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1. Introduction

‘In that case,’ said the Dodo solemnly, rising ts feet, ‘I move that the

meeting adjourn, for the immediate adoption of memwergetic remedies.'

‘Speak English!* said the Eaglet. ‘I don’t know tmeeaning of those long

words, and, what's more, | don't believe you ddeit' Alice’s Adventures in

Wonderland

Assuming both Dodo and Eaglet were native speat@rsnay see how difficult it is
to undertand when wrong words are used. On the btred, when words that one
understands or can deduce out of a context are tietdeven non-native speakers can
convey the meaning of a message. This is, in myiop; particularly important when
teaching languages since | believe that teachiadatihguage through using it is the most
effective way; especially with young learners wbwjng to their age, have the amusing
ability to grasp meaning from a minimum. Many diéfiet ways of how to convey meaning,
other than translation, exist. Although these agailly more time consuming and require
more responsible planning, | believe that by usiem we are in the long term making better

English users of our learners.

Unfortunately, on the other hand, | do not belithet teaching English through
English is a generally accepted idea, even thoaghyiddowson emphasises in a chapter on
Bilingualization and localized learningthe conventional wisdom that monolingual teaghin
is the best way of getting bilingual results ddiask a century at least, and is a legacy of the
Direct Method.” (2003:151). Since the above merdgDirect Method, much has been
written about it and many scientists, theoreticiasswell as teachers have presented their

ideas. Teaching has generally gone through a lemgldpment.

However, on this theme of whether or not to teanfligh through English, opinions
still vary. Therefore, | asked myself a questioWill the communicative competence of
pupils being taught English through English be lighthan those being taught English
through Czech?" and decided to carry out a small-scale researcofeqi on this subject
through which | shall try to prove my belief to tvsee. Not only | perceive the role of mother
tongue versus target language in language teadsimg ongoing problem and free space for
improvement. For instance, the number of studeots the ELTE programme at University
of Pardubice who carried out an action researchsiog on increasing the use of English
suppport my assumptions; Accordinglerna and PiSova, 12 out of 64 students aimedsat thi
topic during three years (2004:115). It is impottamremark here that the students choose
their action research topics themselves. Thereforgn be claimed that, as al€erna and



PiSova state, Englishnes of English lessons ilCiteeh context is one of the evergreen issues
in ELT (2004:114).

Relevant theoretical information on this theme vioéd presented initially and will
function as a basis for a part dedicated to theares itself. However, both of these parts are
interrelated and are both being treated througtibat whole paper; relevant references
towards other parts of the thesis will be presemeorackets, together with the page where
they can be found.

Brief overview of teaching methods and approackgzésented in the first chapter,
mainly those connected to the development of conicatiie competence in spoken English
and those where the usage of mother tongue oratigettlanguage play a crucial role. The
following chapter deals with the development, débns and components of communicative
competence. At the end, communicative competencspoken English, from a practical
point of view, is emphasized. Since the aim of nagearch is to find out how have two
groups of young learners mastered the communivepetance in spoken English, the third
chapter is devoted to the theme of young learnespgcially to their development in a
connection to first and second language acquisiionbe able to evaluate the achieved level
of their communicative competence, relevant testeapniques, types of tests, as well as
marking system have to be chosen out of the abwedawailable. These, together with test
creation are dealt with in chapter five. Followiolgapter is dedicated to the research with
support of relevant, above mentioned, backgrourto8l, teachers and pupils involved in
the research are described, as well as the resgatiiodology and creation of tools used.
Last but not least, interpretation of the obtaidath and their evaluation is presented.

It is to be noted, that the first person singulaedithroughout the paper expresses
author’s experience and opinions. Words writteitahcs are used to express terms, titles of
books or chapters and asked questions. Terms psedisally by the author are placed in
simple inverted commas. Square brackets are usecevauthor’'s own words are added into
guotations or where part of a quotation is omittee font 10 is used in some tables and

diagrams, as well for quotations at the beginnofgsome chapters.

2. Teaching methods and approaches
Under fair teaching conditions the achievemnt gdijsureflects directly the emphasis
which the teacher lays on the objectives he saé¢dsvorthwhile ability in the modern
language develops as a by-product. AMERICAN ANDNADOIAN REPORT



This chapter will deal with teaching methods anghrapches and present a brief
overview. However, for the purpose of this thesigjill deal mainly with those connected to
the development of communicative competence in epdnglish and those where the usage
of mother tongue or the target language play aiarucle. Subchapter 2.1. Diachronic view
on usage of English and Czech language will veigflgr describe the development of
language teaching in Europe up to the 1900, 2.Acl8pnic view on usage of English and
Czech language will continue with an overview off2@entury teaching trends from which
some relevant ones will be described in more detail

Nonetheless, much has been written about the dewelot of teaching methods and
approaches, as well as about the current onesabigilboth of which have been minutely
described by, for instance, Howatt and Widdowsd@04, Celce-Murcia (1991) or Richard
and Rodgers (2002).

Some of the terms to be used in this chapter, asapproach method techniqueand
syllabuswill be explained here to clarify their meaning. disswer the question sfow do the
terms differ?Anthony has provided a usefull set of definitionsthe first three:

An approachto language teaching is something that reflecter@mimn model or

research paradigm — atheory, if you like. Thiantas the broadest of the three.

A method,on the other hand, is a set of procedures, igystem that spells out rather

precisely how to teach a language. Methods are spweific than approaches but less

specific than techniques. Methods are typically patible with one (or sometimes
two) approaches. fechniques a classroom device or activity and thus reprisstre

narowest term of the three concepts. Some techsigree widely used and found in
many methods (i.e., imitation and repetition); hoare some techniques are specific
to or characteristic of a given method (i.e.,ustugsinaire rods = the Silent Way)

(cited in Celce-Murcia, 1991:5).

There is nothing to be added to this comprehensi@anation, except the tersyllabus.

Celce-Murcia describes syllabus as an “inventorytlohgs the learner should master.”

(1991:9). As well as syllabusses, a great numbaraihods, approaches and techniques exist.
The decision as to which, or which combinationgjse out of the abundance

available to make the teaching as effective asilplessepends on each individual. However,

to be able to make sensible decisions, one shauihare of the teaching trends, as well as to

consider other factors such as the age of thedeswor purpose of learning the language.



"Clifford Prator, a former professor and currenlieague of [Celce-Murcia], sums up the

professional ESL teacher’s responsibility nicely:

daypt; don’'t adopt. (Celce-Murcia, 1991:10).

2.1. Diachronic view on usage of English and CZanguage
When English was first adopted as a school sulhectmethods empoyed were those
inherited from the teaching of Latin. For obviowsasons this was inevitable, the
majority of techers being classicalscholars or divines, unable to understand spoken
English or to speak it themselves. LECTOR K.V.OLSEN

“From both acontemporary and a historical perspec bilingualism or
multilingualism is the norm rather than the exocepti (Richard and Rodgers, 2002:3).
Although English is considered the internationalglaage nowadays, Latin used to be the
lingua francaand students were introduced to its grammar thrdhgir mother tongue. There
have been some attempts to improve the languageatoiu since the sixteenth century, for
example, by Montaigne, however, according to Célceeia:

the most famous language teacher and methodolufgists period is Jan Comenius, a

Czech. [...] Some of the techniques that he usedempoused were the following:

- use imitation instead of rules to teach a leug

- have your students repeat after you

- use limited vocabulary initially

- help your students practice reading and speaking

- teach language through pictures to make it meaningf

Thus, Comenius, for the first time, made explicitiaductive approach to learning a

foreign language, the goal of which was to teask rather thananalysis of the

language being taught (1991:4).

His thoughts, although revolutionary, did not héve power to change the attitude towards
learning languages and still “the spoken language hargely ignored.“(Howatt and
Widdowson, 2004:132) As Richards and Rodgers explaier, when languages began to
enter the curriculum of European schools they wanbeing taught using the same ways as
while teaching Latin and this approach, whose nyaal was not at all to develop speaking
skills, became the standard way of studying foréagiguages at school, thus school learning
must have been a deadening experience for chi{@@92:4). “This ‘new’ model later came
to be known as ‘the grammar-translation method“{ldtt and Widdowson, 2004:132) where



“the first language is maintained as the refereystem in the acquisition of the second

language.” (Stern cited in Richards and Rodger@2X).

The principal characteristics of the Grammar-Tlanen Method, at least those

connected to the theme of this thesis are brieftgd here:

= Instruction is given in the native language; woads taught through bilingual word
lists. Typical exercice is to translate.

= There is little use of the target language.

= Grammar is taught deductively, accuracy is empledsiz

= The teacher does not have to speak the targetdgegitence, likewise, the result is
the studen’s inability to use the language for camization.
(Richards and Rodgers, 2002:5, 6, Celce-Murcial¥)9

Nonetheless, it is important to note that the meerth century was a century of reform
in language teaching, especially in

the last two decades when a new interest in tlemstic study of language and in the
psychology of language learning prompted the dgrekmts of a genuine theoretical
foundation for language pedagogy. It is not acdialethat so many reformers should
have been engaged in the teaching of English aseggh language. One reason,
paradoxically enough, was the rather lowly stafusralish in the educational
pecking order in Europe, which meant that ‘experiteewere not immediately

rejected as threatening to the established ordemwétt and Widdowson, 2004:132).

An example of such an experiment, or more precigelglternative teaching method is the
Berlitz course. Mr Berlitz opened his first shaoll878 and though he did not invent the
Direct Method, to be discussed later, he madeail@ve to a wide number of students very
successfully (Howatt and Widdowson, 2004:222). Rids and Rodgers assert that towards
the mid-nineteenth century opportunities for comroation among Europeans increased, and

therefore also the demand for oral proficiency.

Since the Grammar-Translation Method failed to ttlee above mentioned needs of
the period, the Direct Approach was invented. Is\@aomplete opposite to the Grammar-
Translation Method, especially in the perceptiomative and target language:



= Instruction was conducted exclusively in targeglage, actions and pictures are used
to make the meaning clear.

=  Grammar is taught inductively.

= Oral communication skills are carefully built up.

= Teacher does not have to speak the students' Hatigeage.
(Richards and Rodgers, 2002:12, Celce-Murcia, 91

According to Savignon, there were some proponentseoDirect Method (also sometimes
called the Natural Approach) in the nineteenth egnivho rejected the so far widely used
translations, and claimed that learners shouldgiscfor themselves how to function in their

new language (1983:47).

Neither of these early methods can be labeled asgwvor right, and nor has either
been utterly banished. According to Richards andgecs, the Grammar-Translation Method
continues to be widely used in its modified form¢gahe principles of the Direct Method are

still followed in, for instance, contemporary Bé&lschools (2002:6,12).

2.2. Synchronic view on usage of English and Czaxabuage

As stated above, the Grammar-Translation Methoaedisas the Direct Method may
both be covered under the currently used methodwaeMer, language teaching has gone
through a great development since, and many otkénads and approaches have been

developed.

2.2.1. Current methods and approaches

Frysztacka-Szkrobka divides the current teachimghods and approaches into two
groups: conventional and non-conventional (199288-I shall use her division, give some
examples and very briefly describe those conneact¢lde development of spoken English, or
those with some special usage of native or taegejuage.

Conventional methods cover the two already mestiomethods as well as, for
instance, theReading Approachwhere “translation is once more a respectablesot@m
procedure, [...] and reading comprehension is thiy ekill emphasized.” (Celce-Murcia,
1991:6). As a reaction to the Reading Approachitnidck of emphasis on spoken language,
the Audiolingual Methodin the United States and th&ituational Aprroachin Britain
developed during the 1940s, 1950s and 1960s. Baoth much from the Direct Method. As



Richards and Rodgers claim, “the focus in the estdges is on oral skills, with gradual links
to other skills as learning develops.” (2002:58si8es, the Situational Approach, according
to Celce-Murcia, uses spoken language as primadyoaty the target language should be
used (1991:7). Audiolingualism operated with somatdres of behavioural psychology and
saw language as a habit formation (page 29). Thexyeh great emphasis was placed on
accuracy, claiming that repeating of errors wouwdddl to their acquisition. Th€ognitive
Approachresponded with “language learning viewed as adeguisition [and] reading and
writing are once again as important as listening apeaking.” (Celce-Murcia, 1991:7).
According to Frysztacka-Szkrobka, the developmetirgguistics and transformational-
generative grammar (page 29) affected the emergeinttes method noticeably. When one
looks at the development and currently availableveational methods and approaches, it
may seem that they, from the viewpoint of the rofedeveloping speaking, go through
periodical waves.

“The need of avoiding routine and the anxiety aeltaristic for human creative minds
brought about the appearance of non-convention#thade and approaches.” (Frysztacka-
Szkrobka, 1997:41). These have, by all means, giitened the theory of language teaching
by various new ideas, but for the reasons alreadgtioned will not be dealt with in much
detail. | shall use Richards and Rodgers’s divisiancording to which “the quest for
alternatives to grammar-based approaches and nsethddn several different directions.”
(2002:71). One of these is a growing interest imewnication described in the next chapter,
others “outside of language teaching or represen@g@lication in language teaching of
educational principles developed elewhere.” (ibEEjamples of such are, for instandetal
Physical Respon¢eSilent Way Suggestopediar The Lexical ApproacghNeurolinguistic
ProgrammingandCompetency-Based Language Teaching

Not only the non-conventional methods and appreschoved away from grammar, it
was also thecommunicative movemenwhich furthermore increased the interest in
communication and in the development of new appressand methods which, as Howatt
and Widdowson explain, took greater account ofwiag language worked in the real world
and which tried to be more responsive to the neddearners in their efforts to acquire
communicative competence. (2004:326). | shall ontare use Richards and Rodgers’s
labeling of these. They describe five approackEsnmuniactive Language Teachi(@LT),
which, according to them, “marks the beginning mgparadigm shift within language
teaching in the twentieth century, one of whoseifiaations continue to be felt today;"

(2002:151); Cooperative Language Teachinghich became quite popular since it “is



compatible with many of the assumptions of CLTHid); Content-Based Teachinghich is
also connected to CLT as its “logical developmefibid); Natural Approach although not
applied as widely as CLT, has had an enormous dtmpa language teaching; particularly
Krashen’s language learning theories itself; aimg ‘ihost rescent version of communicative
methodology*” (ibid), which isTask-Based Teachindt can be seen that a great importance
has been given to the development of communicadivdity over the years. “In 1970
expressions like ‘communicative approach’ wereudly unknown, by 1980 they were
commonplace.” (Howatt and Widdowson, 2004:327). Toemmunicative approach,
according to Littlewood, consists of a number ofigral factors which, together, contribute
towards the development of the communicative gbiltommunicative ability is a complex
and many-sided phenomenon and foreign languagéitgpmust broaden its scope to take
account of this fact (1991:85,94).

Considering the age of the pupils who are theesuly)pf my research, as well as the
usage and aims of the above mentioned communicapipeaches, | shall more closely look
at the Natural Approach, preceded by detailed amalpf Krashen’s theory of second

language acquisition, and at Communicative LangUagehing.

2.2.1.1. Krashen’s Theory of Second Language Attouris
Acquisition requires meaningful interaction in tharget language — natural
communication — in which speakers are concerned witt the form of their
utterances but with the messages they are conveyidgunderstanding. STEPHEN
KRASHEN

Krashen’s widely known Theory of Second Languagquigition has had a large impact
in many areas of second language teaching sincE9Bf@s. His theory consists of five main
hypotheses, all of which are supported by releganteys.

= The Acquisition — Learning hypothesis

= The Monitor hypothesis

= The Natural Order hypothesis

= The Input hypothesis

= The Affective Filter hypothesis
These are very closely interrelated and their prtognas may differ over a period of time, for

instance because of a learner’s development. Nelesthy some parts related to this thesis



will be briefly summarized here. This summary isddhon Krashen’s bo&@econd
Language Acquisition and Second Language Learning
= The Acquisition — Learning hypothesis
The Acquisition — Learning distinction is one oétimost fundamental of all Krashen’s
hypotheses, as well as one of the most widely knawaong language teachers and
theoreticians. The ternacquisitionandlearninghave commonly been used interchangeably,
however, according to Krashen, there are two indeéget systems of second language
performance: the acquired system and the learrstdray The acquired systemamquisition
is the product of subconcious process very sinildhe process that we all experience while
acquiring our first language. It requires meanihgiteraction in the target language, natural
communication, in which participants in the dialegre not concentrated on the form of the
utterances, but on the message itself. On the btrad, the learned systemlearningis the
product of formal instruction and it contains a &tinus process which results in conscious
knowledge of the language, for instance knowledggrammatical rules. According to
KrashenJearningis less important thaacquisition.“Conscious learning makes only a small
contribution to communicative ability.“(Krashen,8). In other words, what he is saying is
that communicative competence is acquired throwghneunication, not through conscious
practice of language structures. As one Frenchgsboglaims, C’est en forgeant que I'on
devient forgerorfOne becomes a blacksmith by being a blacksmi{BaVignon, 1983:65).
Another area of second language research andqedbtt the acquisition-learning
hypothesis helps to interpret is work in secondjlemgeaptitudeandattitude
providing a parsimonious explanation for what hpdeared to be a strange finding:
both language aptitude (as measured by standds) &l attitude (affective
variables [which will be dealt with later] ) appedrto be related to second language
achievement, but are not related to each othex pibssible to have high aptitude and
low attitude, low aptitude and high attitude, ottbhigh, or both low. [......] Much of
what is termed aptitude is directly related to @omss learning, while attitudinal

factors may be more closely linked to acquisitikra§hen, 1981:19).

Attitudinal and aptitudinal factors have a high mnjance and play an important part in all of
Krashen’s hypotheses.
= The Monitor hypothesis

! Some of the Krashen'’s quotations will be unpagedesthey come from his book accessible on theriete
where pages are not numbered.



This hypothesis explains the relationship betwesguisition and learning and shows the
influence of the latter on the former. The monigrfunction is a practical result of the
learned grammar. According to Krashen, the acgoisiart is the initiator, while the
learning part is a monitor or an editor. The manitorks well only when the learner has
enough time, thinks about correctness and, lashdiieast, knows the rule. The role of
conscious learning is somehow limited in seconduage performance. As Krashen claims,
the role of the monitor should be minor. He alsggests that there are individual variations
among language learners when considering the ube ohonitor. He distinguishes three
types of learners on the basis of the time spenisorg the monitor: - over-users are learners
who use the monitor all the time
- under-users are learners who have not achigwedonscious
knowledge of language, or those who havedgeicnot to use it
- optimal users are learnes tise the monitor appropriately.
The level of monitor usage may be in connectiomwaiperson’s psychological profile.
= The Natural Order hypothesis
The Natural Order hypothesis suggests that acouisif grammatical structures follows a
natural order which is in some way predictablés jtredictable in the way that some
grammatical structures tend to be acquired earifevathers late. Generally, this order of
achieving grammatical structures was not provdaketoonnected to the knowledge of mother
tongue, nor to the learner’s age. Krashen, howeasss that the knowledge of this order
should not be applied to language teaching. Hetegrammatical sequencing when the aim is
language acquisition.

As already seen in Krashen’s Monitor and Natunaled hypotheses, he has a strong
view on the role of grammar in language learningc@xding to him, the study of the
structure of the language can have general edunedidalvantages and values at the level of
higher education. However, it should be clear statlying the language irregularities and
formulating rules about the target language isteathing a language, but rather teaching
linguistics. The only level on which grammar teachcan increase language acquisition is
when students are interested in the subject anthtbet language is used as a medium. A
situation where the teacher is skillful enoughresgnt and explain the subject in the target
language and the learners understand, then thieeteatk meets the requirements for the
comprehensible input (which will be talked aboufime Input hypothesis) and the classroom
becomes an environment suitable for acquisitiona@artain level this is a subtle point

since the learners are in a way being deceiveddlying them believe that it is the subject



matter itself, the study of grammar, that is reslgle for their progress, whereas in reality
their progress comes from the medium, not the ngesges will be discussed later in The
Affective Filter hypothesis, any subject mattertthalds the learner’s interest will play a
great role in second language acquisition. Howedweithe purposes of teaching young
learners, grammatitical structures would very sarélat all, be the subject matter presented
in the target language.
= The Input hypothesis
Krashen’s Input hypothesis explains how, in hiswikearners acquire second language. In
other words, this hypothesis is his explanatioha¥ second language acquisition develops,
so the Input hypothesis only consideaeguisition notlearning According to this thesis,
the learners improve in agreement with the NatOraler hypothesis when they recieve
second language input that is one step beyondd¢haient level of linguistic competence.
For instance, if a learner is level |, then, acowgdo Krashen, acquisition takes place when
the learner is exposed to a comprehensible inpatisHevel 1+1.
= The Affective Filter hypothesis
The Affective Filter hypothesis embodies Krashesésv that a number of ‘affective variables’
play an important, facilitative, but not-casualerm second language acquisition. In his book,
Krashen minutely explains all the personality fastoovered under the ‘affective variables’
and supports his ideas by several surveys heldraghen himself or by other language
theoraticians. The variables creating The Filtehide: motivation, self-confidence and
anxiety. Krashen claims that learners with highiwation, self-confidence and self-image, and
a low level of anxiety are better equipped to asxsecond language, while on the other hand,
learners with low motivation, low self-esteem anglkening anxiety can unconsciously build
a mental block which prevents comprehensible ifigumh being used for language acquisition.
Performers with high or strong filters will acquless of the language directed at them,
as less input is ‘allowed in‘ to the language-asiuin device. The presence of such a
filter, according to Dulay and Burt, may explainiahof the alternative models the
acquirer will internalize (e.g. why children acaquthe dialect of their peers rather than
of their elders), why acquisition prematurely ceagsesome cases, and often what parts
of language are acquired first. Thus, attitudimatdrs relating to language acquisition
will be those that contribute tolaw effective filte(Krashen, 1981:22).



In other words, when the filter is not presentipedes language acquisition. On the
contrary, positive effect is necessary for acquisito take place, although not sufficient on
its own.

For the purpose of this thesis, Krashen’s viewhanrole of the first language should
be also concentrated on. “The topic of ‘first laage interference’ has had an unusual
history in second language acquisition researchpaactice.” (Krashen, 1981). It was
believed that one of the main sources of errorsentigdanguage learners was their mother
tongue. Nonetheles, several empirical studiesrofgiproved this theory not to be
completely right. “These findings have led seveddlolars to question the value of
contrastive analysis and to argue instead for ematfysis.” (Krashen, 1981). Krashen'’s three
main research findings concerning the role of tasguage are that:

1. First language influence appears to be the stramgesmplex word order and in
word-to-word translations of phrases.

2. First language influence is weaker in bound morpbypl

3. First language influence seems to be strongestoquisition poor* environment
(Krashen, 1981).

The first two above mentioned findings supportittea that making errors is not connected
to the understanding or, more precisely, the ndetstanding, of the difference between the
first and second language. Krashen supports hésildg various sources, among which we
may also find some of DuSkova’'s and her straigmparisons of Czech as first and English
as second language. However, the most valid finfingoung learners language acquisition
is Krashen’s third, which considers the environmehich influences the children. First
language influence can, according to Krashen, bsidered as unnatural. It is better to give
the learners, children, as well as adults, suffiiciene to feel ready to start using the
acquired language by exposing them to second |gegelavironment.

Perhaps the ‘silent period‘ observed in naturdidcéecond language acquisition

corresponds to the period in which the first larggues heavily used in ‘unnatural’

adult second language performance. The childrenbeayuilding up acquired

competence via input, and several recent studiasy(G974; Postovsky, 1977) imply

that less insistance on early oral performance Ipeagrofitable for children and

adults studying second language in formal sett{ikgashen, 1981:68).



Krashen says that adults who are in the early stafjheir second language studies exposed
to The Monitor (page 10) are likely to go througbrerapid process in using the target
language than children. “It is a temporary advaatdgwever. Acquisition my be slow, but
is, in the long run, much more useful when languagesed for the purpose of
communication.” (Krashen, 1981:68).

Needless to say, Krashen’s ideas have been witstysked; both praised, as well as
guestioned and disagreed with by many theoreti@adsteachers. For instance, Lynch
asserts that:

Krashen’s claims have sparked a great deal of coettsy, in relation to both the

backround theory and classroom practise. [He] leas loriticized on a number of

grounds, in particular for not producing enougldewice to support his claims

(1996:14).

| shall only look at a few debates about Krashémries.

On the theoretical level, many writers have, acicgydo Lynch, attacked the
distinction Krashen makes between acquisition aaching (1996:14). As already mentioned
in detail in the part which deals with this hypatise(page 9), Krashen believes that learning
is lessimportant than acquisition. Contrariwise, Masom,ifstance, believes that:

people do seem to need the rules in order to Spee&ll-formed sentences. This may

lead us to believe that [...] the distinction bedwéearning and acquisition is an

oversimplification (Mason, 2001, internet source).

Another rival hypothesis about learning comes ftbmwork of Anderson and some other
cognitive scientists. According to his perspectiearning is a process of assimilation
whereby new information is processed by the bmaisuich a way as to be incorporated in
already existing knowledge.” (ibid). In other wortise learners first need to learn the rules
of language systematically and then they are abéequiré the language. On the other hand,
for instance, Mason supports Krashen and comphig#hieory to learning to drive with an

instructor (teacher). The learner

2 Acquisitionis, according to Andersothe ability to produce correct utterancémth orally and in writing
(Mason, 2001, internet source).



learns how to use the clitch, how to learn the -g&ael, how to use the brakes and so
on. The knowledge is there, but the learner mayeaible to use it. Thus [...] the
learner may know that the word ‘drowned’ considt&loown® + ‘ed’, but not be able

to construct the word in conversation (Mason, 20@ternet source).

As Celce-Murcia presents, some research which stggfeat ‘forcing communication too
early without regard for accuracy can result inyefssilization. “Since a linguistic or
grammatical base may be necessary before fluencpeattained.” (1991:126).

Similarly, the Input hypothesis has been questiotrethy opinion, one problem with
this hypothesis may be that level |, as well agliévl, are very difficult to identify, though |
believe that teachers develop some kind of intaifer how to speak so as to be understood
by their pupils. | also believe that it is not eghuor the learner to simply absorb the input,
but they need to be actively involved in activitiewever, there are more serious critiques
of this hypothesis, such as that of Lydia White wteooms that “by talking to learners only in
simple sentences one is depriving them of inputtvis crucial.“ (White cited in Lynch,
1996:14). In other words, as explained by LynchdaH) “simplified input would provide
learners with impoverished language data.” (1996:14

To conclude; if | were to agree with some of Kraskeritiques, | would partly agree
with that of The Acquisition — Learning hypothesspecially when older language learners
are considered. On the other hand, however, | Adhge with Krashen and others such as
Lynch, who claim that comprehension plays a crucikd when learning a language, and that
to make understanding possible language has toooldied, especially at the begining
levels. Types of language modification will be dewgth in detail in chapter 4.2.2. Young

learners and second language acquisition (page 33).



2.2.1.2. The Natural Approach
The best methods are therefore those that suppiypeehensible input' in low
anxiety situations, containing messages that stadeally want to hear. These
methods do not force early production in the sedanduage, but allow students to
produce when they are ready, recognizing that ingarent comes from supplying
communicative and comprehensible input, and nenhflarcing and correcting
production. STEPHEN KRASHEN

Stephen Krashen and Tracy Terrell developed tharblafpproachiin the early
eighties based on Krashen's theories about seemyiihge acquisition minutely described in
the last chapter, therefore those will only befhyriextended.

Being based on Krashen’s hypotheses, “Natural Aggr@adopts techniques and
activities freely from various methods* (Richarasld&Rodgers, 2002:188), for instance, role-
play, problem solving tasks or command-based aigtsjior shares some common ideas with
them, for instance, with Total Physical Responseims of supporting the silent phase at the
beginning of the language study.

Target language and communication itself both playucial role here. Richards and
Rodgers emphasise that “Krashen and Terell see coication as the primary function of
language, [thereby] their approach focuses orhiegommunicative abilities.”

(2002:179). Consequently, according the Naturalrdaph, students listen to the teacher
using the target language from the very beginniogiding non-linguistic cues to make the
input comprehensible; the importance is seen ireip®sure to (or input in) the target
language, more than to the analysis or practice Kfashen and Terell claim that
“acquisition can take place only when people undedsmessages in the target language*
(Krashen and Terell cited in Richards and Rodg&62:180). The messages should be well-
formed, comprehensible at the level just beyondoti@l’'s current level (page 11). Certain
similarity with the much earlieDirect Method can be seen, with the important excejpn
that pupils are allowed to use their native language alongside tharget language as part
of the language learning processDifferent descriptions of the Natural Approach
present neither any formal organisation of a lessonor any specialised tools or

textbooks. It is probably needless to explain theote of grammar. As Krashen andTerell

% The fact that authors of the Natural Approachteetaeir approach to the Natural Method has ledespeople
to assume thadtatural ApproachandNatural Methodare synonymous terms. [However,] there are importan
differences (Richards and Rodgers, 2002:178).



described in their objectives, pupils “should beedab make the meaning clear but not
necessarily be accurate in all details of grammaitéd in Richards and Rodgers, 2002:184).
Many factors described in the last chapter areetodmsidered while teaching in
accordance with the Natural Approach, but they nrayy opinion, create a classroom that
is essentially very difficult to manage unlesstecher is highly skilled. Nevertheless, this
was one of the first attempts to create an ovamroach rather than a specific method, and
although not perfect, it has surely valuably cdntred to the standard of language teaching.

2.2.1.3. Communicative Language Teaching (CLT)
There are rules of use without which the rulegrainmar would be useless. DELL
HYMES

CLT will also be treated in more detail, withinetlsame structure like the Natural
Approach. Its origins, according to Richards andidws, “are to be found in the changes in
British language teaching tradition dating from ke 1960s.“ (2002:153). CLT is often seen
as an

extention of the Notional-Functional Syllaliiisince] CLT also places great emphasis

on helping students use target language in a yadétcontexts and places great

emphasis on learning language functions

(internet source A.

It is also often compared to the already mentioAediolingual Method (ALM) and the

Situational Aprroach, probably because of its eerin development of speaking skills.
However, unlike ALM, its primary focus is on helginearners create meaning rather than
helping them master the grammatical structurescquiee native-like pronunciation. “This

means that successfully learning a foreign langusgssessed in terms of how well learners
developed their communicative competence.” (intesogirce A). In many sources CLT may
be found as something like an ‘umbrella approach‘ldanguage teaching; Richard and
Rodgers narrow it as a “learner-centered and expegibased view of second language
teaching.” (2002:158). As well as the Natural Agarie, CLT also shares various techniques

and activities with other methods such as pairgnodip work or role-play, in which learners

* In a Notional-Functional Syllabus, instructiondsganized not in terms of grammatical structurd put in
terms of ‘notions’ and ‘functions.’ In this model,'notion* is a particular context in which peoglemmunicate,
and a ‘function’ is a specific purpose for a speakea given context. As an example, the ‘notion‘context
shopping requires numerous language functions includingreglkibout proces or features of a product and
bargaining (http://communicative-language-teaclargp51.ipupdater.com).

® All internet sources without an author are labddgaapital letters and can be found on page 71.



are often involved in “negotiation of informatiomd information sharing;” (Richards and
Rodgers, 2002:165); these often connected toifeaituations.

Communication and target language also play a @ruale. In accordance with CLT,
language learning is learning to communicate thinocgrtain general principles. Probably the
most recognised list of these principals is Davicahs'’s:

1. An emphasis on learning to communicate throughracten in the target

language.

2. The introduction of authentic texts into learnimgation.

3. The provision of opportunities for learners to fecoot only on the language

but also on the learning procedure itself.

4. An enhancement of the learner’s own personal éxpegs as important

contributing elements to classroom learning.

5. An attempt to link classroom language learning Watilguage activation
outside the classroom (1991:279).

A few more distinctive features (only those conddtecommunication and target language)
will be briefly dealt with here. According to Findwaro and Brumfit, “attempts to
communicate may be encouradged from the very bamrincited in Richards and Rodgers,
2002:156). Here we may see a difference from therdbApproach where learners are
allowed to go through the silent period. On thesotiand, a similarity to the Natural
Approach is in the possibility to use the nativegaage. “Judicous use of native language is

accepted where feasible. [And also] translation beysed where students need or benefit
from it.“ (ibid).

In comparison to the Natural Approach, there atepaling to Richards and Rodgers,

“numerous textbooks designed to direct and sugpommunicative Language Teaching.”
(2002:169).

To conclude, CLT, according to Frysztacka-Szkroldéaves much room for

interpretation and is constantly a source of iragfwn for foreign language teachers
(1997:45).

It can be seen that neither of the two approashes the learner’'s mother tongue as a
‘forbidden fruit'. Nonetheless, to acquire commuatice competence in the target language

they again both agree on ‘the less the betterthiéamore, it cannot be said that either is



completely right or fully sufficient; in my opinigrit is important for teachers to think of their
aims, as well as of their pupils‘ needs and toosleahe suitable from the available. In other
words, to create some kind otampromise methdahsed on the awareness of the already
existing ones. Of course, there is much more talxed about considering both ELT
methodology as well as the two above describedoa@gpes, but | have mainly looked at the
ways of how communiactive competence in spokenigmghay be acquired through

communication in the target language.



3. Communicative competence

Collecting definitions otommunicative competenisefun. Teachers, methodologists,
and textbook writers have used the term in margrasting if confusing ways. Some
use it assuredly, some tendentiously, others aasl{io Some still have trouble
pronouncing it! SANDRA J. SAVIGNON

3.1. Development and definition of communicativenp@tence

Communicative competences a linguistic term for the ability not only to gy the
grammatical rules of a language to form correct atances, but also to know when to use
these utterances appropriately. However, communiat competence itself has gone
through a long development. In this chapter | shdtlok at and summarise its development
and definitions in order to avoid ambiguities andisanderstandings since it has been

discussed and redefined loyany linguists and much has been written about it.

The term first appeared in the 1960s. Frysztackaébka labels the end of the 1960s
as a period when the linguistic (structural) apphowas the leading one and language was
analysed based on an assumption that an utter@oet*‘a chaotic sequence of words but is
built according to strict principles regulating tlhoice of words, their form and order.”
(Allen and Corder, 1983 cited in Frysztacka-Szkejld997:27). At the same time, as already
mentioned, audiolingualism was going through aideclwhen it was realised that its
“practical results fell short of expectations [amgtpdents were unable to transfer skills
acquired through audiolingualism to real commumacat (Richards and Rodgers, 2002:65).
It seems the time was calling for some new ideds a1 Savignon states, ora@mmunicative
competencappeared it became synonymous with progressineyative teaching; everyone
wanted to use the term to desribe what he or sledeang (1983:1). It can be seen that
communicative competenogas neither clearly defined at the begining, nenegally
accepted, especially by those who, according tag8am, saw grammar as the cornerstone of
language study and the communicative approach tswvdearning languages as just
“anything-goes-as-long-as-you-get-your-meaningssr(l983:1).

The above preceded Chomsky’s transformational-géwer theory which also
“superseded the behaviouristic view of Bloomfiel@ollins English Dictionaryl991 cited
in Frysztacka-Szkrébka, 1997:27). Neither did Chomsagree with the American

structuralists and their concept of natural languacguisition.



Whereas structural linguists like Bloomfield (1938hd others had focused on
‘surface’ features of phonology and morphology, @Bky concerned himself with
‘deep’ semantic structures, or the way in which tseces are understood.
Transformational-generative grammar focused on thederlying grammatical
competenceassumed to be common to all native speakers. Ttmction made by
Chomsky between this underlying grammatical compete and its overt
manifestation in languagperformanceis important for understanding Chomskyan

linguistics and the reactions it provoked (Savign@83:11).

In other words, the termompetencdirst used in 1965 by American linguist Noam Chomsk
describes what a person knows about the languabde wn the other hand, the term
performancedescribes what a person can do with the language.
Chomsky noted the similarity between t@mpetence-performanaistinction and
that of the Saussurialangue-parole but whereadangue is merely a ‘systematic
inventory of items’,competence refers to [...] the conception of 'a system of

generative processes’ (internet source B).

Nevertheless, the speech of individuals does nag t@reflect their grammatical knowledge
directly, especially when we think of non-nativeeakers. Therefore, it is important to point
out that Chomsky talks about native speakers agtl; ey his theory

is concerned primarily with an ideal speaker-listeim a completely homogeneous speech
comunity, who knows its language perfectly andnaftected by such grammatically
irrelevant conditions as memory limitation, distrans, shifts of attention and interest, and
errors (random or characteristic) in applying mewledge of the language in actual

performance

(Chomsky cited in Richards and Rodgers, 1991:70).

It is in this way, as Frysztacka-Szkrobka implidgt the termlinguistic competenceame
into being. It is characterised by grammatical ecmess and represents the ideal level of
a language user’s knowledge about the abstraattstal rules (1997:27). Nonetheless, it is
highly unlikely that such ideal users exist, angbassible that they would exist as non-native
English speakers.



Dell Hymes, in opposition to Chomsky’'s view tife ‘ideal speaker-listener' as
“a nonexistent abstraction, looks at tieal speaker-listener in that feature of language of
which Chomsky gives no accourdgocial interactior* (Savignon, 1983:11). Chomsky’s
competence forgets about socio-cultural backgrounidh is not only the opinion of Hymes,
but also of other linguists such as Halliday, wiates that “language is a mode of human
behaviour (social interaction.)* (Halliday cited internet source B). In addition, Hymes'’s
competence “was a definition of what the speakeedseto know in order to be
communicatively competent in a speech communitRitlfards and Rodgers, 1991:70). His
theory is more general than Chomsky’s and looksoatmunicative competence from more
angles, which Savignon labels as four parametergshe systems of rules that underline
communicative behavior (1983:12):

1. Whether (and to what degree) something is fornalysible;

2. Whether (and to what degree) something is feasibleirtue of the means of the
implementation available;

3. Whether (and to what degree) something is apprep(adequate, happy, successful)
in relation to a context in which it is used andlerated; [and]

4. Whether (and to what degree) something is in facedactually performed, and what
its doing entails (Hymes cited in Richards and Rwdg2002:159).

In other words, to simplify, we cannot understamltheory to be claiming that a person X
will interpret a sentence Y in a situation or comté. There are, of course, major differences
between individuals and their socio-cultural backgnds; the way a speaker's communicative
competence develops is unpredictable, in the saayetat we cannot predict the path of a
rock rolling down a hill.

The section above described how communicative etemge was developed. Many
more linguists, such as Bachman, Allwright, Campbalales or Canale and Swain, have
dealt with this term in various, similar or diffeteways. We can see that a perfect knowledge
of linguistic forms is not enough to make one a oamicatively competent language user.
Similarly, the individual differences in gainingromunicative competence vary from learner
to learner. Nevertheless, it is good that in redanguage classrooms “many [...] teachers
have [already] concentrated on promoting commuivieatompetence in language learners

[mainly] by using “"communicative activities™.” (@etMurcia, 1991:125).

3.1.1.Components of communicative competence

Various linguists introduce different componentsofmunicative competence.



Canale and Swain’s extension of Hymesian modebafraunicative competence [...]

was [...] elaborated in some complexity by Bachr{i&#91). The Bachman model has

been, in turn, extended by Celce-Murcia, Dornyad &hurrell (1997) (Richards and

Rodgers, 2002:160).

The components may vary, but their core, in my igpinremains similar. | shall
mention and briefly describe a few examples to shiosw similarity. Firstly, Canale and
Swain’s division which may be considered one of finst productive ones in defining
communicative competence. According to their thedigur different components, or
subcathegories, form the construct of communicatorapetence:

1. Grammatical, or linguistic, competence
2. Sociocultural competence
3. Discourse competence — the ability to sustain aattediscourse with another
speaker
4. Strategic competence — the means by which leadsaiswith potentional
breakdowns in communication (cited in Celce-Murd@91:125).
| shall visualize and briefly explain this theory.

COMMUNICATIVE COMPETENCE

GRAMMATICAL DISCOURSE SOCIOQIJURAL

STRATEGIC

According to Richards and Rodgers, Grammatical aiemnre refers to Chomskyan
Linguistic competence (2002:160). It includes knedge of lexical items and of rules of
syntax, morphology and phonology. Discourse commetancludes the ability to connect
sentences in discourse and to form a meaningfulevbiot of them. The following two are

more about the function of language: Sociocult(@aiciolinguistic) competence “refers to an
understanding of the social context in which comitation takes place” (Richards and
Rodgers, 2002:160), and Strategic competence isvdhgal and non-verbal strategies that
may be used to compensate breakdowns in commuomao@titernet source C).

Canal and Swain’s definition of Communicative coitepee has been further
elaborated over the years. These newer views alledescribed by Bachman in his book
Fundamental Consideration in Language TestBachman agrees with Canal and Swain that
“the ability to use language communicatively invedvboth knowledge of or competence in
language, and the capacity for implementing, ongighis competence.” (1993:81). However,
the division of the components of communicative petence was modified and elaborated in
more detail. He distinguishes three componentsoainounicative language ability (CLA):

language competence, strategic competence, anchqm@ygsiological mechanisms; each



further divided into detailed subcathegories. Altglo Bachman’s division is very detailed, |

shall present his basic summary:
Language competen@®mprises, essentially, a set of specific knowéedgmponents
that are utilized in communication via langua§rategic competencis the term
[used] to characterize the mental capacity for comepts of language competence in
contextuilazed communicative language use. [Itgthtovides the means for relating
language competencies to features of the contesttwétion in which language use
takes place and to the language user’s knowledgetstes (sociocultural knowledge,
'real-world’ knowledge).Psychophysiological mechanismefer to the neurological
and psychological processes involved in the a@xatution of language as a physical
phenomenon (sound, light) (1993:84).

Yet in Europe the most current are the componeeseribed in detail ilCommon
European Framework of Reference for Languages: tiegr teaching, assessmerirst
published in 2001 and briefly described here:

1. linguistic competence — includes lexical, phonatagji syntactical knowledge and

skills and other dimensions of language as system

2. sociolinguistic competence — refers to the soctocal conditions of language use

3. pragmatic competence — is concerned with the fanati use of linguistic

resources, mastery of discourse, cohesion and eoterthe identification of text

types and forms, irony, and parody (2004:13, 108).

Nonetheless, it is important to realise that omeisimunicative competence grows in
accordance with the interrelation of the variousiponents. Therefore, the whole of
communicative competence is always something abi@gr the simple sum of its parts. It is
a complex ability to communicate which one leampstmmunicating. Learning

communicative competence is describe@ommon European Frameworkmore detail:

The language learner/user’'s communicative langoag®etence is activated in the
performance of the variolanguage activities involving reception, production,
interaction or mediation (in particular interpreting or translating). Eadtlrese types
of activity is possible in relation to texts in boa written form, or both (2004:14).

® TheCommon European Framework of Reference for Langaidgsarning, teaching, assessmeascribes in
a comprehensive way what language learners hdeaiio to do in order to use a language for comnativic
and what knowledge and skills they have to devetops to be able to act effectively (2004:1).



Both oral and written communicatiorgceptionandproductionare obviously primary
processes since both require interactionnteractionat least two individuals participate in
an exchange in which production and receptionradterand in fact overlap in an oral
communicationCommon European FramewoQrk004:14). This will be dealt with in the

following chapter.

3.2. Communicative competence in spoken English
In the two previous chapters, communicative coempee and its development have
been defined. A short overview of communicative petence in spoken English will be

presented here, but from a more practical framefefence.

Communication may be defined in terms of four basimmunicative skillstistening,
reading, writingandspeakingFor the purpose of this thesis | shall look at oamicative
competence in spoken language, mainly because @gé of the pupils used as research
subjects. However, all the mentioned skills areselyp interrelated. According to Celce-
Murcia, while an activity such as a speech is akiog activity for one, it is a listening
activity for the rest of the class and speakingalan be easily integrated into other
communicative skills, such as reading and writib@9(1:134). Although speaking is one of
the most natural ways of expressing oneself, ip&ghaps the most demanding skill for the
teacher to teach.” (Scott and Ytreberg, 1990:3Bjs T even more true for young learners
since they cannot be provided with strict gramnaatiales in the way adults can. In other
words, “speech mastery calls for intensive pracatather than study.” (Morris, 1964:19). We
should provide children with the most ‘English laage environment' around them and let
them enjoy natural talk while being in the classnogince it is often the only time when they
can hear and practise speaking English and sonllgdime when their spoken
communicative competence may develop. As Scottvdreberg state, we will also find that
children often naturally insert their native langaavhen they cannot find the words in
English (1990:33). However, this does no harm &odévelopment of communicative
competence in English. On the contrary, it may sty children feel English as a natural
way of putting a message across, which is reaéiytéinget we teachers of English want to
achieve, as well as the instrument by which theguae communicative competence in

spoken English.



4. Young learners
At no other time in lifethan childhoodl does the human being display such
enthusiasm for learning, for living, for finding o uPLUCKROSE

Since the aim of my research is to find out howehtwo groups of young learners
mastered the communive competence in spoken Engfishchapter will be devoted to the
theme of young learners; especially to their dgwalent in a connection to first and second

language acquisition.

4.1.Young learners and their development
The magic age seems to be around seven or eightoAnhd seven or eight , things

seem to fall into place for most children and tbegin to make sense of the adult
world as we see it. SCOTT and YTREBERG

Under the headingoung learnepeople generally tend to imagine a small childrmy
age, but there are precise boundaries that clagsgfyerm. We speak about a "child from the
age of five to the age of ten or eleven.” (Scott atreberg, 1990:1). At this particular period
entering school is a major turning point in theldt@n’s lives; they acquire a new social role
— the role of a pupil. School puts new demands hen dhildren and these are gradually
escalating. Each pupil manages these demandsetiiffgrand therefore it “is not possible to
say that at the age of five all children canxdat the age of seven they canylor at the age
of ten they can all da.* (Scott and Ytreberg, 1990:1). Similarly, J&ap suggests that the
thinking of young learners is much more developed than watage before, however, on the
other hand, is not yet abstract at(a001:230). As clearly seen, children are individuals who
develop variously, some continually and some inegaWonetheless, there are some general
characteristics of children and their age, as \@sllessential abilities that teachers should
understand in order to help them learn, such aenstanding the needs connected to the
children’s age or ability “to see how far up theldar* (Scott andYtreberg, 1990:1) of
development the children already are. Without alkadge of the various stages of children’s
cognitive, emotional, physical, social and langudgeelopment and an ability to monitor any
changes in these, it would be extremely difficolttéach well. As Opal Dunn claims, these

changes “can take place within a week or even withiesson, which means that teachers

" Author’s translation is used. The original versisito be found in appendix 14, together with lal bther
translations from Czech.



need to be flexible, adjusting lesson plans wheeessary to cope with new developments.
(Dunn, 1991:8).

For the purposes of this thesis, only children pécific age and only some parts of
children’s development will be described; thoserenwer, mainly connected to language
learning and the questialthen and how do young learners learn language?

Young learners and their development is divided @gestribed variously by many
authors, teachers and psychologists. For inst&m#ana labels Piaget's work on children’s
thinking and development as the most ambitioustaednost insistent. His view on how
children’s minds work and develop has been enoriyonffuential, particulary in
educational theory. Piaget’s particular insight waesrole of maturation, together with
children’s increasing ability to understand theorld (2003:65). In other words, they cannot
undertake certain tasks until they are psycholdigicaature enough to do so. He also
proposed that children’s thinking does not devepfirely smoothly, and he went on to
identify certain points at which it moves intew areas In accordance with these points he
identified four stages in cognitive development:

Sensomotor stage (infancy)

- Pre-operational stage (toddler and early childhood)
Concrete operational stage (elementary and eadigscence)
Formal operational stage (adolescence and adulthood
(internetsource D).

Since the children who are to be researched hermainly nine year olds, only the Concrete
operational stage will be considered. As its nauggssts, children at this stage are,
according to Fontana, influenced by connectiontwcrete experience and practice, their
thinking is still limited and they tend to descrilbpstead of explain. Children at this age are

still not able to explain or formulate a hypothesithout previous experience (2003:69, 70).

Teachers should challenge a child’s abilities,MWOfT present material or information that
is too far beyond the child’s level. It is alsooetended that teachers use a wide variety of
concrete experiences to help the children learn

(internetsource D).

Nonetheless, it is important to take into accobat some children may manage the concrete

oparations earlier and some people may never dtiaimal operations.

As a more practical example, based on more thasamee, | shall mention Scott and

Ytreberg’s division of young learners into two gpsuthe five to seven year olds and the



eight to ten year olds (1990:1). Although majofafiénces between these two groups can be
seen, the theoretical part will only deal with tager group. Children of this age group may
be treated as level one learners, also called fipegs, or they may have been learning the
foreign language for some time, so there are lmitbllone and level two pupils.” (Scott and
Ytreberg, 1990:1). As proved by the questionnaitisgibuted to the researched children at
the beginning of the school year, almost all thpilstare level two learners. Considering the
development level according to Scott and Ytreberainly cognitive and language
development will be emphasised. They label childreten as relatively mature with an adult

side and a childish side:

- Their basic concepts are formed. They have vecydgd views of the world.

- They can tell the difference between fact antidic

- They ask questions all the time.

- They rely on the spoken word as well as the giaysiorld to convey and
understand meaning.

- They are able to make some decisions about dlgirlearning.

- They have definite views about what they like dod't like doing.

- They have a developed sense of fairness abotithvalppens in the classroom
and begin to question the teacher’s decisions.

- They are able to work with others and learn fiatimers (1990:3, 4).

However, as Opal Dunn suggests:

young children until about the age of eight ark dépendent on an adult support for
much of what they do. This is especially so inEmglish classroom and although
they may work in groups their relationship stilsha be with the teacher (1990:12).

Moreover, not only the teacher’s support is impart this age, but also the teacher as a
model. According to Petty, what we, as teachdosnay be more important than what we
say, such as our enthusiasm, consistency or patidr@@6(16). In other words, to readjust it
to language learning, it may be more importamtvandwhenwe say things thawhatwe

say, for example, setting a good example at thd tige.

As seen from these examples, children undergo rbeeaking points and the level of
their development and their abilities is likelyary even within a homogeneous group.
Therefore, teachers should consider both the lEvebmpetencies achieved by children on



one side, and the stage of their general developaretne other. Dunn states that
“experienced teachers of young beginners are consaf these different stages and know
how to recognize developmental changes as theyplake.” (1990:8). This plays a crucial
role in the way how teachers treat a class as dewhaorder to adjust the lessons to

individuals although they vary.

The length of time a child can concentrate on doing activity also varies from child
to child. Some young children can only manage taeatrate for about five minutes,
others for very much longer periods of up to foernter fifteen minutes. Once
children have lost interest in an activity and tlatention has wandered, little or no
learning takes place. It is best to change acthwtfpre children lose interest so that
they are left wanting more and looking forwardhe thext oportunity to do the same
activity (Dunn, 1990:10).

Some authors see the limitations of children’saspiaattention as even shorter. For instance,
Broughton and collective assert, as does Dunnjttiehecessary to switch frequently from
one activity to another, although they see ten temas the longest time for which many
primary children can sustain an interest in oneviigt(1978:169). A good teacher should
have a prepared list of activites with smooth titaonss, as well as possess the ability to
adjust it to the momentary situation. In the woofl®unn,

The time spent on different activities often habéamodified on the actual day to fit
in with the children’s mood and span of contrembratlf an activity is being done all
by the class and about one third of the childree limterest, it is time to change to
some other [prepared] activity (1990:34, 35).

However, as children develop their concentraticamdengthens; their general mental
growth affects their language learning greatlya téacher is aware of the child’s position on
the ‘development ladder’ it is not difficult to egnise when a child is ready to learn and
accept the new. Asking children to learn sometiniegy before they are ready can lead to
disappointment and a general slow-down, which ig edrrect timing is essential for

introducing the unknown.



If new activities are presented before sufficiamisolidation of previous activities
has taken place, a gradual accumulation of thimggroperly understood begins to
grow. This often leads to a feeling of ‘not begwpd’ at English (Dunn, 1991:13).

and people in general, not only children, are radiyinot interested in things they are not
good at. Being good at something, on the other hasmdvell as enjoying it, increases one’s
motivation. This is true for all of us, but espdlgigoung learners who expect to go home
from their first lesson with an ability to speakdlish, and if their expectations are not met,

they are dissappointed and may lose interest guiage learning.

Teachers should be also aware of the children’shwanicative level in Language 1 in
order to evaluate their ability to acquire Languag8t appears that concepts that he (a
child) has learned in Language 1 can be transféorédnguage 2. (Dunn, 1991:10). Many
similarities between learning a mother tongue af@eign language can be found. For
example, setting a good example by repeating threcownord form, sentence or utterance
instead of direct correction. As O’Grady explailirsguists call these sorts of correct
repetitionsrecasts by which parents, and in our case teachers, praltdenative sentences
against which children, pupils, may measure themature, incorrect, utterances (2005:169).
However, many major differences between learningpgher tongue and a foreign language
can also be found, such as the age when learrieg fdace and the length of exposure to the

language.

What is clear here is that most eight year to tearyolds will have some sort of
language awareness and readiness which they britig them into the foreign
language classroom. [.....] They are competensudeiheir mother tongue and in this
connection they are aware of the main rules ofasyim their own language. By the
age of ten children can:

- understand abstracts

- understand symbols (beginning with words)d]

- generalize and systematize (Scott and ¥ngll990:4).

The achieved Language 1 level seems to be crwdthlpugh its role has not been clearly

proved yet.



Many more additional factors which influence cheid’'s language learning, that will
not be explained here in detail, exist. For instartiee pupils” mother tongue, their social and
emotional background, interests, teacher’s perggral class atmosphere.

4.2. Young learners and language acquisition
There is a Slavonic proverb, ‘If you wish to sp&ail, you must murder the language
first.'But this is often overlooked by teachers lahguage who demand faultless
accuracy from the beginner and often keep theiflpgpinding so long at some little

part of the subject that their desire to learn ldmeguage is gone for ever. OTTO
JASPERSEN

In the previous chapter young learners and theweldpment, as well as general
considerations of ‘language learning’, were dedthwOn the following pages young learners

and language acquisition, as well as second laregaegquisition, will be developed in more
detail.

4.2.1. Language acquisition

Human beings possess the ability to acquire languag

The human minds are not constructed so as to acguoarticular language but they
are born with the ability to acquire the languagéaoguages of the society in which
people are brougt up (Frysztacka-Szkrébka, 1997:31)

The processes by which people acquire the abdigotmmunicate, either in a first or second

language, have already been researched many times.

As a result, two main tenets on first language sitipn have emerged:
- behaviorist theory [and]
- transformational-generative theoryy@zitacka-Szkrobka, 1997:31).
According to Savignon, behaviorists see the prooéksguage acquisition as habit
formation, much like “the stimulus-response theairanimal and human behaviour
elaborated in particular by B.F.Skinner.” (1983:B0this theory may be explained as an
automatic imitation of utterances produced by adiHbr the purposes of second language
acquisition, it can be further transformed as aitaition of teachers. Children build
a connection between a particular stimulus andigcptar response. Here the input provided
by adults/teachers, as well as habit formatiory plarucial role.



Contrariwise, Chomskyan transformational-generdtnguistic theory rejects the idea
of language acquisition by habit formation comgietand claims “that a child is born with
innate knowledge of the nature of language whidbgrs him to produce an unlimited
number of novel sentences.” (Frysztacka-Szkrob887131). This linguistic theory is
“concerned with the relation between the grammbhiitarpretation of sentences and surface

structure as a means of discovering universal oategjof grammar.” (Savignon, 1983:311).

Both these are theoretical extremes from whichratimughts and theories have been
developed. They have also been questioned, sutie asjection of the idea of imitation by
many theoreticians and teachers. For example, alillD’Grady explains his theory about
why learning a language is not an imitation inbe®k How Children Learn Languag®©n
the one hand, he sees the fact that a child nbtenadls up speaking the language which the
adults around speak, while on the other hand hmslthat “the imitation explanation won’t
take us very far. That's because there are maybs palanguage that cannot be imitated.
Sentences are the most obvious example.” (2005: 285p'Grady explains in the chapter
calledWhy it's not imitationthere are two facts about language acquisitioiclhwtonfirm
that imitation is not the key for how children ledo produce sentences. The first fact claims
that imitation requires repetition and children ao¢ good at repeating unknown structures,
they only repeat what they already know, for exanfilhe dogs are hungrg's Dogs
hungry* Secondly, according to O’'Grady, “children oftéa not even try to repeat, probably
because they are not very good at it.“ (2005:165).

As can be seen above, various thoughts and qusstiee while thinking about
language acquisition, but so far there seem toobeomplete answers. Obviously many more
ideas than already mentioned have to be considengdd talking about language acquisition.
In the following section only those related to settanguage acquisition, mainly second

language acquisition by using the second languagH,iwill be dealt with.



4.2.2. Young Learners and second language acquisiti

Second language acquisition, together with leasnele, is very well summarised by
Savignon in her
VARIABLES IN L2 ACQUISITION: A KALEIDOSCOPIC VIEW

WHO

LEARNER VARIABLES
age, sex
formal education
other language code(s)
intelligence, needs

WHAT

COMMUNICATIVE
COMPETENCE

grammatical comp
sociolinguistic comp.

WHERE

SETTING(S) OR
SITUATION

formal/informal
amount of time

rala mAadal

HOW

STRATEGIES AND
PROCESSES

interaction with L2
learning style

AAmnnitniA nrAannce

L2 acquisition variables may be thought of as thghtly colored pieces of glass that
reflect in the mirrored surfaces of a kaleidoscdpar fascination with this optical
instrument is rather like our fascination with laage learning. Looking through the
cylinder we see numerous reflections that appear baliant symmetrical
configurations; these configurations may be corbtaltered by a slight rotation of
the instrument (1983:57).



Initially, the termacquisitionhas been minutely described in Krashen’s theory
(mentioned in chapter 2.2.1.1, page 9) as a submarsway of gaining language ability.
Secondly, Savignon labetecond languagas “a language learned after the basics of a first
or primary language have been acquired* and, thieticond language acquisiti@s “all
nonnative language acquisition.” (1983:309). Acaugdo Frysztacka-Szkrobka, second
language acquisition may be devided into formal iafmmal (1997:35). Informal L2
acquisition takes place while being exposed tddhget language. This way is very natural
and has much in common with first language acqarsgince learners depend on their

intuition and on their general ability to generatkes.

The informal style of L2 acquisition is a dynamiogess in which a person learns
a language mainly through communication with thiggtlanguage speakers. He does

not recieve instructions about the language riegsgtacka-Szkrobka, 1997:37).

As opposed to informal L2 acquisition, formal L2jadsition is not similar to L1 acquisition
at all and occurs in an artificial setting, sucraagassroom. It requires more effort of the

learner and may be stressful.

The learner’s success depends not only on theitepabilities and general
competence of the teacher but, first of all, onl&aener’'s motivation and aptitude
which is the result of his thinking ability, to agee the language (Frysztacka-
Szkrobka, 1997:37).

Although there are major differences between forarad informal L2 acquisition,
some similarities can be found and used well. Tishe case especially in the teaching
methods where the stress is put on exposure tdatiget language, such as the Natural
approach or Communicative Language teaching. Tegcim the target language may
successfully simulate the natural environment incWithe informal L2 acquisition takes
place and the teacher may play the role of theyétalanguage speaker’. Young learners,
already described in detail, are clearly not thadkof learners to whom complicated
grammatical structures are introduced, so thas ijuite acceptable to teach in the target
language and change the artificial environment ciiasroom into the natural informal place

in which the children are likely to acquire the mos



Similarly, the termyoung learneishould be put into the context of language
acquisition. Young children are in their minds verych orientated towards the visable and
perceivable and do not usually uderstand grammatites and explanations well. Their
language knowledge develops well when they arengnkenty of examples and patterns to
follow. As mentioned already, they tend to haveucimshorter attention span and need
activities that capture their immediate intere$tgey also need a great deal in the way of
‘sensory input'. In other words, they need to henast of the senses stimulated at once; these
connect to the following ways of learning: visus¢¢ing), auditory (hearing), kinesthetic

(moving) or tactile (touching).

No general truths exist in second language learrithgre are few, if any, absolute rights
and wrongs in the classroom.” (Halliwell, 1992:%ccording to Dunn:

the debate as how young children learn anothemkge continues, and is likely to
continue, as the number of young children learnimglish increases and more

research becomes available (1983:2).

What will be looked at here is the language in Wwhilee language is taught: English taught
through English and English taught with the supmdrCzech. Some teachers may feel that
explaining English in Czech may retard the learrohdenglish, or that giving instructions in
Czech may only leave the English language for thicgal use in excercises. On the contrary,
as Swain emphasizes, "instructions in the firsglaage can benefit second language.” (cited in
Dunn, 1990:7). Some teachers and theoreticianscatlvdeaching English with the support of
the mother tongue, because it is not so time-comsynit is less stressful and easier for
learners (and for teachers). However, every teabherto decide for themselves how much
mother tongue will be used during their lessons.

Jane Willis, in her booKeaching English through Englisadvocates and explains how
"even with a class of beginners starting theirtfiéaglish lesson, it is possible to teach entirely
in English.” (1991:1). Teachers should not relyyoah spoken language, therefore activities
for young children should involve movement, usdady language and intonation. The use of
demonstration and facial expressions will "convegaming parallel to what we are saying.”
(Halliwell, 1992:4). The balance between spoken dechonstrated meaning "will change as
the children get older, but appealing to the semskksmlways help the pupils to learn.” (Scott
and Ytreberg, 1990:5). Children are not likely twlarstand everything and they do not need to

either since they have a great ability to graspmmgafrom a minimum. As Halliwell claims,



"we know from experience that very young childrea able to understand what is being said
to them even before they understand the individuaitds.” (1992:3). Children should be
exposed to the target language as much as postiblefore, teachers should, according to
Scott and Ytreberg, try to speak English as muctheftime as they can, using mime, acting,
puppets and any other methods they can think getaheir meaning across. They should let
the children hear as much as possible while thex lthem in class, and keep the language
simple but natural, keep it at the children’s |ef@90:18). Some teachers may, however,
worry that the children will not understand andIviiehave badly. There are two
things worth saying here. First of all, you do haitve to find the foreign language
equivalent for 'What on earth do you think you dmeng puching Thomas like that?’
It works just as effectively to say in the targetdguage 'Don’t do that!” or even just
'No!" Secondly, children, as we have already seespond very well to context and
facial expressions. This was shown very clearlyths two small English children
whose teacher finally lost patience with their neiséviour and said very angrily in
Spanish that if they misbehaved again she’d mutidem. At this point, one child
turned to the other and said, 'l don’t know whae slaid, but if we do it again she’ll
kill us! (Halliwell, 1992:16) .

As shown in the previous paragraph, modified laggu@eacher Talk should be
used in order to give the children the possibitityunderstand in the same way as native
speakers modify their languageoreigner Talk, to be understood when talking to non-
natives. | shall only look at the modifications Béacher Talk distinguished by Lynch as:
Input modifications, Interaction modifications amdodifications of information choice
(1996:39). These three types of Teacher Talk mmatifins assist pupils’ comprehension by
making the ‘language learning’ easier for the leesnOf course, the degree of modifications
may vary since they depend on the level of thelpups well as on their age. According to
Lynch, the main features of Input modificatios an@difications of grammar (e.g. less
complex utterances), vocabulary (e.g. avoidancelioms), pronunciation (e.g. less vowel-
reduction) and non-verbal communication (e.g. iasesl use of gestures) (1996:41).
However, it is important to notice thitiie input modifications in the classroom are

[and should be] only ‘occasionally’ ungrammaticalChaudron cited in Lynch, 1996:41).

8 Language typically used by teachers in the foréagguage classroom (Lynch, 1996:6).

° Term invented by Charles Ferguson, who claimetiibaple used special variety of simplified spewtien
talking to otsiders who they thought had littlenarknowledge of the language (Ferguson cited inrchyn
1996:40).



Input modification is often used in combination hwihteraction modification. Nevertheless,
according to Lynch, it is important to considereratction as a whole since interaction
modifications are more influential in assisting rles’ comprehension than are
modifications of the spoken input alone (1996:44though as already said, both are closely
interrelated and often occur together. For instamd®n giving instructions to a class, Input
modification may be expressed by using easier wdeap while Interaction modification
would be present when a learner non-verbally shéwsor she has problems with
understanding what is being said (1996:44-48). @ensg Modifications of information
choice according to the studies presented by Lytedthers tend to adjust both the amount
and the type of information, such as in increasimgquantity of descriptive detail or making
logical links in stories (1996:49). Much more ha&eb written about language modifications
in order that learning would be easier for learnasswell as making it more effective. An
example of this would be Krashen’s Comprehensitgpeii, which is an essential component
in his Input hypothesis. A hypothesis (already tie@h in detail in the chapter 2.2.1.1., page
11) that learners will acquire language best whmay tare given appropriate input at level
I+1. All the mentioned types of language modifioas are crucial for teachers whose target
is to speak mainly English during their lessons tmgjive the pupils conditions in which
they learn while being so.

However, children will, as Willis says, accept adleer who speaks only English only
when they are shown it works and therefore, fotaimse, the instruction 'Would you close
your books please?’ should be, at the beginnimgestaccompanied by a clear demonstration
(1991:1). However, later, the degree of languagdlifitations may change. As the
children’s learning proceeds, particular languagtepns are introduced and thanks to their
repetition children seem to acquire those uncomstyolt is important to give

young children opportunities to acquire sufficibasic language for activities to take

place using only English in the classroom. As tpetof activities that take place in

young children’s classrooms are often very similhatever the learning
circumstances, the core of what the children needcquire is also more or less

similar (Dunn, 1984:80).

Once they know and can use, for example, gamesidg®y organising language, language
for activities, the lessons can be held in Enghdtih no major problems. Children learn these
patterns by being exposed to them again and agest, they get used to particular patterns,

later, they remember them and understanding beceass A lesson can be taught "on the



basis of a surprisingly small number of phrases sinectures.” (Halliwell, 1992:15). In the
intitial stages, prefabricated language is usedemas already shown, but as the children’s
language develops, they start being creative \aitigllage.
Research indicates that for many Language 2 lesrmspecially children, Gestalt
(prefabricated language) serves as ashort cutllow asocial interaction and
interpersonal communication with a minimum of lirgjic competence
(Dunn, 1983:5).

As seen from this quotation, children possess hiktyato produce language with limited
sources. When they feel ready they start using ifimgind its various patters; this also
supported by, for instance, Krashen. "They heantglbefore they speak, so that when they
speak it comes out confidently and already faitgumately.” (Halliwell, 1992:35). The
plenty of language they hear is, according to ¥/ilbetter learnt through real use than
through pattern drills and excercises.” (1991:1).
Children have an amazing ability to absorb languidigough play and other activities
which they find enjoyable. How good they are inoeefgn language is not dependent
on whether they have learnt the grammar rules t@r[no.] The best time to introduce
some sort of simple grammar is either when a paglls for an explanation, or when
you think a pupil will benefit from learning someaghmar (Scott and Ytreberg, 1990:6,
7).

Children are creative, use imagination and, lastot least, they love talking. They should,
therefore, be provided with "a programme rich inamegful, real-life activities in which
communication takes place naturally.” (Dunn, 1983T2achers should set up various real-
life situations in which real language is used, Bodhis purpose it is suitable to hold lessons
in English as that is the easiest way in whichame across common language use when, for
example, checking attendance, setting homeworleeagy on plans, and so forth.

We want our learners to want to and dare to usdatiguage for their own purposes.

We want them to use it accurately if possible, cuaately if necessary, but above all

we want them tonake it theirdHalliwell, 1992:9).

As soon as children start using langu#ltgeze is a risk of making mistakes. However,
"real communication demands risk taking.” (ibid).itlddut making mistakes pupils would
not learn anything. Luckily, as Dunn claims, chédrare willing to use language and to

experiment with sounds, without really worrying abmistakes (1983:3).



Unfortunately, one of the things children soon begipick up at school is the idea that
mistakes are in some way 'bad’. They begin to bdaassed and upset when they
have difficulity (Halliwell, 1992:13).

The idea that making mistakes is bad has been sigppand claimed by many teachers and
theoreticians. For instance, as mentioned by Mgaitris by continually making mistakes that
learners form the habit of making mistakes, theee&iudents should not be encouraged to
use normal conversation before it has been dr{ll&€6é4:84). Palmer then supported this idea
by his slogan "We learn to speak correctly onlydpeaking correctly.” (cited in Morris,
1964:84). However, teaching methods and approdudnes developed noticeably since then.
(as seen in chapter 2. Teaching methods and apm@m®gadt is well known now that it is
necessary to allow children the opportunity to makistakes. “In fact, if children are
impatient to communicate they probably will makere not fewer mistakes.” (Halliwell,
1992:5). “Luckily, communication does not demande ohundred percent accuracy”
(Halliwell, 1992:13), and it is what the aim of ¢tbé&ng young learners through English is —
to give them the most space to acquire the mogukage possible and to teach them how to

communicate.



5. Testing speaking
Normally, in out-of-school conversations, our foatiention as speakers and listeners is on
the meaning, the intention, of what someone isyyo say. Language forms are
themselves transparent; we hear through them tm#aning intended. But teachers, over
the decades if not centuries, have somehow gatterthe habit of hearing with different
ears once they go through the classroom doors.uaggforms assume an opaque quality.
We cannot hear through them; we hear only the £tmbe corrected. COURTNEY
CAZDEN

To be able to evaluate the achieved level of comeatime competence of the two
researched groups of young learners relevant teohniques, types of tests, as well as
marking system have to be chosen out of the abwedavailable. These will be presented

in this chapter.

5.1. Testing communicative competence in spokenigng

Testing language has traditionally taken the fofrtesting knowledge about
language, usually the testing of knowledge of votaty and grammar. However, there is
much more to being able to use language than kalm@labout its forms and isolated pieces.
Dell Hymes proposed a concept of communicative aienre, as already talked about in
chapter 3.1. Development and definition (page itByhich he included not only the ability
to form correct sentences, but also the abilityde them in an appropriate situation. Since
Hymes proposed the idea in the early 1970s, ibleas expanded considerably and various
types and components of communicative competenge Ieen presented; these are
presented in chapter the 3.1.1. Components of canwative competence (page 20).
Nonetheless, the basic idea of communicative coemgetremains the ability to use language
appropriately, both receptively and productivelyreal situations and thatwshat should be
tested when testing communicative competence ikesp&nglish. Furthermore, the tests
should integrate all the components of communieatvmpetence. To conclude, Savignon’s

summation, adjusted to describe only the spokemuamicative competence, can be used:

1. Tests of communicative competence [in spoken HEmjgliassess thedynamic
negotiation of meaninggetween two or more persons [...]
2. They include measures of....] spoken languageas well as paralinguistic and

nonverbal features of communication.



3. Although there is a theoretical difference betweempetence and performanoaly
performance is observabland therefore provides the basis for making imfees
about a person’s underlying competence (1983:254).

While testing speaking, as well as while testingeotanguage skills, many factors
have to be taken into consideration. These, sutheaage of those being tested, the purpose
of the test or the test evaluation will be dealtwin this chapter, although since testing
speaking is not the theme of this thesis, onlyviaade information will be presented.

The decision to test communicative competence iongpoken English comes from
the fact that the testees are third grade pupildadter studying relevant materials (long term
plans of the two researched groups) provided bygtheol authorities | realised that, during
the first five months, mainly the pupils’ ability speak and listen is developed. In other
words, only reception, production and very simpleiaction in an oral communication are
being taught, which may be seen in the long teangbf the two researched groups.
Conversely, writing is only briefly presented tamshthe pupils the difference between
written and spoken forms of English, and mainly-§l@xercises or writing with a model

are used to practise the written form of the laiggua

5.1.1. Types of tests

Since the purpose of my test is to compare thel ls\communicative competence in
spoken English in two groups of pupils, a relevast type has to be chosen. There are many
types of tests described in detail, for instanclh@Common European Framewoitbut for

the needs of this thesis | decided to use Undé&rldiivision into the following four groups:

Proficiency: what is the learner’s general levelasiguage ability?

Placement: where does this learner fit in our te@cprogramme?

Diagnosis: what are the learner’s particular sttmgnd weaknesses?

Achievement: how much has the learner learnt frquaréicular course?
(1991:12, 13).

According to Underhill, “in reality, most test pn@gnmes will combine two or more of the
above aims.” (1991:12). However, | have decidedddk with achievement testing which
Clark, in his bookroreign Language Testing: Theory and Practidescribes as “any skills
activities which are based on the instructionalteonof a particular language course.” (1972
cited in Savignon, 1983:245). Achievement testesss/hether or not the pupils have



achieved some specific aspects of the courseatftertain period of time, in this case, after
five months of study. As stated in tB®@mmon European Framewotlachievement test is
oriented to the course” (2004:183), therefore, dhé/language skills that have been covered
on the course are tested and the aim of thisddstfind out how well the pupils have
mastered these skills. Moreover, as Heaton em@ssiggood achievement test should also
reflect the particular approach to learning andhesy that has been adopted during the
course (1991:172).

5.1.2. Criteria of tests

Savignon labels a test assample behaviér(1983:232), but to be able to find out its
level on the basis of limited observation, two impat assumptions have to be first taken into

consideration; teseliability and testalidity.

According to Heaton, “reliability is a necessanardcteristic of any good test.”
(1991:162).

The test score is an accurate and stable measimeiwtiual performance. The same
test given to the same person on another day,dthansetting, or scored by a
different rater is likely to yield the same or daniresults. In other words, the test is
reliable (Savignon, 1983:232).

Reliability is further divided into parts to be cidered separately, yet various literature
differs in these divisions. For instance, Undertdhsidersnternal consistencgndtest/re-

test reliability However, according to Underhill, “these classita@asures of test reliability
have little relevance for oral tests.” (1991:10¥ slightly wider point of view, which also

takes note of testing speaking, is presented bigBanr who also introducesternal
consistencytest-retest reliabilityand adds +ater reliability (1983:233/234). Internal
consistency, also called item realiability by Sanig, has to do with the relationship of a
pupil’'s performance on individual items of the testheir performance on the test as a whole.
Some items might be ambiguous or have more thampossble response, therefore pre-
testing the test is an important part in test coeadnd usage. Test-retest reliability has to do
with the stability of a measurement procedure ffetent settings. As Savignon explains, the
procedure for estimating test reliability of thiad is, as its name implies, to test and to retest
the same pupil and the same test with the compaakthe results (1983:234). To ensure the



reliability of the test used for the purpose of ragearch, repeated pre-testing of a few pupils
will be used. Last to be mentioned is rater religbivhich may partly, as in the case of my
research, be ensured by using only one rater.

Rater reliability is of particular concern in testametimes referred to as “subjective” -
essay tests and oral interviews, for example — &/bealuation requires the evaluator

to exercise individual judgement (Savignon, 1983)23

To avoid this problem, it is again good to carwy the pre-test to become familiar with it as a
tester, as well as to create some evaluation tootzake the scoring easier. These will be
dealt with in more detail in chapter 6.5.2. Relidypiand validity (page 52). Not only should
we respect all the above measures while creatirgiable’ test, but the reliability of a test
may be estimated afterwards by a special formaey well described by Heaton in his book

Writing English Language Tests

ril= N |’1‘ m(N-m) |
N-1 | N (xx) |
— (1991:164)

Nonetheless, this not applicable for my purposesesi am testing an overall level of
communicative competence achieved and so it is $sipte to, for instance, define the
number of items in the test. The reliability coent is also being used when “we have two
sets of scores for comparison. The most obviousafi@fptaining these is to get a group of
subjects to take the same test twice* (Hughes, :B2Y4which is not applicable in the case of
my research either. Various ways how reliabilitgfficient may be arrived at are minutely

described in a bookesting for Language Teachewsitten by Arthur Hughes.

Validity, on the other hand, is concerned moréhie ‘content’ of testing. Simply

said, a test is valid when it measures what iupgpssed to measure and nothing else.

The sample test behavior is a true reflection efuhderlying competence the test is

designed to evaluate. For example, performancedriviag test in fact requires

10N — the number of items in the test
m — the mean score on the test for all the testee
X — the standard deviation of all testees’ scores
ru — reliability (Heaton, 1991:164).



driving ability, performance on a reading test lieggireading ability, etc. In other
words, the test igalid (Savignon, 1983:232).

As reliability is divided into more levels, so tdoes validity have its subcathegories, such as
contenf construct concurrent, facer predictive validityl shall again look closely only at

the ones relevant to this thesis. According to &, achievement tests seem to be
concerned primarily witltontent validity(1983:245). "Validation must then rely to a great
extent on the test designer’s intuitive knowledfthe implicit objectives of the programme”
(Underhill, 1991:106), as well as on the contenthef syllabus. In practice, there may be little
difference between content acohstruct validity Almost all tests are a part of a larger
programme and, as Underhill claims, a test shduwddesthe same assumptions and the same
philosophy as the programme of which it is par9:206). "In construct validation, one
validates a test not against a criterion or andingy but against a theory.” (Palmer and Groot
cited in Savignon, 1983:236). As mentioned in the/pus sentence, a test may be also
validated against another test, which is catledcurrent validity. Concurrent validity,

together with predictive validity, "are both exameplof what is sometimes referred to as
criterion validity.” (Savignon, 1983:236). Undelhdlescribes concurrent validity using the
following question: "How do learners’ scores on tast compare with their scores on other
language tests?” (1991:106). Since the researdngits@re given the test after five months

of their study, it would be possible to comparergmults with the marks they get at half term.
Nonetheless, not much importance can be givenigatmparison since it is the first time
they are to be marked for language and theref@ie thsults may be higher in order to
motivate (all pupils obtained A). Of the five kindkvalidity described abovéace validity
differs from the others since it exists only on bi@sis of impression. "So-called ‘face’

validity, the mere appearance of validity, is notagceptable basis for interpretative
inferences from test scores.” (American Psychollgissociation, 1974 cited in Savignon,
1983:237). Nonetheless, it is very important thattest is "perceived as a reasonable, fair, or
appropriate test by those who take it as well athbge who interpret the results” (Savignon,
1983:236), because if either the testers or thedeglo not see the test as reasonable and are

not happy with it, then it is unlikely to yield godwalid results.

An ideal test should, of course, be reliable ak agevalid, although as Heaton states,
"the greater the reliability of a test, the lesidity it usually has.” (1991:164). It seems easier

to ‘additionally’ increase the reliability of a teghich is already valid since knowinghatwe



are testing is a core of any test creation. Coreettyy according to Heaton, it is essential to
devise a valid test first and then establish wdysaking it reliable, such as by the careful
creation of a marking system. (1991:164, 165).

5.2. Testing techniques and test creation

When one considers the criteria, such as the figstees, the aim of the test, the
test’s validity and reliability, a quality test mag created. A quality test should be reliable
for the teacher’s purposes and be an approprieg¢t fier the pupils. Many tests already exist,
but according to Heaton, to meet the teachers’ sigesl best when they create the tests
themselves (1990:23). However, before creatingia éme has to decide what to include in it,
as well as to choose the appropriate testing tgaesi As explained above, it is very

importantwhatwe test, although equal importance should be givdrowwe test it.

As already stated, only items that have been taglgbuld be tested, hence, according
to Heaton, all the grammar points, structures oioua skills taught and practised over the
period should be written down before starting tdevhe test. These items should then be
rated by their importance and given appropriateghtang in the test (1990:26-28).
Furthermore, all the items included in a test stidnd given a certain amount of time, which

does not necessarily have to be the same, butdheualanced in some way.

A great importance while creating a good testihethe choice of testing techniques.
Much is to be considered here, such as the agedéarners and interaction patterns, as well
as the techniques learners are already familidr. Marious authors, such as Heaton (1990,
1991), Underhill (1991) or Madsen (1983), descabmimber of testing techniques in detail,
for instance: discussion, role-play, re-telling@ryg, decision making or explanation.
However, | shall only look closely at the techniguleat meet my needs; those that are
relevant for young learners, and those that wesadl practised with the pupils | am to
research. | elicited these from interviews (appeddil had carried out with the two teachers
and the only two techniques they have both beeargusi practise and to test are: interview
and description (of, for instance, picture or parsdhese outcomes may be supported by
Madsen, who claims that students with limited spegakkills, such as young learners are, can
be evaluated by using rather controlled testinghoag, of which the most useful afieect
responsesindquestions about pictureBoth of these appear in everyday communication
(1983:148, 149).



"Pictures are very useful for testing the spealskitjs.” (Heaton, 1990:61). Teachers
may ask various questions about the pictures, #sawask the pupils to describe the pictures
themselves. According to Madsen:

when using pictures, it is best to prepare youstjoes ahead of time. Write them
down, and then read them aloud as the sudent ntloragyh the test. This can
improve the quality of your questions, and it cafphwith the scoring of the test.
[Teachers should also] be prepared to provide iathdit cue where necessary
(1983:153).

Although, so far, the two controlled testing teigues, of which the latter is testing
through direct responses, have been describedllladbo consider the direct response from
the viewpoint of guided techniques. Although aldlidifference may be seen between the
two, both may be used while testing young learrigns. difference is well illustrated by

Madsen:
(controlled) "Tell him that it's ten o’clock.”
(I's ten o’clock.)
(guided) "Remind him politely of the time.”

(Excuse me, Mr. Evans. It's almost ten @ékl.) (1983:158).

It can be seen that guided testing techniquesthe/¢estees more freedom of response than
the controlled ones. On the other hand, the digatdge of more open-ended techniques may
be a difficulty with scoring which may cause loweliability. Nonetheless, an even more
open-ended technigue than guided direct respoase®ral interview also suitable for

testing young learners.
Many teachers think of the interview as simply aeseof questions and
answers, for instance: ‘What’s your name? y (dme is Lin Tan.)
‘How old are you?’ ('m fifteen years o)d.
(Madsen, 1983:162).

However, it can include a meaningful interactiotwsen the interviewer and the learner in

which much of the learner's communicative competemay be revealed. As Heaton asserts,



"supporters of the oral interview claim that theemnation at least appears to offer a realistic
means of assessing the total oral skill in a ‘redtwpeech situation.” (1991:97). Madsen
supports this idea by saying that "instead of symptiting information, the student is

actually talking with someone! The oral intervieangrovide a genuine sense of
communication.” (1983:162). Nevertheless, teachkaild be careful in order to prevent the
interview from becoming a pure interrogation. Cansatly, a friendly atmosphere should be
established. Heaton claims that, when a speakstdgdrms part of an achievement test (as it
does for the purpose of my research), it is udefstart by asking for personal details which
may put pupils at ease (1990:65, 66), since thestions are quite simple [and] cover
information that the student is thoroughly famileth.” (Madsen, 1986:163).

In conclusion, | would again emphasise the impmaof pupils being familiar with
the testing techniques as well as the interactaitem the teacher uses when testing.
Becoming familiar can be achieved by practisingugiiocommunicative activities during
proper lessons. "If any aspect of a test is unfiamib candidates, they are likely to perform
less well than they would do otherwise.” (Hughe394:39).

5.3. Marking system

Underhill labels the marking system as “avital tpaf an oral test. It must be
integrated into the whole process of test desigmfthe beginning; it is too important to be
left to the end, as an afterthought.” (1991:88).sMauthors, as well as agreeing about the
importance of marking system while testing speakialgo agree about the demands of
marking itself. “On a speaking test, getting thedsihts to say something appropriate is only
half the job. Scoring the test is equally challeggi (Madsen, 1983:166).

5.3.1. Scoring systems

Various scoring systems have been introduced iasatigle literature, and the system
teachers tend to select depends, according to Madedwo things: “how well trained we are
to evaluate oral communication and what factors cheose to evaluate." (1983:167).
However, Heaton claims, that whatever system wetadbe marking system may be very
subjective and reminds us, for instance, to avbawing the pupils’ personality to influence
the grade we award (1990:68). According to theditge, | shall devide and briefly describe
scoring under three cathegoriesibjective— using subjective judgement of the marker,

objective— where answers are either right or wrong anceasduated that way, arublistic —



usually based on the five criteria: comprehensponunciation, grammar, vocabulary and
fluency (Madsen, 1983:167-173, Underhill, 1991:995-9The latter is, as Madsen asserts,
“unquestionably an ideal rating system, when cao@scy can be maintained.” (1983:170).
Therefore, holistic sroring will be used for therpose of my researcifCommon European
Frameworkdescribes holistic scoring as a global synthetitgjuent where different aspects
are weighted intuitively by the assessor (2004:190 particular aspects, together with the
descriptions of their levels, should be descrilved rating scale.

Various tools how to make oral testing more comesisaind less subjective, such as

the use of a rating scale or an evaluation shdébwidescribed in detail in chapter 6.5.2.
Reliability and validity, together with some helpfideas used for the purpose of my
research. However, afew more ways to gain comsigt@and reliability in oral testing

exist, such as the number of assessors or thediagoof the oral test. These will not be
dealt with here since they are not relevant, naledis, they are very well described in the
already mentioned Underhill’'s book. The reasonsnfarincluding recording the testees is
because, according to the interview with the teecl@ppendix 4), the pupils had never
been recorded before and so their nervousness amrehse or the friendly atmosphere
decrease. Not even mentioning the number of asseisscelevant since | will be the only

assessor in spite of Heaton’s affirmation that “thual role (i.e. of both language partner
and assessor) which the examiner is required tonassn the oral interview is always

a most difficult one.” (1991:97).

Chapter five is dedicated to testing with the engghgiven to the ways of testing
communicative comepetence in spoken English. Regattie abundance available only
the relevant information was presented. The demngnéiss of creation, assigning and
assessing such test have also been mentioned; reeghgny Hughes’s claim that “the
accurate measurement of oral ability is not easyl][& takes considerable time and effort

to obtain valid reliable results.” (1994:114).



6. Research
When | started teaching, doing research was thkdst thing from my mind.
DONALD FREEMAN

The aim of this part of the thesis is to provideeacription of my small-scale
empirical* research project and its findings. The aim ofrésearch was already stated in
the introduction (page 1), here | shall presensitacture, introduce it and consecutively
look closely at its phases. School, teachers amilspinvolved, selection of research
methods and data collecting techniques, creatidoad$, data analysis and their evaluation

will be dealt with on the following pages.

6.1. Introduction and structure of the research

Diagram 1. Structure of the research
AIM

|

PLAN

|

OBSERVATIONS OF TEACHERS
and
SELECTION OF TEACHERS AND GROUPS OF PUPILS

|

EXPERIMENTAL LESSON 1

|

TEST ASSIGNMENT

EXPERIMENTAL LESSON 2

|

INTERPRETATION OF THE OBTAINED DATA

|

1 Classical empirical research is done by “lookingard®, in other words, by closely observing cerispects
of the world around us. It is concerned with examgrobjective, material things (Wallace, 1998:38).always
works with a concrete phenonmenon of educatioraitye with concrete data, uses exact methods ainsg
concrete results (Rcha, 2003:182).




EVALUATION

The aim of my research was to investigate how weNe two groups of young
learners mastered English language while beindettlelay two different approaches towards
language teaching. One group being taught Enghsbugh English, second being taught
English with support of Czech. For this purposep momparable groups of young learners
had to be chosen, as well as two teachers who woelet my needs. The duration of my
research project was six month, from the beginmh&eptember until the end of February.
After about the first month | taught an experiméfgason in both groups to learn about their
level. At the end of this exparimental lesson, ldea small inquiry whether or not had the
pupils studied English before, about their attimidewards English and oppinions on the
language individual teachers use. During the sedualtl of February | orally examined
individual learner's level of communicative compete achieved. Second experimental
lesson took place at the beginning of March basedthe same principles as the first
experimental lesson.

The following part of my thesis will chronologitalexamine individual phases of the
above described research, together with the deseripf chosen elicitation techniques, tools
used and interpretation and evaluation of the obthidata. Identities of the subjects of my

research will be protected.

6.2. Research methodology and tools for data dalec
The research carried out for the purpose of thésis is, as already mentioned, an
empirical research (page 46). Ellis “suggests itimre have emerged three different
cathegories of empirical research, each with it& @oal and principal research methods.”
(Nunan, 2001:93). A brief description of the secarathegory,The study of classroom
interaction and L2 acquisitignwhich is relevant to my research topic will beyded here
although I will not closely stick to its researcletimods.
[The goal of such study is] to test a number ofdilgpses relating to how interaction
in the classroom contributes to L2 acquisition aodexplore which types of
interaction best facilitate acquisition. [Its pripal research methods] are controlled
experimantal studies; ethnographic studies of @autgrn (Nunan, 2001:93).
Nunan himself claims, that a language classroocancismplicated place
to carry out a formal experiment to establish atrehship between the dependent
variable of language profficiency and independeatiables such as innovative



methods and materials. [However,] this is not tg Haat the task is impossible
(Nunan, 2001:94).

For my research | selected two basic elicitatiochméques: observations and an
interview, and one subordinate with only subsidiatgta obtained in a form of a
guestionnaire. Observations are used when we délaldata directly accesible to sences,
such as in my case, for instance, the use of matmgue and the target language. Various
types of observations exist based on several iefitefFor example, my observations are
structuredsince a clear focus is specified in advance, @arett since the participants are
aware of being a part of a researGlhe things to be observed need to be overt, obyious
context independent, relevant, complete, precisk easy to record. | shall not deal with
these conditions in detail, however, they are welcribed in Dencombe’s bodie Good
Research GuideAnother elicitation technique chosen for the g of my research is an
interview. Even though interview is a time consugnitechnique, its flexibility to, for
instance, specify or reformulate questions in peegris a big advantage. | selected a
structured interview which is based on a set opared questions in a determined order. In
order to avoid inaccurate wide answers | offerechesgossible options the teachers could
choose from. Lastly, the questionnaire will be venefly mentioned. Out of the possible
types ofquestionsthat can be used in a questionnaire, | decidedst ayes/no answer
mainly because of the little time awailable anddle of the pupils.

Furthermore, to be able to assess their achieweatl & communicative competence, |
decided to carry out an oral test and to teach éwmerimental lessons. Therefore, a rating
scale and an evaluation sheet for me and threesheeks for the pupils were created. All the
tools used during my small scale research projeggther with their creation, will be further

presented when the particular phases of the rdseaeadescribed.

6.3. School, teachers and pupils involved

For my small scale research project | chose addhahe suburb of Prague where |
spent my one year teaching practice during thaceliryear at University of Pardubice. The
advantage of such choice was that | had known tighi€h teachers, their approaches towards
teaching and attitude towards the use of motheguerbeforehand. However, to support my

choice of teachers, | observed them to record howtniEnglish they use during their lessons.

2 These criteria, as well as some other informatédated to elicitation techniques, were presenteté at
University of Pardubice during a subject calléxbd do pedagogického vyzkurd003



The observation sheet (appendix 1) | used wagetted the University of Pardubice. Since |
found it appropriate for my needs, | decided to msdter a permission. It was used in ten
lessons during September. Each teacher was observdile lessons (225 minutes
aggregatively), these observed alternately to nsaike both groups developed similarly. The
amount of time teachers used the target languademather tongue was measured. For the
purpose of my research, | shall label the two teexlas a teacher A and a teacher B,
corresponding to a group A and a group B. | decidegdresent the obtained data in a graph
showing the use of Englistn minutes, maximum being 225 minutes.

Diagram 2. Use of English
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maximum 225 min.

As results from the Diagram 2, teacher A uses #nget language csiderably more than
teacher B. It is to be noted that the purpose ofahgervations was not revealed to the
teachers in order to obtain genuine data. Bothhtmaé\ and teacher B completed their
university studies, however, while teacher B isialidied English teacher with about 25 years
of teaching practice, teacher A is an educatedhmdggist with 12 years of teaching practice,
however, has completed quite a number of languadereethodological courses.

Regarding the choice of the two groups being talghthe two chosen teachers, |
concencrated on two aspects: the age and the dé\eahglish. Therefore, | decided for two
third grade language groups, each beginning witlismand consisting of fifteen pupils. The
two language groups consist of pupils from fourssks. It is plausible to state that both
teachers teach under very similar conditions, fbesethe results of the chosen groups should
be comparable. These pupils and their achieved Hveommunicative competence is the
subject of my research.



6.4. Experimantal lesson 1
In order to form an opinion on the pupils' level English, mainly aimed at

understanding the target language, an experimégabn was carried out in the middle of
October. In group A fourteen pupils were presemtgrioup B twelve. | taught both lessons
myself to make sure they were identical. Activitissich as ‘number bingo’ or ‘sleeping
game’, and instructions pupils were not familiathmvere chosen not to favor either group.
An observation sheet (appendix 2) with a list & #Hctivities and two extra items was created
for this purpose. Whether or not the pupils unaedtin English only, together with the time
spent on individual phases of the lesson was takewm for each activity. The time pupils
spent by filling my questionnaires was also notexvi, however, the distribution and
instructions regarding the questionnaires (apper@jixas well as the statements in the
guestionnaires pupils were to label true or falsgewntentionally held in Czech in order to

avoid any misunderstanding (results presenteda tble 1, page 51).

6.4.1. Conclusion

According to the obtained data, it can be condutthat both group A and B managed
a lesson held solely in English, therefore, it banstated that they are at the same level of
understanding English since the results observedabmost identical. The amount of time
spent on separate activities differs, however,reatarkably. The two extra items observed
were: administration and discipline maintenancemiustration appeared only in group B,
nonetheless, was managed in English. Some diseipiinblems arose in both groups and
were in both cases settled with some support otiCze

The additional data (presented below in the Tahlpdge 51) received from the
guestionnaires show, apart from other things, wdretie pupils previously studied English
and the pupils’ view on whether their teacher usese English or Czech during the lessons.
The number of pupils who had previously studiedlEh is reconcilable when the number of
pupils present is taken into consideration. Thjgsuts the fact that the two groups used as
the subject of my research are comparable. Likethisg@upils’ perception of the language
their teacher mainly uses during lessons supplegtslbservations | carried out when the
choice of the two teachers was being made (pager43dd my subjective opinion on the
level of pupils’ understanding English, | may shgttthe groups appear very similar, if not
equal.

Table 1. Questionnaire for pupils: 3 chosen statemés

STATEMENT ANSWER GROUP A (14Ps)
GROUP B (12Ps)




| have already studied English YES 10
8

Our teacher speaks mainly English YES 14
4

Our teacher speaks mainly Czech YES 0
8

6.5. Test assignment

The achieved level of communicative competencepoken English was tested in
order to evaluate the improvement of the two suedegroups. Each pupil was tested
individually. The oral test was piloted and tookg# during the last week in January.

Types of tests, criteria of tests, testing techeg] test creation and scoring systems
connected to testing communicative competence deseribed in detail in chapter 5.
Testing speaking. | shall very briefly summarizerthhere and consecutively deal with the

test carried out for the purpose of my research.

6.5.1. Type of test chosen

The type of test (page 38) used isauhievement teswhich is “directly related to
language courses, their purpose being to estahdshsuccessful individual students, groups
of students [...] have been in achieving the objest” (Savignon, 1983:245). In my case: two

groups of young learners with the objective of reasy the oral communicative competence.

6.5.2. Reliability and validity

Considering the criteria of tests, already explaime detail (page 39), | shall closely
deal with the relevant parts. All the languagengepupils were introduced to during the five
month were listed (appendix 5) to maintaiontent validityconcerned primarily with the
objectives of the programme and content of theabyl; no additional aspects of language
were tested. | tried to maintain thest-retest reliabilitto make sure my measurements will
be stable by testing and retesting two pupils feodifferent group, however, of the same age
and studying in accordance with the same syllabbs. results (appendix 9) of both pupils
slightly improved when being retested, nonethelémsyesults can be, in my opinion, labeled
reliable. | purposely aimed my attention to theer reliability since | am not an experienced

teacher, thus | became familiar with the test Btteisting (or piloting) it. Furthermore, some



evaluation tools to make scoring easier and leBfestive were created, such as a rating scale

and an evaluation sheet.

6.5.2.1. Rating scale, Weighting system
According to Underhill:
a rating scale is a series of short descriptiorndiftdrent levels of language ability. Its
purpose is to descibe briefly what the typical hearat each level can do, so that it is

easier for the assessor to decide what level aedoogive each learner in a test. The
rating scale therefore offers the assessor a sgfri@epared descriptions, and she then

pics the one which best fits each learner (1991:98)

While creating a rating scale, its developer shoutatk with the syllabus of the
learners being tested and adjust it to them. Teeldave used was designed for the purpose
of testing third grade pupils.

Common components of language ability are compr&ba (and interaction),
pronunciation, grammar (accuracy), vocabulary dmehicy. Each component is awarded
certain number of points by which a rating scalereated. Heaton claims that “an even-
numbered scale is often preferred because it leadgsiners to avoid awarding the middle
mark (a tendency in many cases).” (1991:99). Ténsiéncy could come from the similarity
to the classical marking scheme (1-5). It is “stflgradvised to use a scale for grading
students' performances on speaking tests ratheratmarking scheme.” (Heaton, 1990:68).
To avoid the similarity, | have created a four-les@ale (appendix 7), in which each level is
further divided into two, better and worse, so thgtractice, there are eight points to choose
from. Each cathegory has the same number of mankghwnakes the scoring easier, though
it implies “that they are all equally importantWUiiderhill, 1991:97). Of course, this does not

have to be true in all cases. Celce-Murcia as#saits

many established tests of oral proficiency [..jtoaue to evaluate a student’s
performance primarily in terms of accuracy [...ocabulary. [...] Athough certainly
these discrete components contribute to what lectadral proficiency’, it is
guestionable whether the elusive quality calledricnunicative ability’ can be

evaluated in this manner (1991:133).



To find some alternative rating schemes, Celce-Muwuggests Underhill'Sesting of

Spoken Language&vhere a so-called weighting system can be found.

Weighting is a system by which we can award bepierformance in certain
cathegories and give them more influence in thal ficore. Underhill labels it as a system in
which:

marks are awarded out of the same total for thiereéiit mark cathegories, and these

marks are then multiplied. [...] The assumptionibelthe use of weighting in this way

is that it is mentally easier for the assessor éoknall the cathegories out of the same
total initially, and then multiply up the marks pooduce weighted score, than it is to
mark one cathegory out of ten, a second out of ttyyemd a third out of thirty, at the

same time (Underhill, 1991:97).

For the purpose of my research, taking into acctliatage and level of the researched
pupils, the greatest importance has been givennteraction and comprehension
(multiplied by three), then to pronunciation andefhicy (multiplied by two) and the two
last cathegories, accuracy and vocabulary, havéoeen preferenced at all. The teachers
both, as elicitated from the interviews carried @upendix 4), give a special importance
to interaction and comprehension while testing isupral ability. In order to make
weighting, as well as scoring generally easier mnude reliable an evaluation sheet with

above mentioned cathegories was created and useddb pupil.

6.5.2.2. Evaluation sheet; Impression, Additive Suthtractive marking

An evaluation sheet is a helpful tool for tester&eep a record of what has occured or
not occured during the test. Although, as Heatovisad, “the interviewer shouldever
attempt to note down marks or comments while thelesit is still engaged in the
interview" (1991:97), it may be used afterwardgjtockly note down certain points about
the student’s performance. Various ways how to naankn the occurance of any special
features or errors exist. | shall briefly descrémel give reasons for Underhiliispression,
additive and subtractive marking1991:100-103), which is used in my evaluation shee

(appendix 8). He claims that where:



different mark categories are used, they will otbermarked by different systems: this
Is not a sign of inconsistency, but rather refléhts fact that they are measuring very
different things (1991:100).

Impression markings usually used for categories and cases whichyaite difficult to
define. A whole test may be assessed on the basispoession marking, but | have only
chosen it as a helpful tool covered under ‘comnigntisere various disputable parts and
pure impressions can be noted down. Whereas impressarking in my case covers all
the categories together, botadditive and subtractive markingiay be noted down for
each category separately. Both are also used im@ied way. An occurance of any
special feature used by a testee is marked dowoe tpositively evaluated late©n the
other hand, the tester may subtract some points \@hserious error occurs, as well as for

the non-occurance of some basic ‘knowledge'.

The chapter 6.5.2. Reliability and validity hasallevith ways and various tool to
make oral testing more consistent and less subgcsuch as the use of arating scale.
However, a few more ways to gain consistency ahdhiéty in oral testing exist such as
the number of assessors or the recording of tHetesta These will not be dealt with here
since they are not relevant, although they are wealy described in the above mentioned
Underhill’s book. The reasons for not includingaeting the testees is because, according
to the interviews with the teachers (appendix 48, gupils had never been recorded before
and so their nervousness could increase or thadfsieatmosphere decrease. Not even
mentioning the number of assessors is relevanedingll be the only assessor in spite of
Heaton’s affirmation that “the dual role (i.e. afth language partner and assessor) which
the examiner is required to assume in the oralvi@e® is always a most difficult one.”

(1991:97).



6.5.3. Testing and techniques used

As already mentioned in detail in chapter 5.2.tigstechniques and test creation
(page 42), a great importance while creating a gtasd lies in the choice of testing
techniques. Much is to be considered, this deatteitail in the above mentioned chapter.
According to the information elicited from the inteews with teacher A and B, two
testing techniques were chosenterviewanddescription of picturegpage 42) These are
the only testing techniques both teachers usedrdotipe as well as to test speaking,
therefore, | made the same choice in order to geoyupils with tasks they are already
familiar with. The oral test (appendix 6) consist @our parts: introduction,

guestions/answers, description of a monster andligsion.

The test was carried out during 30th and 31st Jgnkzach test took about eight
minutes and the results were noted down into iddi&i evaluation sheets. | am aware that
the test was short, however, everything the pupdee to learn during the five months was

included.

It is necessary to mention that | did not testgbpils during their English lessons
to avoid fovouring either group. The pupils werstéel during other lessons and the order
was given by the lists of pupils in their ‘originadhsses’ in order not to know whether the

pupil tested belongs to group A or B.

6.5.4. Conclusion

According to the obtained data, it is to be codeblithat group B, being taught with
the support of Czech, achieved higher score thaipgA, being taught through English.

Maximum score for each group was 1080 points, dalithetween pronunciation —



maximum 240, fluency — maximum 240, accuracy — mmaxn 120, vocabulary —
maximum 120 and interaction/comprehension — maxin3é® points. Group B achieved
higher scores than group A which can be seen iaildetthe Diagram 3 below. Group B
achieved higher scores even when individual catheg@re taken into consideration; this
to be seen in the Diagram 4 (page 56). The avesagee of a pupil from group A is 54,6
poits, from group B 60,8 points out of 72 whichth® maximum possible score for each

testee.

Diagram 3. Total achieved scores
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Diagram 4. Achieved scores in each cathegory
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6.6. Experimental lesson 2

After evaluating the resuts obtained from the desk a second experimental lesson
was carried out in order to verify the result. Ttime all the pupils were present in both
groups. The experimantal lessons took place abéiginning of March in accord with the
principles of the first experimental lessons. Fa same purpose, both lessons were again
taught by me and new tasks, as well as instructiere used. However, a few differences
may be seen between the first and the second expaial lesson in the way it was
prepared, as well as in the fact that the obsev¥ehe second experimental lesson was
a very experienced teacher and managed to obserwve pmenomena. Moreover, pupils
were asked to speak English as well. This fact quaie difficult to observe; it can be said
that it showed better and worse pupils in individgraups, but had no value in evaluating

the two groups as wholes.

Whereas the first lesson aimed mainly at the fabetiver or not the pupils
understood English, the second lesson additiorattyed at how well they understood.
Therefore, four stages of giving instructions watstinguished: stage 1 — spoken

instructions, stage 2 — spoken instructions suppofty miming, stage 3 — spoken



instructions supported by miming and giving an eplmand stage 4 — instructions given
in Czech. These, together with the amount of tirmeded for each activity were entered
into an observation sheet (appendix 10) createdogsfy for this lesson. Variance can be
seen in the data entered in the observation sh&etsaip A understood lower stages of
instructions, exactly stages 3, 1, 4 and 3, whegeasp B achieved a slightly worse results
in stages 3, 2, 3 corrected to 4 and 3. Similarlglifference may be seen in understanding
English. While group A needed some Czech suppooinatminor instruction stage only,
group B needed the support of Czech during the ivain activities. Some pupils from
goup B did not understand the English instructionstages 3 and consequently were
asking for Czech instructions when the activitiesavalready in progress. It is to be noted
that few pupils from goup A asked for informatiouarithg the activities as well, however,

these were enough to be given in English.

Another difference was the way the activities waalt with. Pupils worked on an
‘animal project’ throughout the lesson. For thiggmse a workseet (appendix 11) was
created for each pupil, these collected at theagrile lesson in order to be able to check
whether or not the pupils understood the task aarevable to accomplish it. One pupil
from group B was not able to acomplish the taskesiaccording to her worksheet, she did
not know how to question her classmates. Anothemexation of whether the pupils
understood enough to be able to accoplish the wes& a final creation of a graph
(appendix 13) into which pupils were to transfee tbbtained data. Even though an
example was shown to the class, several pupils fyjooup B needed the Czech support

during the activity.

An extra task (appendix 12) was prepared for thalpwho completed the given
task. All pupils from both groups worked on theraxiask in the end, however, since the

pupils were told to accomplish only the tasks tleeglerstood, group B finished much



earlier since many pupils did not understand th@ua tasks. Therefore, a ‘miming game*
was played with this group in the end of the leson the other hand, almost all pupils

from group A managed to accomplish the extra tasks.

Some discipline problems appeared in both groupsveare, similarly like during

the first experimental lesson, dealt with with soipf Czech.

6.6.1. Conclusion

According to the data obtained from the seconcearmntal lesson, it can be stated
that group A managed better than group B. Evenghate difference is not major, it
appears in all parts of the lesson. The resultsb&ipresented in the Table 2 to make them

more synoptic.

Table 2. Experimental lesson 2 — results

GROUP A B
INSTRUCTION STAGES (3,1,4,3] (3,243
(1, English — 4, Czech = 16, worst score 11 12
ITEMS ACCOMPLISHED IN ENGLISH 7 6
(MAX. 9)

SPOILED WORKSHEETS 0 1
(MAX. 15)

PUPILS WHO ACCOMPLISHED all -10 all- 5
EXTRA TASKS partly — 5 partly — 6




(MAX. 15 pupils) no-0 no-—4

Likewise | added my subjective opinion on the leviepupils’ understanding English after
the first experimental lesson where | labeled bgtbups as very similar, if not equal,
| shall do the same now. From my subjective poihwiew, group A’s understanging

seemed better to me, as well as their English mtoxiu

6.7. Interpretation of the research results
| [am] jarred by the phraseThe research shows (or tells) uss if there were one
unified body of "research,” or that "it” had the rhan ability to "show” or "tell”
anything without someone to speak for it. DONALDEEMAN

This section of the paper was aimed at a quests@ied at the beginning of my small-
scale research projectWill the communicative competence of pupils besngit English
through English be higher than those being taughglish through Czech?which | shall
try to answer on the basis of the obtained data.

The data obtained from the research and evaluftideach part of the research do
not provide a clearly positive nor negative ansteemy question. Nonetheless, the test
assignment, which was the main evaluation part gfresearch showed that group B,
being taught English through Czech mastered thenuamtative competence in spoken
language more that group A, being taught Englisbubh English. On the other hand, the
results gathered from the second experimental megseen though this being a minor part
of my research since aimed at pupils' understandiog production), claim contrariwise.
Therefore, it would be, in my opinion, an exaggerato conclude that teaching English

through Czech is generally more effective thanhaarEnglish through English.



When questing after the reason why do the resdltsyresearch project differ
from the theoretical background presented throughbe paper, as well as from my
personal beliefs, | came across several factorgtwbkhould be taken into consideration
and which might have had some impact on the redultthe following part of this thesis

| shall try to find and deal with some of the reasfor my findings.

Teacher’'s personality, experience and teachingntguks surely play a crucial
role. It has already been stated that teacher & isducated English teacher with about
twenty-five years of teaching practice, hence mexperienced. Therefore, it is partly
possible to ascribe the results to this fact, togetwith some more elements to be
considered here. Although teaching methods andoappes were not directly observed,
which would surely be an interesting further inguircan state, that teacher A uses more
variety of teaching methods and approaches; duhagobservations, | saw, for instance,
the use of Total Physical Response. Even thougthallactivities indirectly observed in
group A were interesting and the pupils undoubtediypyed them, young learners of this
age, should be, in my opinion, familiar with theiates in which they participate in order
to aim their concentration only towards the languaghinking about the activity itself
may deviate their concentration. As Dunn claimanfiliar activities give opportunities to
revise, consolidate and expand on language ite(h890:34). In other words, pupils can
only practise English when they know how to do@n.the contrary, teacher B seemed to
be very consistent in the ways of teaching as aglot including many extra activities in
addition to the methodology of the textbook usesadher B concentrated more on various
recommended ways how to practise each item; theisg) lbepeatedly used throughout the
textbook. Group B might, therefore, be less ovetmled by the number of activities being

involved during the lessons. Constant usage of reainbecombination of activities to



practise individual language items may also gehgera my opinion, result in employing

more senses, therefore, the needs of differenstgpkearners (page 33) are met.

A teacher who decides to use the target languagle Waching has to assuredly be
a highly skilled teacher. It is, even from my oveaaching experience, extremely difficult
to modify theteacher talk(page 34) into a comprehensible input (page 11td g)ve the
pupils opportunity to understand. A great emphakisuld be given to the fact thall
pupils, not only the better ones, should have plaissibility. Two pupils with very low
scores achieved at the oral test can be seen mesh#s gathered from group A (appendix
9). It is important to notice that these two pupdwered the results of group A as a whole
noticeably. The cause of their low results can kglagned by the fact, that there is a
possibility that the above mentioned assumptiorsictaning the modifications of teacher
talk was not fulfilled. In other words, that not plupils understand the teacher who does
not have the weaker pupils on mind and lets theintogein the ‘jungle of language items'.
The results of the following gradual accumulatidrihings not properly understood by the
pupils have already been described in chapter &.dung learners and their
development.(page 28) To sum up, the accumulatiguch items can lead to a general
slow-down, as well as to the loss of motivation. wewger, it would be an
oversimplification to claim that it is better toatsh English through Czech. On the other
hand, it appears better to use Czech while teadag to use ‘incomprehsible English
input’. This being supported by the fact that oy B no such weak pupils appeared,
although both being language groups into whichcaessful entrance examination had to
be taken. The conclusion of such speculation, lier gurpose of my thesis, is that the
teacher Ais probably not capable enough to teaayli€h through English since the
modifications of the teacher talk are not suffitienough to enrich all the pupils by being

exposed to the target language.



Whereas the above mentioned factors (why teachiogigh Czech came out being
more effective) are closely connected to the teéshgersonalities, experience and
abilities, few more connected more to the languagening theories can be found. | shall
mainly deal with Krashen’'sAcquisition-Learning hypothesideveloped in detail in
chapter 2.2.1.1. From the two independent systdrasamnd language performance, group
A seems to be gaining the acquired system, wh@reap B the learned system. Acquiring
the language means the pupils are introduced taigestructures which they consecutively
get familiar with, start using them and find outithmeaning for themselves. On the
contrary, when learning the language pupils arergiexplanations first and then start
using it. According to Krashen’s theories, pupilsonearn the language go, in the early
stages, through more rapid proces in using theetal@nguage, however, it is only
a temporary advantage.(page 13) He claims thatlfinguage influence can be considered
as unnatural and compares learning the seconddgego learning a mother tongue where
a silent period(page 12) can be observetllent periodcorresponds to the period which
appears when children learn their first languades Tact may be considered importantant
in order to explain the results of my oral testsiit is possible that the pupils from group
B (who acquire Enghlish) are at the moment in the silent periodother words, five
months might not be enough to pass through thatgieriod. Krashen himself claims that
acquisition is slow, however, in the long term mauseful for the purpose of
communication (1981:68). Group A pupils should fgterceive English language more
naturally, this also supported by Scott an Ytrepesgp claim, that children naturally insert
their native language when they cannot find Enghsinds (1990:33); pupils from group
A do so while talking, and did so while being telster the purpose of this thesis which

can be seen in the evaluation sheets | filled &ahepupil. Therefore, pupils from group



A are likely to go through a more rapid improvemétater; when they are provided with

enough English environment enough time.

Contrariwise, the results of the second experimdasgon (page 59) are higher in
group A. Even though this being a minor part of negearh, it is worth taking into
consideration that the understanding to the tal@ejuage is more developed with the

pupils being taught English through English.

Nonetheless, to conclude, although the answer toguestion is not positively
clear, the research results show that the levedoofimunicative competence in spoken
English of the pupils being taught English througrech is higher than of pupils being
taught English through English. However, this majyyde a temporary result which is
likely to change in accordance with time progrédserefore, the findings obtained from

my research could function as a basis for furthatys

| am aware of the fact that the research samplsistaa of a small number of
pupils, as well as only two teachers, thereforepisa representative sample with a general
value. As can be seen above, teachers’ persomabty play a crucial role, thus more

participants would enable me to make a more general.



7. Conclusion

The purpose of this thesis was to present a ddtaihalysis, as well as to prove right
the positive role of the second language while Heap it. | have, of course, put it as
persuasively as | could, however, it was not méaue accepted without a question. | aimed
at young learners, tohether with the acquirementashmunicative competence in spoken
English. Throughout the pages, certain topics coeageto the theme were pointed out, based
on a theoretical background, as well as from my perspective. This paper may be devided
into two parts which are, however, closely inteated.

In the first part, based more on the level of thed was unavoidable to mention and
subsequently deal with topics such as: teachincghodst and approaches, communicative
competence, young learners and testing speaking. fdrt, on the basis of the above
mentioned theory, further argues for the positiviuence of English language on the
development of communicative competence of youngrnkers; as well as provides
suggestions how to achieve such goal. Current camuative approaches towards language
teaching, precisely said: The Natural Approach @athmunicative Language Teaching were
dealt with in detail and the impact they have oa ttevelopment of speaking skill was
presented. In my view, it is every teacher’'s comsatlle task to provide pupils with enough
communicative activities, as well as with rich Hslgl environment in order to educate
confident English users from our pupils. The apitif such users should be focused primarily
on the transmission of message rather then onrtimargatical accuracy. The role of accuracy
is undoubtedly important when acquiring a foreigmnduage, however, the ability to
communicate in real life situations, in the wayeapressing oneself, is the essential sign that
the learning is successful. Therefore, communieatiompetence in spoken language was
dealt with in detail since we cannot concentratal@ndevelopment of something unknown.
Needless to say, aprroaches and methods usedvielodang the communicative competence
in spoken English differ in accordance with thetipgrants of such curriculum. Hence, the
age and development of children at the primarysctasm has to be taken into careful
consideration since it greatly influences the wagosid language is acquired.

In the latter part of my thesis | tried to invgstie the impact of first and second
language on mastering the communicative competenspoken English. The small-scale
research project | carried out examined the achideeel of two groups of young learners,
each being taught by one of the above stated agipesdowards the use of mother tongue. As
already stated in the introduction part, | identifith the benefits teaching English through



English brings to learners and | myself employ tapproach towards teaching. For this
reason mainly, | believed and expected the resultslfill my beliefs, as well as to prove the
presented theoretical background true. Nonetheksghe results of the main part of my
research displayed, the opposite came out to ke @wing to this result, | searched for
possible reasons for such finding. Some were famthe level of the two particular teachers,
such as their experience, teaching techniques ussstment of weak pupils or ability to
modify teacher talk into a comprehensible inputmg view, the fact that the language in
language teaching has to be efficiently modifiedléarning appeared quite important. Other
reasons were found on the level of language tegdhiories, for instance, the occurrence of
thesilent periodin concord with The Natural Approach.

Generally, | would consider the results of my ezsh beneficial since they may
function as a basis for further, long-term surveyoh could reveal, for instance, whether on
not the silent period played the role it had been given when the rebeaesults were

interpreted.



8. Resumé
Ve vyuce cizich jazyk probiha dlouhodoba debata o tom zda,ceyat v Zako¥

matesting, ¢i v cilovém jazyce. Mnohé vyzkumy se zabyvaly alestaabyvaji timto
problémem, ovSem najit jednozné reSeni neni snadny ukol. Prozatim se ani jedna z
téchto metod neukazala jednoZn&a WCinngjSi a nazory diteli i teoretiki se stale [isi.
Trendem poslednich let je Wavani v jazyce cilovém, coz je jeden wdda, prat se
zejména zénajici Witelé, ktgi nemaji jedt vyhrarené styly vywovani, touto otazkou
intenzivré zabyvaji. Proto jsem se i j4, jakoc¢kajici witelka rozhodla ¥novat, tomuto
tématu svou diplomovou praci a uskirté empirické Setni zabyvajici se rozvojem
komunikativni kompetence v anglickém jazyce utwzéladsiho Skolnihod&ku a polozila si
otazku, zda bude komunikativni kompetence v mlurejezyce Zak vyuéovanych jazykem
cilovym vy8Si nez Zakvyucovanych s podporou jazyka migkeho.

Zastavam nazor, Zze v§ovani jazyka jeho fiimym uzivanim je efektiw)si, a to
zejména @ vyucovani Zak mladsiho Skolniho &ku obzvla& s p@ihlédnutim k jejich
schopnosti porozuét smyslu jazyka z minima. &im, Ze vyuzivanim dostupnych
metod, zaloZzenych na jiz zmémych principech, vychovavame v dlouhodobé perspékti
kvalitngjSi uzivatele cilového jazyka. Vzhledem k tomutktdiaje ¢ast této diplomové prace
zantiena na zfisoby dosazeni tohoto cile a slouzi jako zakladpppos samotného vyzkumu
a jeho vysledk. Ohs casti této prace jsou spolu Uzce spjaty. Podfpbe cela prace
rozcklena do sedmi kapitol.

Synchronni a diachronni pohled na vyuzivani akgho aceského jazyka je
predstaven v druhé kapitole. Zvlastiiraz je kladen na postupny odklon od vyuZzivani
matestiny ve vyuce jazyk spol&né s nastupem metod souvisejicich s rozvojem
komunikativni kompetence. Podrafjijsou popsany saiasné metody rozvijejici zejména
komunikativni kompetenci v mluveném jazyceisatem na jazyk vytovaci. Vzhledem
k tomuto faktu, stegatak jako s pihlédnutim k ¥ku Zaki, ktefi jsou gedmétem meého
zkoumani, byly blize popsany dvEgiupy k vykovani: komunikativni fistup k vyuce
jazyki a tak zvany Natural Approach, ktery je zaloZemmacipu podobnosti mezi
osvojovanim si jazyka cilového a miatecho. | proto se dle tohotdigtupu ve vyuce cizimu
jazyku, steji tak jako @i osvojovani si jazyka maitekého, objevuje obdobi, ve kterém Zaci
neprodukuji jazyk, jsou pouze jazykem obklopenodwdont jej vstebavaji. Tento fistup
je zmiren spol€n¢ s detailni analyzou Krashenovych hypotéz o 0s\@josi cizich jazyk,
na které je zalozen. Krashenovy hypotézy maiji siliwna vywovani jazyk jiz od

osmdesatych let dvacatého stoleti, zejména napwtijovani si jazyka v podminkach, kdy



jsou Zaci jazyku neustale vystaveni. Jednou z ggaejnich hypotéz je rozdil mezi
osvojovanim si adenim se jazyku. Krashen vidévojovansi jazyka jako podsdomy
proces, ktery firovnava k osvojovani si jazyka metkého. K jiz zmignému je zapaebi
smysluplné firozené komunikace v cilovém jazyce, ve kterédestnici sousedi na obsah,
ne na formu. Na druhou straogenise jazyku vnima Krashen jako produktemeho deni,
které vede spiSe ke znalostem o jazykuyikbgul ke znalosti gramatickych struktur.
Komunikativni kompetence se, dle Krashena, zisk@ee na zaklad osvojovani si jazyka,

ne wenim.

Komunikativni kompetenci, jejimu vyvoji spolu sljetlivymi komponenty, je
vénovana kapitolareti. Termin komunikativni kompetence se poprvévibjeSedesatych
letech dvacéatého stoleti a od té doby proSeiryma vyvojem. Tento termin je popséan nejen
jako schopnost aplikovat gramaticka pravidla jazgkdormovani spravnychdt, ale také
jako schopnostadét, kdy a jakeé ¥ty pouzit v fiznych situacich. Vzhledem k zé&teni prace
a wWku zaki, ktefi jsou gredmétem meého Séeni, je diraz kladen zejména na komunikativni

kompetenci v jazyce mluveném.

Zakam mladsiho Skolnihodku je wnovana kapitol&tvrta. Na zaklad principi
Krashenovych hypotéz a "Natural Approach’ je ukazsechopnost Zdkosvojit si jazyk
v uritych fazich jejich vyvoje. Zaci mladsiho Skolnitgku vnimaji jazyk jako celek, ne jako
souhrn gramatickych pravidel; ta proto néebta vys¥étlovat a pro Zaky jsoud&Sinou jeSt
nesrozumitelna. Jejich jazykova kompetence se jiazaizaklad predlozenych fiklada,
které mohou napodobovat a jejichZ vyznamu jsou vdbl¥e schopni porozust i bez
podpory jazyka matekého. Neméndulezité je také zohledmi jejich schopnosti sousdit
se na jednu aktivitu po relatigkratkou dobu, ktera je definovana maxinéadieseti
minutami. Proto je nutné aktivigasto nénit, ovSem neni jiz nutné, satimne¢ menit i téma
prezentované latky. Vysledkem takto vedené vyukynblp byt jejich vnimani jazyka jako

piirozeného komunikaniho prostedku.

Vzhledem k tomu, Ze cilem této diplomové pracgigit, zda si Zaci vy€ovani na
zakladk techto princigh osvoji komunikativni kompetenci v mluveném jazydee, nez Zaci
vyucovani cilovému jazyku jazykem mékym, je dalSi kapitolad%movana testovani
mluveného projevu.iiedstaveny jsou typy tastjejich reliabilita a validity, dostupné
testovaci techniky, tvorba tésa hodnotici systémy. Jako nejvhégn byl vybran test, ktery
po daném obdobi hodnoti dosaZenou Utdwanunikativni kompetence ve vztahu ke kurzu,

kterého se Zacigastni; v tomto fipact dosazenou Uroviezaki tretich r@&niku po @t



meésicich vyuky. Vybrané a detalipopsané jsou techniky zaloZené na popisu olirazk
principu vhodnych odpadi na dané otazky. Konkrétni test byl vyiten na zaklagl
tématickych plaf testovanych skupin. Ma-li byt test dobrym predikem néieni, musi byt
znany diraz kladen na dodrzeni validity a reliabity testalidita testu se zabyva jeho
obsahem. Jinymi slovy, validni test byltestovat pouze latku, se kterou byly Zaci
seznameni. Na druhou stranu reliabilita testu&@geustabilni ndfeni vykonu testovanych
Zaki, coz konkrétd znamena, Ze néjlad vysledky stejného testu daného stejnynirék

v riznych dnech by #ly byt ténti shodné. Pouzity test byl pro pelby ovtreni reliability
takto pilotovan a shledan vyhovujicim. Oboje zéniinje v praci detaithrozebrano na
zakladk jejich relevantnich komponaentNa zaklad druhu testu, sidazem na jeho reliabilitu,
byl vybran odpovidajici hodnotici systém. Protégst diplomové pracesmovana popisu
holistického hodnoticiho systému, ktery je aarajako nejvhod§si k ziskavani
objektivnich souvislych vysledkhlavre z divodu, Ze se opira o hodnotici Skalu. Hodnotici
Skéla je ¥tSinou rozdlena do pti kategorii hodnocenych odiére. Tyto jsou: porozurni a
schopnost interakce, vyslovnost, gramatické sprstyistovni zasoba a plynulost mluveného
projevu. Tvorba konkrétni hodnotici Skaly, poujpité poteby empirického S&ni, je

popsana v kapitole, ktera jénovana samotnému vyzkumu.

Tato kapitola popisuje jednotlivé faze vyzkumufim@vani si cile, pozorovaniieli
se zamirem zvolit vhodné &astniky vyzkumu, prvni zkuSebni hodinu s cilem poat
urovei dvou tid vybranych pro vyzkum, proces a vysledky testgvdmhou zkuSebni
hodinu se cilem ohodnotit Gravebou tid, interpretaci ziskanych dat a jejich naslednou

evaluaci.

Cil prace byl definovan jiz v gatku. Po vyhodnoceni pozorovani v hodinach, kieré |
zaneieno na urovie uzivani matiského a cilového jazykaipryuce byli vybrani dva ¢&itelée,
nasledg oznaeni jako Witel A a B,éemuz koresponduji i @vzzkoumané jazykové skupiny
Zaki tretich tid, skupina A a B. Zde je nutno poznamenat, Zewhelé vywuji ve velmi
podobnych podminkach, tudiz vysledky dvou zkoumhrskupin jsou porovnatelné.

Prvni zkuSebni hodina byla agitna v obou skupinach vilp tijna za @elem
zhodnoceni urowhzkoumanych skupin. @thodiny byly stejné. Vyuzila jsem pro Zaky
neznamych aktivit a instrukci v cilovém jazyce. [@johodnoceni byl vytvieen pozorovaci
arch, do kterého bylo zaznamenano a naslegghodnoceno, zda a jak byli Z&ci schopni
porozungt anglickému jazyku dasovy harmonogram jednotlivych aktivit. Vysledkem



porovnani obou skupin bylo zj&ti, Ze jejich schopnost porozéhtilovemu jazyku byla

zhruba na stejné arovriimz byla potvrzena jejich vhodnost pro danéeiet

Béhem posledniho tydne ledna péblo pilotovani testu a nésledné testovani obou
skupin. K tomuto &elu byla vytvdena jiz zmigna hodnotici Skala a vysledek kazdého zaka
byl individuélre zaznamenan do evalirdho archu. Vzhelem kipdmétu testovani byl
hodnoceni vysledk pouzit tak zvany princip vazZeni, jimz byla danaSsiy dilezitost
kategoriim: porozugni a schopnosti interakce, vyslovnosti a plynulosiiveného projevu.
Vysledkem testu bylo zji8hi, Ze skupina B, jenZz byla v§ovana cilovému jazyku
s podporou jazyka matkého, usgla lépe nez skupina A, vyavana ténx vyhradré
Vv jazyce cilovém. Maximalni dosaZzené hodnota tbgta 72 bod. Piaimérna hodnota Zak
skupiny A byla 54,6 bodu, skupiny B 60,8 bodu. SkapB obstéala |épe i zaigdpokladu
hodnoceni jednotlivych kategorii jazyka @tihe.

Nasledovala druh&a zkuSebni hodina, ktera bylaZzeal® na stejnych principech jako
prvni zkuSebni hodina. Jeji vysledky nepotvrdily aavyvréatily hodnoty ziskané v testu.
Skupina A obstala I1épe nez skupina B. Tento roglihepatrny a nefize mu proto byt
prikladan znany vyznam.

Celkovy vysledek empirického $ehi tedy ukazal, Ze si zaci Wavani jazyku
s podporou jazyka matkého osvojili schopnost komunikace na vySSi Uroviz Zaci
vyucovani vyliEné jazykem cilovym. Tento vysledek je v rozporu sétickym zékladem
diplomové prace, stejrtak jako v rozporu s mymieswdcenim . Ri hledani odvodreni pro
takovyto vysledek byly vzaty v potaz dalSi faktdnpme vyucovaciho jazyka, které mohly
vysledekcasté&ne ¢i zasads ovlivnit. Tyto faktory dlim do dvou skupin. Na faktory spojené
s osobou titele a na faktory opirajici se o teorie ¥guani jazyk. Ve spojitosti s osobou
ucitele je nutno vzit v potaz nejen jazyk, kterym &wjil, ale také jejich osobnost samotnou,
dosazené vzdani, zkuSenost a pouzivaneé vguaci techniky. Po zvazeni vySe zgriégho
a dostupnych informaci jecitel B zhodnocen jako znalejSi wavacich metodologickych
postumi nutnych k dosazeni cile Waovaciho procesu. Stejntak rozhodnuti vyEovat
v jazyce cilovém je ohodnoceno jako ri#mp ukol a @itel, ktery se rozhodne pro takto
vedenou vyuku musi byt vysoce odbbruzcilany, aby bylo dosazeno poZzadovaného
vysledku. Obtiznost jazykovych modifikaci je detaifozebrana a nevyhody neschopnosti
modifikovat jazyk na Urouvevsech Zaku jsou prezentovany. Jakiklpd takového selhani by
mohli byt dva Zaci ze skupiny A, Kiedosahli v testu extrémimizkych vysledk. Divodem

muze byt kumulace probirané latky, které dani zaconareli, tutiz se neosvojena latka



nashromazdila na mnozstvi, které se jiz nedalodndét a Zaci #stali ve vyuce pozadu.
Vysledky €chto Zak vyrazré ovlivnily praimérnou dosaZzenou hodnotu skupiny A. Zatimco
vySe zmigné faktory ovliwiujici vysledky testu byly Uzce spojeny s osobditele, je také
mozné vyhledat jisté faktory spojené s teoriemi kyyucizich jazyki, zejména s jiz
zmirénou Krashenovou hypotézou rozdilu mezi osvojovasima wenim se jazyku. Dle
Krashenovy hypotézy si skupina A jazyk osvojujdjrrao skupina B se jazykiu Z&ci, ktei
se jazyku ui, prochazeji v prvotnich fazich rapigsim procesem ve schopnosti uzivani
jazyka, ale tato vyhoda je ozfmwvana jako pouze dasna. Oproti tomu Zaci, Kiesi jazyk
osvojuji, mohou prochazet jiz zn¢imym obdobim, kdy nejsou j&Sschopni jazyk sami
produkovat, ale z dlouhod&Bi perspektivy budou kvaligigimi uzivateli jazyka.

PrestoZze vysledky vyzkumu neprokazalyinms vywovani cizimu jazyku jeho
uzivanim, nize byt teno vysledek pouze &@sny a naopak opay v delSim casovem
horizontu. Ziskana data by proto mohla slouzit jpkdklad pro dlouhodaisi vyzkum, ktery

by snad pesrji odpowdél na poloZenou kéovou otazku.
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