050-59
W 40-49
030-39
W 20-29
010.-19
0o0-9

124

104

o N~ o ®

ER

5.A (4 — 48)

W 40-50
030-40
W 20-29
010.-19
0o0-9

o e N @ & g o
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The total amount of errors for the
class:226(81 of 2 point-errors)
Average number of words231
Average error rate per one essay:
13,2

Average APR in %:74,4 = _Good

Dlus

One student went over 50 errors, ih

is understandable considering the
student’s overall performance in th
class. | liked the fact the majority ¢
the class scored between 10-19
errors only.

One student scored 48 but the res
of the class performed very well,
scoring between 4 — 21 errors. A
very good result, the class
improved significantly from the
first phase.
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6.A

(5-23)

W 40-50
030-40
W 20-29
010.-19
0o0-9

7.A (5-30)

HO0-9

010.-19
W 20-29
0030-39

2.B

(3-43)

W 40-50
030-39
W 20-29
010.-19
0o0-9

o B N @ H g @

ER
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None of the students went over th
barrier of 30 errors which is a
standard result considering their
performance in the first phase. Th
results did not show any significan
abnormalities, neither positive, nol
negative.

ER did not exceed 30 errors. It is
also a standard performance, yet t
first phase showed ,only* 23 error;
maximum. The overall performanag
better, the individual performance
in individual cases rather worse.

Less overall number of errors than
in the first phase. Slightly better
overall performance. One student
went over 40 errors and one went
slightly below 30 errors (28). |
expected more students to move
from 20-29 ER down to 10-19
zone. The one excellent result is
identical with the one from the first
phase.

1%}

11%

—

he

\"4}




4.8 (4-46)

The worst result repeated itself, thks

7. time it went even higher — 46 ER. |t
0d50-59 6 was expected, but not in such a
W 40-49 5 downfall as he presented. 13
[0130-39 4] students performed between 4 to 28

3] i errors. With the division of TNW
020-29 | by three, the ER between 20-30 ehd
010.-19 1.T in Good/Satisfactory only mark.
m0-9 0- —

The collected data show the level of students”dagg proficiency in written form gathered
in the second phase. Their results show the réaésachieved after the Grammar phase was
inroduced, and give the actual evidence for thelt®f grammar teaching done in the
grammar phase.

These data will be eventually compared with théectéd data from the first phase in chapter
Ch) Sharing and reflecting the datnd will serve as the basis for part DAetion research

report

Ch)  Sharing and reflecting the data

| believe the reflection of the data is a logicadaunseparable part of any action
research made on any level. The need to recordishubnd otherwise share the results is
more than obvious. Without reflecting and sharihg tesults achieved, the effort of the
teacher would vanish in the ait.is imperative for teacher-researche¥iertler writes,to
share their research, ranging from local preserdat to professional conferences and

academic journaf®. Onel declares that the effects recorded during msearchare

1% MERTLER, Craig A. Action ResearcBage Publicationlnc., 2009, 191 s.
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evaluated to be used later for further planninghpsequent action and so .08he concludes
thatthe results will most probably lead to a furthecleyof researct”.

| suppose the data collected in my action researuth especially the transfers | use for
better understanding of mechanisms of their erraking connected with their effort to apply
rules and forms of their mother tongue into Englistight be used by other teachers or
students themselves. It is necessary, again, terstathd and emphasize the fact that students,
according to Warhall (quoting Croft, 1980, p. 10&gke errors, not mistakes. Errors, Croft
statesare systematic, consistent deviances characterdtibe learner’s linguistic system at
a given stage of learningvhich | believe has been the exact environmenmypffield of
research, and mistakes arperformance factors as memory limitations, spelling
pronunciations, fatigue, emotional strain, ¥fc That is why the thorough recording of errors
and their nature, with the special attention paidhe elements selected according to my
experience, supported with the results of the fitshse of data collection, is a liability of
mine that | would like to discharge in a resporesivhy.

To share the results, | decided to use visualiaitise form of graphic charts included
in my thesis, accompanied with overall performarate given in percentage, the particulars
of their writing performances such as the total amoof errors for the classhe average
number of words, the average error rate per oreyeasd the average APR in percentage. |
believe that in case of any presentation the viaidd will help me to keep the listeners (any
target group they may be) attention because | rhygehot like to be only talked to. The
individual graphic charts might be posted on addogard, or presented individually — class
by class — on the screen of an overhead projector.

It might also help to hand out one or two pagelutiing the overall results compared,
in this case the results of the first and the sdqarase of data collection. The handout wil be
a part of D.-Action research repoyin written and via graphic charts and tables.

| suppose that | would divide my presentation,l@arsg of the results, into individual
parts or points reflecting the purpose of the stutly actual course and timetable, the
methodology employed including the transfer mecdrasi used, the actual results with
possible action plan cycle-operation that woulduesghat my effort intends to continue in
the future in the form of further cycles of my actiplan research. In this part, | would specify

the possible oportunities for ESL teachers to fa&e on the project and encourage them to

97 ONEL, Zeynep.Teacher Initiated Research: ActiosdechEnglish Teaching Forundanuary 1997, 58 s.
18 \WARHALL Jr., Lawrence F. A Survey of Contrastivealysis, error analysis, and, interlanguage; asit th
relation to language teachifgnline] 2003, quoting Croft, K. (1980Readings on English as a second
language:For teachers and teacher traine€ambridge: Winthrop, 105 s.
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record, create and share more of these contraatipeoach transfers they may make up or
design.

| believe the effort is worth since the conditidos the spread of similar approaches
are more than favourable in our current environnoédédnguage teaching. | especially mean
the textbooks based only on English, originallytien for groups of students coming from
different countries and completely ignoring thetfdmat we have to teach groups of students
united under one language system and thus resister@rtain mechanisms of English only
textbooks grammar rules explanation. | also beliéna this trend is to be continued until an
appropriate teaching tool (a textbook) is introduite our market, a tool respecting our Czech
mental background that we necessarily “drag alongdur way to master a foreign language.

| also see a great advantage of similar actiseach data sharing in the fact that it
can be presented to local or district school-boasisn inducement for future planning or
decision making on how to conduct language teacimregbetter way. And in case of a bad
presentation or a not quality research study tlzst presented and taken in consideration as a
possible help, it can well serve as feedback fertdacher that had made it to try a different
approach or method or any other attitude towardsttipic that would result in a worth-
sharing research. As such, the reflection of thi dallected during any action research
provides one more, very important | believe, dimemshat could be critically observed.

My intention to share my data, in the way of scopés spread, does not exceed the
theoretical borders of my students, colleagueslltanguage education oriented institutions
on district level at its top. | have never consgdethe data to be fit for any professional
conferences or academic journals, since the tgprery large and its individual pieces treated
in my research are only small pieces of a mosaitiay be completed in the future, but not
without a systematic help of English teaching comityy such as teachers, lecturers and
other people interested in language teaching.

The electronic sharing has been ensured by plabmdhesis omupce.czsite and the
publishing activity was performed by placing oneyimral into the local University library. It
is possible to use the electronic version as a meéafuther spread of my research, | do not
disapprove of this, and also by putting the resolteny research into the internal electronic

system in Gymnazium Vrchlabi, where it is alreaatyaked for individual classes information.
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D. Action research report

Da) A written report

The action research had the following criteria:

The action research questidro what extent will teaching grammar through castive
approach affect students” writing performance?

The type of researciiwo-phased action research, the school level.

The time schedulgime period from October 2009 to February 2010.

The research done owritten material.

The participantsé groups of students.

Place of researci@ymnazium Vrchlabi

The age groupt4 to the age of 19.

The criteria for written material (essays) were:

* The essays were space-bound (minimum amount ofswead 150 and maximum was
not selected, but there was only one leaf of Adnfiravailable).

* The time was limited to 45 minutes of a single Estglesson.

* The topics of the essays were chosen accordinglyetanterests of the students, or at
least | chose the topics where | thought my stugleatild have felt comfortable.

* Dictionaries were allowed and supplied by school.

During the actual action report, two research phasere conducted, with a instructional
phase consisiting of the presentation of selectathmar issues, the transfer methods used in
order to make them more user-friendly to the sttglen

The answer to the action research questionwhat extent will teaching grammar through
contrastive approach affect students” writing perfance?s yes. To what extent?

When comparing the results of the first phase \hth results of the second phase of the
action research, the following outputs were acqlire

In case of all classes, the advance moving towtrdsimprovement of written skills, or
efficiency, of my students were apparent. In cakd.A class the efficiency (rated in %)
improved from 86,7 to 90,1(+ 3,4 %); in case of BlAss it improved from 77,9 to 85,5 (+
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7,6 %) — the most significant improvement of alhisdes; in case of 6.A class it improved
from 82,4 to 83,6 (+ 1,2 %); in case of 7.A classniproved from 82,8 to 84,5 (+ 1,7 %); in
case of 2.B it improved from 80,4 to 81,4 (+ 1 )case of 4.B it improved from 71,1 to
72,8 (+ 1,7 %).

Teaching grammar through contrastive approach hadsitive effect on students’
performance throughout this research. The resedshed show the improvement in overall
efficiency, yet the individual elements of gramnsdiow in some cases the impairment of
percentage rates — see the charts of 1st and 2mdePtesults. It is crucial to state,
nevertheless, that it is important to realize tb&l number of errordEP) made in each
particular phase and class to understand the piopovalues of the individual elements’
percentage rates.

| believe the action research, even though at #ginming, will have a cycling
character with the tendency of more grammar elesn@@iected on the basis of the problem
character they create to Czech students) to bedaddg idea is to cover the problem
elements thoroughly, and to fully record the methoftitheir transfers.

Db) Charts and figures

The overall efficiency of the action research oe #tudents” performance after the both
phases of the research were concluded:

Efficiency| First phase| Second phase
(APR)

4.A 86,7 90,1

o.A 77,9 85,5

6.A 82,4 83,6

[ 82,8 84,5

2.B 80,4 81,4

4.B 71,1 72,8
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The individual grammar elements and their percentatge of errors made during each phase
of the research:

1st Phase Results

4.A SWAN 6.A 7.A

2.B 4.B
SVOMPT| 6 % 2%

5% 1% 4 % 4 %
Grammar| 29 % 30 % 29 %

16% | 24%| 24%

Articles |40 % 36 % 33 %

31%| 24%| 24%
Spelling | 14% | 10% 15 %

13%| 13%| 13 %
39%| 35%| 35%

Other 11% | 22% | 18%

2nd Phase Results

4.A 5.A 6.A 7.A

2.B 4.B
SVOMPT|5 % 7%

3% 3% 5% 8 %
Grammar| 24 % 30 % 34 %

28% | 17%| 27%

Articles | 22 % 24 % 27 %
Spelling | 12% | 18% | 14 %
Other 37 % 21 % 22 %

24% | 25%| 28%
23%| 189%| 12%

22%| 33%| 25%

The total number of errors (EP) made during thd gdnase by individual classes:

EP 4.A 5.A 6.A 7A 2.B 4.B
1st Phase | 245 229 122 156 161 266
2nd Phase | 218 (-27)| 168 (-61) 111 (-11) 1#620)|139 (-22)| 226 (- 40)
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The Complete Data Chart of the Action Research Resu

4.A 5A 6.A 7.A 2.B 4.B
Efficiency |86,7 77,9 82,4 82,8 80,4 71,1
1 (APR) %
Efficiency [90,1 85,5 83,6 84,5 81,4 74,4
2 (APR) %
Average 207 210 226 210 208 226
TNW 1
Average 232 241 197 220 201 231
TNW 2
Number of |16 14 9 11 10 17
Essays 1
Number of |16 13 9 12 10 17
Essays 2
Error points| 245 229 122 156 161 266
(EP) 1
Error points| 218 168 111 176 139 226
(EP) 2
SVOMPT 1|6 2 5 1 4 4
%
SVOMPT 2|5 7 3 3 5 8
%
Grammar 1|29 30 29 16 24 24
%
Grammar 2|24 30 34 28 17 27
%
Articles1 |40 36 33 31 24 24
%
Articles 2 |22 24 27 24 25 28
%
Spelling1 |14 10 15 13 13 13
%
Spelling 2 |12 18 14 23 18 12
%
Other 1 11 22 18 39 35 35
%
Other 2 37 21 22 22 33 25
%
Legend:
1 - 1st Phase
2 — 2nd Phase

APR — Average percentage rate
TNW — Average total number of words
EP — Total number of error points for the wholessla
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E. Conclusion

In my diploma thesis | focused on the way of teaglgrammar through contrastive approach.
| believe the effort is worth since the conditidosthe spread of similar approaches are more
than favourable in our current environment of laanggiteaching.

In the first part | focused on theoretical aspaxftseaching grammar from historical
perspective to action research in theory. In treoise part of my thesis, the practical part, |
conducted an action research in order to improve stoglents” written performance via
helping them to eliminate the most common and matsr errors made. The research had
three parts, two data collecting parts and onerpéated to the actual transfers of the selected
grammar elements.

The thesis could be also used by teaching comsanitall levels, from beginning
teachers to more experienced teachers who waet togpiration or a different point of view.
| tried to make the research clear and understdadabanyone who would be interested in
any further continuation or addition to the exigtistate of the treatise. My future interest
would be to cover the problem grammar elementsotighly, and to fully record the methods
of their transfer mechanisms. Since the task iex¢ensive, the efforts to add to the existing
state of the treatise could be adopted by othehtzg, lecturers or educational experts. The
shared activity in this field might lead to a highdeneficial work that could help not only
students, but also teachers themselves.

For me, personally, this research has been an wamalto introspectively examine my
practice of teaching. It provided me with the utgego on, to try to find better and more
useful ways to present English to my students. Tds& of presenting students with better-
quality knowledge is a never-ending activity, wibery new thought and idea you get about
teaching exciting you into more work and more @ff@u put into it. This research made me
also aware of the important fact that it is necgssatake teaching seriously enough to base
your processes and teaching methodology on a plattbrm consisiting of the data that are
as precise as they could be, as in any other otionpand finally, made me feel proud of the
work that | am trying to perform, of being a teactiet is able to face and withstand the act
of self-evaluation, no matter how unflattering tresults may appear in the end, and to

resurrect the drive to be able, willing and toléran
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F. Resumé

Tato diplomova prace nazvad@&aching Grammase zabyva problematikou vyuky
gramatiky anglického jazyka vyuzitim kontrastivnipidstupu. Sklada se ze dvou hlavnich

casti —casti teoretické aasti prakticke.

Teoretickacast je rozdlena nactyii oddily, z nichz kazdy iedstavuje konkrétni
aspekt vztahujici se k teoretické podstato prace. Prvni oddil se zabyva vyukou gramatiky
z hlediska historické perspektivy. V tét@sti je vys¥étlen pojem gramatika z hlediska
etymologického a zmém ndhled na pojeti gramatiky v tradich gramatickych Skolach. Déle
jsou zde kratce zmény nejvyznamijSi tendence vyuky gramatiky dle jednotlivych
gramatickych Skol — od klasickéhiieckého pojeti, ffes stedowké trivium, gramatické
metody devatenactého stoleti, az po zminky o tr@mddendencich stoleti dvacatého.

Druhy oddil teoretickéiasti se zabyva iphledem tebnich metod od nejragsi
metody Grammar Translatin Method aZz po metody nmider Total Physical Response,
Communicative Language Teaching a Content basexk Gased a Participatory Approaches.
V tomto oddile se prace ro¥h zabyva utitou prevahou komunik&ich proces nad
jazykovym obsahem, tedy komunikace nad gramatiké&thto ¥ech posled& zmirgnych
pristupi. Je zde ovSem nasladwyswtlen zangr, prat se obsah této prace bude tykat héavn
vyuky gramatiky pisemného projevu.

Treti oddil teoretickécasti redstavuje problematiku kontrastivni analyzy. Je zde
uvedena definice a obecné pohledy na vyvoj komtraistanalyzy, jeji vztah k dalSim
disciplinAm —error analysisa interlanguage V tomto oddile je vysstleno i zakladni pojeti
jazykového transferu zjazyka vychoziho (nisitého) do jazyka cilového, a pojem
Interlingua, zabyvajici se jednotlivymi stadii vyvoje tziemosovych dialekt (transitional
dialects). V zagru tohoto oddilu jsou popsany teoretické rozrary kontrastivni analyzy.

Ctvrty oddil teoretick&asti se souséd’'uje na techniku a druh vyzkumu, ktery byl pro
tuto praci vyuzit— akni vyzkum. V prvnicasti tohoto oddilu jsou uvedeny hlavni teoretické
rysy akiniho vyzkumu dle C.Mertlera, a vy&leny jehoctyii hlavni ¢asti. Tytoctyii casti
jsou dale podrobiji rozvedeny do specifickych krdk které jsou pro teoreticky &Ri
vyzkum charakteristické. Celkem tedy tyttyti hlavni kroky akniho vyzkumu obsahuji
dewt podrobrjSich kroki, vtomto oddile uvedenych. Je zde r&gxrvyswtleno, jakym
zpasobem tyto kroky spolu vzajerrsouviseji, a jak wezity je fakt definice spot@mého

tématu, na které by se¢ta vyzkumna osoba sotstlit. Druhacastcétvrtého oddilu se zabyva
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stanovenim spot@ého tématu akiho vyzkumu této prace — stanoveniipbt studerit
z hlediska analyzy chyb jejich pisemnych préjewstanoveni ktovych gramatickych
element, kterych se aki vyzkum bude tykat, a hledani nprawchto vybranych
gramatickych jew pomoci kontrastivnihoifstupu vyuzitim gislusnych jazykovych transter
Déle se zde vystluje pribéh skEru dat pro analyzu a vyznam ckho vyzkumu pro

praktickoucinnost ve Skolské praxi.

Druha cast této diplomové pracesast prakticka, se tyka praktickyctinnosti
souvisejicich s vlastnifipravou akniho planu, dvody vykeru prislusnych gramatickych
jeva, skEru dat, jejich analyze, tvoEbakéniho planu, postupn jednotlivych transfer
pouzitych pi vyuce gramatiky a sdileni a reflexi sebranych ydodnocenych dat. Je
rozklena do osmi jednotlivych oddil

Prvni oddil praktick&asti je ¥novan planovani a&kiho vyzkumu, kde se uvad
témata vhodna k podobnému typu vyzkumu. Je zdeamedkolik otazek, na které je nutné
pied zapdetim vyzkumu odpoddét. Tykaji se hlavéd vyukovych teorii v praktické
zkuSenosti vyzkumné osoby, hodnot, které zastawiztahu ke vzélavani a k historickému
kontextu vztahujicimu se Kgjimani uéitych nazot, které vyzkumna osoba o procesiemni
a weni se ma. Dale jsou zdéepdstaveny dva pohledy na pojeti chyby; transmisgiodel
(TM) a contrastivist model (CM) a jejichizné zmsoby prezentace gramatickych jev
studentm. Vyznamnacast tohoto oddilu je dnovana mini-lekcim, jednotkam vyuky
gramatiky, které maji své specifické rysy, a ktm@u vyuzivany vyzkumnou osobou pro
prezentaci gramatickych jéw uritych piipadech a za titych okolnosti. Tento oddil se déle
zabyva aspekty planovani W gramatickych jefr na zaklad dlouholetych zkuSenosti
s vyukou anglického jazykaripkteré se utité gramatické chyby opakuji s n&sgitelnou
pravidelnosti. Jsou zde rozebirany i mozaeody, pra& k tomuto stavu dochazi. V posledni
¢asti prvniho oddilu jsou zminy prednosti vylsru pisemného projevu ve vztahu k této praci
a ktomuto vyzkumu, a podrogin popsany podminky, za kterych k proead vyzkumu
dochéazelo. Jsou zde udana pravidla, ktera dfierdn akniho vyzkumu utena a dodrzovana.
Jedna se hlavno pravidla vztahujici se k tvatba vzniku pisemnych projéy na jejichz
zéklad byla shromadfovana data k nasledné analyze a hodnoceni. Aby zajla€na co
nejvétsi objektivita &échto dat, byla tato pravidla striktmodrzena vSemidastniky vyzkumu.
V zawru této ¢asti je vytgena vyzkumna otazka této pracde jaké miry ovlivni ¢eni

gramatiky skrze kontrastivniigtup pisemné vykony studéht
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Druhy oddil praktickécasti se zabyva iody, které vedly k weni vybranych
gramatickych jew. Tyto gramatické elementy bylydeany na zaklag ¢etnosti opakujicich se
chyb v shromazshych pisemnych pracich studénde zde uveden wgt €£chto @ti hlavnich
gramatickych jewt — paadek slov (SVOMPT), gramatika (absereeve 3.0s.E., vazbahere
is/lare, nesoulad mezi poditem a pisudkem) ¢leny, hlaskovani (spelling) a jiné (nespravné
vyznamy, ¢echismy, Spatné ipdloZzkové vazby). Nasleduji grafy a souhrnna tadbulk
oprawaujici vybér jednotlivych gramatickych elemeéntile procentualniho zastoupeni chyb.

Treti oddil praktick&asti je ¥novan vlastnimu siou dat. Je zde popsan dvoufazovy
model skru dat, ktery probihal odijna 2009 do tezna 2010, a #Zgob, jakym byla data
nasledd zpracovavana. @ezitou sodasti hodnoceni dat byla pravidla kalkulace slov
pisemného projevu tak, aby byl kazdy Zzak hodnotejmysn zgisobem jiz od prvopgitku
vyzkumu. Na tuto fazi navazovalo i vlastni bodovahyb (jeden nebo dva body dle typu
chyb) a proces kalkulace kde se goové vyjadiuje UsgSnost studenta na zakiagoctu
dosazenych slov v pafru k procentu chyb, kterych séi psani dopustil. Vysledné procento
aspEsSnosti je propeitdno dle matematického vzorce — pro mladsi styd@hfl) s nizSim a
pro starSi studenty (5.A-4.B) s vySSim koeficientpameéru. Na za¥r tohoto oddilu jsou
uvedeny zkratky tykajici se jednotlivych vzoreypoitu, jejich vyswtleni a druhy informaci,
které jsou v analyze dat v nasledujicim oddftgdptaveny.

Ctvrty oddil praktickécasti této prace je&novan analyze sebranych dat prvni faze.
Sebrana data této faze udavaji vstupni hodnotpibk vyzkumu ped zapoéetim jakékoliv
nasledné vyuky pomoci kontrastivnihadigbupu. RoviZz poukazuji na nutnost vyuky
zvolenych gramatickych jéy ktera bude nésledovat v oddile Cf.

Oddil nasleduijici, paty, se zabyva vyvojendrdko planu a popisem jeho jednotlivych
casti. Tyto c¢asti vytv&i tzv.vyzkumny cyklus, ktery je pro a&ki vyzkum kl€ovym
elementem. Jeho podstatnymi charakteristikami jeo j@pakovani a moznost reflexe
umoziujici sledovani jak zamyslenych jevtak jewi, které se &hem akniho vyzkumu
objevi nedekdvar. Vyzkumna osoba by v praktické Skolni praxélanvénovat pozornost
obéma €mto rysim vyzkumu.

Nasledujici oddil popisuje jednotlivé postupy tfens pouzitych i vyuce zvolenych
gramatickych jewt skrze kontrastivnifipstup. Z hlediska rozsahu prace byly pro tento loddi
zvoleny popisy transférve vyuce systému anglickyaiena, vyuce psdadku slov v anglické
vété — wetnd problémové frazéd here is/are a vyuce systému otdzek v anglickém jazyce.
Kazdy z &chto vyukovych transférje podrobgji popsan a doprovazen ditabulkou, anebo

nazornym schématem.
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Druha faze analyzy dat préfila bezprosedre po skiru dat druhé faze. Na patku
sedmého oddilu praktick&sti je uvedena souhrnna tabulka grahazotujici rozdily mezi
jednotlivymi zkoumanymi skupinami fitlami. Nasleduje stejny popis hodnoticich kategorii
jako v gipadt hodnoceni prvni faze. Kazda ze skupin je zde hoelm na zakladcelkového
poctu slov, pongru vykonu v procentech a @ chyb v jednotlivych pisemnych pracich.
Nasleduje posledni oddil praktick@sti, kde se Zd/odiuje nutnost a proggnost sdileni
sebranych dat v této praci préigadné budouci vyuZiti nejen ze strany vyzkumné&lmgoale
i dalSich pedagag Jsou zde zmémy i zpisoby, jakymi Ize tento proces sdileni realizovat —
grafy a tabulky prezentované &una magnetickych tabulich, anebo skrze¢gay projektor.

V tomto oddile se row¥ objevuje odkaz na tabulku celkovych vyslédktera je uvedena
v ¢asti Db — Tabulky a hodnoty.

Cast D se ¥nuje zpra¢ akéniho vyzkumu. Ta se sklada z oddilu pisemné zpegavy
oddilu zpravy ve forfatabulek a hodnot. Pisemna zprava rekapitulujertilertéria akniho
vyzkumu a zodpovida na otazku poloZzenou v oddifun@lani akniho vyzkumu (Ca), ktera
zrela: Do jaké miry ovlivni ¢eni gramatiky skrze kontrastivniFiptup pisemné vykony
student? Zprava uvadi, Zze ano, a podréprpopisuje, jak byly dosazené vykony po vyuce
kontrastivnim pistupem pro vSechny jednotlivé skupinkidy) ovlivnény. Uvadi, Ze vykony
jednotlivych tid se po prezentovani vybranych gramatickychi jelepSily, a doklada to
uvedenymi hodnotami vyj@enymi v procentech ugpgnosti. Pro nazornost jsou tyto vysledné
hodnoty zpracovany do formy tabulky na str.76-78s&huji hodnoty na#&ené v celkovém
pomeéru usgSnosti mezi prvni a druhou fazi vyzkumu a rekapjtubvysledné hodnoty
jednotlivych gramatickych jav v prvni i druhé fazi vyzkumu samostatnle zde row¥
uvedena tabulka celkovéhodbo chyb zaznamenanych v prvni a druhé fazi, s mldozdilu
chyb mezi jednotlivymi fazemi. Tabulky uzavira Gelé tabulka dat akiho vyzkumu, ve

které jsou dosazené hodnoty uvedenyehfedném souhrnu a opaty legendou.

Zawr této pracecast E, rekapituluje zatn vyzkumné osoby a shrnuti formalni
stranky prace. Jsou zde uvedeiiyally, pr@& by tato prace mohla byt vyuzita Sirgitelskou
komunitou, a zabyva se i otazkou moznosti nasleangzkumu zaloZzeného na této praci.
Zdaraziuje se zde, Ze rozsah tématu zpracovaného v této jprnatolik Siroky, Ze nasledna
spoluprace nejen mezéiteli, ale i mezi vyzkumnymi Ustavy &iteli, by na tomto poli mohla

byt prosgsna, a mohli by z ni¢zit nejen ditelé, ale hlava jejich Zaci. Zaér obsahuje i
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osobni hledisko vyzkumné osoby, kde je vyzdvihmgabytnost sebereflexe pracétele a

jeji pozitivni dopad naditelskou profesi obeen
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