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Abstract

This thesis discusses teaching speaking at uppendary schools towards achieving
communicative competence. The theoretical parirasglthe concept of communicative
competence as reflected in speaking, as well ag Ipasciples of syllabus design.
Testing speaking is discussed, together with acatianalysis of the reformed final
examination. The main outcome of the practical gatthe development of teaching and

testing materials, reflecting the theoretical baiokigd.
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Souhrn

Tato diplomova prace se zabyva vyukou mluvenéhgepuona stedni Skole s cilem
dosa eni komunikativni kompetence. Teoretick@st nejprve vysuli koncept
komunikativni kompetence a specifika mluvenéhogwojv jejim dosa eni. Nastiny
jsou také zakladni principy tvorby sylabu a vyukcwymaterial, jako i problematika
testovani mluveného projevu, spolu s kritickou gpali nové formy maturitni zkousky.
Hlavnim vystupem praktické &sti je tvorba vyukovych a testovych materjal
zalo enych na prostudovanych teoretickych principec
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1. Introduction

Although students of all ages and abilities l@arning English for various reasons,
one of the most frequently quoted is that of adhgwommunicative competence, an
integral part of which is the skill of speaking. Wever, teachers aiming to develop
speaking skills in upper-secondary school studdrgguently encounter problems
choosing a suitable textbook for speaking focusssdns. Some requirements include
incorporating all the aspects of communicative cetapce, providing sufficient
preparation of the students for the expected outsorteking the learners’needs into
account, as well as being suitable for the teacher.

The aim of this paper is to discuss ways ofetting speaking skills in upper-
secondary school students to achieve communicatv@petence. Therefore, the
theoretical part will outline the main charactecstof upper-secondary school students,
as well as an analysis of the concept of commurEatompetence, particularly in
assocciation with speaking and its testing at Czgager-secondary schools. In addition,
the process of developing teaching materials walléxplored in terms of promoting
speaking skills. The chief outcome of the practuait is designing a suitable teaching
and testing material for speaking lessons at Capgpler-secondary schools, based on the

criteria and aspects discussed in the theoretaral p

2.The Learner: The Upper-Secondary School Student

Upper-secondary schools in the Czech Repwk typically attended by students
aged fifteen to nineteen, in the period that iemefd to amdolescencéKalhous, Obst et
al, 2002, p. 50). Adolescence is accompanied byraber of biological, psychological,
emotional, social and cognitive changes that afleated in the behaviour of most
adolescent learners and significantly determiner therformance as foreign language
learners.

Concerning biological changes, the mostceaible is rapid growth of the body,
especially the limbs, often causing clumsiness. él@w, this is followed by the
development of motor activity and adolescents ast fo gain skills requiring strength,
agility, coordination of movement and balanc@j and Mares, 2001, p. 237). Biological
transformation is also linked problematic conceidra spells of apathy followed by

short intensive bursts of vitality, causing inceghsiredness. The changing sexuality is



seen in the bodily changes, as well as increasedest in sexual themes (Langmeier,
Krej i ova, p.142).

Psychological changes in adolescence caaxpkined as “the effort to adapt to
biological, psychical and social conditions of amlence” and include emotional
instability, painting the picture of “storm and @afce” (Kalhous, Obst et al, p. 51,
Langmeier, Kreji ovad 1998, p. 138). Through the inevitable confo€temotions the
individual gradually becomes more civilized andhsfarms into a responsible member
of the society. Scrivener (2005, p. 329) mentitreseffect of frequent mood swings and
emotions on the result of the teaching procesgsaible lack of motivation resulting in
uncooperative or even disruptive behaviour, as aliebellion against authority. Some
of the proposed solutions include assigning thenka more responsibility and
autonomy, involving them in decision-making andyiong a stable, non-threatening
environment. Harmer (2004, p. 39) also suggegipative and constructive classroom
management.

Another key issue represents finding one’s mentity (Harmer, 2004, p. 39), along
with a critical approach to their own appearance @nilities. Peer approval is considered
to be of higher importance than performing whateiguired by the teacher. Adolescents
are trapped between two needs: firstly, to be tledras, and secondly to belong. Not-
still-children and not-yet-adults, they need todfia balance between these two poles.
Erikson (1968, in ap and MareS, 2001, p. 236) refers to this per®gsychosocial
moratorium, in which the society enables the ad®lesto experiment with values and
roles, and in which the main task is to form a iclsgo-identity and manage the feelings
of insecurity about his/her social role.

The main development areas in adolescenceidackome emancipation from the
family and establishing deeper relationships wittens of both sexes (Langmeier,
Krej i ova, p. 149). The ease or the difficulty that aspanies the process depends
largely on the previous relationship within the figrmrand the beliefs of the members.
Neither the desire of the parent to maintain theedeency of the young person — their
child, nor the effort to make them independent @emely is advisable. Some
adolescents may experience the reverse side abthewhen they are treated as children
due to being financially dependent on their paredéspite being expected to take on
some responsibility of an adult.

Importantly, adolescence is a period of caogaidevelopment when the quality of

thinking processes radically changes. Langmeierkaegl i ova (p. 144-145) even go as



far as to claim that “with their intellectual albfliadolescents at least approach their
maximum performance, often exceeding older peopMipse memory seems to be

lacking. Although the Critical Period hypothesis mot been confirmed, perhaps the idea
of multiple critical periods may appear more reade. Due to the gradual and long-
term process of brain development resulting inedéht aspects of language being
developed at different times (Seliger, 1978, insklp. 108), as well as the elasticity of

the brain supported by the expanding knowledge bstract concepts and ability to

process rules, adolescence is perceived as thefgregkammar acquisition.

Research has shown that the order of acquisiti certain linguistic features does not
differ with age. However, the age appears to afteet rate of second and foreign
language acquisition (Snow and Hoefnagel-Hohle818vLightbrown and Spada, 2006,
p. 72). Given the same exposure to the target kEgeyuit was in fact adolescents who
showed the fastest progress. This may be due tadéhelopment of metalinguistic
competence, as well as abstract thinking (Nipp2@D7, p. 13), which promotes later
language development (compared to young learnkns).mainly demonstrated through
understanding and actively using lexicon represgntbstract concepts, non-literal
meaning, or linguistic ambiguity, such as in jokesins in newspaper headlines or
advertisement. Not only does this contribute tortleguistic competence, but also their
cultural literacy, both of which contribute to theommunicative competence.

Speech also develops at this time, nameywdttabulary range broadens and syntax
may become more complex (Langmeier and Kreya, p. 143). This is partly due to
increased use of written language (both receptivaig productively), which also
contributes to enhanced knowledge of the world igiiog a context for the language.
This is linked with the increased ability to appege different social roles, as well as the
thoughts and feelings of their conversational padr{Nippold, 2007, p. 14). Hence they
are able to adjust their speech in terms of theerrand style, using simple syntax and
perhaps slang with their peers, or more complexasyfor academic writing. In addition,
there is more chance of interpersonal conflictadpeesolved by compromising through
awareness of the feelings of others, although #dpaaty to do this may not always equal
its actual usage.

Unlike younger learners, adolescents will actept one solution, but will consider
alternatives and evaluate them. The increased ssipeeability is frequently exercised in
showing criticism of previously respected authesfisuch as close family, teachers or

even peers. Critical language is also applied ¢octhntradictions between family values



and those of the society, as well as the valugbeofiifferent generations. However, the
ability to use critical thinking can and should eeploited during language lessons,
especially through the way information is presenfed instance inductive method of
grammar instruction, or encouraging discussions.

School and education also belong to the &zéat authorities. However, adolescents in
general tend to have a reasonably positive attittmeards English. Instrumental
motivation is enhanced by the fact that upper-séapnstudents in the Czech Republic
intend to pass the final examination and understdral target language culture.
Adolescence is linked with the need to considerkwalternatives and many students,
aware of the fact that language skills may enhameie chances of getting a suitable job,
are therefore motivated to study languages. Adddlg, integrative motivation stems
from the increased opportunity to travel abroadwork or study purposes, whereby they
are expected to fit in the English-speaking enviment.

Teaching adolescents may appear frustratindy @rallenging and all the above
mentioned aspects need to be carefully considéextegarding them could result in
frustration on both sides, while their appreciatauld contribute to learning which is

both enjoyable and effective, achieving the expkaimns.

3. Aims of ELT at Upper-Secondary School
3.1 Key competences in ELT

Czech upper-secondary schools are part o€#eeh system of education the aims of
which are specified at both the national and scHeweéls, as well as that of the
individuals concerned, such as the pupils and &aciThe expected outcomes are set
within the educational programs of the individuathgols, stemming from the
Framework Education Programme for Secondary Gelghatation (Grammar Schools)
or for Secondary Technical and Vocational Trainiagd following up the Framework
Education Program for Elementary Education. Thé@ss are defined as competences.

The term competence perceives the aim of ¢mcaot only as the acquisition of
certain knowledge and skills, but also abilitiescassary for successful life and
employment (Kosikova, 2011, p. 30). Particular keynpetences have been defined,
specifying what the student will be able to do ompleting the study program, and their
attainment is achieved across a number of schdgests. Key competences represent

"the sum of knowledge, skills, abilities, attitudmsd values important for the personal



development of an individual, his/her active cdnition to the society and their future
self-realization in life". (Framework Educationogramme for Secondary General
Education - Grammar Schools, 2007, p. 8). Howeegen this definition may seem
rather vague, sparking some uncertainty of the hea¢ both those involved in
curriculum design and those who are expected tdeimegnt it.

As regards teaching English as a foreign lagguthe aims are communicative and
educational in nature, with communication competsnas the main aim and other key
competences as follows: learning competences, gmelsblving competences, social and
personal competences, civic competences, enteymgmp competences. (Anglické
gymnéazium, Sedni odborna Skola a Vy3si odborna Skola, ParduBikelni vzdlavaci
program Gymnazium- ivé jazyky AGYS, p. 50 - 52).

3.2 CEFR and communicative competence

The term communicative competence was cobmetiymes (1972), who followed
Chomsky’s concept (1965), and it was further disedsy Halliday (1970), Canale and
Swain (1980) (all in Richards and Rogers, 2001150 - 162), Littlewood (1981),
Bachman (1991), and others. Analyzing the variogisgectives would be beyond the
scope of this paper, therefore the selected view, les the most recent and building on
the previous concepts, is that by the Common Ewamoperamework of Reference
(hereafter referred to as CEFR).

CEFR introduces some beneficial ideas. Firstlys the action-oriented approach,
whereby language here is seen as part of the doatek the users and learners of a
foreign language have to accomplish certain tasks given environment. (CEFR, p. 9).
This is of immense importance when describing tlmcept of communicative
competence and demonstrates the link with the ScHdacation Programme (SVP
Gymnazium - ivé jazyky AGYS) and the key competesclisted there, namely
problem-solving competences, social and persomabetences, civic competences and
enterpreneurship competences (p. 51 - 53). Moredher proposal to concentrate on
tasks and activities as authentic as possible dmpte learning is appreciated, although
the concept of using such tasks will be discusadtidr on in this thesis.

CEFR also supports plurilingualism (p. 168hisl means that the number of
languages acquired by the learner will be usedgzide each other whenever necessary,

depending on the speaker’s needs and environmemtedVer, the concepts of the



different cultures behind these languages will dbate to the interculturality of the
speaker, resulting in broadening his/her persgnalg well as ability to accept other
cultures. Perhaps we can see the cross-curricelatians with the Czech language, a
second foreign language, Translation and InterpogtaGeography, History and Social
Sciences stated in the School Education PrograrSivie,(AGYS, p. 55)

Furthermore, language learning is considerifélang process, hence the importance
of maintaining the motivation of learners of alleagroups, developing not only the
cognitive, but also the affective domain accordingBloom’s taxonomy (Anderson,
Krathwohl, 2001).

What is extremely innovative and most usetuhpared to some previous discussions
on communicative competence, CEFR not only offezsréain scale of overall language
proficiency in a given language, but also breaksrdthe desired language competences
- “the sum of knowledge, skills and characteristibattallow a person to perform
actions“(p. 9). This allows objectives and desieadthievements to be described despite
the variety of needs, characteristics and resowtkesarners.

Nevertheless, not even CEFR as a tool fordagg learners, teachers and assessors is
perfect and omnipotent and by no means is it irednals an absolute and exhaustive
summary of what should be taught, learnt and asdess all possible contexts. The
descriptors are less elaborate mainly at the topl I6C2), as well as the lowest level
(Al). Moreover, a degree of subjectivity is expéatejudging the meaning of words like
"clear”, "a wide range of" or "familiar everyday prssions” and similar, frequently
appearing in the competence descriptors. In adgitsome contexts would require
further elaboration, such as young learners, batrdaders are provided with some
inspiration how to adapt this for their own context general, this is an instrument for
achieving a degree of equivalence among foreigguage examinations, which is a
worthy goal but it will not be attained without théllingness of various educational and
occupational authorities to recognize foreign exations, within or outside Europe.

The CEFR competences describe what theatssach of the six levels will be able
to do. As regards general language use, both BlBan@pplicable to the outcomes of
EFL teaching at upper-secondary schools) are gbupeler the headinndependent
Userand their global description is as follows:



B2: Can understand the main idea®ofadex text on both concrete and
abstract topics, including technical discussion$isiher field of specialisation.
Can interact with a degree of fluency and spontgnthat makes regular
interaction with native speakers quite possibléaut strain for either party. Can
produce clear, detailed text on a wide range ofestb and explain a viewpoint
on a topical issue giving the advantages and das#dges of various options.

B1: Can understand the main points of clear stahdgut on familiar matters
regularly encountered in work, school, leisure, €&an deal with most situations
likely to arise whilst travelling in an area whelitee language is spoken. Can
produce simple connected text on topics which am@lfar or of personal interest.
Can describe experiences and events, dreams, laopeambitions and briefly
give reasons and explanations for opinions andspl@EFR, p. 24)

The expected competences are stated in tefric@amunicative activities (what the
language learner is able to do with language),viddal communicative competence
components, as well as strategies necessary teeaido communicative situations.
Speaking, along with writing, is considered a pritke activity, and illustrative scales

are provided for overall spoken production, sugt@dimonologue: describing experience

or putting a case (e.g. in debate); public annooneces and addressing audiences. These

are shown in Table 1, Appendix 1.

Even a limited number of the repertory of cetemces can enable the users to carry
out a number of activities (Hodel, p. 5). The neeeg prerequisites for carrying out

communicative intentions can be seen in Fig. 1vaiidbe described in detail.
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3.3 General Competences

CEFR recognizes that language cannot be cemreglcdbutside its context and therefore
highlights the necessary presence of extralingushills — general competences. These
are defined as “those not specific to languageathith are called upon for actions of all
kinds, including language activities” (CEFR, p. &)d divided into two main groups:
declarative knowledge of the world on the one hakdls and know-how on the other.

To start with, certain knowledge of the woldpresupposed when learning a foreign
or second language, as it is expected that thendednas already experienced the
surrounding world. The degree of this should béectéd in material design, as well as
selected methodology. Examples of relevant entities

the locations, institutions and organisations, @ess objects, events, processes
and operations...., factual knowledge concerniegctiuntry or countries in which
the language is spoken, such as its major geogmphienvironmental,
demographic, economic and political features. (CEFR, p. 102).

More specifically, sociocultural knowledgencerns “knowledge of the society and
culture of the community or communities in whichlanguage is spoken”. This
component requires special attention, as the leamay not be familiar with it or may
be influenced by cultural stereotypes (p. 102) m#ty include aspects of everyday life,
living conditions, interpersonal relations, valubsliefs, attitudes, body language, social
conventions, as well as ritual behaviour. The tiemchponent, intercultural knowledge, is
concerned with the similarities and differencesosoning the learner’s original world
and the one of the target language, taking intoaatcthe regional differences.

Admittedly, it is outside the scope of EFLdess to acquaint the learners with all
aspects of the world around them, as the presemcabsence of extralinguistic
knowledge will not be dependent on the language&kapdThornbury, 2007, p. 31).
However, the declarative knowledge is undoubtedlycancern to students at Czech
upper-secondary schools, and not only to them. Timaterials promoting language skills
should certainly integrate teaching the target lagg with some cultural knowledge, the
extent of which is probably dependent on the teadhe specific needs of the students,
the educational environment and the limitationthefmaterials used.

On its own, knowledge would not suffice, sawanber of skills are included in the
general competence, ranging from the ability toecepth social, living, vocational,
professional and leisure situations, through tcersultural skills, concerned with

appreciating the differences and similarities @& kmarner’s native culture and the one of



the target language. In addition, existential caimpee includes the individual factors
concerning the learner, such as attitudes, motimatialues, beliefs, cognitive styles and
personality factors.

Last but not least, the ability to learn, @oquisitional competence according to
Hodel, p. 9), plays a vital role in the procesdaniguage learning, defined by CEFR as
“the ability to observe and participate in new expeces and incorporate new
knowledge into existing knowledge, modifying thétda where necessary” (p. 106). It
includes the following aspects, all of which arealito foreign language learning:
language and communication awareness, general fhosklls, study skills and
heuristic skills, which need to be constantly depeld to encourage learner autonomy,
assigning the learners a more active role in tloegss. Learning competence is referred
to as transversal, in terms of its applicabilityl drenefits for itself, as well as for other
competences (Hodel, p.9).

All the general aspects of the learneoisetences are interconnected, for instance
dealing with speakers of the target language aailfurtercultural skill) would not be
possible without certain knowledge of that cult(irgercultural knowledge), or acting in
accordance with accepted norms (social skill) codtipossibly occur unless the learner
has acquired certain knowledge of such conventi@ogiocultural knowledge), the
ability to use a dictionary (study skill) enablé® tlearner to refer to the world around
(declarative knowledge). Nevertheless, communioatd interaction would not be

possible without language competences.

3.4 Communicative language competences
Communicative competence in the narrower, spediitanguage related sense includes
three components: linguistic, sociolinguistic amdgmatic competences, each of these

made up of knowledge, aptitudes and skills.

3.4.1 Linguistic competences

Firstly, linguistic competences deal with “tkeowledge of, and ability to use, the
formal resources from which well-formed, meaninghutssages may be assembled and
formulated” (CEFR, p. 109). Littlewood rightly eams that “just as a single linguistic
form can express a number of functions, so alsocacsingle communicative function be

expressed by a number of linguistic forms” (Littewd, 1981, p. 2). In other words,



learners need to be familiar with the various fortmsexpress a range of meaning or
functions, in line with Halliday’s concept of fuimtal grammar (Halliday, 2004). The
linguistic competences include lexical competencencerned with the usage of
vocabulary of a language and focusing on lexicaiments, such as single lexemes or
fixed expressions, as well as grammatical elemiantisrms of closed word classes, such
as articles, pronouns etc.There is a certain guentdh another aspect, grammatical
competence, which is concerned with producing ¥eellhed pieces of language in line
with the principles of the target language. Theessity of grammar instruction (or the
lack of it) has been dealt with by numerous autherg. Krashen (1987), Larsen-
Freeman (2000, 2003), Celce-Murcia and Hilles (198&e current views include
grammatical competence as part of the system,dgakio account the various functions
expressed by different grammatical structures.

Next, semantic competence is concerned wighntleaning in language, including
lexical semantics, such as relation of the wortht&ogeneral context, in connection with
the general competences in section 3.3, as weltadexical relations.

Correctly, phonological competence is alsduded, since the process of speaking
would naturally not be possible without pronun@ati whether in terms of segmental
phonology, for instance correct manner and placatafulating individual phonemes, or
suprasegmental features, such as connected sp@&#ohation, vowel reduction,
employing strong and weak forms of words. Mastetirggse is not only vital to speaking,
but also to listening, which is an integral parttbé process of communication. The
current view of English as an international langupgrhaps lowers the need to focus on
pronunciation provided it does not impede comprelgity. Abbott (1981, p. 56)
argues that despite the various dialects, thetesuslly a high degree of intelligibility,
"you should therefore not be too worried over sa@updonounced by your learners
which, while not close to native-speaker norm, miénadess do not seriously interfere
with communication.” Conversely, Bowen and Mark894, p. 59), question the term
comprehensible pronunciation and its acceptahitityarious contexts, labelling foreign
pronunciation of English a "non-standard varietyhich will not be seen as another
regional variety, but should be improved. Therefaoteis our belief that accurate
pronunciation should be focused on alongside api@atep grammar and vocabulary
choices, since it is felt the opposite scenario ldiaeprive our learners of the chance to
achieve the language proficiency they are capalblelno addition, the choices in

pronunciation can contribute to sociolinguistic gatence, discussed further on.

10



Orthographic competence is an aspect of lagguhat may not necessarily spring to
mind at first when describing the ability to usedaage, especially should we be dealing
with the spoken mode. However, since the speakkilj is frequently practised in
connection with other skills, such as reading ottimg, it is also useful to be familiar
with the form of the letters, correct spelling gnahctuation.

Orthoepic competence, on the other hand, istefest to those wishing to or required
to transform a written text into speech. Hencentbeessity to work out the pronunciation
of the written word, whether with the use of a idicary or by employing the sense in
orienting in the spelling conventions, also intetpambiguous structures, such as
homonymy, from the context in an intended way. Litke previous competence, this one
Is also important in relation to speaking. Howeyarhaps it is correctly listed at the last
position since it would not be applicable to alhwounicative situations.

The linguistic competence requirements areedtan Table 2 in Appendix 1.Yet let us
not forget that language should be perceived nod asere system of rules, but as a
“dynamic resource for the creation of meaning. énms of learning, it is generally
accepted that we need to distinguish between ‘iegriat’ and knowing how’, (Nunan,
1989, p. 12). Therefore, linguistic competencesvip a platform for the other two

components, sociolinguistic and pragmatic compet&nc

3.4.2 Sociolinguistic competences

Appropriateness is the subject of the secomdnponent of communicative
competence according to CEFR, sociolinguistic cdempees. Whereas with the
linguistic competences we are concerned with tiferdnt forms and structures within a
language, sociolinguistic competence “enables ysetiorm language functions in ways
that are appropriate to that context.” (Bachmand119. 94).

Among sociolinguistic competences pertainssigeity to differences in dialect, in
register, the distinction between natural and wmaétsounding language, as well as
being able to understand cultural references agurdiive language. Considering the
target audience is one of the major skills to mrassecommunication is undoubtedly not
a one-way process. Harmer describes a number wiréadetermining the language that
is used, for instance the purpose of communicattbe, environment, the selected
channel, as well as the genre. These will influeheelevel of formality or familiarity in

terms of grammar and lexis (Harmer, 2004, p. 248)ng the wrong genre may have if
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not disastrous, then perhaps embarrassing effectthé speaker. This also applies to
translating directly from the native language, he social meanings of seemingly
"equivalent” structures may be different.

At the same time, this aspect could be peedefrom the opposite angle as the
language determining the social atmosphere ofitbat®n. As an example, in a teacher
— pupil relationship, the level of formality can determined by the teacher using a
highly formal or fairly informal language. In anethcase scenario, an advanced learner
of English may find it difficult to be accepted angroup of native speakers due to his or
her over-formal language. The social significantéanguage should probably be more
highlighted with advanced learners as their reddyihigh level of linguistic competence
may mislead native speakers. Due to the complekiyerogeneity and variability of
English, the aspect of sociolinguistic competenwygs very challenging in terms of its
scaling. Nevertheless, its broad scope shows tbessiy to focus the learners” attention
to this matter. The expectations as to sociolingusompetence are listed in Table 3 in
Appendix 1, yet the difficulty to define measurabtéeria should be appreciated.

The aim of coping with communicative situasamould not be achieved without the

final component: pragmatic competences.

3.4.3 Pragmatic competences

The termpragmaticsis defined as

the study of language from ploint of view of users, especially of the choices
they make, the constraihteytencounter in using language in social intepacti
and the effects their uséanofjuage has on other participants in the act of
communication ryStal, 1985, p. 240).
Thornbury (2007, p. 16) considers pragmatiovkdedge as "the relation between
language and its context of use, including the psepg for which language is being
used.” Similarly, Kasper (1997) defines pragmatisghe study of communicative action
in its sociocultural context, and interestingly, cBman’s model of communicative
competence in fact views sociolinguistic competeasepart of pragmatic (Bachman,
1991, p. 87), unlike CEFR’s, which divides them.
According to CEFR, pragmatic competences dethl the structure and organisation

of the communicated text (discourse competencejoqmeing communicative functions
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(functional competence), and the functional diwisiaccording to the nature of
communication (design competence).

Discourse competence is concerned with colkerefithe produced language, through
the order and manner in which new and given infoionais presented, the relationship
among the clause elements, clauses and sentehadso Itakes into account the co-
operative principle, suggesting that four maxims bbserved: expressing true
information (maxim of quality), not exceeding then@nt of language necessary to
express an idea (maxim of quantity), stating omlgvant points (maxim of relevance)
and aiming to be brief, clear, not ambiguous (maginmanner). What is also relevant
for is flexibility to deal with different circumstees, ability to take turns and ability to
develop a topic to a required extent. Masteryasfain skills is necessary.

Bygate distinguishes between motor-percepsikills, which “involve perceiving,
recalling and articulating in the correct order s and structures of tHanguagg
where perhaps the link with the terms accuracylenggiistic competence is visible, and
interaction skills, in other wordsthe ability to use language order to satisfy particular
demands Wilkins (in Bygate 1987, p. 6) describes them aentrolling one’s own
language productidn and *“ having to make one’s own choitesin other words,
communication involves making decisions on thedpfhie form of the message and the
extent to which the participants develop it wittie context. This could be linked with
the linguistic component described in section 3.4% well as the sociolinguistic
component of communicative competence, in sectidr?3

Speakers often implement skills in terms afhboroduction and interaction. Due to
the time-constraints of real-time speech product@noverlap frequently occurs between
planning one utterance and the production of tkgipus one. Production skills are those
that aid facilitation and provide compensation agsult of these processing conditions
(Bygate, p. 14). Facilitation is supported firskly simplification, especially in terms of
syntax, such as using incomplete sentences amgjisigi chunks of information together
to produce an extended run (Thornbury, 2007, p A#épther tool is ellipsis, omitting
certain parts of the sentence not impeding comnatinit, hence the lack of need for the
learners to provide fully formed sentences undeércahditions. To contribute to
authenticity, as well as to provide valuable tif@mulaic expressions and fillers are
employed. On the other hand, compensation is aetliéor instance by self-correction,
false starts, repetition and rephrasing. All ofstn@rovide extended time for planning the

utterance, which is very limited in speech. Moragpvieey may make the learners sound
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natural, also due to the nature of the spoken camwation. For this, knowledge of and
ability to use such forms is necessary, drawing ah three components of
communicative language competence.

In addition to producing coherent language pratessing it under the conditions of
spoken communication, interaction skills are abguired if the speaker is to be "good at
saying what they want to say in a way which theeher finds understandable” (Bygate,
p. 22). The message is communicated successfullyidad that it is organized in
conventional, mutually comprehensible patterns autines. Firstly, these could be in
terms of information, either expository, which iasked on the sequence of presenting
information, such as narration, description andtrircion, or evaluative, such as
explanations, predictions, justifications, prefes and decisions, which deal with
making conclusions based on the expository routi®esondly, there are interactional
routines, specifying the sequence of conversatitunals in particular communicative
situations, such as telephone conversations omjalviews. Once again, this draws on
all three domains of the language competence.

However, the knowledge of the expected rostiweuld not suffice without certain
negotiation skills, once again subdivided into tyvoups. Firstly, negotiation of meaning
focuses on the process of communicating ideas amwiding feedback on its
comprehensibility. It presupposes choosing an appate level of explicitness after
considering the amount of shared knowledge betwkerspeaker and the interlocutor,
being linked with sociolinguistic competence disagin section 3.4.2. This determines
not only the content of the message, but alsoadtsf such as general vocabulary,
paraphrasing, metaphors. For example, directioigvabably be provided in a different
way to a stranger and to somebody who is familién the town (Bygate, p. 37).

Secondly, management of interaction is carerwith turn-taking and agenda
management. Turn-taking involves skills such asgazing the need to take turns and
to listen to and acknowledge what the interlocigmsaying, also the ability to signal the
wish to take over or to yield the turn. This is i@eled mainly through discourse markers,
or backchannel devices, while also considering thgortance of non-verbal
communication and paralinguistic features (Thorgh@007, p. 9). Secondly, agenda
management concerns topic choice and the extemhitth it is developed, as well as the
language to do so. Naturally, there are culturffiedinces that need to be taken into

account, hence the link with the other communieatlanguage competence components.
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Additionally, functional competence deaith the language being used for various
purposes and sees conversational ability as congisif exchanges with certain
functions, expressed in particular forms, with oeedble fluency. The two main factors
towards the success of a communicative intentiom fwency and propositional
precision, or accuracy. These should work in badaanad be at approximately the same
level. In brief, accuracy means “the use of corfecins of grammar, vocabulary and
pronunciatiofi while fluency is “speaking at a normal speed, without hesitation,
repetition or self-correction, and with smooth ufeconnected speeth(Sprat et al,
2005, p. 34). However, these definitions canndialken as absolute, as the correctness of
grammar and vocabulary may appear rather ambighdoieover, due to the linearity of
speaking self-correction is seen as natural (Thayni®2007, p. 6) and interestingly, the
aspect of correct pronunciation is included.

Richards (1999, p. 75) proposes an ided #tguracy can be considered a
component of fluency. The European Threshold Lé&relect (Van Ek 1977, Van Ek
and Alexander 1980, in Richards, 1999, p. 75) @efral fluency as “reasonable speech:
with sufficient precision: with reasonable correxsts (grammatically, lexically,
phonologically)". Hieke's perspective is similalsaadding the time constraints typical
of the speech: "The prime objective of the speakethe generation of maximally
acceptable speech in both content and form ancheocatant minimization of errors by
the time an utterance has been articulated” (Hi#881, in Richards, 1999, p. 75). This
illustrates the inseparability of the two aspects aheir link with sociocultural
knowledge, sociolinguistic competences and lingusdmpetences.

Thornbury looks at the different aspects gbating to fluency (2007, p. 6). Firstly,
temporal variables are considered, such as spead abvious, although not the salient
aspect, with pausing being of equal significance.adsigns the frequency of pauses a
more important role than their length. The numbérsyllables between pauses
represents the length of the run, whereby the lotlgeeruns, the more fluent the speaker
sounds. This could be achieved with the aid of gimetated chunks (linked with
linguistic competence in the previous chapter)wal as some production strategies.
This goes hand in hand with the hesitation phenenfgtis, 1994, in Thornbury, 2006,
p. 216). These would include disguising pausesilbgg them, for instance by pause
fillers and vague expressions. Thornbury also sstggeonsidering the placement of
pauses, as they should naturally occur at mearitrgfusition points (2007, p. 6).

The expectations for pragmatic competencdistesl in Table 4 in Appendix 1.
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3.4.4 Strategic Competence

Throughout the discussion of competences définy CEFR, two competences are
indicated as being transversal — these are stcategipetence and learning competence,
the ability to learn. (Hodel, p. 7). Learning corntgyee as a prerequisite for acquiring a
foreign language has been discussed above and shevisk with the general aims of
ELT. Nevertheless, of more relevance to the ainbisfthesis is strategic competence.

Strategic competence is concerned with utiljzmental competences and processes
in order to control and manage the communicativecess. In this way it links the
learner’s resources (his/her competences) and kdiahe is able to do with them (the
communicative activities). Communication strategiae commonly used by all
speakers, native or non-native, in terms of plaggnéxecution, evaluation and repair in
communication (CEFR, p. 57), and illustrative ssakre provided in Table 5 in
Appendix 1.

There may come a time when the speakers exmeridifficulty with communication,
such as not knowing or not remembering a word, tduthe time constraints of oral
communication. Among the competences of the speakieeach level, CEFR rightly
includes some strategies in cases of communicatieakdown, which could fall to the
pragmatic domain, relying on the linguistic and islieguistic ones. Bygate
distinguishes between achievement strategies, Whetbe intended message is
communicated without being altered, and reductitategies, which require certain
reduction of the speaker’s communicative object{Bggate, p. 43 and 47).

The former includes guessing, which dealdhvatgap in the speaker’s linguistic
competence (especially its morphological and ldrigical features). An example of this
is borrowing a word from the speaker’s mother tengith the hope in the interlocutor’s
ability to comprehend (Bygate, p. 44), or a litdrahslation, where a seemingly similar
word is used. Another alternative is coining, dregta new word which would include
the features of what is being described. Harmef42®. 249) suggests the speaker
improvises by using a similar word, often “foreiged” in hope of it being correct.
Naturally, the drawbacks of these strategies aearclyet any attempt to maintain
communication should be made. Another, perhaps mseéul achievement strategy is
paraphrasing, either through lexical substitutiencircumlocution, which may prolong
the communication but ensure the delivery of thessage. Thornbury (2007, p. 7) also

suggests using vague expressions, such as thuff, mbke, do, to compensate for the
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lack of vocabulary. Finally, communicating the mded message may make use of
cooperative strategies with the purpose of getimge assistance from the interlocutor.
Thornbury (2007, p. 30) proposes leaving an uttmancomplete as an appeal for help,
as well as what he refers to as discourse strategreby the speaker borrows whole
chunks of the other speakers” utterances. Desfiéd dbeing ungrammatical, it may
serve its purpose in maintaining communication. dddition, the utilization of
paralinguistic features is recommended. Once agdinthe communicative language
components are drawn upon.

On the other hand, reduction strategies emplt®ring the message to compensate
for the lack of language needed. Such compensatmtegies may include avoidance in
terms of producing a particular sound, a probleensttiucture or some message content.
As the last case scenario, discarding can be ubed tihe speaker simply abandons any
effort to communicate the particular idea, whichviolisly will not be the subject of
language classrooms.

Leaving aside the aspect of knowledge, dgahth the general and the language
competences, the outline of the skills and strategpecific to speaking is presented in
Fig. 2:

[ Speaking skills and strategies]

| |
production skills strategies for speaki g[ﬁ
skills
1 1 1
facilitation [ compen- ] [routineﬂ [ negotiation skills ] [achiever_nent] [ reduction]
satior strategie strateaie
simplificatio _[ false starts] information ] _[management of interactﬂ guessing
routines

ellipsis _[ rephrasing interaction] turn-taking ] _[paraphrasirﬂg

] rottines
_[formulaic expressioq _[ repetition] agenda ] _[co-operatiorj
manaaemnt

motor-perceptiv: _[negotiation of meanijg paralinguistics
skills correctior

discourse strategy

|

Fig. 2: Skills and strategies specific to speaking

3.5 Communicative competence: Summary
The CEFR perspective of communicative competedescribes the general and

communicative language competences serving vafimgions within all the language
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skills (reading, listening, writing and speaking)general contexts. However, there is no
one-to-one correspondence between the aspectseakisg and the components of
communicative competence, some of them being teflleim more than one component.
The discussion shows that communicative competenaecomplex term, involving the
aspects of comprehension, accuracy, effectivemasapropriateness:

The most efficient communicator in a foreign langgids not always the person
who is best at manipulating its structures. It e the person who is most
skilled at processing the complete situation inwavhimself and his hearer,
taking account of what knowledge is already shédretveen them (e. g. from
the situation or from the preceding conversati@mg selecting items which
will communicate his message effectively. Foreigmguage learners need
opportunities to develop these skills, by beingosqul to situations where the
emphasis is on using their available resourcegsdarmunicating meanings as
efficiently and economically as possible. Littlewood (1981, p. 2)

When the teaching goals have been establishedfolioeving step is to structure the

process of implementing this. In other words, thenmgeed for a syllabus.

4. Syllabus design

4.1 Types of syllabus

Literature offers numerous definitions of tieem syllabus, some limiting it only to
the content selection and grading, while otherso ailscorporate the aspect of
methodology. An interesting perspective is propdsgedfalden:

/The syllabus/ replaces the concept of "methondd, the syllabus is now seen as
an instrument by which the teacher, with the hdlphe syllabus designer, can
achieve a degree of "fit" between the needs andg afrthe learner (as social
being and as individual) and the activities whiah take place in the classroom."”
(Yalden 1984, p. 14, in Brumfit, 1984, in Nuna®88, p. 5).

As well as various perspectives on what aabylé should contain, there are also
different types of syllabus (Nunan, 1988, p. 20; Richards, 1999, p. 9, Yalden, 1996,
p. 68, Dubin and Olshtain, 1986, p. 37). Richardsvides rather a detailed list of
possible syllabus types. Traditionally, the struatuone is based on grammar and
sentence patterns, while the functional approaehtifies the communicative functions
as the core. Next there is the notional type, whgclorganized around concepts like
duration, location or quantity, whereas the topigpproach is structured according to
various topics, such as food, shopping or healthe Situational type is based on

communicative situations, for instance at the bam&t the supermarket. Skills could also
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represent the core of the syllabus, such as diftgrerposes of listening, as well as tasks

or activities, such as following directions or dragrmaps.

4.2 Developing a syllabus

Syllabus development certainly represents mptex and challenging process,
encompassing a number of steps. Various slightfferéint frameworks have been
proposed (Dubin and Olshtain, 1986, Yalden, 1996naw, 1989, Richards, 1999 and
others), to a lesser or larger extent similar tav@s’s general summary (Graves, 1999, p.
13). She suggests needs assesssment as the pbepaofure, considering both objective
and subjective needs. These are also mentioned unarN (1988, p. 18), with the
objective needs not requiring to reflect the adiisi and views of the learners, for
instance age or nationality, while subjective nefedsis on the learners” preferences. In
addition, Graves stresses that there are otheiciparits with their say, such as course
organisers or teachers, whose expectations alsth twebe considered. From another
perspective, Hutchinson and Waters distinguish bebhatarget needs ("what the learner
needs to do in the target situation™) and learmagds ("what the learner needs to do in
order to learn") (Hutchinson and Waters, 1987, nav@s, 1999, p. 15). A number of
needs assessment tools are available, rangingdu@stionnaires, interviews carried out
by the teacher or the students themselves to rgrdad writing activities, or as ongoing
needs assessment through regular feedback sesgialague journals, learning logs or
portfolios (Graves, 2000, p. 111 - 120). Dubin &idhtain are rather sceptical as to the
materials suiting the widest possible audience (@und Olshtain, 1986, p. 167),
therefore needs assessment together with subsequests analysis undoubtedly
represent the vital first step and such data isd use determining the goals and
objectives.

Setting the overall aims and breaking them momto objectives serves both as a
planning tool for the teacher, as well as a basisevaluation of both the learner’s
progress and the overall success of the courses¢&rd999, p. 17, Graves, 2000, p. 75).
We could also add that it represents a "missioterstant” for the learners, providing a
sense of directions within clearly defined bounelsri

Goals represent general, but not vague, satsmabout an explicit aim of the course
(Graves, 2000, p. 75). Naturally, the overall amaed to be made more specific through

objectives, which are "in a hierarchical relatiopsto goals" and "a bridge between
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needs and goals". (Graves, 2000, p. 77) They doeildrganized into taxonomies, one of
the most influential devised by B. Bloom. Theraishift from the cognitive aims being

the sole focus, through the addition of affectived gpsychomotoric domains. The
individual aspects are described from the learn@ex'spective as competences or
processes, whereby verbs describing the resultinfityaare used (Andersen and

Krathwohl, 2001, p. 17), in other words "what thadents should be able to do when
they leave the program" (Brown, 1995, in Grave)®@. 75). Importantly, individual

lesson aims must embrace the aims defined in theiabfschool documents, such as
School Education Programmes, based on the Frameaukation Programmes. These
are broken up into monthly schedules, consistinigdi¥idual lessons or their sequences.

Additionally, objectives should reflect the 8RT principle (as described by Gagne,
Briggs, and Wager, 1988.). This acronym meanse8jafleasurable, Aligned, Rigorous,
and Taught. Firstly, objectives need to be commaieit to students to give them some
direction as to the expectations and to preventusoon during class activities. This also
provides a platform for evaluation, which is linketh the second aspect, measurability.
Thirdly, objectives need to be aligned to actigtiespecially in its linguistic input and
providing clear instructions associated with th¢eotive. The fourth criterion is about
being rigorous, which deals with challenging thedsnts cognitive abilities at a suitable
level. Objectives which fail to do this will probiginot stimulate activity in the lesson,
but the opposite extreme may result in the sameomg. Lastly, it is necessary to teach
according to the objective, without which cleatlyiould not be achieved.

The next step of syllabus design is concejzingl and organizing the content, or
"deciding what the underlying systems will be thall together the content and material
in accordance with the goals and objectives and gnse the course a shape and
structure” (Graves, 2000, p. 125). As regards lagguclassrooms it means making
decisions on the aspects of language and learniogegses to be incorporated and
emphasized in the course (Graves, 1999, p. 20%. i$lEpecified at the level of the course
as a whole, the individual parts or units, andIlynadividual lessons. In cases where the
syllabus is fairly rigidly stated beyond the teachkecontrol, the level of organization
concerns to a larger extent the smaller parts, sischnits and lessons. Alternativelly,
should the teacher opt for a negotiated syllabirgrevstudents participate on deciding its
contents, thus promoting their authonomy, it isisabe to ensure both parties are

prepared for this scenario (Graves, 2000, p. 127@n so, there is still need for planning
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and the underlying principles of conceptualizing ttontent will be very much in line
with the type of syllabus and the aims.

There is no one universal way to organizellalsys, as long as the teacher can justify
his or her intentions. As Dubin and Olshtain rightlaim: "language is infinite, but a
syllabus must be finite" (1986, p. 51), hence teedhto choose an appropriate way or
shape. The first option is the linear format, whgréhe order of presenting language
items is governed by linguistic and pedagogicaiq@ples, therefore they are to be taught
in fixed order. The second format is modular, indéigg thematic language content with
a skills approach for flexibility in use. In thedigal format the topics or language items
keep reappearing throughout the course with difttce upgraded uses, they are not to
be taught once and dropped. The matrix format itsisle for content organized around
situations, as the users can choose from the topictomly. The story-line format aims
at thematic continuity through introducing a stéine.

Graves (Graves, 1999, p. 21) proposes rathgetailed grid as a helpful tool for
organizing different types of syllabuses, as inl€éab

Participatory Learning strategies Content
processes
Culture Tasks and activities Competencies
Listening skills Speaking skills Reading skills \ifrg skills
Functions Notions and topics Communicative
situations
Grammar Pronunciation Vocabulary

Table 7: Suggested syllabus grid

This clearly shows the shift from the muchslesomplex structural syllabuses,
described in the previous subchapter, and is alschnmore connected to the aims in
terms of communicative competence described inten&p Such educational content is
closely linked with the educational aims (which d¢enincluded in the grid) and is then
reflected in selecting and developing materials @etérmining suitable methodology.

As regards materials, the following step magiude either adapting already existing
sources for the purposes of the educational proa@ssreating brand new materials.
Both have its benefits and drawbacks in terms ¢ffllilng the learners expectations,
appropriateness to the language level, familiawith a particular kind of material,

achieving the objectives and long-term goals, cemp} of instructions needed, time
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constraints and a degree of authenticity. Undedstialy, there is no such thing called
universal teaching material, given the variety tdsses, and learners within them.
However, there are certain features to conside¥,afrthem concerns the link to the real
world discussed in detail in the next sub-section.

In terms of the learners, their experience and ¢packnhd need to be considered,
together with their target needs (identified in theeds analysis), learning goals and
objectives in terms of the relevant skills, suldskilstrategies, sociolinguistic and
pragmatic domains (Graves, 2000, p. 156). Graveis ddat "materials development
encompasses decisions about the actual materialsig® - ...- as well as the activities
students do, and how the materials and activittesoaganized into lessons.” (Ibid, p.
151). The methodology of a speaking focused lestmuld respect the above criteria
applying to teaching materials, and will be diseass more detail in the next section.

Anothervital part of syllabus design is evaluation of tearners’progress, as well as
the effectiveness of the course. In terms of tlaenkers progress, the term assessment is
employed, in its various forms, such as formalpinfal or self-assessment, evaluation of
their proficiency or achievement (for further détassee Hughes, 2003 or Weir, 1990).
Testing is an integral part of the teaching procaess should be considered throughout
the syllabus development process, due to its liitk the aims and course organization.

On the other hand, course evaluation lookts &ffectiveness in achieving the desired
aims, as well as the effectiveness of each stghancourse design, such as the right
method of needs analysis, the appropriatenesseofidhls and objectives, the level and
usability of the designed or selected materials 8uitability of the employed
methodology or even the testing method (Graves9,1p931). The ways to find out are
keeping a teacher record where each lesson is cotach@n, or a discussion among
teachers using the materials, as well as studspbrses in questionnaires, oral feedback
or through direct observation (Harmer, 2004, p. 3@®3). All in all, it is not until the
materials have been put to actual use by the leaarel their teachers that it is possible
to establish how successful they were in achievitegdesired outcomes. Hence some
piloting is crucial.

The final aspect mentioned by Graves is camsid the resources and constraints,
which might not be unreasonable to consider initiigal stages of syllabus design.
Perhaps we could also add actual usage issues,asuchnsumability in terms of the
users writing in the materials or cutting out certarops. Another point is the external

format, including the title of the materials, pagikay, graphic devices to make them
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appealing to the students and the teachers. Oés®wimportance are additional aspects
like word lists, glossary or an index, or instroa on alternative uses of the materials,
as well as teacher’s notes (Dubin and Olshtaih7 ).

As we could see, syllabus design may apfehe a formidable and overwhelming
task, which could however prove rewarding if catraut with due consideration. On its
own, nevertheless, even a brilliant syllabus wounlat suffice without appropriate
methodology.

4.3 Methodology of a speaking focused lesson

As mentioned earlier, some authors consideosing the methodology an integral
part of syllabus design. However, some approaches go as far as to claim that it is in
fact methodology that is more important in terms achieving the aims of
communicative language teaching, such as KrashemdsTerrell’'s natural approach,
immersion teaching and communicative language tegdim Yalden, 1996, p. 70 - 73).
Although this is debatable, the need for considenmethodology remains.

There is a vast range of ways to teach spgakiith various terminology used, and
distinction needs to be drawn. Perhaps the broadest is approach, "theoretical
positions and beliefs about the nature of langutgenature of language learning, and
the applicability of both to pedagogical settingehereas anethodis "a generalized,
prescribed set of classroom specifications for enashing linguistic objectives.
Methods tend to be primarily concerned with teaci®d student roles and behaviors,
and secondarily with such features as linguistit subject-matter objectives, sequencing
and materials. They are almost always thought die@isy broadly applicable to a variety
of audiences in a variety of contexts." (Brown, 498. 159). Nunan is more concerned
with tasks

He defines atask as "a piece of classroom work which involves leanin
comprehending, manipulating, producing or interagin the target language while their
attention is principally focused on meaning rattiiem form." (Nunan, 1989, p. 10). The
guestion arises then whether accuracy practicebeaoonsidered a task. On the other
hand, anexercisecould mean "activities in the textook which aresdxh on a text the
students have studied. They are often in the fdreuestions and answers, right-wrong
statements and sentences for completion. They wety lee in the form of a substitution

table." (Byrne, 1987, p. 20). Hence, perhaps thstlambiguous term to useastivity,
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the role of which is to "specify what learners veiitually do with the input which forms
the point of departure for the learning task.” (BaN1989, p. 59)

In general, speaking activities should promuméh accuracy and fluency, involving
the learners in active participation. In additiaey should contain elements of
creativity, challenge and scope for personalisafieumningsworth, 1995, p. 99). This is
in line with the learner needs and characteristiesspecting them not only as language
learners, but also as individuals. “Our job, theref must be to provoke student
engagement with material which is relevant and lving. At the same time we need to
do what we can to bolster our students’self-esteamd, be conscious, always, of their
need for identity.” (Harmer, 2004, p. 39)

With view to enhancing learner interest, tise of authentic materials, "not produced
specifically for the purposes of language teachifyinan, 1989, p. 54) is suggested by
some authors. For instance, Clarke and Silber§1€ii7, p. 51 in Richards, 2006, p. 20)
argue: "Classroom activities should parallel theafrworld” as closely as possible. Since
language is a tool of communication, methods antenads should concentrate on the
message and not the medium.” In addition, it maylaened that speech in artificial
materials siginificantly differs from natural speem terms of discourse organisation,
simplified vocabulary and sentence structure, wmaapronunciation and formality.

People in textbooks, it seems, are not allowedliddng and unfunny jokes, to
get irritable or to lose their temper, to gossipp@ially about other people), to
speak with their mouths full, to talk nonsenseswear (even mildly). They do
not get all mixed up while they are speaking, forgdat they wanted to say,
hesitate, make grammatical mistakes, argue erligtion illogically, use words
vaguely, get interrupted, talk at the same timdaicbwspeech styles, manipulate
the rules of the language to suit themselves, ibtdainderstand. In a word, they
are notreal. (Crystal and Davy, 1975:3, in Thornbury and S|&0©6, p. 75)

While this is certainly valid, others may aegwhat really matters is that the learning
processes facilitated by such materials are authéWiddowson 1987, in Richards,
2006, p. 21) Richards concludes with an observéatiah current materials despite often
not being authentic, appear to be so, which perlmagkes the best of both worlds.
(Richards, 2006, p. 21)

According to Thornbury, communicative tasks/egwo important language learning
purposes: they provide the learners with prepardto real-life language use, as well as
promote the automization of language knowledge (ilary, 2007, p. 79-80). This is
through facilitating the motivation to achieve sommepredictable outcome, which is
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possible if the task is realistic, in real time ughreflecting the nature of real
communication) and requires interaction of the ipgndnts in terms of speaking and
listening. Necessarily, there are no restrictionstlte language used in its completion,
promoting autonomous use of language (Thornbur@72p. 90).

In Littlewood’s view, a communicative activipught to contain some information
gap (Littlewood, 1981, p. 22), employing the distiion of the information required to
complete the task among the interactants. Thornt097, p. 80) suggests a spot-the-
difference task with two slightly different pict@eor a jigsaw activity, where each of the
participants has to convey their information to titeer in order to make a decision.
Other examples include surveys, getting the learrierask and answer each other
guestions on a set topic. An interesting activigy lBlocking games, intended to break the
routine of common exchanges. Thornbury gives ammei& of practising a shoe-shop
conversation in which the shop assistant does mdé¢nstand the basic concepts, such as
trainers. Due to its unpredictability and need taphiovize, this is a suitable
communicative task. For non-interactive speechesit presentations are suitable, such
as show-and-tell or business or academic presengatlhese are useful to practice long
turns, similarly to various forms of story-telling.

Role plays are a popular activity type, allogvia simulation of real-life situations.
However, Thornbury makes a distinction between-pidg's, when the learners take on a
role of another person, such as a teenager’s matheérsimulations in which they act as
themselves, yet in a given situation. (ThornbugQ?2 p. 98). Both can allow practice in
contexts outside the classroom, with a range dbtexg, and the drama element may be
beneficial for the affective factors in learninglthaugh some learners may feel
uncomfortable with performing.

Richards, (2006, p. 19) classifies task-catiph activities, requiring the use of the
learners” resources to complete a task, informajaihering activities, whereby the
learners use their linguistic resources for colfectertain information, opinion-sharing
activities and information-transfer activities, wley the learners reproduce a message
in another form, and lastly reasoning-gap actisjtivith the use of inference and
practical reasoning to derive new information.

However, learners could hardly be expected to comicaie immediately, they need
some linguistic input. Hence the need for somegar@municative activities (as defined
by Littlewood, 1981, p. 22), or skill-getting adties (Rivers and Temperley, 1978, in
Nunan, 1989, p. 61). Richards (2006, p. 16) elaesr with a classification of
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mechanical, meaningful and communicative practigéhile the first term may
correspond to pure pedagogic, pre-communicativeskalt getting activity, and the
meaning of the last term is clear, the term meduningepresents a smooth transition
between the two and corresponds to Littlewood s tguasi-communicative activity
(Littlewood, p. 22), with some language control genet but carrying out meaningful
tasks. For instance, with a list of prepositiond anstreet map, students need to answer
guestions as to the location of individual placesng the prepositions. Similarly,
Thornbury distinguishes awareness-raising, appatipri activities and autonomous
activities (2007, p. 39).

In addition to what the learners will be enggan, the organizational setting is also of
vital concern. Byrne suggests that both accuraclfluency activities could be carried
out in whole-class setting, as well as pair wore group work. Naturally, the choice will
rest on the teacher and will depend largely ondijective, group size, classroom and
time constraints, as well as the individual leasner

All in all, the chosen methodology should @epthe learners for speaking in the
likely situations by giving them sufficient practic firstly through enhancing their
knowledge and skills, then getting them to usedhasvarious interaction patterns and
reflecting the nature of natural speech. The a®wiavailable are abundant, comparable
to a varied menu rather than the one recipe.

5. Testing speaking

5.1 Basic concepts and test formats

Testing is an integral part of the teachingcpss, mainly providing feedback both to
the learner and the teacher on the effectivenetisedkaching, as well as influencing the
content taught and methodology used. Since the dflespeaking in terms of
communicative competence cannot be doubted, thstiqnearises how it is to be
assessed. In general, a suitable test is one fith ¢elrtain criteria in terms of validity,
reliability, practicality and its effect on teachinand frequently fulfilling one of these
will support the others.

To start with, tests should be aligned withcteng and its aims. This may seem
logical, but although the backwash effect, alscemeid to as washback or systemic

validity (Cohen, 1994, p. 41) should be consideirederms of the test’s positive or
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negative influence on teaching, it should not mewsarely teaching to the test. Hughes
proposes a number of ways to achieve beneficiakvbash, such as including the
language abilities that are to be promoted, usingreety of techniques mainly in direct
and objective-based testing. Furthermore, sinceaetstecan only include a representative
sample of its specifications, this sample must tmestructed so as to cover as broad a
range as possible, rather than just what is etsshed (Hughes, 2003, p. 53 - 56), which
will also enhance the test’s validity.

Validity represents the quality of a test teasure accurately what it is supposed to
measure, whereby a number of aspects are involdedihes, 2003, p. 26). Firstly,
content validity requires the test to include arespntative sample of the tested language
features in terms of objectives, included in th& wpecification, which should precede
the actual test construction (Heaton, 1990, p. Wajhin this aspect, Bachman further
distinguishes between content relevance and conter@rage (Bachman, 1991, p. 244).
As communicative competence embraces many asfieletsR serves another beneficial
function in this respect. The listed detailed dggors of desired learner competences for
each of the six levels represent not only learrobgectives, but also a guideline for
assessment, in other words the specification oftéisé content. CEFR also proposes
criteria determining the achievement of learningeotives, and finally the various levels
are described to allow for a continuum of levelsamiguage proficiency.

Secondly, construct validity is concerned withether the testing technique measures
the ability in question, composed of a number di-ahilities (Hughes, p. 26). Bachman
(p- 324) considers the role of authenticity as réga@onstruct validity.

Thirdly, a test with face validity appearsmeasure the intended qualities, i.e. for the
assessment of oral abilities, the candidate witlessarily be required to speak. This does
not require a scientific opinion and the term ft¢els earned criticism (Mossier, 1947,
Cattell, 1964, Cronbach, 1984, all in Bachman, 1921286). However, the positive
reception of the test by its takers, administratarterlocutors or authorities should be
given its due consideration.

Another criterion is reliability, defined aset extent to which "an assessment
instrument administered to the same respondenecand time would yield the same
results” (Cohen, 1994, p. 36). Hughes mentionsdwuponents of test reliability: firstly,
the performance of candidates on different occasiand secondly, the scorer reliability,
where we can distinguish two other aspects. Interes reliability is concerned with the

reliability of different people scoring the samestfewhereas intra-scorer reliability
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investigates how reliable one person is in scotitgsame test on different occasions.
Naturally, the objectivity is decreased if the srois expected to exercise a degree of
judgment. In total, it is expressed through thelelity coefficient, ranging between one
and zero, with the former yielding identical scofesthe same group of testees, while
the latter would result in completely different se® (Hughes, p. 52). In addition, the
expected values differ in relation to the type edtéd feature. According to Lado, the
optimal range for a speaking test is between 0d70an9 (Lado, 1964, in Cohen, p. 37).
There are a number of ways to make tests maiable, such as including only

unambiguous items and using a clear and legiblmdorof the test with which the
candidates should be familiarized. Providing clead explicit instructions to avoid
misinterpreting them is a must, Hughes recommeneisaping written instructions to be
read out to the candidates to ensure uniformitywelf as providing standard, non-
distracting conditions of administrating the te8ts regards scoring, the acceptable
answers and the scoring key should be agreed arebéfe test and ought to be as
detailed as possible. Additionally, the candidatbeuld be identified by numbers, not
names, and their performance should be scored emdiemtly by a number of scorers,
which however would accumulate the costs. The biiip of a test could also be
enhanced through using a variety of testing tearescand including a higher number of
tested items (Hughes, p. 36), as already mentiabede as regards the backwash effect.
However, might make the test too lengthy, makirlgss practical.

The relationship between reliability and valds frequently discussed. The two could
be compared in the following way:

"Reliability is the agreement between two efforts nheasure the same trait through
maximally similar methods. Validity is represented the agreement between two
attempts to measure the same trait through maxirddferent methods."

(Campbell and Fiske 1959, in Bachnpar240)

Hughes points out that the intention to increageréiability of a test ought not to result
in reducing its validity (Hughes, p. 42). Bachmaoesl not perceive validity and
reliability as conflicting, considering the increasreliability of the measure to contribute
to validity, a valid test score must be reliablau$ the two main objectives in test design
should be to minimize the effects of measuremenar reliability) and to maximize the
effects of the language abilities to be tested (@, p, 160 - 161).

Focusing on assessing speaking, there hasabghift from testing linguistic accuracy

to being able to use language effectively in défgrcontexts. It is not sufficient for the
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candidate merely to know the forms and how to beent but also to demonstrate this
knowledge. In other words, not only competence khba tested, but also performance.
This seems to add another dimension to the terrmuontative competence as defined
in chapter 3, closing the circle back to one ofeéhdiest definitions by Chomsky. What
is clear by all means, assessing speaking onkgring of linguistic accuracy is a thing of
the past, giving way to a communicative approadesting.

A communicative test should meet certain gat@/Neir, 1990, p. 38). Firstly, provide
realistic context and purpose under normal timestamts, allowing for relevant
information gap similar to real-life situations. &ltandidates should take the roles of
both recipient and the producer of language, beibig to process the communicated
content and react to it accordingly, as typicaltgurs in real life. In other words, "put the
learner in positions where he is required to da#t genuine instances of language use"
(Widdowson, 1978, p. 80). However, the very notidriesting may in fact deprive any
method of its authenticity, despite its real-lifppaarance. Bachman questions the
necessity of a test being authentic for measurimgnounicative language ability (p.
324). Rather, he stresses that some aspects, sugtaramatical competence, may not
require an authentic test.

Last but not least, there is the matter ofiagp which due to the fleeting nature of
speaking may prove a challenge, as well as settih@ff scores, which largely depends
on the type of test and the organization respoadibt its administration. Scoring is
closely related to the degree of objectivity, adlae reliability, as discussed above. In
general, analytic scoring defines individual aspexta task and assigns scores to each ,
whereas holistic or impressionistic scoring assignsingle score based on the overall
performance (Hughes, p. 94 and 100). Both haveeitefits and drawbacks, both require
thoroughly trained scorers to ensure reliabilitheTtwo ways can in fact complement
each other, whereby the score for overall impresgoassigned first and then analytic
scoring is aplied to the individual features, sashaccuracy, fluency, and range (Hughes,
p. 130). Consideration should be awarded to thebeuraf scorers (which influences the
reliability and practicality of the test), as wals the choice of the testing format (some
formats enable easier scoring)

A range of formats for testing speaking arailable (Burgess and Head, 2007, p. 99).
The core requirement is direct testing, wherebyctredidates are required to perform the
skill measured, which in our case is speaking (Hsgip. 17 - 19). This could promote

beneficial backwash and increase the test’s walidié discussed previously. To start
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with, there are interview tasks, expecting the cdate to answer the interlocutor’s
qguestions. This could take the form of the freeemview, where the conversation is
allowed to unfold without a set framework, or thentolled interview, where a set of
procedures determine the performance.

Another test type is a presentation task,eobal essay, whereby the candidate, after a
visual or verbal prompt, is expected to speak abagitven topic for a set period of time.
Some tests allow a prior preparation for the taskeven integrate it with a previous
context of the exam, giving it a more realistictisgt It is also possible to use a picture
sequence to elicit a narration or a descriptioa pfocess, enabling to test the knowledge
and correct usage of specific forms.

Thirdly, negotiation tasks involve the candelan discussing a situation with view to
reaching a decision with the interlocutor (in oneshe settings) or with their co-
participant (in paired testing). They provide alisti@ setting, provided the task
instructions are meaningful. They could be in tberf of role play or information gap
task between the two candidates or the studentlananterlocutor. Lastly, discussion
tasks are perhaps the most complex, requiring dneidates to articulate their opinions,
as well as respond to the other participant’s cues.

With any testing method and technique, somédtions are inevitable (Bachman, p.
32 - 38). First of all, a test intends to measheedandidate’s overall ability, but does so
through observing a single performance, elicitingsample of behaviour, which
contributes to its indirectness and incompletendagithermore, the degree of precision
with which we measure the trait of speaking abilgycomplicated by the difficulty of
defining the tested domains, together with the extthje element in scoring, evaluation,
or even the choice of technique and the relativerméscorrect answers. Last, but not
least, when testing the achievement of a commuwmeattention, communication being
a two-way process, its success is greatly depend#rinly on the speaker, but also the
listener (Heaton, p. 88).

Having discussed the ways of testing speakingeneral, the focus is now on the

most widely spread examination at Czech upper-skgrschools - the "maturita”.

5.2 Maturita: An introduction

Testing is obviously present at Czech uppeossgary schools, where its various

forms are implemented for various purposes. Uwialy 2011, there was no standard
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school-leaving examination that would provide adbenark for comparing the learners’
proficiency, each upper-secondary school exerciding freedom to set its own
assessment procedures, contents of tested aremst fand criteria. The latest efforts to
standardize the Czech school-leaving examinatiaies loack to the late 1990°s, although
the first official implementation was carried ontMay 2011. Needless to say that it has
been subject of political debates, in line with importance that Bachman assigns to the
political background in testing, regarding the camgences and test use (p. 29).

The communicative situations and competenhas provide bases for testing are
listed in a special document created by the dematnof the Czech Ministry of
Education specializing in examinations (Cermat)e Tatalogue of requirements for the
examinations within the common part of the leavex@mination (Katalog po adavk
zkouSek spolené asti maturitni zkousky) is based on a number ofcialf school
documents to ensure objective testing irrespedivihe course studied, even though it
explicitly states that it "does not delimit evernyidp that the students should know" (p. 4).
Consequently, the matter of calling this documelisteof requirements is debatable, yet
such a discussion is not the subject of this pajpealso takes into consideration the
specifications by CEFR, whereby the language coempets are listed in terms of both
the receptive and productive skills, while the jgasscommunicative situations and
topical areas are also provided.

Candidates need to register for the examinatioa certain deadline, and they have
the choice of a lower level (basic - Z) and a higeeel (V), the difference between the
two lying in the "level of topic concreteness, ttenge, accuracy and variability of
expected language subskills, as well at the syinthtel”, (Catalogue of requirements -
higher level, p. 11), "the range and depth of tkslkills and knowledge, as well as the
format itself" (Catalogue of requirements - basiedl, p. 3).

Three components make the reformed examinafiaidactic test aimed at reading
and listening comprehension, a written compositiesting the students”ability to write
shorter (50 words) and longer (120 words) text®aoth formal and informal registers,
while the third is an oral test. Since this papeald with promoting and testing speaking,
it is the third component that will be at the ceraf our discussion.

The speaking test takes fifteen minutes, withadditional twenty minutes for prior
preparation, and consists of four parts, each wigakith a different topic (from the
suggested range of personal and social domainy@aselife and the world around us)

and intending to test slightly different competesice
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First of all, the candidate is asked to canfliis/her name and the test sheet number.
This step is not assessed, its aim is to easeah@idate and provide them with some
time to get used to the interlocutor, provided thitheir first meeting.

The first assessed part, taking two and arhaitites, represents a short interview and
concerns the candidate being asked questions abgpatticular topic, giving detailed
answers if possible. The wording of these questmust be strictly adhered to in order to
ensure objectivity. In other words, should the ¢dadk not understand, they are
encouraged to ask for repetition, which will bepded in exactly the same words as the
original question.

In the second part, taking four minutes, thedidates are expected to first choose one
of the two pictures provided and describe it iradewhile the second task requires them
to compare and contrast them, focusing on theriaitgven. Thus, the format is that of a
short presentation. There is also one follow-upstjae related to the topic. In the higher
level format, the description is absent. The pettwmparison is followed by a statement
that the candidate is asked to read aloud anddabement.

Part three of the speaking test assesseatithdate’s ability to maintain a long-turn,
speaking on a given topic for five minutes on tteeim. This is the only part of the oral
examination where the school can propose their topics and criteria for testing.
However, should they wish to use testing sets pexviby Cermat, this is at the
headmaster’s discretion. Whereas in the other s of the exam only competences
are tested, part three allows testing knowledge.

Part four takes three minutes and requirdatanaction between the candidate and the
interlocutor in a given communicative context, sweh exchanging faulty goods or
arranging a school trip. The candidates are exgdctgarticipate actively, in terms of
asking questions during the discussion and progidifinal summary.

This multitask format certainly tests a ramdekills, but a discussion of its relevance

for testing communicative competence follows.

5.3 Maturita and testing communicative competence

Until its first implementation in May 2011,ehreformed final examination had been
shrouded in mystery and controversy, evoking dfférreactions from the teachers,
headmasters and students alike. Undoubtedly, thezecertain issues that call for

attention.
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First of all, the results of the individuamponents (the test, the written part and the
oral part) are represented in different weightitggprovide the final result. What in fact
determines the weightings is not stated, but istargly, the spoken test accounts for a
mere twenty-five percent of the overall grade, Wwhiprovides food for thought
considering the role of speaking in terms of comitative competence.

Secondly, teachers are interested in the maftjgracticality. From a practical point of
view, the test sheets both in the student and |latigtor’'s version are provided by
CERMAT, which contributes to objectivity. Schooleallowed to create their own test
sheets only for part 3, where they can exerciseesantonomy, although should they
wish, they could use CERMAT’s ready-made matetiads However, they need to be
printed out in colour versions, and it is the sdhdbat cover the cost, not to mention the
overall costs related to the distribution of thettenaterials, interlocutor and assessor
training and the general organisation.

Next, the notion of standardisation aimsrtoréase the reliability and objectivity of
the test (as discussed in section 5.1). This isomstnated mainly through the uniform
format in terms of task selection and time allamatio each task and candidate, as well
as carefully formulated instructions for all tasks. a result, it prevents the interlocutor
from using language that is either too simplifiedt@o advanced for the given level.
However, where the candidates are encouraged ttoasdpetition of a question they did
not understand, the interlocutor is not allowed regphrase it, unlike in real-life
conversation. Moreover, given the time constraitits,often lengthy instructions reduce
the time allocated to the candidate’s speech, wiifigin has to be cut short, preventing
the discussion to develop in its due course. Bindlis the assessor’s task to ensure that
the timing of each part is adhered to, yet thermisvay of checking this is done so.

Also to contribute to the objectivity and shteliability, analytical scoring is used,
whereby the testing criteria for each part includsk fulfilment, language subskills,
language functions, coherence, whereas pronunciatiod fluency are evaluated
holistically for the whole test. Each of these cbbke awarded between three to zero
points, which in itself is a reasonable scale, autlegree of subjectivity cannot be
eliminated in its interpretation. For instance, taluation of how successfully the
communicative intention was carried out (the tasKiliment criterion) requires a
subjective opinion. The maximum points to be achicare thirty-nine and the pass score
is eighteen. The scoring sheet is displayed in Adpe2 and it is to be filled in by both

the interlocutor and the assessor who are obligeshve undergone a lengthy training
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course and need to come to agreement when evaudthe evaluation criteria are
available in Appendix 3.

The features of a standardised test as descily Gronlund (Gronlund, 1985, in
Bachman p. 74) in addition to using standardisedcqutures of administering and
scoring, which have already been discussed, incirdploying thorough piloting and
using fixed content. For the former, the preparatiof the maturita test originated in the
1990’s, yet the piloting does not seem to have wareal or reflected on some underlying
issues, such as the ambiguity of instructions pibesibility of different correct answers,
as well as the different evaluation by differerdrecs.

As regard validity, the requirements are treddy clearly defined in terms of the
topical areas and test tasks, which are then teflaa the tests, where a different topic is
covered in each part by means of different skifisl &nowledge. This multiplicity of
tasks provides a balanced measurement of the atatBdanguage proficiency. The face
validity is present, although it might take sonmeifor the participants to accept the
examination as such. Given that there must be yiare versions of the speaking test,
the content validity is only relevant, regarding trepresentativeness of the selected
tested areas in the different task sheets.

Although areas from day-to-day life are in@ddit is possible that one of the topics
will not suit the candidate. Perhaps having to deigh a slightly unfamiliar topic or
situation may be the means of testing strategicpstemce yet it is not clear whether this
is in fact intended. Should the candidate take lerotest sheet, they may achieve
different results. However, it is perhaps more liera than the previous one-topic
format, where this risk was far greater. In addhfithe reformed version claims to test
only language skills, usage and strategies, noerkeowledge, which is a shift towards
testing communicative competence.

As to the test being communicative or autherthe, considerations from section 5.1
certainly apply. It could be claimed that part 4aisuitable representative of a task that
the candidates may have to deal with in real life.validity is clear, although the
reliability is debatable. They are also quite liked be asked short questions and react to
them, as in part 1, although some of those at tipnegided in this examination may not
occur so frequently. Conversely, not many occasgpring to mind when a detailed
picture description, followed by a detailed compan of two pictures would be required.
Perhaps including some information gap might makeadre imaginable. As regards part

3, students might be required to give a presemtaperhaps in a business or academic
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settings, and should therefore be able to orgahizie ideas and present them. However,
the topic must be meaningful by all means.

As the maturita examination claims to be cotbpawith the CEFR concept, what is
relevant is not only what aspects were included,atao what has been left out (Manual
for relating language examinations to the CEFRrhieg, Teaching and Assessment, p.
90, hereafter referred to as the Manual). The Walig chart appears in the Manual (p.
32) and indicates the areas of communicative coamgetfor which the illustrative scales
and other information are provided. With regardsh® speaking test, naturally we are
concerned with the reception for listening, spokaeraction, spoken production and

spoken mediation.

Table 8: CEFR Scales for Aspects of Communicativednguage Competence

RECEPTION |INTERACTION PRODUCTION MEDIATION

Listening [Readinc | Spoken Written Spoken Written Spoken Written
Interaction | Interaction | Production | Production | Mediation | Mediation

Linguistic Competence

General Linguistic Range

Vocabulary Range

Vocabulary Control

Grammatical Accuracy

Phonological Control

Orthographic Control

Socio-linguistic Competence

Socio-linguistic
Appropriateness

Pragmatic Competence

Flexibility

Turntaking

Thematic Development

Cohesion and Coherence

Spoken Fluency

Propositional Precision

Strategic Competence

Identifying cues/inferring

Turntaking (repeated)

Cooperating

Asking for clarification

Planning

Compensating

Monitoring and Repair

If we try to apply the CEFR chart to the ord& examination, we could claim that
the listed aspects of communicative competencecavered and assessed in the test.
Some of them apply to all four parts, namely thenponents of linguistic competence.

The assessment of socio-linguistic competappears rather tricky, whereby the use
of neutral to formal language is required in altltpaln part 4 the level of formality
would depend on the defined context, whether tmglidate is involved in a simulation
(acting as him or herself) or role-play (taking tre role of another person), the
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distinction made in chapter 4. Also the definectrol the interlocutor needs to be taken
into account, supposing them to act for instancthageacher or classmate, in terms of
their ability and willingness to participate inlaghktly informal interaction.

As far as pragmatic and strategic competencencerned, all their components seem
to be reflected in the maturita test. Unfortunatalye to the time constraints of the
overall test and the strict timing of its individyzarts, the communication between the
candidate and the interlocutor is non-authenti@newith the most effort. Despite the
obvious benefits of pre-defined written instrucgpnthe result is frequently the
candidates” anxiousness due to the formality amétumallness of the situation. Another
discrepancy has already been mentioned, the iotédonot being allowed to paraphrase
his/her question when misunderstanding occurs. élghe pragmatic and strategic
components of the communicative competence cafluftiher consideration.

In a nutshell, the maturita test seems to beeasonably valid attempt to test
communicative competence, mainly in terms of faod eontent validity, and its link
with CEFR, as the latest and most detailed toolafssessment and teaching, deserves
praise. Its reliability is supported by implemegtistandardized administration, format
and scoring, which however may not be adhered tallatimes and may even be
hindering, such as standardized, rather rigid ulesibns and time constraints. The
intended scorer reliability is aided via thoroughirting, as well as the provision of
relatively detailed criteria, yet complete relidlyilwould not be possible even should all
the candidates be assessed by one pair of assesbab is not the case here. This is
linked with the possibility to depend on the resuif the examination when making
decisions, such as acceptance to further studyrgmgy Hence the lack of reliability
decreases the validity of the test. The autheptwmitthe test is also not quite clear cut,
although the concept of test authenticity remairgext of debate. Last but not least, the
issue of cost of developing and administering &st tompared to its quality is more than
unacceptable.

Overall, the effort to reflect the conceptaimmunicative competence in testing at
upper-secondary schools can only praised, withriteation to provide a benchmark for
comparing the candidates” speaking ability, or enenschools” teaching effectiveness.
However, this remains unattainable at present haktare still some issues that need to
be resolved, despite the time already spent omlé¢relopment of these tests. It is to be
hoped that those responsible for its creation amgldmentation are experts to recognize

and remedy them in order to create a more finglgduform of assessment.
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6. Conclusion of the theoretical part

In the theoretical part of this paper, theaspt of communicative competence was
considered, based on the perspective of the Conttnoopean Framework of Reference.
The general knowledge and skills vital for the iépilo communicate were discussed, as
well as the communicative language competence itstlthree domains - linguistic,
sociolinguistic and pragmatic. In addition, the iindual components of the speaking
skill and their role in achieving this aim were tamplated, highlighting the specific
nature of the speaking process.

Discussion was provided regarding the proadssyllabus design, especially with
view to developing speaking skills. Specific panfsthis were investigated in greater
detail, particularly the role of methodology in tlspeaking-focused classroom. A
typology of suitable tasks was presented, rangioig those promoting accuracy to those
aiming to develop fluency. Thus the classificatafnactivities into pre-communicative,
serving the former, and communicative, for theelatiThe term meaningful practice was
also used to describe activities in the transdigghase. In addition, the main features of
communicative tasks were discussed, especiallyrnmdtion gap, relation to the real
world, purposefulness and interaction.

Additionally, a chapter was also devoted ttibg speaking, whereby some testing
methods were discussed nad the reformed Czech éxamination (maturita) was
critically analyzed in terms of its role in testingmmunicative competence.

Listing and considering the main issues anmbets in teaching speaking, in terms of
the aims, the learner characteristics, the metlgyodnd assessment, together with the
process of syllabus design, the task remains toeldpvteaching materials and
methodology for speaking-focused lessons at upperrgilary schools in the Czech
Republic, which is the focus of the practical grthis paper.

7. Practical part: Developing materials for teachimg speaking
at upper-secondary schools

7.1 Introduction

As has already been mentioned, many teachmrggte to find suitable teaching
materials that would focus on promoting speakingjsstithin upper-secondary school

frameworks. The major dilemma is to cater for thaividual and educational needs and
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expectations of the learners and the society theypart of, bearing in mind the specifics
and limitations of the teaching environment, thagkterm aims in the cognitive and
affective domains, their breakdown into feasibled @machable chunks, as well as
suitability for the teacher in terms of long-termdashort-term lesson planning as regards
methodology, teaching aids and time constraintsyelsas the smoothness of assessing
the accomplishment of the objectives and evaluaifdhe course.

Speaking from experience, while numerous gxjsnhaterials may excel in one or two
of the above areas, they frequently lack in othBngy may focus on linguistic input, yet
fail to provide sufficient speaking practice, ockasufficient linguistic basis to promote
both fluency and accuracy. Some emphasise linguistompetence, ignoring
sociolinguistic and pragmatic aspects or strategidsle others do not consider the
learner’s general knowledge, the importance of wieaiscussed in chapter 3. In other
cases they miss the transfer of skills to realdifenay fail to attract the learner’s interest.

Exploiting the discussion of the role of spegkin achieving communicative
competence with respect to the adolescent leartiergractical part this paper attempts
to develop sample teaching and testing materialsyedl as propose some guidelines in
terms of the methodology of conducting speakings$edl lessons at upper-secondary

schools in the Czech Repubilic.

7.2 The Process of materials development

7.2.1 Needs analysis, goals and objectives
As mentioned earlier, the starting point of syllalalesign is typically some sort of needs
analysis. In this case the target audience wemngply students and their English
teachers at an upper-secondary school in Pardulbic offers a choice of four courses.
With each of these, English is compulsory, althoogk course in fact specializes in it
with a double allowance of lessons, as well as ewipyy Content and Language
Integrated Learning through conducting the lessofsfive subjects in English
(Geography, History, Maths, Biology and Physicau&ation). The materials designed
could also be applicable to the learners and teaasfeEnglish as a foreign language or
speaking-focused lessons at other upper-secondaopls in the Czech Republic.
Therefore, in terms of educational needshia paper it is felt that the syllabus in
guestion should be based on the requirements ®rdformed final examination for
Czech students, as well as the competences listdteiCommon European Framework
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of Reference (CEFR). In addition, some thought alas given to the requirements for
the City and Guilds examinations, which are alstraasingly being taken by upper-
secondary school students. Students at Czech gppendary schools are expected to
demonstrate the target levels of English B1 or B&eding to CEFR. Each unit starts
with a list of can-do statements, defining its akjgees which should reflect the criteria
set in section 5.2, and take a form of self-assessm

With the objective needs (as discussed in@eet.2) relatively clear to some extent,
of the same importance are also subjective neatls,ib terms of the students and their
teachers. The learners’characteristics need taken tinto account, hence the materials
were designed in order to respect the cognitivesmuihl development of the adolescent
learners, their general knowledge (an integral patommunicative competence), and
hopefully their interests. As far as the teacheescancerned, the materials aim to allow
flexible use in terms of the chapters not necelgsdapending on each other and thus
allowing the choice of the order in which they vk taught. However, they could also
be used as presented, providing a range of ingliaeatvities to be used in lessons.

7.2.2 Conceptualizing content

The syllabus content is governed by the gindsl for the maturita examination,
which should be compatible with the School educetioprogramme, based on the
Framework Education Programme for Secondary Gelghatation - Grammar Schools.
This in turn stems from CEFR, which provides inather extensive detail a description
of the expected outcomes in terms of the areamtgins, competences and strategies.

Considering the various types of syllabusyas decided upon using a situational or
topical one in a matrix format, since it seemsetibect the nature of the speaking focused
lessons. In this way, language functions are medtaccording to the given topical area.
As regards the list of topics to be covered, thpseposed by CEFR, the School
Educational Framework and the Catalogue of Requngsnare: Personal identification,
Family, Home and housing, Everyday life, Educatiéree time activities, Interpersonal
relationships, Travel and transport, Health andédng, Food, Shopping, Work, Services,
Society, Geography and Nature. Preparing mateftalsall of these is not within the
scope of this thesis, so a choice had to be matiethe representative sample.

It was decided to develop two topics: thetfising Travel, while the second is called
People and Society and in fact embraces four caesg@bove, namely Personal
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identification, Family, Interpersonal relationshiped Society. The underlying reason
behind this choice being that the two topics aematly relevant to everyday life (that is
not to claim that the other are not), moreovery thél be of uppermost importance if the
students travel to an English-speaking countrysfady or work purposes.

Each unit contains eleven compact sectiondgdccactivities, each subdivided into
parts as necessary. As it is not our belief to jpi@vancy titles that would not reflect the
nature of the content, these are titled simplyermis of the communicative situation they
deal with in order to allow easier orientation. Thethodology employed is described in

the next section.

7.2.3 Materials and activities: development and of@nization

Since the teaching materials aim to provigea#form for testing, it was necessary to
demonstrate a clear link with the testing materiaich mirror the format of the
reformed final examination. Using the terminologysadissed in section 4.3, the
underlying philosophy for these newly developedché#ag materials was to follow the
communicative approach, using a range of activitges all aiming towards the
achievement of a high degree of communicative ceempe in all three domains -
linguistic, sociolinguistic, pragmatic, includingigeral competences.

In general, some pre-communicative activisesve the purpose of introducing the
topical area and eliciting what the learners alydatbw. These are further built upon by
more meaningful practice and often concluded witmunicative activities, the
features of which were discussed in section 4Bisfpaper. As a form of revision, some
activities can be repeated later in the courseir&ance, circumlocution from Activity 1
in Travel can be used again, even in the form ahed guessing, which admittedly
deprives the learners of using the language but@mphe psycho-motor domain to suit
a kinesthetic type of learner.

The later activities are more complex and céxyhe language used in the earlier
ones. In other words, they combine the skills, kieolge and strategies, without which
the task would not be completed. For instanceyiggtl1 in the Travel unit presupposes
the knowledge of vocabulary to describe travelaydj some negotiating skills, language
for presenting one’s opinion. In a way, the latetivéies function as assessment, and
could also be used for testing. However, they db incorporate everything, so the

validity of such a test would to a large extentetgbon what in particular we aim to test.
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Firstly, aspects of linguistic competence@imarily presented in pre-communicative
activities and follow some guidelines suggestedCBFR. Starting with vocabulary and
lexical chunks, there is a selection of those o the topic and the communicative
needs arising from the situation (CEFR, p. 150)rehy there is no definite word list, so
typical of many a textbook, isolating the wordsnfrdheir context and perhaps rather
scary for some students. Instead, lexical items paesented within contexts or the
learners are expected to brainstorm them and heta tlown in their exercise books or
even in the materials. However, after the pilotpttase it was discovered that some
learners in fact expect such a word list to apgeanewhere, possibly at the back of the
textbook. Hence this list will need to be prepamdthough there is no definite amount of
vocabulary linked with each topic, so some selectidll be necessary. A relatively
extensive range of vocabulary is used in ordeexploit the ability of adolescent
learners to grasp terminology and cope with voaatyuhcquisition, which according to
research is not adversely affected by aging (RjM983, in Nunan, 1991, p. 117)

Additionally, use of dictionaries is encourdg@referably monolingual, although a
good bilingual one may prove useful to prevent mémrstanding in situations where
slight nuances are expressed. This is should stujgaoner autonomy, as well as enhance
their study skills, also necessary within the comioative competence framework.
These were also encouraged with the provisiorpsfiti some of the activities.

Linked with vocabulary, another aspect of thmguistic competence is semantic
competence, concerned with expressing meaningsoum materials, this is mainly
promoted through providing contexts for lexical mdmmatical items.

Grammatical competence is focused on basatie@belief that adolescents have the
right conditions for coping with the grammaticalsegm, as discussed in chapter 2.
However, it is believed that in our materials thare no meaningless activities stripping
the form of its function. Conversely, relevant graar is presented inductively (in line
with CEFR, p. 152) and practised with specific fimxas in mind in reasonably realistic
contexts. Clearly defining the rules is considenedessary and useful, respecting the
learner characteristics. Examples of grammar instm are rules for grading adjectives
in order to compare the different means of transpodirect questions functioning as
polite ways of asking for specific information (fctivities 1 and 3 respectively in the
Travel unit) or modal verbs to express permissionhe lack of it, advice or warning
when discussing one’s country’s etiquette (Actiétyn the People and society unit).

However, all the activities in both units draw orextain level of grammar knowledge
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and the particular tasks focusing on grammar dtithseful language focus, merely draw
attention to the structure as it is seen cruciat&orying out the particular task.

As far as phonological competence is concertiagl role of its inteligibility and
accuracy in pronunciation was discussed in se@idil of this paper. The integration
with listening is more than vital, hence authetitening input is provided whenever
possible. Yet, the interactional pattern of mosivates provides listening input from the
fellow students, and also the teacher is expecedpresent a suitable role model and to
correct pronunciation errors and mistakes. Moreoleasrner autonomy is aimed at
through encouraging the learners to expose theesétvas much authentic language as
possible outside the classroom, as also suggegt€&EBR (p. 153)

As mentioned in chapter 3, the other aspeclnguistic competence - orthographic,
and orthoepic - may not be of uppermost importamoen dealing with speaking focused
lessons. Being familiar with the form of the lestecorrect spelling and punctuation
(orthographic competence) and transforming a writtext into speech (orthoepic
competence) are of interest perhaps for dictiomaokk, or for giving instructions based
on a written input, for instance driving instructsoor reading from the departures board
to someone who cannot see very well.

Sociolinguistic competence is the second mdmmain, subject to some recent
debate. Dubin and Olshtain question the necessftyexplicitly including the
sociolinguistic element in all courses. "It is na$ though L2 learners need to be
instructed in "politeness”, but rather in those &wburs and linguistic forms of
politeness which do not match their own." (p. 12Rp textbook which purports to
represent how the language is actually used in aamative contexts can be produced
without a sociolinguistic dimension..... With ordyhandful of models to follow, writers
have an immense frontier to explore when they daedal deal realistically with the
sociocultural component.” (p. 124). They proposarall number of activities suitable
for approaching the sociolinguistic domain, fromtohéng situations and utterances, to
using a story line, suggesting appropriate situatianterpreting relations, sensitizing
learners to language variation, stating a genettaba, presenting situational variation
cross-culturally. The practical applications oferplay are discussed in somewhat greater
detail in section 4.3. In our materials, the foliog/ types of activities were used to
incorporate the sociolinguistic element: role playnulation (such as purchasing an
underground ticket), pre-communicative activitie®r (instance indirect questions

practice, which nicely combines the linguistic withe sociocultural and pragmatic

42



domains), listening and video (debate on gay rigatsl “the cheeky monkey”, whereby
short exchanges are made among the two interactauasiring brisk and appropriate
responses.

The third domain of communicative competengaagmatic competence, is in our
materials approached through either awarenessgaasitivities, followed by practical
tasks, or setting tasks the completion of which iawt be possible without employing
pragmatic competence, possibly due to their ine@asomplexity. Examples of the
former type are circumlocution (for instance whilinstorming the different means of
transport), whereas the latter is exercised in Eitimns or role plays, when dealing with
information gap, using negotiation of meaning amdraction strategies.

Lastly, effort was made to include elementsptomote learning about the target
language culture, for instance travelling by thendon Underground or the series
Friends. We trust this effort was successful inngerelevant to the topic and not
appearing too far-fetched and artificial, text-bsbk It is believed that this type of
knowledge is a vital part of the concept of comroative competence, namely
sociocultural knowledge, in other words learningowtb the target culture, and
intercultural knowledge, being aware of the diffeves and similarities between the
target language culture and one’s own, aiming ¢toease the motivation to learn the
language. Also part of the general component, sty heuristic skills are promoted
through getting the learners to employ their reasprusing inductive ways of teaching
grammar and vocabulary, as well as eliciting tbginions.

In terms of interactional patterns and reftegtthe features of natural speech, pair
work is the main organizational setting in our ratgion since it increases student talking
time, enhancing both fluency and accuracy. Eaebtme is carefully monitored by the
teacher and followed by a demonstration by onevenaell pairs, in order to provide
even more motivation to use this time for some malctice. The grouping should
change from time to time to allow for a varietylistening input.

In a nutshell, great effort was made to inelad much useful language as possible, in
terms of raising the learners” awareness, as wefletting them to use it in situations
they are likely to find themselves in. Given thatyotwo units have been designed, it is
still believed that these may significantly contrié towards the learners’communicative
competence, as well as provide sufficient prepamdor the reformed final examination.

The definition of goals and objectives, cortaapzation of content and choice of

methodology are reflected in the unit structureable 9 for the unit People and society,
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and in Table 10 for unit Travel. These consequgnmthyide a benchmark for creating the

teaching materials, displayed in Appendix 4 for teaching material on People and

society, and Appendix 5 for Travel.

PEOPLE AND SOCIETY: Planning grid for speaking and oral interaction

ToPIC/ OBJECTIVE ACTIVITY KNOWLEDGE
COMMUNICATIVE TYPE AND SKILLS
SITUATION NEEDED
to revise vocab linked | pre- general knowledge:
with relationships communicative: family and other
to learn new vocab eliciting vocabulary, | relationships
linked with grammar awareness | grammar: relative
1.FAMILY AND relationships, including | and practice in clauses, phrasal verbs
FRIENDS collocations context and collocations for
and phrasal verbs, communicative: relationships
including its pronunciation negotiation of vocabulary: friends,
to practice meaning through family, relationships,
explaining the meaning | circumlocution collocations
of such vocabulary skill: negotiating
to revise the use of meaning,
relative clauses circumlocution
to be able to pre- general knowledge:
describe one’s family communicative: family relationships,
tree and talk about the eliciting info about current trends, the
family members the Royal Family - Royal Family
to be acquainted to introduce the vocabulary: family
2.My FAMILY with the British Royal topic members
family and its members | communicative: grammar: present
to be able to express | discussion, perfect for long-term
opinions of the Royal expressing states, present
family and their roles opinions, talking continuous for
in society about own family temporary and current
to comment on activities, present
current trends in perfect for changes
families and express skill: expressing
one’s opinion opinion
to comment on pre- general knowledge:
current trends in communicative: current trends in
families and express matching the families
one’s opinion phrase to the vocabulary: family
to be acquainted with function, grammar: present
3. TRENDSIN a range of communicative: continuous for an
FAMILIES expressions to express listening (students activitiy happening
agreement, are recipients, not now, present perfect
disagreement, ask for producers of for an activity that
or provide clarification language) has happened up to
awareness of now
expressions skill: expressing/asking
communicative: for an opinion,
expressing an clarifying, expressing
opinion agreement or
disagreement
to discuss the communicativ: general knowledge:
importance of listening, discussin friendship
friendship the importance c vocabulary:
4 FRIENDS to discuss the friendship and th adjectives for
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desirable and
undesirable qualities of
a friend

qualities of friend:
(ranking) anc
shared activitie
pre-communicative:

personal qualities
grammar: present
simple for repeated
actions

vocabulary skill: expressing
awarenes opinion, listening
for detail
to describe the pre- general knowledge:
desirable and communicative: relationships
undesirable qualities of | vocabulary vocabulary:
a partner and justify the | awareness and adjectives for
choice revision, personal qualities
5 to discuss ways of memory and grammar: modals

RELATIO.NSHIPS

finding a partner

to suggest the best
way to find a partner
based on watching a
short video, to identify
language for expressing
an opinion, agreeing,
disagreeing , clarifying

vocabulary game
communicative:
negotiated
ranking,
discussion

for advice

skill: justifying an
opinion, giving
advice, expressing
agreement or
disagreement,
clarifying, listening
for gist, listening
for detail

to give advice on

communicative:

general knowledge:

one’s country’s pre-listening etiquette, good
, etiquette discussion, manners
6.MY COUNTRY'S to be acquainted listening, jigsaw vocabulary:
ETIQUETTE with the basic rules of reading, grammar: modals for
etiquette in Britain discussion advice, prohibition,
to discuss and be permission
aware of acceptable skill: asking questions,
and taboo conversation reading for detail,
topics giving advice,
sociolinguistic
to identify language | pre- general knowledge
for apologizing, communicative: politeness,
7 POLITE requesting something, matching forms to apologizing,
expressing gratitude, functions requesting,
LANGUAGE expressing regret, communicative: gratitude, regret,
offering and giving advice, offering
responding to offers explaining the vocabulary:
to use the language concept of functional phrases
for the above functions politeness and (for the above)
some rules grammar: word
order, sentence
structure,
sociolinguistic
to elicit phrases for communicative: general knowledge:
8. POLITE certain functions, role play, permission,

) without drawing post-communicative: | suggestion,
LANGUAGE: attention to them first matching the forms | compliment, luck,
PERMISSION to practice using the | to the function empathy
SUGGESTION phrases to express pre- vocabulary: phrases

COMPLIMENTS
LUCK, EMPATHY

permission, suggestion,
compliments, luck,
empathy, with the
correct pronunciation
(intonation)

to be aware of ways to
express implied intentiong

communicative:
awareness raising
- implied
communicative
intentions, the role
of intonation in
communicating

for the above
functions
grammar: modals
skills: interaction,
discourse,
pronunciation,
sociolinguistic

to be aware of

communicative:

general knowledge:
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9. SoCIAL language for expressing | listening surprise, excitement,
INTERACTION surprise, inte(est, _post-_co.mmunicative: annoyance, talking and
concern, gratitude, identifying forms and | asking sb’s plans,
excitement, annoyance, | functions interest, permission,
asking and talking concern, introducing
about plans, including people, gratitude,
the role of intonation explaining, leaving a
to be aware of the telephone message
role of intonation in the vocabulary: phrases
above functions for the above functiong
to practice the skills: listening,
intonation for the above pronunciation,
communicative sociolinguistic skill
functions
to practice reacting communicative: general knowledge,
to prompts and short-turns vocabulary,
guestions by answering | exchanges grammar;
11.CHEEKY in two-five sentence skills: from the
MONKEY

sequences, using the
language knowledge,
skills and strategies
from the previous parts

previous activities

10.PARTYTIME

to practice functional
language from the
previous activities

communicative:
role play

general knowledge:
all from the

previous activities
vocabulary, grammar
and skills: from
previous sections

Table 9: People and society - planning grid

TRAVEL.: Planning grid for speaking and oral interaction @/
COMMUNICATIVE OBJECTIVE ACTIVITY TYPE KNOWLEDGE AND

SITUATION SKILLS NEEDED
1. MEANS OF to revise vocabulary | pre-communicative: general knowledge:
TRANSPORT regarding means grammar awareness forms of transport

of transport, including
its pronunciation

to discuss personal
experience with
the individual types

to be able to comparé
different means

and practice in context
pronunciation practice
communicative:
discussion, opinion
exchange/presentation

vocabulary:

means of transport
vague expressions
grammar: grading of
adjectives

skill: making
comparisons based on

to express set criteria and
preferences and personal experience
opinions expressing preferences
and opinions
2. TRAVELLING BY to understand and pre-communicative: general knowledge:
PLANE explain the meaning of | eliciting meanings, plane travel,

signs at the airport

to understand and
explain the process of
travelling by plane

to understand and
apply the language for
travelling by plane

ordering, matching
utterances to the
situation
communicative:
presentation, role
play/simulation

conversational routine
vocabulary: plane
travel activities

lexical chunks, fillers
skill: describing a
process/a sequence
turn-taking, cooperation
asking questions and
answering

telling the time
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3.REQUESTING
AND GIVING
INSTRUCTIONS

to understand the
meaning of some
common road signs

to be able to
explain spatial
relationships using a
range of prepositions

to ask for
instructions and
travel advice in a
polite way

pre-communicative:
eliciting meanings,
vocabulary awareness,
grammar awareness
and meaningful
practice
communicative:
simulation

general knowledge:
road signs

spatial relations
vocabulary:

road signs functions
prepositions of space
lexical chunks
grammar: indirect
guestions

skill: requesting and
giving instructions
expressing politeness,
cooperation, explaining
spatial relations
asking/comprehending
guestions, turn-taking,
back-channel devices

4. TRAVELLING BY
UNDERGROUND
- -

to learn some
useful information
about using the
London Tube

to be able to use
this information to
provide advice to
people wishing to
travel this way

communicative:
jigsaw reading,
grammar revision in
context - forming
guestions

reading for detalil,
giving information
based on reading

general knowledge:
London Tube, spatial
relationships
vocabulary: verbs for
giving instructions
lexical chunks
grammar: modals for
giving advice

skill: reading for detall,
asking for advice
reading for detail
giving advice based on
new knowledge

using the London Tube
map, cooperation
turn-taking, back-channe|
devices
asking/comprehending
guestions

5. TRAVELLING BY
TRAIN

Smsm

@

@

to understand and
explain the process of
travelling by train

to be able to
participate in typical
communicative
situations connected
to train travel as a
passenger
(purchasing a ticket,
finding way at the
train station,
enquiring about train
travel problems,
finding the right
route)

pre-communicative:
ordering, practising
structures in a
meaningful way
communicative: role

play

general knowledge:
train and tube travel,
vocabulary: linked
with train travel
(nouns describing
objects and places at
the train station, verbs
of processes)

lexical chunks
grammar: indirect
guestions, modals
skill: reading for
detail, cooperation
providing info based
on reading
asking/comprehending
guestions

turn-taking, back-
channel devices

6. ROAD SIGNS AND
NOTICES

to understand and
explain the meaning
of some common
road signs
based on the meaning

pre-communicative:
eliciting the functions
of signs, grammar
awareness,
meaningful grammar

general knowledde
road signs, notices
vocabulary: verbs of
following the signs
lexical chunks
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of such road signs,
to give warning or

practice

grammar: modals for
prohibition, permission,

advice when recommendation,
travelling warning
7.POLITE to be aware of the communicative: general knowledge:
LANGUAGE need for and use of discussing the politeness, dealing
polite language when importance and ways with people
dealing with people, of being polite vocabulary: lexical
especially in travel pre-communicative: chunks - phrases for
situations matching context and politeness
use polite language grammar; word order
expressions communicative: sociolinguistic
short-turns exchanges | feature: register
+ cultural knowledge
8.HoLIDAY to be aware of the precommunicative: general knowledge:
ACCOMMODATION various types of matching the pictures accommodation,
PRI holiday and the holiday
accommodation accommodation accommodation
to be able to communicative: vocabulary: types of
discuss the pros and discussing the hol. accom.

cons of the above

express
preferences and
opinions

to discuss
personal experience
with the
accommodation types

compare and make
recommendations

advantages and
disadvantages of each
form, as well as
previous experience

grammar: comparison,
grading of adjectives,
past tense for past
experiences, present
perfect for experiences
skills: expressing
preferences

describing previous
experience

making recommendation
making comparisons
discussing pros and cons

9. TRAVEL
PROBLEMS

3:45P Cancelled
On Tim

4:24P  Delayed

={i:}] Cancelled |
p:00P  On Time |

On Tim

to be aware of the
possible problems
during travel

to describe
personal experience
with problems
encountered

to be able to give
advice regarding
travel difficulties and
preventing them

precommunicative:
matching the pictures
and the travel problem
communicative:
giving advice and
warning (about
possible travel
problems when
travelling to another
country) , discussion
(personal experience)

general knowledge:
travel problems
vocabulary: verbs linked
with travel problems
(e.g. crash, miss, lose
etc), means of transport,
lexical chunks
grammar: modals for
giving advice

skills: describing
experiences

giving warning and
advice

10.CHEEKY
MONKEY

to practice reacting
to prompts and
questions by
answering in two-five
sentence sequences,
using the language
knowledge, skills and
strategies from the
previous parts

communicative: short
turns interaction to
unpredictable
situations

general knowledge:
issues linked with
travelling
vocabulary, grammar
and skills: from
previous sections

11.ARRANGING A
TRIP

to practice using
the language from the
previous parts

to make

communicative:
discussion aimed at
reaching a decision
based on some shared

general knowledge:
issues linked with
travelling and
arranging a trip
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arrangements about information London sightseeing
places to visit and and transport
forms of travel vocabulary:
to be aware of skills: negotiating,
places of interest in giving opinions, asking
London for opinions, reaching
to spark interest in agreement,
learning about summarizing, turn-
London and its sights taking, initiating and
responding, cooperation,
repair strategy

Table 10: Travel: Planning grid

7.2.4 Testing materials

Students’assessment can take a number of ,ferish could and perhaps should be
used in class. Firstly, successful completion ehdask is a way of finding out about the
students” performance, providing some informal sssent. Secondly, each unit starts
with defining its objectives in terms of can-dotstaents in order to provide the learners
and their teachers with some expectations. On catimgl the units, the learners are
encouraged to check the objectives once again suadfarm of self-assessment indicate
which items on the list they are confident aboesonably happy about or not sure. In
addition, since most of the activities are desigfedpairwork interaction, this form of
assessment can be carried out by the peers.

Since the teaching materials concerned twacsofravel, and People and Society,
formal testing materials were designed for idehticpical areas in order to demonstrate
a complete and compact part of the designed sydlabue created test sheets, in both the
students’and interlocutor’s versions, are locatefippendix 6 (for the topic People and
society) and Appendix 7 (for Travel). Most likelpety can be seen as progress or
achievement tests, especially due to them beingotopictal. For testing the overall
communicative ability, combining different partsrin various situations would be vital.

The underlying principles behind the creatbrthese testing materials largely mirror
the format of the "maturita” examination, while@kttempting to include the aspects of
communicative competence and aspects of speaksuygided chapter 3.

First of all, as regards content, it seemetdaaather well defined by the selection of
the topic. However, when all the possible choicéthiw the linguistic, sociolinguistic
and pragmatic competences were visualized, there memerous aspects to include. The
main question was as to the nature of tasks, titeriarof which were validity, keeping

the format of the current examination, testing thlé communicative competence
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domains, whilst also resembling the nature of liéalspeech as closely as possible.
Needless to say, this has proved to be a challgrigsk.

Part 1 (in the form of a short interview) aints assess the candidate’s listening
comprehension, including the listening skills anrunciation, which are in this
inseparable from speaking, the range and accuralexical and grammatical structures
(linguistic and sociolinguistic domains), the catreze and cohesion of the stretch of
language produced by the candidate (pragmatic dgnsaipported by linguistic), the
ability to express opinions and describe experigpcagmatic domain in terms of text
organization and perhaps circumlocution).

Part 2, describing, comparing and contraspiogures in a short presentation format,
also focuses on the transfer of ideas, wherebythesd to be planned and organized in a
certain way (pragmatic competence), a range ofcééxand grammatical structures
(linguistic and sociolinguistic domains).

Part 3 is a short presentation, whereby theidatelis expected to speak on their own
for five minutes on a given topic. As already dfiatihis situation might not be arise so
frequently in real life, yet it provides a chanceassess a longer stretch of language,
mainly in its linguistic and pragmatic aspects. there is no interaction expected, the
sociolinguistic domain is covered by the contexttioé presentation and the target
audience.

Part 4 takes a form of interaction, which e tmost valid in terms of testing
communicative competence, although the aspect afitapeity is limited in providing
the candidate with some time for prior preparation.

Obviously, in all tasks the candidates needréawv on their declarative knowledge of
the world, as described in chapter 3. Although iisot assessed as such, it is integral to
the successful completion of the tasks.

It was attempted to include more versions witbertain parts of the examination,
especially in part 4 (interaction), so as to allmere students to be tested. Admittedly,
this may have a negative effect on the comparghilitthe candidates, yet it provides
some variety.

Both tests have been designed in two versioms:for the candidate (student’s sheet)
and another version for the interlocutor (teachshaet). Naturally, the wording differs
on each, especially in terms of the expectationshefperson’s role. In the student’s
sheet, some information has been highlighted, beargidered vital for the completion

of the task. At the same time, the teacher’s stm®hins information in bold, which is
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supposed to be read out as printed. This providesesscaffolding should the
interlocutor feel less confident in testing the lggo language. Further details are also
provided in normal font in terms of expectations.

The target audience being upper-secondaryo$siadents in the Czech Republic, the
examination format is in line with the "maturita'high the students need to practise.
Another reason for this is that the interlocutonsl @ssessors have undergone training
and most of them have had an opportunity to usie ti@evly gained knowledge in real-
life testing. Hence the criteria were kept idertimathe final examination. Under real
final examination conditions, there must be twaeassrs present who have to come to an
agreement as to awarding scores in each subcatelgogfassroom testing, however,
employing two teachers to assess the candidateferp@nce would probably not be
feasible, and therefore it will be assessed basexiswle opinion.

Should the need arise, the teachers aretfraese selected parts of the teaching
materials for testing purposes if they wish to t@gparticular area which they do not
consider sufficiently covered in the testing matkerAnd vice versa, the testing sheets
can freely be used as part of the teaching lesgambaps by means of doing them again

and concentrating on feedback.

7.2.5 Preliminary piloting and evaluation

It is one thing to create the teaching malerebeit having followed the process with
due consideration. However, it is not until the eni@s have been put to practice in real
classroms with real students that we can establigtther they have fulfilled what was
expected of them. Therefore, the piloting phasepiie being located towards the end of
the process, is not to be ignored.

Having been designed mainly with the needs gdarticular school in mind, the
materials obviously needed piloting there. Prelemynpiloting was carried out with four
groups of students, one in the second year, otieeithird year and two groups of final
year students, in the period between January andhV2012, with the earliest versions
being introduced approximately one year prior tat.tiOwing to the flexible nature and
organisation of this speaking material, it is pbksto use it with any group, regardless of
the year, provided their English has reached arnmtdiate level.

The learners were provided with an electrorgrsion of the materials and were

asked to print out a hard copy to work with in slaSach unit covered approximately ten
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lessons, during which the learners” reactions weserved and comments noted down.
On completion of the units, the students were as&ddl in a short feedback form and
were encouraged to indicate the positive aspectiseofeaching materials, as well as put
forward any suggestions for improvement. In additiother teachers opinions were
obtained to provide another perspective. Based hen findings of this preliminary
piloting phase, some minor alterations have beerecaout, mainly reformulating
some instructions, changing the sequence of cadaks or adding some activities.

This stage has proved beneficial in providimg opportunity to consider the views of
other participants in the process of developinghery materials. This is an absolute
prerequisite if the materials are to be used inowuar classes with different teachers, in
addition to the one who has designed them. The taaterial development certainly
applies, undoubtedly not being straightforward agguiring modifications to be made
after the teaching (and testing) materials have lbeed. As rightly pointed out by Low:
"Designing appropriate materials is not a scieitcs, a strange mixture of imagination,
insight and analytical reasoning, and this fact n@srecognized when the materials are
assessed. (Low, 1989, p. 153, in Nunan, 1991,9). 20

8. Practical part: summary

The main aim of the practical part of this @amas developing teaching materials
towards promoting communicative competence in wgpeondary school students,
together with a set of corresponding testing makeri

To achieve this, it was deemed necessarykitdo account the characteristics of the
learner and the concept of communicative competegftected in speaking, as well as to
follow the process of material development, alindfich were outlined in the theoretical
part. The starting point was needs identificatgetfing the goals and objectives, through
to conceptualizing the contents and consideringhodgilogy options. Following a
topical type of syllabus seemed the right choitecesit allows organizing the content
into meaningful and logically structured units, eaang knowledge and skills as part of
communicative competence discussed earlier. Théadetogy applied was based on
extensive research in literature, including the @mn European Framework of
Reference, which also provided valuable informatiarthe content specifications.

Since designing the complete syllabus wouldfalb within the scope of this paper,
two units were developed, the first one titled Blawhile the second was called People
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and society. Both topics are required for the meft Czech final examination

(maturita), which was also considered in termdhefgkills and knowledge to be acquired
by the learners. In addition, a set of testing miaiewere also developed for each unit,
reflecting the final examination format, while alatiempting to test the communicative
ability, with its limitations outlined. All materia have been piloted, sparking some
minor alterations. Undoubtedly, further use of th&gll call for more modifications,

which is nonetheless a common procedure, sinceva@toups of learners are the same,
even at the same school. In general, however, lieieeved that the newly created

materials will be useful in teaching speaking.

9. Conclusion

As experience has shown, it is often the dhs¢ teaching materials for speaking
focused lessons lack in certain areas, which magosidered significant. Examples of
some desirable textbook qualities are relevancggsefulness, appeal to both the learner
and the teacher, and first and foremost, provigdimgicient speaking practice as a platform
for real-life use. Since our main concern has lveim upper-secondary schools, this paper
has predominantly dealt with the process of teackpeaking to Czech upper-secondary
school learners.

In the theoretical part, firstly the learneasvcharacterized in terms of cognitive,
biological and social development typical of thgeagroup, their attitude to and aptitude
for learning English as a foreign language. Seggnslhce the aim of teaching foreign
languages is frequently considered to be commuwn&abmpetence, this concept was also
analysed in some detail, listing three componenrisgyistic, sociolinguistic and
pragmatic), as well as some general knowledge akitls,sand the transversal
competences, as defined by the Common European elrark of Reference.
Consequently, the role of speaking in achieving mmmicative competence was
discussed, relating the numerous aspects of thaksme process to the items of
communicative competence. Some space was givehetdetms accuracy and fluency,
their role in teaching/learning the speaking skl ways to achieve them. Attention was
also drawn to the duality of knowledge and skii¢hat followed was an outline of the
process of syllabus design, particularly towardsnpting speaking, including a section
devoted to testing speaking with an analysis of ridfermed final examination in the

Czech Republic.
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The practical part capitalized on the theowith its chief outcome being the
development of teaching and testing materials p@aking purposes. Since developing a
complete textbook would be beyond the scope ofgh®er, it was decided to design two
sample units: the first one being called Travel,levithe second is titled People and
society. The choice of these topics was dependetttesituational contexts they provide,
as well as their inclusion in the areas with whibe new reformed final examination is
concerned. Admittedly, the materials are subjedtitther changes as they are being used.
All'in all, it is believed that they represent asenable attempt to teach speaking towards

achieving communicative competence, as well agttesb communicative way.

10. Resumé

V poslednich desetiletich anglicky jazyk bemes ziskal statut mezinarodniho
dorozumivaciho prostdku, a tak neni pochyb o tom, jaklalita je jeho vyuka. Ta se
samozejm dotyka i Skol v eské republice, od edSkolniho vzdavani, pes zakladni a
stedni Skoly, a samogjm i vysokoskolské studium. Na Skolachesinich je mnohde
povinnym prvnim cizim jazykem s nemalou tydenniihodou dotaci, im se stava
jednim ze stejnich vyu ovanych pedmt .

Cilem této diplomové prace bylo prodiskutozptsob, jak pipravit vyuku pro rozvoj
jazykoveého projevu v anglickém jazyce u studem eské stedni Skole s cilem dosa eni
i alespo piblieni se komunikativni kompetenci. V teoretické@sti jsme nejprve

nastinili charakteristiku typického studenta naedmi Skole a vystlili pojem
komunikani kompetence, pem specifické rysy mluveného projevu byly
charakterizovany ve vztahu k jejimu dosa eni. Xelikestovani je nedilnou soasti

u ebniho procesu, prostor byl také poskytnut zhodmocejnovjsi verze maturitni
zkousky z anglického jazyka a problematiky testévé@munikani kompetence. Co se
ty e praktické asti, hlavnim oekavanym vystupem byla tvorba vyukovych a testovych
material pro mluveny projev, a proto byloeba prozkoumat problematiku tvorby sylabu
a vyukovych material a vyb ru vhodné metodologie, kdy byla prezentovana tygielo
aktivit vhodnych pro konverzai hodiny z hlediska pouiti p vyuce i pi testovani.
Vytvo ené materidly jsou soasti pilohy této diplomové préace.

Vzhledem k tomu, e autorka se zabyva vyukaukonkrétni sedni Skole, bylo eba
zohlednit specifika vyuky na této Skole, ale sarepma i charakteristické rysy studenv

této v kové kategorii. Obdobi adolescence je typické zayrai zm nami a vyvojem,
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p edevsim v oblasti biologické, kdy se jedinci mugiovnavat s rapidnim stem, tak i co
se ty e psychické stranky, kdy snaha o vlastni identieume ni labilita mohou negativn
ovliv ovat aktivity mladych lidi.

Z hlediska vyuky cizich jazykp isuzujeme obrovskou ¢k itost vyvoji kognitivnimu,
kdy dochazi ke znmam myslenkovych procesJe dokonce mo né tvrdit, e adolescence
je obdobim vrcholu intelektualnich schopnosti. vBdem je schopnost porozum
souvislostem i abstraktnim pojmm, co neni spojovano s tskymi &ky. Na rozdil od
starSich studentvSak dospivajici maji pru (8i mozek, co umo uje si zapamatovat
ur ité v ci. Pro vyuku anglického jazyka to znamena vhoddolou pro vyuku gramatiky,
ktera tudi bude logicky pochopena a @zena do systému ji osvojenych si znalosti.
P ihodné je obdobi adolescence také pro navySenhisip&soby. Literatura mluvi o
vyzkumu, podle rho je z ejmé, e proces osvojovani si ciziho jazyka je dadté miry
stejny u jedinc nezavisle na \ku. V. em se ale zné v kové skupiny liSi, je rychlost
pokroku v ueni se. Dle vyzkumu to byli praxdospivajici, ktd dosahovali nejrychlejSiho
posunu. Také schopnost kritického mySleni se uuétové skupiny rapidnrozviji, eho
je teba vyu it pi zva ovani alternativ a vyrm nazor na urita témata.

Cile vyuky anglického jazyka naeddni Skole jsou nejprve diskutovany ve vztahu ke
Skolnimu vzdlavacimu programu konkrétni Skoly, ktery je vy@®o v souladu
s Ramcovym vzdavacim programem pro sdni Skoly. Setkavdme se s pojmem
komunika ni kompetence, ktery se stal frekventovaklo ovanym, akoli jeho vyznam je
velice Siroky. V této diplomové praci je tento kept vysvtlen podle hlediska
Spoleného evropského referamho ramce (SERR), jakoto jedné z nejaktu@dich
perspektiv. Podle ni je komuniksi kompetence uitym souborem dvou Sirokych
sou asti: vSeobecnych znalosti a dovednosti, a samez komunikativnich jazykovych
znalosti a dovednosti.

Mezi prvni skupinu pdtvSeobecna znalost 9a, co je pochopitelné, proto e jazyk
neexistuje v izolaci. Jinymi slovy, pro schopnostriunikovat je teba znét souvislosti a
skute nosti v realném st , napiklad pro diskusi o vyhodach a nevyhodacknych
dopravnich prosedk je nezbytné, abylov k tyto prostedky znal a ml s nimi jisté
zkuSenosti. Neménd le it je socio-kulturni znalost spoleosti, ve kterych se anglickym
jazykem mluvi. Pepoklada se, e studenti budou jazyk vyu ivat tédé, a tak budou mit
jisté povdomi o kultue anglicky-mluvicich narod o tom, v em je podobndi jak je
odliSn& od kultury naSi. Pro osvojeni si cizihg/lazje nezbytna schopnost sétyjako to

i jisth mira motivace.
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Co se tye druhé velké soasti komunikativni kompetence, kterou jsou komutivkea
jazykové kompetence, Spotey evropsky referemi rdmec rozliSuje it hlavni souasti:
lingvistickou, sociolingvistickou a pragmatickou.

Lingvisticky komponent je definovan jako zrstloa schopnost pou iti formalnich
prostedk , z nich mohou byt vhodn slo eny komunikani zpravy s @slusnym
vyznamem. Logicky je zahrnuto kolik oblasti, od lexikalni, gramatické, semantické
vyslovnost, ortografickou a ortoepickou kompeten&8ociolingvisticky komponent
zd raz uje Udlohu kontextu v komunikaci, kdy je nezbytnéaznv vztah mezi
komunikujicimi a pizp sobit mu jazyk z hlediska formality komplexnosti. Pragmaticka
kompetence navazuje naepchozi dv a zabyva se vhodnym vyu itim jazykovych
prostedk z hlediska diskurzu, komunikativnich funkci a argace interakce.

Zakladnim nastrojem komunikace je mluveny ewpjktery ma samogm sva
specifika, kdy posuzujeme plynulost eegnost Zaprve, probiha v realnéase a pokud
neni zaznamenan, je ztracen. To klade nemalé naakgluv iho, ktery simultdannmusi
sam mluvit i vnimat druhého, p em si planovat dalSi promluvu. Proto z hlediskane
skladby se mluveny projev liSi od psanéholdité jsou také neverbalni prvky, jako ton
hlasu, plynulost, frekvence a délka pomlkjzpuk, hlasitost. Neni mo né ignorovat
rozdily mezi mluvenym a psanym projevem.

Efektivitu vyuky mluveného projevu ovme pedevSim testovanim, aiji,
neformalnim formalnim, i sebe-testovanim student V této praci jsme se zanili
p edevsim na formalni aspekt testovani, kdy jsmermejpastinili zakladni terminy jako
validita, reliabilita, backwash a praktiost. Naslednjsme je vyu ili pi posuzovani nové
verze maturitni zkouSky a jeji vhodnosti pro teatdvkomunikani kompetence. Analyza
prokazala, e ve skut@osti nova maturitni zkouSka spje kritéria validity a reliability, a
vhodnym zvolenim metodologie ne pozitivn ovlivnit vyuku anglického jazyka.
Zmin na byla také jistd mira neprakibsti, kterou lze jistymi opanimi sni it.

Na mnohych webnich programech pobi vedle hodin vSeobecné angty takée
hodiny konverzani, které se sousdi pedevSim na zdokonaleni mluveného projevu
student. Tato vyuka vSak musi byt podema vhodnou metodologii, jakoto i
uzp sobenymi didaktickymi pontkami, vetn vyukovych materidl. Z praxe je vSak
zejmé, e ne vdy zvolené ebnice spluji veSkera kritéria pro pouiti v hodinach
zam enych na vyuku mluveného projevu. Které materialy wuji piliSnou pozornost
procvi ovani slovni zasoby, jiné nezahrnuji vSechny agpk&munikativni kompetence,

n které neposkytuji vazbu se $8m mimo Skolni idu, zatimco jiné vy aduji modifikaci
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ze strany vyuwujiciho. Jsou znamy i fpady, kdy takzvané konverzd u ebnice obsahuji
p edlouhé texty k prdeni, bez vhodného zhodnoceni pro mluveni. Proto hiavnim
cilem prace vyvinuti vhodného materialu pro vyukuveného projevu.

Proces vytv@ni takovychto materialje popsan v literate, a pro nase eély byl
zvolen postup, kdy je éba nejprve vymezit paby vyu ovanych a vyuujicich, z nich
vyplyvaji cile vzdlavani. Ty jsou v tomto konkrétnimipad vymezeny po adavky na
maturitni zkousku, jako i Skolnimi vzéhvacimi programy, které ve t8i mie vychazeji
ze Spoleného evropského referamho ramce. Celkové cile se dale rdkda kratkodobé
cile ohledn jednotlivych vyuovacich usek Vhodna metodologie je zva ena, a co seety
aktivit pro mluveni, vybr je pestry. Je nutné ale obsahnout Skalu aktikit q@zvoj
p esnosti i plynulosti mluveného projevu, oce@g-komunikativnich a po komunikativni,
které by opravdu zahrnuly vSechny aspekty komumniRatkompetence v fm eném
rozsahu. Nicméndiky své vSeobecné povaze SERR uvadi piydk zamySleni ohledn
cil i metodologie, a neni mo né se striktdr et vSech pokyn tam uvedenych. Nemén
d leita je faze pilotovani vytvenych material a jejich evaluace.

Tento postup vyustil ve vytveni dvou tematickych oddil a to Lidé a spoleost, a
Cestovani. Oba jsou zahrnuty v po adavcich pro ntafuzkousku, a navic jsou
bezpochyby uplatnitelné v mém ivot , pokud studenti vyuiji mo nosti pouiti
anglického jazyka pro osobni, pracovni studijni Gely. Kady oddil je logicky
strukturovany a zahrnuje zné typy aktivit, jejich cile a metodologie jsolrauty ve
zvlastnich pehledech pro kady oddil. Vyukové materidly jsouptiony souborem
testovych uloh, které jsou zt§i asti zalo eny na formatu Ustnasti maturitni zkousky,
pi em zde byl uplatnn zamr vyu it jeho pozitiv diskutovanych v teoretické@sti této
prace.

A koli vytvo ené materialy prosly fazi @db né pilota e, pirozen je nutné dodat,
e neustalé modifikace budou nutné, vzhledemzaym potebam rznych skupin, vetn
rozdilnych uebnich styl student, vyukovych styl a preferenci vywjicich i asovych
po adavk . Nicmén je zejmé, e prvni krok byl uin n s virou, e dalSi budou

nasledovat.
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Appendix 1: Descriptors of communicative competenceomponents

Table 1: Oral production: competence descriptors

Aspect of speaking

B1 level

B2 level

Overall oral

production

Can reasonably fluently sustain &
straightforward description and
presentations on a wide range d
subjects related to his/her field ol
interest, presenting it as a linea
sequence of points.

Can give clear, systematically develope
descriptions and presentations, with

appropriate highlighting of significant
points, and relevant supporting detail.

Can give clear, detailed descriptions and

presentations on a wide range of subje
related to his/her field of interest,
expanding and supporting ideas with
subsidiary points and relevant example

o

cts

Spoken
interaction

Can deal with most situations likely to
arise whilst travelling in an area wherg
the language is spoken. Can entg
unprepared into conversation on topig
that are familiar, of personal interest o
pertinent to everyday life, e.g. family,
hobbies, work, travel and curren
events.

Can interact with a degree of fluency
and spontaneity that makes regular
interaction with native speakers quite
possible. Can take an active part in
discussion in familiar contexts,

accounting for and sustaining my views.

Spoken

production

Can connect phrases in a simple wg
in order to describe experiences an
events, dreams, hopes and ambition
Can briefly give reasons and
explanations for opinions and plans
Can narrate a story or relate the plot ¢
a book or film and describe my,

reactions.

Can present clear, detailed descriptio
on a wide range of subjects related to
interest. Can explain a viewpoint on
topical issue giving the advantages a
disadvantages of various options.

Table 2: Linguistic competence: competence desispt

Linguistic Level B1 Level B2
competence
aspect
General Has a sufficient range of language to | Can express him/herself clearly and
describe unpredictable situations, explg without much sign of having to restrict
Iinguistic the main points in an idea or problem w| what he/she wants to say.
reasonable precision and express thou¢ Has a sufficient range of language to be
range on abstract or cultural topics suchragsic| able to give clear descriptions, express
and films. viewpoints and develop arguments
Has enough language to get by, with | without much conspicuous searching for
sufficient vocabulary to express words, using some complex sentence
him/herself with some hesitation and forms to do so.
circumlocutions on topics such as famil
hobbies and interests, work, travel, and
current events, bulgxical limitations caus
repetition and even difficulty with
formulation at times.
Vocabulary Has a sufficient vocabulary to express | Has a good range of vocabulary for
him/herself with some circumlocutions | matters connected to his/her field
range on most topics pertinent to his/her and most general topics. Can vary
everyday life such as family, hobbies an formulation to avoid frequent
interests, work, travel, and current even repetition, but lexical gaps can still
cause hesitation and circumlocution.
Vocabulary Shows good control of elementary Lexical accuracy is generally high,
vocabulary but major errors still occur | though some confusion and incorrect
control when expressing more complex though| word choice does occur without
or handling unfamiliar topics and hindering communication.
situations.
Grammatical Communicates with reasonable accura¢ Good grammatical control; occasional

in familiar contexts; generally good
control though with noticeable mother

‘slips’ or non-systematic errors and
minor flaws in sentence structure may
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tongue influence. Errors occur, but it is

still occur, but they are rare and can often

accuracy - - ;
clear what he/she is trying to express. | be corrected in retrospect.
Uses reasonably accurately a repertoirg Shows a relatively high degree of
of frequently used ‘routines’ and patterr] grammatical control. Does not make
associated with more predictable mistakes which lead to
situations. misunderstanding.
Phonological Pronunciation is clearly intelligible even| Has acquired a clear, natural,
control if a foreign accent is sometimes eviden{ pronunciation and intonation.
and occasional mispronunciations occu
Orthographic Can produce continuous writing which ii Can produce clearly intelligible
generally intelligible throughout. continuous writing which follows
control Spelling, punctuation and layout af standard layout and paragraphing

accurate enough to be followed most
the time.

conventions.Spelling and punctuation are
reasonably accurate but may show sign
of mother tongue influence.

)

Table 3: Sociolinguistic competence: competencergasrs

Sociolinguistic
competence
aspect

Level B1

Level B2

Sociolinguistic
appropriateness

Can perform and respond to a wide rang
of language functions, using their most
common exponents in

a neutral register.

Is aware of the salient politeness
conventions and acts appropriately.

Is aware of, and looks out for signs of, t
most significant differences between the
customs, usages,

attitudes, values and beliefs prevalent
the community concerned and those of
or her own.

Can express him or herself confidently,
clearly and politely in a formal or
informal register, appropriate to the
situation and person(s) concerned.
Can with some effort keep up with and
contribute to group discussions even when
speech is fast and colloquial.Can sustain
relationships with native speakers without
unintentionally amusing or irritating then
or requiring them to behave other than
they would with a native speaker.Can
express him or herself appropriately in
situations and avoid crass errors of
formulation.

Table 4: Pragmatic competence: competence destwipto

>

Pragmatic Level B1 Level B2
competence
aspect
Flexibility Can adapt his/her expression to deal | Can adjust what he/she says and the
with less routine, even difficult, means of expressing it to the situation and
situations. Can exploit a wide range the recipient and adopt
of simple language flexibly to a level of formality appropriate to the
express much of what he/she wants. circumstances. Can adjust to the changes
of direction, style and emphasis normally
found in conversation.
Can vary formulation of what he/she
wants to say.

Turn-taking Can intervene in a discussion on a | Can intervene appropriately in discussio
familiar topic, using a suitable exploiting appropriate language to do saq.
phrase to get the floor. Can initiate, maintain and end discourseg
Can initiate, maintain and close appropriately with effective turntaking.
simple face-to-face conversation on Can initiate discourse, take his/her turn
topics that are familiar or of when appropriate and end conversation
personal interest. when he/she needs to, though he/she may

not always do this elegantly.Can use stack
phrases (e.g. ‘That's a difficult question fo
answer’) to gain time and keep the turn
whilst formulating what to say.
Thematic Can reasonably fluently relate a Can develop a clear description or
straightforward narrative or narrative, expanding and supporting

development

description as a linear sequence of
points.

his/her main points with relevant
supporting detail and examples.
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Coherence
and cohesion

Can link a series of shorter, discrete
simple elements into a connected,
linear sequence of points.

Can use a variety of linking words
efficiently to mark clearly the
relationships between ideas. Can use a
limited number of cohesive devices to
link his/her utterances into clear, cohere|
discourse,though there may be some
‘jumpiness’ in a long contribution.

Spoken Can express him/herself with relative Can communicate spontaneously, often
ease. Despite some problems with showing remarkable fluency and ease of
f|uency formulation resulting in pauses expression in even longer complex
and ‘cul-de-sacs’, he/she is able to keeg stretches of speech. Can produce stretches
going effectively without help. of language with a fairly even tempo;
Can keep going comprehensibly, even | although he/she can be hesitant as he/she
though pausing for grammatical and searches for patterns and expressions,
lexical planning and repair there are few noticeably long pauses.
is very evident, especially in longq Can interact with a degree of fluency and
stretches of free production. spontaneity that makes regular interaction
with native speakers quite possible
without imposing strain on either party.
Propositional Can explain the main points in an idea g Can pass on detailed information
problem with reasonable precision. Can| reliably.
precision convey simple, straightforward
information of immediate relevance,
getting across which point he/she feels i
most important. Can express the main
point he/she wants to make
comprehensibly.
Table 5: Speaking strategies: competence descsiptor
Strategy B1 level B2 level
Can rehearse and try out n¢g Can plan what is to be said and the
. combinations and expressions, invitif means to say it, considering the
Planning feedback. Can work out how tf effect on the recipient(s).
communicate the main point(s) he/s
wants to get across, exploiting arn
resources available and limiting th
message to what he/she can recall or f
the means to express.
Can define the features of somethijf Can use circumlocution and paraphrase to
concrete for which he/she can’t rememl cover gaps in vocabulary and structure.
the word. Can convey meaning |
Compensating qualifying a word meaning somethin

similar (e. g. a truck for people = busg
Can use a simple word meanir
something similar to the concept hels
wants to convey and invites “correction
Can foreignise a mother tongue word a
ask for confirmation.

Monitoring and

repair

Can correct mix-ups with tenses

expressions that lead to misunderstandi
provided the interlocutor indicates there ig
problem. Can ask for confirmation that
form used is correct. Can start again usin
different tactic when communication breal

down.

Can correct slips and errors if he/she
becomes conscious of them or if they
have led to misunderstandings. Clan
make a note of “favourite mistakes” and
consciously monitor speech for it/them|

Table 6: Communicative situations in speaking: cetapce descriptors

Communicative

Situation

Level B1

Level B2

Can give straightforward descriptiong
on a variety of familiar subjects within
his/lher  field of interest. Can

66



reasonably relate a

straightforward narrative or descriptior|

fluently

Can give clear, detailed

descriptions on a wide range of

Sustained as a linear sequence of points. Cd subjects related to his/her field of
monologue: give qle_tailed a_ccounts of experience interest.
describing feelings and reactions. Cal
Describing relate  details of unpredictable
. occurrences, e. g. an accident. Cg
experience relate the plot of a book or film and
describe  his/her reactions. Ca
describe dreams, hopes and ambition
Can describe events, real or imagine
Can narrate a story.
Sustained Can develop an argument systematicallly
Can develop an argument well enoug| with  appropriate  highlighting  of]
monologue: to be followed without difficulty most | significant  points, and relevant
Putting a case (e. of the time. Qan briefly giye reasong supporting detail. Qan develop a clear
and explanations for opinions, plany argument, expanding and supporting

g. in a debate)

and actions.

his/her points of view at some lengt
with subsidiary points and relevar
examples. Can construct a chain

reasoned argument. Can explain

viewpoint on a topical issue giving th
advantages and disadvantages of vari
options.

h
t
of

a
e
DUS

Public

announcements

Can deliver short, rehearsg
announcements on a topic pertinent
everyday occurrences in his/her fig
which, despite possibly very foreig
stress and intonation, are neverthel
clearly intelligible.

Can deliver announcements on mg
general topics with a degree of clarit
fluency and spontaneity which caus
no strain or inconvenience to th
listener.

Addressing
audiences

Can give a prepared straightforwa
presentation on a familiar topic withi
his/her field which is clear enough to
followed without difficulty most of the
time, and in which the main points a|
explained with reasonable precisig
Can take follow up questions, but m
have to ask for repetition if the spee
was rapid.

Can give a clear, systematicall
developed presentation, wit
highlighting of significant points, and
relevant supporting detail. Can depd
spontaneously from a prepared text aj
follow up interesting points raised b
members of the audience, oftg
showing remarkable fluency and ea
of expression.

Understanding a
native speaker

interlocutor

Can follow clearly articulated speeq
directed at him/her in everydd
conversation, though will sometime
have to ask for repetition of particul
words and phrases

Can understand in detail what is said
him/her in the standard spoken langua
even in a noisy environment.

Conversation

Can enter unprepared intg
conversations on familiar topics.
Can follow clearly articulated speech
directed at him/her in everyday
conversation, though will sometimes
have to ask for repetition of particula
words and phrases. Can maintain
conversation or discussion but ma
sometimes be difficult to follow when
trying to say exactly what he/she
would like to.Can express and respon
to feelings such as surprise, happines
sadness, interest and indifference.

Can engage in extended conversation
most general topics in a clear|
participatory fashion, even in a nois
environment.

Can sustain relationships with nati
speakers without unintentional
amusing or irritating them or requirin
them to behave other than they woy
with a native speaker.
Can convey degrees of emotion a
highlight the personal significance
events and experiences.

on

By

=—Oo<

d

nd

Informal
discussion (with
friends)

Can follow much of what is said
around him/her on general topics
provided interlocutors avoid very
idiomatic usage and articulate clearly.
Can express his/her thoughts abo
abstract or cultural topics such a
music, films. Can explain why
something is a problem.

Can give brief comments on the view:
of others.Can compare and contra

Can keep up with an animate
discussion between native speakers

Can express his/her ideas and opinig
with precision, present and respond
complex lines of argumen
convincingly. Can take an active part
informal discussion in familiar contexts
commenting, putting point of view
clearly, evaluating alternative proposa

to

5

Is
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alternatives, discussing what to da
where to go, who or which to choosg
etc.Can generally follow the main
points in an informal discussion with
friends provided speech is clearly
articulated in standard dialect.
Can give or seek personal views an
opinions in discussing topics of
interest. Can make his/her opinion
and reactions understood as regar
solutions to problems or practica
questions of where to go, what to dg
how to organise an event (e.g. a
outing). Can express belief, opinion
agreement and disagreement politely.

and making and

hypotheses.

Can with some effort catch much of
is said around him/her in
discussion, but may find it difficult to

what

participate effectively in discussion witl

responding to

h

several native speakers who do not

modify their language in any way.

Can account for and sustain his/her

opinions in discussion by providin
relevant explanations, arguments al
comments.

)
hd

Formal discussion
(meetings)

Can follow much of what is said that ig
related to his/her field, provided
interlocutors avoid very idiomatic usag
and articulate clearly.

Can put over a point of view clearly, b
has difficulty engaging in debate.

Can take part in routine formal
discussion of familiar subjects which ig
conducted in clearly articulated speect
in the standard dialect and which
involves the exchange of factual
information, receiving instructions or
the discussion of solutions to practical
problems.

Can keep up with an animated
discussion, identifying accurately
arguments supporting and opposing

points of view.Can express his/her idea

and opinions with precision, present an
respond to complex lines of argument
convincingly.Can participate actively in
routine and non routine formal

discussion. Can follow the discussion on

matters related to his/her field,
understand in detail the points given
prominence by the speaker.Can
contribute, account for and sustain
his/her opinion, evaluate alternative
proposals and make and respond to
hypotheses.

O n

Goal-oriented co-
operation (e.g.
Repairing a car,

discussing a
document,
organising an
event)

Can follow what is said, though he/sh
may occasionally has to ask fo
repetition or clarification if the other
people's talk is rapid or extended.
Can explain why something is 4
problem, discuss what to do next
compare and contrast alternatives.
Can give brief comments on the view
of others.Can generally follow what is
said and, when necessary, can repg
back part of what someone has said
confirm mutual understanding.

Can make his/her opinions ang
reactions understood as regard
possible solutions or the question o
what to do next, giving brief reasong
and explanations. Can invite others t
give their views on how to proceed.

Can understand detailed
instructions reliably.

Can help along the progress of the
work by inviting others to join in,
say what they think etc.

Can outline an issue or a problem
clearly, speculating about causes or
consequences, and  weighing
advantages and disadvantages of

different approaches.

Transactions to
obtain goods and
services

Can deal with most transactions likely
to arise whilst travelling, arranging
travel or accommodation, or dealing
with authorities during a foreign visit.

Can cope with less routine situations i
shops, post office, bank, e.g. returnin
an unsatisfactory purchase. Can mak
a complaint. Can deal with most
situations likely to arise when making
travel arrangements through an age
or when actually travelling, e.g.,
asking passenger where to get off fqg
unfamiliar destination.

Can cope linguistically to negotiate
a solution to a dispute like an
undeserved traffic ticket, financial
responsibility for damage in a flat,
for blame regarding an accident.
Can outline a case for
compensation, using persuasive
language to demand satisfaction
and state clearly the limits to any
concession he/she is prepared to
make.Can explain a problem which
has arisen and make it clear that the
provider of the service/customer
must make a concession

Can exchange, check and confirn
accumulated factual information on
familiar routine and non-routine

matters within his field with some

Can understand and exchange
complex information and advice on
the full range of matters related to
his/her occupational role. Can pass
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Information
exchange

confidence. Can describe how to d
something, giving detailed
instructions. Can summarise and giv
his or her opinion about a short story
article, talk, discussion interview, or
documentary and answer furthe
questions of detail. Can find out ang
pass on straightforward factua
information. Can ask for and follow
detailed directions. Can obtain moré
detailed information.

on detailed information reliably.
Can give a clear, detailed
description of how to carry out a
procedure.

Can synthesise and report
information and arguments from a
number of sources.

Interviewing and
being interviewed

Can provide concrete informatia
required in an interview/consultatio
(e.g. describe symptoms to a doctor)

does so with limited precision.

Can carry out a prepared intervie
checking and confirming informatiorn
though he/she may occasionally have
ask for repetition if the other persor
response is rapid or extended. Can t
some initiatives in ar
interview/consultation (e.g. to bring up
new subject) but is very dependent

interviewer in the interaction. Can use
prepared questionnaire to carry out
structured  interview, with som

spontaneous follow up questions.

Can carry out an effective, fluent

interview, departing
spontaneously from prepared
questions, following up and

probing interesting replies. Can
take initiatives in an interview,
expand and develop ideas with
little help or prodding from an
interviewer.

Appendix 2: Final examination: Oral part scoring steet

et Zaznam o hodnoceni stni ZKOUSKY Z ......cc..coveecnienaine Jjazyka ¢. zadani
ID Zaka:
Rz Lza -
Cast Body Zast Poznamky
1 Zadani/obsah a projev 3 2 1 0
1. 1! Lexikaini kompetence 31211 0 -
11} Gramaticka kompetence a2 0
P o e e s e s R RREERERTERTE
| - Zadanilobsah " ; F
a projev uz 3 2 1 ]
2 v us J 32| |o R
I Lexikaini kompetence 5|2 1 ¥
Il Gramaticka kompetence 3 2 1 [¢]
| “Zadéni/obsah R T Ml A
aprolev uz {aflz2(1]e0
3. .
Il Lexikainl kompetence 3 2 1 0
Il Gramatické kompetence 3 2 1 0
| Zadani/obsah a projev 32|41 [
4, Il Lexikalni kompetence 312 1 0 -
1l Gramatickd kompetence 3 2 1 0
1.~4. | IV Fonologicka kompetence gl2)+{o .
1. Zadanilobsahiprojeviznalost: 1l Lexikaini kamp.+ speciickd $2 Ul Gramaticka kemp. + PTN: V. Fonologicks komp.:
« srozumitelnost/pfesnost * rozsah * rozsah = plynulost
* utelnost . plesnost « presnost = vyslovnost
Body celkem « mira podrobnostiirazsah = intonace
= koherence
« kornupikativni strategie
»_asistence zkousefiotho,
Hodnotitel-zkousejici:

Hodnotitel-pri:

P i itnf komise:

Datum:
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Oral part assessmentriteria

ination

| exam

ina

F

Kritéria hodnoceni - tstni zkouska (CIZ/CIV)

% «B,T, T

_:

» Sdéleni odpovida zadani, je G€elng, jasné a
v odpovidajicf mite podrobné, ?

* Sdéleni je souvislé s linedrnim sledem

T

my&lenek/logicky uspoFadand (kehgrentii).
* Komunikativni strategie jsou pouZivany vhodng.

= Pomoc/asistence zkoudejiciho neni nutna,

* (Specifické) * slovn{ zésoba je diroka.

= (Specifickd) ® slovni zasoba je pouZita spravnd

chyby [&2i&50if/nebrani porozuméni.

= Rozsah miuvnickych _.:cm:e.w%a vietné PTN je Sircky.

= Miuvnické Eomzmn_g_@ umm.Sm PTN jsou poudity
spravné Sa chyby Reztesnebrani porozumeni.

Projev je natalik plynuly, Ze pfijemce nemusi
vynakladat slli jef sledovat & mu porozumét, ®

Vyslovnost je spréavng.

Intonace je pfirozend a ﬁm_&gm

» Sdélenf vétiinou odpovida zadani, je vétiinou ufelné,
jasné a v odpo mife podrobné.

» Sdéleni je vétdinou souvislé s linedrnim sledem

myslenel/ibgicky isporadane (kaherehtail.

= Komunikativni strategie jsou vétSinou pouZivany
vhodng.

= Pomoc/asistence zkousejiciho je ojedingle nutna.

= (Specificka) * slovni zdsoba je vétginou Sirokd.

= (Specifickd) * slovni zdsoba je vatiinou poudita
R

spravné a/nebo chyby ojedinéle rﬂmm&w\caa
porozumeni.

* Rozsah mluvnickych prostiedkd vietné PTN je
vétiinou Siroky.

= Miuvnické prostfedky vietné PTN jsou <m»m_= u
pouity spravng a/nebo chyby ojedinile w e2 _m\wqmz_
porozuméni.

Projev je natolil plynuly, Ze pijemce vét§inou nemusi
vynaldidat usili jej sledovat & mu porozumat, ©

Vyslovnost je vEtSinou spravnd.

Intonace je vétSinou pfirozend a ¢

» Sdéleni ve vBL3l mife :moa.uoso_m. zadani, neni ve vEtsi
mife éelné, jasné a v odpovidajici mife podrobng. *

* Sdéleni nenfve v&tdi mite souvislé 5 linedrnim sledem
my3lenek/logicky Uspota tadanié (koharenthty.

« Komunikativni strategie nejsou ve vétsi mife
pouivany vhodng.

= Pomoc/asistence zkousejicthe je ve vEt$ mife nutna.

® (Specificka) * slovni zdsoba je ve vétsi mife omezena,

= (Specifickd) * slovni zédsoba neni ve <m.nm,_ mife pouZita
spravné a/nebo nr<v< ve vEtSi mife Wmmmx__\cqm:_
porezumeéni,

# Rozsah miuvnickych prostfedkl veetné PTN je ve vétsi
mife omezeny.

* Mluvnické prostiedky vietnd PTN nejsou ve vétsi mife
pouiity spravné a/nebo chyby ve vat3[ mife

T

2tézujifbrani porozuménf.

Projev je natolik nesouvisly, Ze pfijemce musi ve v813i
mife vynaklddat Gsilf jej sledovat & mu porozumét. ®

Vyslovnost je ve vétsi mife nespravna.

Intonace je v omezené mife pfirozend a mﬂwww@mw 7

= Sdéleni ani za neustdlé pomoci/asistence zkousejiciho
nespliiuje pozadavky zadani.?

= (Specificka) ® slovni zdsoba je v nedostatedném
rozsahu/neni pougita spravng/chyby 2E3u]} brant

porozuméni sdéleni.

= Mluvnické prostfedky véetnd PTN jsou

v nedostatedném rozsahu/nejsou pouity
mu_‘m<:m\nr<w<vmmmwwm_\¢_.m:. parozuméni sdaleni/
nejsou na pofadované tGrovni obtiZnosti.

Projev je natolik nesouvisly, Ze jej pffjemce nemiize

sledovat & mu porozumat, ®

Vyslovnost branf porozumeéni sdélent.

Intonace je nepfirozend.

. * Pro nedostatek jazyka nelze hodnotit,
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Appendix 3

edsti textu na Sedém pozadi se vztahufi pouze k vy33! dirovai obtiZnosti
! posuzovanirozsahu, spravnosti a vhodnosti PTN je zdvislé na zadéni a typu projevu.

*Deskriptor zahrnuje i pofadavky na spravnost a rozsah specifickych znalost! ovéfovanych ve 3. Esti Gistni zkousky:
umcmamn_& slovni zésoba je posuzovana pouze ve 3, Easti Ustaf zkousky.
74k se miiZe daepustit ojedinélych (lokainich) chyb.
® Zik se miize na dané drovn obtiznosti dopustit ojedinélych (fokalnich) chyb.
€ Desl ptor zahrnuje ncm:~o<m=_ samostatného Gstriho projevu Hkal am_w_ny lsekdr proml vy v rémci interakee (s o_.._mn_
7 Bhektivni v smvsiu poulitiintenatnich échémat k sy Havazant ha Bromiovikorm dniitatn

poiadavky zaddni).
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Appendix 4: People and society: Teaching material
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Appendix 5: Travel: Teaching material
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Departing flights
From: Stansted Airport to: Prague - Ruzyne International Airport(PRG) View returning flights
Frequency
. . . Departure Su Mo Tu WWE Th Fr Sa
Depart  Arrive Flight A/IC Stops Duration Terminal 13 14 15 17 18 19
11:40  14:35 EZY3065 319 Non-stop 01:55hrs - - = — — 2 Book flight
12:40  15:35 EZY3065 319 Non-stop O1:55 hrs — 3 5 3 — Bookflight
12:40 1535 EZY3067 319 Non-stop 01:55hrs S - — = — _— _  Bookflight
Returning flights
From: Prague - Ruzyne International Airport(PRG)  to: Stansted Airport View departing flights
Frequency
. . . Departure We Th Fr B} Su Mo Tu
Depart  Arrive Flight A/IC Stops Duration Terminal 16 17 18 20 21 22
15:05 16:00 EZY3066 319 Non-stop 01:55 hrs 1 - — — B3 — — —
16:05 17:00 [EZY3066 319 Non-stop 01:55hrs 1 > > >H- 5
16:05 17:.00 [EZY3068 319 Non-stop 01:55hrs 1 - - -H > - -




Price per adult incl. £13.00 taxes and fees: £130.1 2

Outbound Stansted Airport  (STN) - Prague (PRG) Select
no frills Departs: Wed 16 May 12 12:40 o
airline J’ Arrives: Wed 16 May 12 15:35

£10-£30 checked E
baggage fee may

Economy - Direct flight - Duration: 01 hrs 55 mins apply at sirport

Inbound Prague (PRG) - Stansted Airport (STN) Select
no frills Departs: Sat 19 May 12 15:05 o
airline r Arrives: Sat 19 May 12 16:00

£10-£30 checked E
baggage fee may

Economy - Direct flight - Duration: 01 hrs 55 mins apply at airport

Price per adult incl. £13.00 taxes and fe es: £256.49

Outbound Stansted Airport (STN) - Prague (PRG) Select
no frills Departs: Wed 16 May 12 12:40 i )
airline r Arrives: Wed 16 May 12 15:35

£10-£30 checked E
haggage fee may

Economy - Direct flight - Duration: 01 hrs 55 mins apply &t airport

Inbound Prague (PRG) - Stansted Airport (STN) Select
no frills Departs: Sat 19 May 12 15:05 (3 ]
airline y Arrives: Sat 19 May 12 16:00 S R A [

baggage fee may
Economy - Direct flight - Duration: 01 hrs 55 mins apply &t airport
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STUDENT A
Introduction and tips
London's Underground rail network, or '1).......ccccceeeeeeernnn. "as it is universally knovnltondoners, is normally the quickest and easiest of travelling around London|.
Transport for London produces 2) .. @ s to help you get around. Yoaun pick up a London Underground Map upon arrivalry London Tube station.
London Travel Information centres sell 3) and provide free maps.
Devised in 4) .....ccccvveeeeeenn. by Harry Bettke Underground map is a 20th-century design iclal's very useful, clearly indicating the geretaections used to designate
trains (north, south, east or westbound). Intergkarclearly indicated. Some other useful tips wingng the Tube: Avoid travelling during rush hoiifrat all possible,
check 5) ..o, for ttwrrect destination, stand on the right when ussealators.
Travel info
The London public transport system is divided up @ones that radiate from the centre. Nearlyhalhotels and the main sights are in 6) ....ccceeee...........The fare you
pay is related to the number of zones you traveiuth.
The Underground Map has the stations and theirzorked. Some stations like Turnham Green arg in.7...... zones, you use whichever zone fesétstations is most
beneficial in working out your fare. There is a mad ticket office at all stations. The ticket officaccept 8) ..........cccceeevivvieeeennne carmts also sell the Travelcard pass and
Oyster Cards that most people will want to use.tNiexhe manned ticket offices is always 9) .................. automatic ticket machine. Theae save you a lot of time if
there are queues at the manned ticket office. Tddey credit and debit cards as well as cash. Toaaiess to the platforms and again to exit aostagiou have to 10)
....................................................... If you have a single ticket, the baraeyour destination will not return your ticket.yibu have a Travelcard the barrier will check that
your Travelcard is valid for 11) ........cccccceerviiiiiiinnnnn If you change trains during ygaurney you do not normally have to pass throbgtriers when connecting at a
single station. You are not able to 12) .........................going outside the Undergroagstem. If you do this you will be charged for tegparate journeys.
All Underground trains run at about 1-5 minute iaéds between around 05:00 and 24:00. 13) On................. , trains will start later. Whtdre Underground is closed, ir
Central London at least, there is an effective nigts network
Questions: 1) What .........ccccoeevvvvvvivineenn. 6) WHNEI€ e 1) i,
) 7) HOW Many.......coeeeeeeeieeeeeiiiiiiiinnanns 2)WVhat........oeeiiiieee e
D) Bhat tyPe....vveeiei e 13) (day)......coovevvieeeemrciieee e,
4) When 9) HOMANY.......cooiiiiieee e
5) What..........oooiiiiiieieeee 10) (What/d0)ee...vvvveeeieeieieeiiiiiiieeeeeeee (adapted fronwww.visitlondon.com/travel/getting_around/tybe




STUDENT B

Introduction and tips

London's Underground rail network, or 'the Tubat & universally known to Londoners, is normati@ .1).......ccccccceevvviiiiniiiinnnneennn. wa@htravelling around London.
Transport for London produces free maps and guméslp you get around. You can pick up a Londodéfground Map upon arrival at 2)............cccceee..... . LONdoN
Travel Information centres sell tickets and prov@Je............cccceeeeeee...

Devised in 1933 by 4) ...oovvvvvveeeeennnnee. ,-the Underground map is a 20th-century desigss@dalt's very useful, clearly indicating the gextelirections used to designate
trains (north, south, east or westbound). Intergkarclearly indicated.

Some other useful tips when using the Tube: Av@dalling 5) ............occociiiiiieeennnn. if.at all possible, check the front of the tradm the correct destination, stand 6)
................................... when using datas.

Travel info
The London public transport system is divided up zones that radiate from the centre. Nearlyhalhotels and the main sights are in Zone 1.Theyfau pay is related tg
0 et

The Underground Map has the stations and theirzoreked. Some stations like Turnham Green angdrzbnes, you use whichever zone for these staisomest
beneficial in working out your fare. Thereisamad 8) ...........cccccvevveeeeeiiiiiinnnee t.all stations. The ticket offices accept credid aebit cards and also sell
) that most pleowill want to use. Next to the manned tickeia®$ is always at least one automatic ticket machiihese can save you a lot of tim
00 ) S They take credit anditieards as well as cash. To gain access to thfopis and again to exit a station, you have tesf
through automatic barriers. If you have a singtkdt, the barrier at your destination will Not 11)..........ccooeviiiiiiiiiiiiiennennenn. f.ybu have a Travelcard the barrier will
check that your Travelcard is valid for both dag¢lled and zones travelled. If you change trdimng your journey you do not normally have togp@sough 12)

................................... when connectaii@ single station. You are not able to breakneys going outside the Underground system. Ifdothis you will be charged for
two separate journeys.

All Underground trains run at about 13) ................. intervals between around 05:00 an@@40n Sundays, trains will start later. When thelérground is closed, in
Central London at least, there is an effective nigls network

QUESHIONS: 1) oooviiiiiiiiiiereeeee e 6) WHEI€....oviiviiiiiiiiee e 11) What........ e eeeeeeeeeveennnd F YOUL 22,
2) Where.......ocoeeeeeveveveeeininns TYWhat oo, 12) What................oooo pass tigloif................... ?
) 8) i ————— 13) AtathintervalS..........oooooeeiiiiiiiiii e ?

%

Tickets and Fares:

Under-5sChildren under five can travel free at any timetloe Tube, DLR, buses and trams as long as thegcammpanied by an adult with a valid ticket. Cheldin this
category do not need Photocards.

Children 5-10. Under-11s can travel free at any time on busegranas without the need for a Photocard.

They can also travel free at any time on the TuizeLR when they are traveling with an adult whe havalid ticket. Up to 4 children under 11 yedtsaxcompanied by &
paying adult travel free on the London Undergrousiaccompanied children between 5 and 10 must aasadid Photocard.
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Children 11-15.Children aged 11 to 15 years must get an 11-1%e®pbotocard to travel free on buses and tramsaanotild-rate on Tube, DLR and London Overgroun
services. You can get around the photocard reqeineiy purchasing a 1 day Travelcard for the clfitthger length Travelcards do require a photo )carghaying the cash
fare.

Children 16-17.All 16 to 17-year-olds can travel at child-ratetmrs, Tube, tram, DLR and London Overground sesvigih a 16+ Oyster photocard.

Obtaining a Photocard. Visitors to London can order a Photocard in adedoc their children and collect on arrival at avil centre. (There is a Travel Centre at Heathr,
Airport as well as in Central London). Note you di¢e apply (online) at least 3 weeks prior to ativFrom 1 September 2010 non-London residents ttapay a non-
refundable £10 administration fee (adapteththttp://londontoolkit.com)
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“Yep the kids are loving the hotel,
they’ve made lots of new friends.”
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Appendix 6: People and society: Speaking Test
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Appendix 7: Travel: Speakg test
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is a discount price ticket for unlimited bus treaeund town (like a "bus pass") that you bu
with your train ticket. Bus travel can be at tharstthe finish or both ends of your train journ8gp. you
pay for your complete journey in one easy transadcdi the train station (or by phone). With
you can hop on and off participating bus servigesiiad the whole urban area of the town. It's agrea
way to complete the last part of your journey!

in Liverpool
You can use on most bus services in the Liverpool area. Chieeknap on thé website
www.plusbus.info
Travelling to Liverpool John Lennon Airport or SgeKall? Buy a Liverpool ticket to

Liverpool South Parkway Station, then catch Arnigates 80A and 86A direct to the airport (also pags

nearby Speke Hall).

Easy to Buy

Ask for when buying your train ticket at the station (grghone) and say which town you
want bus travel for.

Fares — day tickets

Adult £3, Child £1.50, Railcard holder £1.95

Fares - season tickets

Season tickets will be available from 2 January2200

If you want to know more about and the other towns and cities where you cantdeg bnto
www.plusbus.info
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Appendix 8: List of Image sources

1. Queen Elisabeth II. www.britishrose.synthasitm¢ accessed 10 March 2011
2. Prince Phillip_oldbitterballs.blogspot.com ¢assed 10 March 2011

3. Prince Charles luxurylaunches.com , accessédatoh 2011

4. Princess Diana www.quotespapa.com/images/ saedel0 March 2011

5. Camilla Parker-Bowles listal.com , accessed Hdddl 2011
6
7
8
9

. Princess Anne solarnavigator.net , accessedd®0hHvP011
. Tim Lawrence zimbio.com , accessed 10 March 2011
. Prince Andrew newspaper.li , accessed 10 Mabdh 2
. Sarah Fergusaon swotti.com , accessed 10 Marth 20
10. Prince Edward peoplequiz.com , accessed 10HVedt1
11. Sophie Countess of Wessex exposay.com , acc&8ddarch 2011
12. Prince William people.com , accessed 10 Mafidi12
13. Prince Harry crushable.com , accessed 10 MzOth
14. Zara Phillips people.famouswhy.com , acces®dddrch 2011
15. Peter Phillips englishmonarchs.co.uk , acce$8ddarch 2011
16. Beatrice of York coolspotters.com , accesseMasfth 2011
17. Eugenie of York knowingtheroyals.wordpress.¢c@ocessed 10 March 2011
18. Lady Louise Windsor _madhattery.royalroundumc@ccessed 10 March 2011
19. James Windsor ansien.w.staszic.waw.pl , acddss@&larch 2011
20. The Queen and her children funtobebad.blogspat, accessed 10 March 2011
21. Princess Anne riding , accessed 10 March 2011
22. Princess Diana and charity lifeforcecomics.gpmi.com/ , accessed 10 March 2011
23. Queen Elisabeth Il and husband , accessed i¢hMa11
24. Prince Charles playing polo gorbould.com , ased 10 March 2011
25. Queen mother gramilano.com , accessed 10 M2&xth
26. Zara Phillips horse-riding localriding.com cassed 10 March 2011
27. Charles and Camilla theolivepress.es , accddsétarch 2011
28. Friends popelnicel478.blog.cz , accessed 16Hv011
29. two cats - friends_petzopedia.com , acces8edakch 2011
30. Tom and Jerry funniespet.com , accessed 10niere?011
31. Pat and Mat_tanatex.cz , accessed 10 Decetithér
32. Pooh and friends_free-extras.com , access&ktOmber 2011
33. Kamarad do deStbontonfilm.cz , accessed 10 December 2011
34. Cat and dog geocaching.com , accessed 10 Dec&dbl
35. Computer dating agency cartoon cartoonstook,caccessed 10 December 2011
36. Made for each other cartoonstock.com , acceld&bcember 2011
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