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Abstract

This diploma thesis deals with the teaching of language skills with the help of authentic
materials. The topic is thoroughly discussed in both parts of this thesis, of which one aims to
provide the theoretical information and the other practical application and findings gathered
from a conducted research. The theoretical part focuses on all relevant aspects connected to
the topics of authentic materials and teaching of language skills, including integrated skill
work. It provides the basis for the practical part, which includes the interpretation of the
results of two questionnaires (for teachers and learners of English) and four lesson plans that
demonstrate how authentic materials can be used for the teaching of language skills. The
results suggest that authentic materials are used for the teaching of language skills and,
moreover, they have a positive effect on pupils’ activity and motivation in lessons. The results
further show that integrated skill work occurs in English lessons and teachers use various
activities to practise language skills. The biggest difference in opinions of teachers and pupils

is seen in the frequency of practice of language skills.



Introduction

I still vividly remember how we discussed the teaching of language skills at Czech
schools in one of our lectures in didactics. We talked about the relatively well-known fact that
teachers at Czech schools often focus more on the teaching and practice of language systems,
particularly grammar and vocabulary, rather than the practice and further development of
language skills of their students. The situation seemed to be similar with the use of authentic
materials in English lessons. When | started to write this thesis, I tried to look back at my
studies at primary and lower secondary school and secondary school and remember whether
we have ever worked with such materials. Although the answer would be yes, the authentic
materials, mostly songs, were used to practice language systems, again. Wanting to learn
more about a more appropriate way of how to use authentic materials as well as how to teach
language skills were the two main reasons why | chose to write a thesis about this topic.

My brief retrospect to my previous studies and contemplation about the way languages
are taught at Czech schools lead us to the introduction of the main aim of this diploma thesis
which is to provide arguments and evidence that authentic materials can be used for the
teaching of language skills, with focus on integrated skill work. To fully and properly

examine these topics, the following research questions were determined:

1. What is the experience of pupils and teachers at primary and lower secondary schools
with authentic materials?
2. How do English teachers at primary and lower secondary schools use authentic
materials in their lessons?
3. How are language skills taught in English lessons at primary and lower secondary
schools?
4. How much are language skills practised in English lessons at primary and lower

secondary schools?

Before the aforementioned questions can be answered, it is necessary to first present
information from thoroughly read literature about the topics of authentic materials, integrated
skill work and language skills in the theoretical part of this thesis. The mentioned topics are
discussed in detail in their corresponding chapters. The first one is dedicated to authentic
materials. It defines authentic materials, describes the advantages and disadvantages of their
use, establishes criteria for their selection and provides information about their appropriate

use as well as their overview. The second chapter describes integrated skill work which is



essential for more efficient teaching of language skills. The difference between integrated and
segregated-skill approach and the benefits of integrated skill work are part of this chapter,
together with tips on how to make integrated skill work work. The following chapters
concerning either receptive skills or productive skills include subchapters where the
individual language skills are discussed. Each subchapter dedicated to one of the skills
includes information and recommendations for their teaching and practice in lessons.

The practical part of this thesis aims to answer the determined research questions. It is
done through research that was conducted with the help of two questionnaires constructed for
the pupils and teachers of English. The results of each questionnaire, which indicate the
current attitude towards the use of authentic materials and teaching of language skills, are
properly discussed in relevant subchapters. Lastly, this part also includes four lesson plans

that demonstrate how authentic materials can be used for the teaching of language skills.



THEORETICAL PART

1. Authentic materials

As this diploma thesis partially deals with the usage of authentic materials in English
lessons, it is only appropriate to start this thesis with an introduction to these types of
materials. The first chapter is, therefore, dedicated to the definition of authentic materials, the
explanation of the difference between authentic, semi-authentic and non-authentic materials,
description of their advantages and disadvantages, criteria for selection and usage in English
lessons, and also to the overview of different types of authentic materials which can be used

in lessons.

1.1 What are authentic materials

When talking about authentic materials, it is good to start with an explanation of what
these types of materials are and what they are not. Therefore, the first subchapter aims to
define authentic materials and also briefly describe the difference between authentic, semi-
authentic and non-authentic materials.

Different authors provide different definitions of authentic materials. In his paper, The
Use of Authentic Materials in the Teaching of Reading, Sacha Anthony Berardo (2006, p. 61)
cites two explanations by two different authors. The first is by Catherine Wallace (Reading,
1992), who describes authentic materials as ‘real-life texts, not written for pedagogic
purposes’. The second is by Matthew Peacock (The Effect of Authentic Materials on the
Motivation of EFL Learners in English Language Teaching, 1997), who views authentic
materials as ‘materials that have been produced to fulfil some social purpose in the language
community’. Authors Ciornei and Dina (2015, p. 275) believe that authentic materials can be
anything that was primarily created for native speakers but what can also be used for
pedagogical purposes. They add that these materials ‘include ideas, words, phrases and
expressions that are heard and read in real-life situations’. Jeremy Harmer (1991, p. 185)
describes authentic materials as real materials intentionally designed for native speakers and
not language learners.

Of course, more, and different, definitions of authentic materials can be found in
various literature but these four nicely sum up what authentic materials really are. They are
materials that were not intentionally created or designed to educate language learners but

rather to communicate something to native speakers and fulfil some social purpose. As they



lack some pedagogical purpose, authentic materials are also described as ‘real-life’, which
means that they contain language that is normally used with native speakers. This
distinguishes them from materials usually used in textbooks, such as some text written only in
past simple because the pupils are supposed to focus on this tense in a specific unit. This,
however, does not mean that authentic materials have no place in language lessons. Ciornei
and Dina (2015) rightly point out that authentic materials can be adapted for pedagogical
purposes. Teachers, however, should be careful about how they do it and which materials they
choose. It is also worth mentioning that authentic materials are not only ‘texts’ and they are
not always ‘written’ as suggests Wallace’s definition above. Although it is true that the
written form somewhat prevails, authentic materials can also be spoken or sung, as is clear
from the overview of authentic materials in subchapter 1.6.

From what was just discussed, it can be concluded that authentic materials, as
materials that are described as ‘real’, should not be altered in any way. Sometimes, however,
the teachers want to bring something authentic but they know that their students would not be
able to understand due to their lower proficiency level. In that case, the teachers can bring
semi-authentic materials. Dr Thomas Garza (Foreign Language Teaching Methods, 2010)
defines semi-authentic materials as texts created either by native or non-native speakers which
are based on some authentic material but adapted for pedagogical purposes. An example of
semi-authentic material could be simplified, sometimes also bilingual, and shortened version
of some classic literature piece, such as Janes Austen’s Pride and Prejudice (1813). Although
semi-authentic materials are based on authentic materials, the fact that they were altered
reduces the original authenticity of the chosen material. Because of that, it is important to
notice the characteristics typical either for authentic or semi-authentic materials to distinguish
them and not to confuse them.

It can be argued that semi-authentic materials are still a better choice than non-
authentic materials, which can be found in almost all textbooks used in English lessons at
Czech schools. Berardo (2006, p. 61-62) describes non-authentic materials as texts which
were intentionally created for pedagogical purposes. He states that the language used in such
materials is ‘artificial and unvaried and concentrating on something that has to be taught’. The
purpose of non-authentic materials is often to teach or give examples of specific grammar
and, as Berardo points out, they do not contain language that people can encounter in real life
and do not reflect how the language is normally used, which is probably the biggest difference

between non-authentic and authentic materials.

10



As all three terms which were discussed in this subchapter include the word
‘authentic’, it is important to know how they differ and that even though some material can
look authentic, it does not necessarily have to be authentic. After this subchapter, it should be
clear that authentic materials contain real-life language, and their purpose is not to educate but
rather to fulfil some social purpose. Despite this, they can still be used in English lessons, but

they shall not be altered to not lose their original authenticity.

1.2 Advantages of authentic materials

Several pieces of research have proven that authentic materials have a positive effect
on students’ performances and their study of foreign languages. It is, therefore, clear that
authentic materials can be quite useful in language lessons. This subchapter presents some of
the main advantages that prove the beneficial influence of authentic materials on the study of
languages.

In his paper, Berardo (2006, p. 64) mentions five advantages of authentic materials.

They are:

e having a positive effect on student motivation
e giving authentic cultural information

e exposing students to real language

e relating more closely to students’ needs

e supporting a more creative approach to teaching

The positive effect on students’ motivation is probably the most frequently mentioned
advantage of authentic materials. And rightfully so. Elena Kozhevnikova (2014, p. 4465)
explored this factor in her study when she exposed several students to authentic materials in
addition to their textbooks. She discovered that the overall class motivation increased up to 85
per cent. Kozhevnikova adds that some of the reasons behind it could be more fun and
interesting content for the students as well as students’ feelings of accomplishment because
they were able to understand real English.

These reasons correspond with the other two advantages that Berardo mentions —
exposing students to the real language and relating more closely to students’ needs.
Widyastuti (2017, p. 5-6) states that thanks to the interaction with the language that is
normally used outside the classroom, students learn more about the target language than just

its form. They also learn how to use the language in the real world and improve their
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proficiency level (Akbari and Razavi, 2016, p. 108). To be most effective, the chosen
authentic material should also be interesting for the students. There is no point in supplying
them with materials about topics that they do not find fun or cannot relate to (Shepherd,
teachingenglish.org.uk). If the authentic material is chosen properly, then it should increase
students’ enthusiasm for learning and also concentration. (Rao, 2019, p. 2)

Besides the real language, authentic materials also expose students to cultural
information and thus contribute to their awareness of different cultural customs of people
from English speaking countries. Some American TV shows or sitcoms, such as Friends
(1994-2004), might provide a closer and more realistic view on various holidays celebrated in
the United States or events which are part of people’s lives but are not necessarily included or
paid too much attention to in the textbooks, such as bridal showers or weddings.
(Kozhevnikova, 2014, p. 4465)

In addition to Berardo’s list of advantages, Alex Case (2012, usingenglish.com)
describes other beneficial aspects of authentic materials. The first thing that he mentions is
that authentic materials are easy to find. Although authentic newspapers or magazines are not
available at every newsagent’s in the Czech Republic, it is possible to utilise the Internet’s
endless supply of various materials. Therefore, it should not be a problem to find some
interesting article, fun song or useful video. Some public libraries also have books in different
foreign languages, so if the teacher brings one into the lesson, the students can easily browse
through the physical copy of a book in English.

Another advantage of authentic materials is that they are up to date. Case mentions
that it is quite common that the content of some textbooks can be out of date or old fashioned
in terms of attitude. These two points are particularly pertinent today when everything is
changing very quickly, and everyone is concerned with being politically correct and inclusive.
An example of an old fashioned attitude could be the comic series about Sweet Sue and Smart
Alec, which can be found in Project 3 (4™ edition) (2014) and Project 4 (4™ edition) (2014)
textbooks still used at schools. It seems a bit odd that Sue is called ‘sweet” whereas Alec is
‘smart’ and praised for his intellect. It is highly likely that if the author prepared this story
today, he would have probably used different adjectives to describe the two main characters.

Another advantage of authentic materials is that they can provide a sense of
achievement. Case gives as an example a moment when a student finishes their first book in a
foreign language, but it can also be watching an entire movie in another language than is the
mother tongue. The feeling of fulfilment after accomplishing something that at first might

have seemed impossible can very much improve students’ confidence and also contribute to
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their motivation to continue reading books or watching movies in the studied foreign
language. Even though the students might not understand everything and they will need a
dictionary or subtitles, it is important that they learn to cope with the real language. And the
exposure to authentic materials certainly helps with that.

Lastly and most importantly, authentic materials contribute to the improvement of
language skills. Akbari and Razavi (2016, p. 107) reference studies that proved the positive
impact of the use of authentic materials on the development of listening comprehension as
well as communicative competence. Authentic materials can and should be used to help
students improve their reading comprehension so that one day they would be able to
understand different types of texts created for native speakers (Ur, 1996, p. 150). If they are
used properly, authentic materials can easily improve students’ proficiency level in all four
language skills. (Akbari and Razavi, 2016, p. 108)

The list of advantages of authentic materials is quite rich, and other advantages can
surely be added to those that were mentioned in this subchapter. However, the five advantages
mentioned by Berardo seem to be the ones that nicely sum up the positive effect of authentic
materials on students and language learning in general. It was also mentioned that authentic
materials are not hard to find, and unlike materials included in textbooks, they are up to date.
Therefore, authentic materials are practical to use. Overall, it can be concluded that it is truly
meaningful to use authentic materials in language lessons as they are quite beneficial for the

students.

1.3 Disadvantages of authentic materials

Although there are a lot of reasons why authentic materials should be used in language
lessons, it has to be said that there are also some negative aspects that can influence whether
or not teachers would use these types of materials in their lessons. This subchapter presents
some of those possible disadvantages of authentic materials.

Alejandro Martinez (2002, scribd.com) sums up best some of the disadvantages of the

use of authentic materials in language lessons. He states that authentic materials can:

e require good knowledge of cultural background and therefore, can be difficult to
understand

e contain vocabulary which may not be relevant to the students’ immediate needs

e contain too many different grammatical structures that the lower level students cannot

understand
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e become outdated
e they also need special preparation which can be time-consuming
e and some authentic listening materials may contain too many different accents which

the students might be unfamiliar with

All of these points which Martinez makes seem to be fair, and they should be
considered when deciding whether or not to bring authentic materials to the lesson. The
biggest concern would probably be with the vocabulary and grammar. Some materials may
contain words that the students are unfamiliar with and that they never encounter again
(Qamariah and Tadris Bahasa Inggris, 2016, p. 25). It is more probable, however, that the
words would be just unknown or perhaps difficult for the students at the time. In that case,
Case (2012, usingenglish.com) suggests that some of the new words are pre-taught or that
students try to guess their meaning from the context or they find them in dictionaries. This
can be done, however, only if the students can generally understand the content of the
material and do not need to look up every word. As for the grammar, the teachers should try
to find materials that contain grammar that the students already know. This can be quite
difficult, so Case suggests that the students either ignore the grammar that they are unfamiliar
with and focus on the general message of the material, or they are pre-taught the grammar
similarly to new vocabulary.

These special preparations and considerations of materials correspond with the point
that it can be quite time-consuming and also demanding for the teachers to choose appropriate
materials for their classes. Although some authors, such as Ciornei and Dina (2015, p. 276),
claim that authentic materials can be used at any proficiency level, the materials have to
always be critically examined by the teachers so lower-level students would not be
overwhelmed with their difficulty. In the subchapter about the advantages of authentic
materials, it was mentioned that authentic materials can be very motivating for the students,
but if they are chosen inappropriately and contain too difficult vocabulary and grammar, they
can have a completely opposite effect on students. (Berardo, 2006, p. 65)

Considering the cultural background of some of the authentic materials, which might
require some previous knowledge, is also very important. Martinez (2002, scribd.com)
mentions as an example the knowledge of different abbreviations that are often used in news
articles or advertisements. The teachers should familiarise themselves with any previously

unknown words, phrases or said abbreviations before presenting the authentic material to the
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learners. It could be quite problematic if even the teacher does not understand some parts of
the material, which can be important for comprehension. (Case, 2012, usingenglish.com)

Some authentic materials can also become outdated. This applies particularly to news
articles or some articles from magazines that focus on something that can change in the next
few years (Qamariah and Tadris Bahasa Inggris, 2016, p. 25). On the other hand, some of
these articles, especially if they are published on the Internet, can be easily updated or even
replaced (Berardo, 2006, p. 65). Still, Case (2012, usingenglish.com) suggests using materials
that cannot become outdated, such as some fictional stories or biographies of famous people.
That way, the teacher avoids spending a lot of time preparing something which cannot be
reused in the future.

It can be concluded that all of these disadvantages are fair and reasonable points that
can discourage teachers from using authentic materials. The biggest downsides are probably
the difficulty of the vocabulary and grammar and the preparation of materials for students of
different proficiency levels, which can be quite time-consuming. However, a lot of these
disadvantages can be prevented if the materials are chosen carefully and the teacher really
thinks about the content of the material. In the following subchapter, we shall look at some of
the criteria which should help with the prevention of some of these negative aspects of the use

of authentic materials.

1.4 Criteria for selection of authentic materials

The previous two subchapters introduced some positive and negative aspects of the
use of authentic materials. Each of these aspects can be either supported or prevented if
authentic materials are chosen carefully and attention is paid to some of the established
criteria that the said materials should meet. This subchapter aims to present and describe some
of those criteria which should help with the selection of appropriate materials for the students.

Let us start with the three criteria created by Christine Nuttall (1982, p. 25-31), which
are often mentioned in various literature and articles about authentic materials, and which
nicely summarize the most important things that need to be considered during the selection of
these types of materials. They are the suitability of content, exploitability and readability.
Suitability of content means that the chosen material is interesting for the students. The
content should also be challenging for students’ intelligence without being unreasonably
demanding on their knowledge of the foreign language and having a big amount of unknown
vocabulary. Exploitability is probably the most important factor after interest as it is
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concerned with the usage of authentic materials in a language classroom. The materials
should be so that they can be used for educational purposes and help with the development of
students’ competencies. If the materials cannot provide that, then they should probably not be
used. Readability deals with the lexical and structural difficulty of the material. This means
the amount of vocabulary previously unknown to the students and grammar that they have not
encountered yet. With text materials, it can also be the sentence length and complexity which
might be difficult for them to comprehend. The teacher should, therefore, be careful during
the selection of authentic materials to not choose a material that would be too overwhelming
for the students and above their proficiency level. It is important that the material meets all
these requirements as they influence the level of motivation that the material can provide to
the students.

There are, of course, other factors besides these three criteria that can be considered
when selecting the most suitable authentic material for a language lesson. Berardo (2006, p.
63) states that the material should challenge students’ intelligence while not being too
linguistically demanding. These two points nicely refer back to the exploitability and
readability, so it can be said that Berardo based his requirements on authentic materials on
Nuttall’s criteria. He further mentions two questions that should be asked when considering
which materials to select. They are whether the material contains written or spoken language
and whether the material is natural or altered. Steffanie Zazulak (2017, english.com) states
that authentic materials should be as realistic as possible and reflect situations that the
students may encounter one day. In the case of the spoken language, the materials should
include, for example, filler sounds which can be usually heard when someone is speaking. Or
if the used material is a video, students can not only listen to the speech but also observe the
body language. In written language, people often use various abbreviations to keep their
messages short and brief. The students will likely encounter some of those abbreviations in
their free time, so it is a good idea to bring some text which has some abbreviations and work
with it in the lesson. It has to be kept in mind, however, that authentic materials should be
used to understand the meaning and not to learn about different grammatical forms. That
applies especially in cases when different types of texts are used. (Berardo, 2006, p. 62)

Another factor that should be considered during the selection of authentic materials is
the length. Particularly, if the chosen material should be used with learners at the lower
proficiency levels. A solution could be a short excerpt taken out of some book, for example.
Sometimes, however, these extracts can cause problems with understanding because they

were detached from their original context. Therefore, it should always be considered whether
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the students would be able to understand the content of some extract without having to go
through the whole original material. (Oyola, 2011, p. 18)

There are quite a few points that need to be considered when selecting the best
possible authentic material for the students. The most important ones are probably those
concerning the suitability, readability and pedagogical usage of authentic materials. One
should also consider the length of the material, its language and whether the material is
natural or altered. Lastly, it should be kept in mind that authentic materials should be used to
understand the meaning and not to learn about different grammatical forms. It can be
concluded, that if teachers take all of these points into consideration, there should not be any
problems with the use of authentic materials in language lessons and their potential for

language learning would be used to its fullest.

1.5 Use of authentic materials in language lessons

Choosing an appropriate material for the students is the first step to be made to use
authentic materials to their fullest potential. Besides that, however, the teachers should think
about how to use them in the lesson as well. This subchapter mentions some of the points that
should lead to the effective use of authentic materials.

The first thing that might be considered is when to bring authentic materials in the
lessons, meaning the appropriate age of the students. Here the linguists are split into two
groups. Some linguists, such as Penny Ur or Arthur McNeill, believe that authentic materials
are not suitable for lower-level students. They think that the encounter of such students with
authentic materials could lead to their frustration, demotivation and discouragement from
learning foreign languages (Akbari and Razavi, 2016, p. 108). On the other hand, some
linguists believe that authentic materials can be used with students at any proficiency level.
On top of that, they suggest using said materials at the earliest stages of students’ language
learning. They think that early exposure to authentic materials would help students deal with
more difficult tasks later in their studies. (Qamariah and Tadris Bahasa Inggris, 2016, p. 24)

It would be, of course, foolish to bring, let’s say, an excerpt from one of Charles
Dickens’ novels to the lesson with the younger learners and expect that they would read it and
understand everything. The teachers should start with something simple to not overwhelm
their students (Zazulak, 2017, english.com). Tamo (2009, p. 75) suggests that instead of
making younger learners read, for example, a full-page article that they would not be able to
understand, they can just read the headline and discuss what the article is about. It is
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important to think about the content of the material so that the students would not have to deal
with something too difficult for them to understand, and that would take them a long time to
get through (Zazulak, 2017, english.com). In the case that the teacher brings material that
could be a bit problematic for the students to understand, they should inform the students
about the challenges ahead and provide any necessary help with anything that the students
would struggle with. (Qamariah and Tadris Bahasa Inggris, 2016, p. 28)

The most important thing that needs to be considered before bringing authentic
materials to the lesson is the type of task for which the materials are going to be used. It was
mentioned in subchapter 1.4 that the materials should serve some pedagogical purpose, but it
has to be well-thought-out. Authentic materials should be used in authentic ways. This means
that if the teacher brings, for example, an article from some magazine, the students should
work with the content of the article, such as searching for relevant information or discussing
the topic that the article is dealing with. Authentic materials should not be used in traditional
school-based ways. That is when the teacher brings the same article, but the purpose is to find
examples of different tenses or some other grammatical structures. In this case, the task deals
with the form of the article rather than with its meaning which is not how authentic materials
should be used. (Qamariah and Tadris Bahasa Inggris, 2016, p. 28)

As was suggested at the beginning, it is not enough to only think about what type of
authentic material to bring in the language lesson. It is also important to consider when, and
more importantly, how to use these materials. Even younger learners can work with authentic
materials, but they should not be overwhelmed by materials that are beyond their proficiency
level. Therefore, the teachers should bring simple materials and prepare simple tasks that
would focus on the content of the material and not its form. If all of this is considered, then

there should not really be any problems that the students would have to face.

1.6 Overview of authentic materials

The chapter about authentic materials shall be concluded with a brief overview of
different types of authentic materials which are possible to use in language lessons.

For this purpose, Jerry G. Gebhard’s classification of authentic materials from his
book Teaching English as a foreign language: A teacher self-development and methodology
(1996) shall be used (cited in Qamariah and Tadris Bahasa Inggris, 2016, p. 24). He divided

these materials into three categories — visual, listening/viewing and printed.
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1. Authentic visual materials

Authentic materials, which are described as visual, were intentionally made to be looked at.
These materials refer to various photographs, paintings, pictures, slides, and so on. Although
they usually contain no language, they can still be used for various tasks proving that they
have a place in language lessons. (Qamariah and Tadris Bahasa Inggris, 2016, p. 24)

2. Authentic listening/viewing materials

Authentic materials, which can be either only listened to or listened to and watched at the
same time, are probably the ones that are used the most in language lessons. They include a
good range of various materials from songs or other types of audio-recordings to news clips,

YouTube videos, movies or cartoons. (Qamariah and Tadris Bahasa Inggris, 2016, p. 24)
3. Authentic printed materials

Authentic printed materials are all the remaining materials that are published in written form.
Among printed materials, one can find various articles, reports, restaurant menus, street signs,

maps or advertisements. (Qamariah and Tadris Bahasa Inggris, 2016, p. 24)

It can be said that the teachers can choose from quite a big range of various authentic
materials which can be used for different pedagogical purposes. And thanks to the Internet,
they can all be easily accessed at practically no cost.
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2. Integrated skill work

Integrated skill work is another aspect that shall be separately discussed in this
diploma thesis. This chapter aims to define integrated skill work, explain the difference
between integrated skill work and segregated-skill approach, describe the benefits of the
integration of language skills and discuss how language skills can be combined and what the
teachers should do to successfully integrate the skills.

Authors Richards and Schmidt (2002, p. 262) define integrated skill work, or rather
integrated approach, as ‘the teaching of the language skills of reading, writing, listening, and
speaking, in conjunction with each other, as when a lesson involves activities that relate
listening and speaking to reading and writing.” This definition is widely accepted and used, as
it nicely and briefly summarizes the nature of integrated skill work. It has to be said, however,
that each of these skills cannot work without associated skills of vocabulary, syntax and
others. Rebecca Oxford (2001, p.6) views all of these skills as overlapping areas of
competence. She states that when the skills are interwoven with each other, it leads to optimal
communication. When this does not occur, it leads to the segregation of the skills when they

do not support or interact with each other.

2.1 Integrated skill work versus segregated-skill approach

The opposite of integrated skill work is the segregated-skill approach. In the
segregated-skill approach, the emphasis is put only on one or sometimes two of the four
language skills at a time while the remaining skills are being untouched (Guatam, 2019, p.
101). Such an approach is used in traditional ESL/EFL programmes. Some of them can, for
example, focus only on the improvement of the listening comprehension of the participants,
while others might promise to improve participants’ writing skills. A question can be raised
why this approach might be ever used. One explanation could be that the teachers believe that
it would actually be easier for the students to focus on one skill at a time. The other possibility
might be that the teachers think that concentrating effectively on more skills at one time is
impossible. Although both of these explanations seem to be understandable to some extent, it
has to be stressed that the segregation of language skills does not ensure adequate preparation
for future communication or the use of the foreign language (Oxford, 2001, p. 7). This might
not be very surprising, as the segregated-skill approach does not expose language learners to
authentic language, and therefore, to the language’s natural use (Oxford, 2001, p. 10-11). It

has to be pointed out that complete segregation of language skills rarely occurs. Even though
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a lesson is said to focus on one specific language skill, it hardly ever happens that no other
skill is used in that lesson. If the students are, for example, given a text that they are supposed
to read and then later work with, they can use other skills, such as speaking and listening for
discussion in pairs, or writing if they are asked to summarise or analyse the text. (Oxford,
2001, p. 8)

2.2 Benefits of integrated skill work

As was just mentioned, integrated skill work exposes learners to authentic language
and teaches them how to use language naturally. With this approach, the students learn about
the richness and complexity of the foreign language, but more importantly, they realise that
the foreign language, in our case English, is not just another subject that needs to be passed
but it is one of the means that they can use for interaction with other people. Integrated skill
work also promotes the learning of real content and not just language forms. For all these
reasons, this approach can increase students’ motivation for learning. (Oxford, 2001, p. 10-11)

Some people might think that with integrated skill work each skill is covered equally
in the language lessons. In an ideal case, this is how it should be. However, what happens
most of the time is that one skill slightly prevails over the others. Vernier et al. (2008, p. 276)
think that students often do more listening than speaking in language lessons which means
that their listening competence is better than speaking competence. Many learners, however,
consider speaking the most important of the four language skills, and it is their primary goal
of the study to develop oral proficiency. It might be so because they think it would be
satisfactory to speak the language as best as possible or it would help them pursue other
interests or it would be useful for their future careers. Also, when someone asks us whether
we speak some language, they usually mean whether we can express ourselves orally. They
are not interested in our listening or reading competencies. However, this does not mean that
the two remaining language skills should be neglected or that they are less important than
listening and speaking. Some teachers might worry about teaching reading. They might think
that it would be best to teach this language skill separately from others or that it might be
difficult to connect reading with another skill. The truth is, however, that reading should be
accompanied either by listening, speaking, or writing, as it helps the most with the
development of reading comprehension. The most advantageous is said to be the combination

of reading and writing. (Vernier et al., 2008, p. 278)
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2.3 Making integrated skill work work

How to combine or integrate the skills can sometimes be quite difficult for the teachers
to figure out. The simplest and most basic principle is to integrate skills in the same language
medium. This means the integration of speaking and listening for the spoken medium or said
reading and writing for the written medium (Hinkel, 2010, p.11). These types of integration
come quite naturally, and they do not need much extra effort from the teachers and the
students. In each of these two combinations, there is one productive skill (speaking or writing)
and one receptive skill (listening or reading). Receptive skills cannot function alone, and
therefore, they need to be integrated with one of the productive skills. The combination is up
to the teacher. There can be some listening activity followed by a writing task or reading
followed by some speaking activity. A more complex integration occurs when more than two
language skills are integrated. For example, there can be a task involving listening and
reading which is then followed by a speaking or writing activity. In such cases, however, the
content or theme of the task influences which skills will be integrated. (Rahman and Akhter,
2017, p. 37)

Preparing tasks or materials which would involve integrated skill work can be quite
demanding for the teachers. It is, therefore, important that before they do that, they learn how
to properly integrate language skills for their lessons (Rahman and Akhter, 2017, p. 37).
Rebecca Oxford (2001, p. 11) lists a couple of steps that should help the teachers with the
successful integration of the language skills. One of those steps is that the teachers learn more
about the various ways to integrate language skills. She suggests content-based or task-based
approach or the combination of the two. The former approach emphasises learning content
through language, while the latter deals with doing tasks that require communicative language
use (Oxford, 2001, p. 9). Teachers should also reflect on their current approach to language
teaching and evaluate the extent to which they integrate the skills. Oxford further suggests
using materials that already promote integrated skill work, but if it is not possible, the
teachers should be creative and think of appropriate tasks that would lead to the integration of
other language skills (Oxford, 2001, p. 11). The last thing that the teachers should consider is
that integrated skill work should not feel forced. It must represent real-life communication
with a smooth transition from one skill to the other. (Rahman and Akhter, 2017, p. 38)

Integrated skill work can be very beneficial and motivating for learners of foreign
languages as it represents the natural way of how people use languages for communication. It

also shows students that foreign languages are not just school subjects but also means for

22



interaction with other people. Sometimes it might feel easier for the teachers to focus on one
skill at a time, but as was described in this chapter, it hardly ever happens that the language
skills would be used separately. Teaching integrated skill work can be intimidating, but once
the teachers realise that it is natural to combine speaking with listening or writing with
reading, it might no longer be a problem. A well-chosen material that already promotes

integrated skill work can also help with that. The most important thing is that the teachers

should not be afraid of the integration of language skills, and for all the reasons mentioned in

this chapter, they should try to bring it to tasks or materials that lack it.
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3. Receptive skills

As was briefly mentioned in the second chapter, the four language skills are divided
into two categories — productive and receptive. This chapter shall focus first on the skills of
reading and listening, which are said to be receptive skills. In this short introduction, it shall
be explained what are receptive skills and how they are connected to productive skills.

Receptive skills are sometimes described as passive skills because when we use them,
we do not need to produce language. We just receive information, either in a spoken or
written form, and try to understand it (‘Receptive skills’, teachingenglish.org.uk). However,
calling receptive skills passive is quite misleading as it does not reflect that both listening and
reading are, in fact, complex and active processes. People are engaged in a lot of activities
during listening. They can guess, anticipate, check or interpret the information which they
gather from the listening. On top of that, as VVandergrift further explains in his work
Facilitating second language listening comprehension: acquiring successful strategies
(1999), they have to distinguish between different sounds, understand vocabulary and various
structures, retain the important or relevant information and then interpret it. All of this
requires a great deal of mental activity on the part of the listener, and therefore, it is quite
unfair to label listening as a passive skill (cited in McDonough et al., 2013, p. 137). A lot of
the things mentioned above applies to reading as well. Moreover, when people read, they have
to understand the meaning of words and the message that they carry together. They can also
predict what they are going to read and when they finish reading the text, they can respond to
its content. (Harmer, 1998, p. 70)

Receptive skills are important for the process of learning a new language as they
precede productive skills. At the same time, however, receptive and productive skills naturally
support each other and one cannot be without the other (‘Receptive skills’,
teachingenglish.org.uk). Because of that, there are some concerns about the separation of the
four skills as they are seldom separated in real life. For example, when people talk to each
other, they do not only speak, but they also have to listen to what the other person is saying to
have a meaningful conversation. During lectures or presentations, people rely on the notes
they have written previously, and sometimes they read from them. Also, in today’s electronic
communication, people often write something, but before they send it to the other person they

read it to check the message is clear and without mistakes. (Harmer, 2007b, p. 265)
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Now that the receptive skills were introduced and it was explained that they play an
important role in language learning and they are not as passive as one might believe, each of

the receptive skills shall be discussed in more detail in the following subchapters.

3.1 Reading

The first of the receptive skills that shall be discussed in more detail is reading. The
subchapter about this language skill aims to describe the situations when reading usually
occurs, which secondary skills accompany reading and what is extensive reading. Besides
that, the requirements for the selection of texts and stages of reading lessons shall be
discussed.

Although reading is generally believed to be one of the less attractive activities for
students, it still plays a vital role in language learning. It provides an opportunity to pay
attention to different aspects of the foreign language, be it vocabulary and grammar or the
way sentences or paragraphs are constructed. Reading texts can also help with writing as
various texts can serve as an inspiration or model for the students (Harmer, 1998, p. 68).
Some authors, such as McDonough et al. (2013, p. 110), consider reading to be the most
important of the four language skills because students are more often asked to read materials
in the studied foreign language for homework than speak it in their free time. Good reading

skills are also useful for current Internet usage and communication.

3.1.1 Selection of appropriate reading material

When choosing an appropriate text for the students, the teacher has to consider quite a
few things. The obvious one is the language difficulty. The teacher has to select such a text
which would not have too much unknown vocabulary or too complex grammatical structures.
At the same time, the text should also not be too easy, for it would not provide a sufficient
challenge for the students (Broughton et al., 1980, p. 102). The topic of the reading material
should not be overfamiliar or inconsequential for the students. It is important that the material
does not feel artificial or that it cannot bring anything to the lesson (McDonough et al., 2013,
p. 112). Students often view reading as boring, and if they are given a text which is not
attractive for them or challenging enough, they would not be very involved. It is, therefore,
essential that the text is relevant to their needs and interests (McDonough et al., 2013, p. 114).
Teachers should consider bringing authentic texts into the lesson as they expose learners to
language which is normally used by native speakers. Authentic texts, however, can present

insuperable problems for learners at lower levels as the language can be quite complicated.
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There should be a balance between exposure to the real language and students’ capabilities.
Younger learners might not be able to read longer texts, but they should be able to read
menus, signs or some basic instructions. Also, if there is some support from the teacher and
the classmates, students can deal with materials that might be at a slightly higher level than is
their language proficiency. (Harmer, 2007a, p. 100)

3.1.2 Stages of a reading lesson

To teach reading most efficiently it is recommended to divide the lesson into three
stages. These stages are usually described as pre-reading, while-reading and post-reading.
Each of them includes their specific requirements on the lesson that shall be now briefly
described (Manuel, 2021, englishpost.org). A pre-reading stage should, above all, prepare the
students for the upcoming reading and introduce the text. Besides that, however, the teacher
should also provide a reason for the reading, consider how to deal with the new language and
prepare some questions which should guide students during the activity. When it comes to the
introduction, the teacher should consider how much information is necessary. Some texts
cannot be read without some background knowledge. Other texts do not necessarily need any
introduction. It is important that the introducing part of the lesson is not too long, does not
include irrelevant information which could take up valuable time and does not give away too
much from the content. The aim is to point the students in the right direction, get them into
the mood and make them feel interested in the reading material. It is also recommended that
the teacher engages his or her students in the introduction and does not give a monologue
(Nuttall, 1982, p. 153-154). Nuttall (1982, p. 153) stresses that the students should be given a
reason for the reading. It should help them decide how detailed their reading needs to be and
avoid strengthening their belief that if they do not understand the whole text, then it is not
possible to read it. Pre-teaching new vocabulary or grammatical structures should be done
with great care. The teacher should introduce only a few keywords. Most of the things
unknown to the students should be understood from the context. If the list of unknown
vocabulary is too long, then it is a warning that the text is too difficult. It is recommended that
this pre-teaching of the new language be a part of the introduction rather than being taught in
isolation. (Nuttall, 1982, p. 157-158)

While-reading is the main stage of the reading lesson. During this stage, the students
read the text, confirm their predictions and gather and organize any relevant information
(Manuel, 2021, englishpost.org). Students can read the text twice. For the first time, they read

it to get a general idea of what the text is about. They can also gather information about the
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genre, intention of the author or main points of the text. For the second time, they can be
asked to look for specific pieces of information, such as facts, arguments or examples. This
way, the students practice the secondary skills of skimming and scanning (Heredia,
whatiselt.com). When the students are engaged in extensive reading, however, they should
focus only on the reading without any distractions. During the post-reading stage, the students
should understand the text further and reflect on what they have just read (Manuel, 2021,
englishpost.org). They can discuss whether their predictions or opinions from the pre-reading
stage were correct and talk about the main message of the text. If the text is from fiction, the
students can speculate about what would happen next or evaluate the main characters. In the
post-reading stage, the teacher can easily integrate other skills into the lesson. The students
can either discuss the text orally in pairs or groups or submit some written work. (Nuttall,
1982, p. 164-165)

3.1.3 Extensive reading, skimming and scanning

In his book Reading in the Language Classroom (1984), author Eddie Williams
explains that reading usually happens for one of these three reasons — to get general
information from a text, to get specific information from a text, or to read for pleasure or
interest (cited in McDonough et al., 2013, p. 111). For the first two reasons, the learner uses
the secondary skills of skimming and scanning. Skimming is used when the students are
asked to get through the text quickly to get a general idea of what it is about (Harmer, 1998,
p. 69). Besides that, they also familiarise themselves with the organization of the text, its
difficulty or the point of view of the author (Brown, 2004, p. 213). Scanning, on the other
hand, is used in situations when the students need to search the text for particular information.
In this case, the students do not have to read every word of the text. If they did, then the
scanning would not be effective. (Harmer, 1998, p. 69)

Reading for pleasure or interest is called extensive reading. This means that the
students read longer texts or books for general understanding, and more importantly, with the
intention to enjoy the text which they are reading. An advantage of extensive reading is that
the students are the ones who choose the texts or books based on their interests. Principle
aims of extensive readings should be to get students to read in a foreign language and like it
as well as to increase their reading competencies (Stanley, teachingenglish.org.uk). Students
should also be as unaware as possible that they are reading something in a foreign language.
Extensive reading helps students learn the language as they read, and it helps them to

familiarise themselves with the foreign language almost without knowing it (Dawson, 1999,
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p.2). A big benefit of extensive reading is that if the materials are chosen appropriately,
meaning the language difficulty is adequate and the text is interesting, it can help to increase
students’ motivation for language learning. It can also improve their writing and speaking
abilities and vocabulary knowledge. (Stanley, teachingenglish.org.uk)

Extensive reading, however, requires a large selection of books to be available for
students of different ages and proficiency levels. Setting up a library with literature written in
foreign languages can help with that, but it could be quite costly, and it is likely that the
school would not have the money to invest in such a thing. Nevertheless, if the teacher shows
a passion for reading and engages in the reading activity with his or her students, he or she
can motivate the students to read their own books outside the classroom. It should be pointed
out that extensive reading is done for enjoyment. Therefore, the teacher should not use the
text for language practice but rather for a discussion (Stanley, teachingenglish.org.uk).
Unfortunately, teachers often do not do that, and they use texts for vocabulary introduction or
grammar practice. This way, however, the students are not being taught reading, and they
cannot develop their reading abilities (McDonough et al., 2013, p. 112). Another mistake
would be to test the students from the books that they would read. A test can easily spoil the
enjoyment of reading and discourage the students to continue in it. Reading would simply
become another thing that they would have to pass, which is not the aim. (Dawson, 1999, p.3)

Although extensive reading can be quite beneficial, a lot of teachers are somewhat
reluctant to bring it into their language lessons. They believe that there would not be enough
time for such reading in the lesson, it would be costly or appropriate reading materials would
simply be unavailable. The main reason is perhaps that it would not be linked to the syllabus,
and it would be hard to examine. All of these points feel like the reasons why we do not
encounter extensive reading in most of the Czech schools, as the teachers are pressured to
follow the syllabi and have a certain amount of grades during each half-year. It is quite
unfortunate since extensive reading not only helps with language learning, but it also
promotes reading which is not very popular with students particularly at lower secondary
schools. (‘Extensive reading: why it is good for our students and for us’,
teachingenglish.org.uk)

This subchapter hopefully proved that reading, although usually not as popular as
other skills, is a skill needed in language lessons and helpful for the improvement of students’
proficiency levels and secondary skills. Teachers should not be afraid to do extensive reading
in their lessons as this type of reading helps with students’ language learning and improves

their motivation. Choosing appropriate text can be difficult, but if teachers pay attention to the
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points which were mentioned in this subchapter, then it should not be an issue. Lastly, when
teachers plan their reading lessons, they should consider dividing the lesson into three parts,
pre-reading, while-reading and post-reading, to have the most efficient reading lesson

possible.

3.2 Listening

This subchapter about listening aims to describe how listening is important for
language learning, what problems might students face during its practice, and why is it a good
idea to engage students in extensive listening. Stages of a listening lesson shall be discussed
as well as the requirements for the teachers concerning the technical aspects of listening and
selection of appropriate listening material.

Listening is probably the language skill that people use the most and that is most
frequently practised in language lessons. The benefit of listening is that it can be easily used
in conjunction with the remaining skills of speaking, reading and writing. This makes
listening essential for a good acquisition of a foreign language (Rost et al., 2001, p. 7).
Listening is especially interconnected with speaking. To achieve some oral fluency or
accuracy in the foreign language, the learner has to first listen to the sounds of the new
language. The learner cannot speak a language similar to a native speaker without having
listened to the various stresses, rhythms and intonations and without having a model of the
form the learner is supposed to produce. Listening should, therefore, precede speaking as one
cannot speak what one has not heard first. (Broughton et al., 1980, p. 65)

3.2.1 Selection of appropriate listening material

Some teachers might think about bringing authentic listening materials, such as songs,
speeches, news reports or radio interviews, into the lesson. These types of materials can
expose students to spoken English, especially the informal one, which has several unique
features, such as incomplete utterances, repetitions or hesitation. They also give students a
chance to hear different varieties and accents of native as well as non-native speakers. Thanks
to that, students realise that people around the world speak English a little different and that
Standard English which is used in textbooks is not necessarily the one which they may
encounter in real life. One thing that needs to be considered, however, is whether the language
used in the recording is not too difficult for the students. The one song that can be used with
lower-level students might not be suitable for complete beginners. Also, teachers have to take

into consideration whether the listening material is engaging enough for the students and not
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too long. If the recording is not chosen appropriately, the listening loses its value, students
will have problems with comprehension and start to feel demotivated (Harmer, 1998, p. 97-
99). However, teachers should not be scared to use authentic listening materials in their
lessons. Several studies, including the one conducted by Judith Otte in 2006, have shown that
using authentic listening materials not only improves students’ listening comprehension
abilities but also their motivation. It helps with the improvement of their communicative
ability as well. (cited in Akbari and Razavi, 2016, p. 107)

Besides the typical listening materials which were mentioned above, teachers can also
use videos for listening practice. Videos, as opposed to ordinary recordings, have the benefit
of providing a visual aid for the learners. They can see the setting and the people who interact
with each other. Learners can see people’s facial expressions, gestures or body language.
They can also see what role does eye contact play in spoken communication (Walker, 1999, p.
2). All of this can help students to better comprehension. On the other hand, some teachers
may express concerns that precisely the visual aspect of the video may lead to a situation
when the students stop listening and just watch (Harmer, 1998, p. 108). Most people associate
watching videos with relaxation and pleasure, so this factor can also influence whether the
students will pay attention or not. Another problem might be that even though we consider
films or TV shows to be authentic materials, they do not necessarily contain authentic
language. That is because most of the things which the actors say have been written in a
script. Nevertheless, screenwriters try to imitate conversations that people might have in real
life and use common features of the informal and spontaneous language, so teachers should
not avoid using clips from movies or TV shows in their lessons (Walker, 1999, p. 2-3). One
thing which the teachers should always do is to watch the video which they want to use before
showing it to the students. There is a possibility that the video might contain some sensitive
material, such as bad language or violence, that they might have forgotten about. It would be
highly inappropriate if they would bring something like this into the lesson. (Walker, 1999, p.
5)

3.2.2 Stages of a listening lesson

Teaching listening requires the teachers to divide their lessons into three stages which
ensure that the students learn most effectively. The first one is a pre-listening stage. Its
purpose is to prepare students for the activity and introduce the topic so that the students
know what to expect. However, teachers sometimes pay more attention to the language

practice during this stage and pre-teach unknown vocabulary or revise the grammar that can

30



be heard in the recording or video (McDonough et al., 2013, p. 150). Although this approach
is not wrong, teachers should focus more on the content and offer opportunities for
discussions, predictions or any other activities which make students interact with each other.
During a while-listening stage, students should be fully engaged in the activity. They should
learn what is the content of the listening material and then pick out any specific or relevant
information that are required for some task or later discussion (Manuel, 2022,
englishpost.org). A post-listening stage occurs right after the listening is finished and provides
an opportunity for various types of follow-up work, including thematic and skill
developmental. Students can use their notes and comment on the listening or discuss the topic
with their classmates. They can also do some role playing, read a related text or write a report.
It is particularly for this stage that the teacher can come up with various entertaining and
engaging activities as well as with different ways of how to integrate other skills into the
lesson. (McDonough et al., 2013, p. 152)

3.2.3 Extensive listening

A great way how to practise listening for general comprehension is to engage students
in extensive listening (McDonough et al., 2013, p. 150-151). With extensive listening,
students have the opportunity to choose what they are going to listen to. It should be
something that interests them and helps them improve their language proficiency and listening
competencies without realising it. Students usually engage in extensive listening in their free
time whenever they listen to something in a foreign language. These can be songs or podcasts
but also something that can be watched as well, such as TV shows, movies or even computer
games. Some students will need little encouragement to listen to materials in the foreign
language outside their language lessons. Others, however, will need a little help from the
teacher, especially when it comes to the selection of the materials. In these cases, the teacher
should be ready to give recommendations, and more importantly, his or her support. As with
extensive reading, the objective of extensive listening is not to practise language but to
respond to the content. That means that the appropriate activities following the listening
should be, for example, discussions or sharing opinions or information. Because of that,
extensive listening can be quite motivational and entertaining for the students and teachers

should consider whether they can include it in their lessons. (Harmer, 2007b, p. 303-304)
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3.2.4 Problems with listening

Listening is sometimes compared with reading. Some people consider listening to be
more difficult than reading because sometimes they cannot listen to again what they have just
heard. This is not the case with reading when people can easily reread the parts that they did
not understand (Broughton et al., 1980, p. 66). The bigger issue is probably the speed of the
voice that the people are supposed to listen to. Although the listeners can replay some bits of
the listening material, they always have to adjust to the speed of the speaker as opposed to
reading when the reader can go at his or her own pace (Harmer, 1998, p. 99). In face-to-face
conversations, people can usually ask the speaker for clarification or repetition of the parts
that they did not understand or that they misheard. This, however, is an improbable possibility
during lectures or other conversations of this type (Harmer, 2007b, p. 305). In language
lessons, students often have the opportunity to hear the listening at least twice. There might be
some good pedagogical reason for it, for example, because the content of the listening is a bit
complicated or long, but the fact is that this opportunity does not happen in real life as much.
Students should, therefore, be encouraged to extract most of the relevant information from
one listening. This approach, however, can be applied only then when the students are skilled
enough in listening and confident that one listening is enough (Ur, 1996, p. 112). The truth is
that a lot of students have problems with listening because they believe that they have to
understand every word of what is being said. This can be unconsciously fostered by the
teacher or the listening material when they give the impression that everything that is said is
important. This might, unfortunately, lead to an ineffective comprehension as well as a feeling
of failure (Ur, 1996, p. 111-112). It can also unsettle the students and cause that they miss
another part of the listening. The teacher should explain to the students that the first listening
is important for the general understanding and that they should not immediately try to pick
out relevant details (Harmer, 1998, p. 99). He or she should make use of the mentioned
extensive listening not only for practice but also to make the students realise that not knowing

all the words does not prevent them from understanding the content of the listening material.

3.2.5 Technical aspect of teaching listening

When teachers want to practise listening with their students, they sometimes bring
portable radio with a CD player to the classroom. Before they do that, however, they should
test that the radio has good speakers and it is easy to manipulate. Good quality of sound is
vital for good listening. Teachers should ensure that there will not be any interferences and
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that the recording can be heard all around the classroom. They should also familiarise
themselves with all the functions of the radio and learn where are the buttons necessary for
the successful play of the recording. The same can be applied if the teacher decides to play the
recording from the computer. Besides that, teachers should listen to the recording before they
bring it into the lesson. That way, they would be prepared for any problems that might arise
during the listening, and they can judge whether the recording is appropriate for the
proficiency level of the students. As was mentioned above, listening should not be used only
to practise language but also to encourage students to respond to the content of the recording.
It is equally as important that the students can comment on the topic as it is that they can use
the language properly. (Harmer, 1998, p. 99-100)

Listening is a skill vital for the acquisition of any foreign language but like everything
else, it can also be accompanied by problems from students’ belief that they have to know all
the words to understand the meaning of the content to the selection of appropriate listening
material. It is helpful to engage students in extensive listening and carefully plan activities for
the three stages of a listening lesson. It is also a good idea to use authentic listening materials,
including videos, as they can improve the listening competencies of the students and their
motivation and expose them to different varieties and accents of the language. During the
selection, teachers should always have in mind students’ proficiency levels and interests and

consider the appropriateness of the material.
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4. Productive skills

This chapter shall focus on the language skills of speaking and writing, which are said
to be productive skills. In this introduction, it shall be explained what are productive skills
and some of the differences between speaking and writing shall also be discussed.

Speaking and writing are termed ‘productive skills’ because we use them whenever we
need to produce language for spoken or written communication. Because of that, these skills
are sometimes viewed as the more active ones. However, as was described in the introduction
to chapter three, this distinction is not really correct, for all of the skills require some level of
language activation. It is important not to omit this since the skills are still divided into the
categories of productive and receptive. (Harmer, 2007b, p. 265)

In subchapter 3.2, it was discussed how listening and speaking are interconnected. To
speak the language properly, we have to listen to it before we can try speaking it. This way,
the skill of speaking is acquired quite naturally. The same, however, cannot be said about
writing, as this is a skill that has to be taught. Nevertheless, there is some connection between
speaking and writing as the former precedes the latter. Everyone can learn to speak, but not
everyone learns to write. (Raimes, 1983, p. 4)

Speaking and writing are often compared for their differences which can be either
beneficial or disadvantageous. It can be argued that speakers have more advantages than
writers. They can use intonation and stress to show which part of what they are saying is the
most important or to express what is their attitude towards the topic. They can also rephrase
sentences in order to be understood and change the speed of their voice. On top of that,
speakers can use a good range of expressions, gestures, or just body language to emphasize
their message. However, this is beneficial only during face-to-face conversations, and it does
not work when two people talk on the phone (Harmer, 1991, p. 53). Speaking is usually
spontaneous and unplanned activity as well. Writing, on the other hand, takes time and it is
planned. This is reflected in the choice of vocabulary and sentence structures. Speakers use
simple sentences and connectives such as ‘and’ or ‘but’. Writers use more complex sentences
and connectives such as ‘however’ or ‘in addition’. Because of that, speaking feels more
informal than writing which needs to progress logically with fewer digressions or
explanations. One advantage of writing is that before the writer submits or sends the written
work, he or she can return to it and change whatever he or she finds necessary. On the other
hand, the writer gets some response to his or her writing from the readers either after some

time or not at all. The speaker gets feedback from the listener immediately (Raimes, 1983, p.
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5). Another big difference between speaking and writing is the tolerance for mistakes.
Speakers can sometimes say the same thing differently or change the subject in mid-sentence.
This is done by native speakers as well, and probably for that reason, it is considered normal
and acceptable behaviour. The same, unfortunately, does not apply to writing. If the writing
was full of mistakes and half-finished sentences, it would be rigidly judged and criticised. The
writer is, therefore, under greater pressure when it comes to language accuracy. (Harmer,
1991, p. 53)

Now that the productive skills were introduced and some of the differences in use of
speaking and writing were described, each of the said language skills shall be individually

discussed in more detail in the following subchapters.

4.1 Writing

Writing is probably the most difficult language skill to teach. That is because it
includes quite a demanding and time-consuming process of brainstorming for ideas, writing
the first draft, revision, proofreading and editing. Nevertheless, writing remains essential for
language learning and development. The teacher can use it when the students should practise
something that they have learnt at school but more important is to teach them how to write
those types of writings that they encounter every day in a foreign language. This subchapter
aims to explore all that was just mentioned and a bit more.

Maggie Sokolik (2003, p. 88) fittingly describes writing as both a physical and a
mental act that one must engage in to express their ideas in a written form. The physical
aspect is not difficult to imagine. It is the act of taking a pen or a pencil and writing something
on a piece of paper, or nowadays more popular, typing a message on a computer or a phone.
The mental act is necessary to create the message we want to share. It makes us invent an idea
and then think about how to express it. We think about how to organize it into statements and
write it in a way that follows the rules and makes it clear and easy for the reader to
understand. It is important that the writing does not consist of unrelated sentences but rather
‘a sequence of sentences that are arranged in a particular order and linked together in certain
ways.” That way, we ensure that the writing is coherent, and we can call it a text (Byrne, 1988,
p. 1). Writing is also both a process and a product. It is the writer’s work to imagine, organize,
draft, edit, read, and reread whatever he or she has written. What comes from the writing is
the product — an essay, article or novel —that is read and judged by the readers. (Sokolik,
2003, p. 88)
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4.1.1 Teaching writing

A good way how to convince students that the development of writing is beneficial for
them is to connect this language skill with real life. The students might not realise how much
writing they do every day in their free time. They can write shopping lists, e-mails, text
messages, comments and so on (McDonough et al., 2013, p. 182). Teachers should use that
and try to simulate real-life situations when people usually have to write. This means that they
give their students a reason for writing and possibly even ask them to write to somebody, like
their friend or classmate (Byrne, 1988, p. 23). Of course, the teacher should consider students’
age and proficiency level when he or she wants them to practise a certain type of writing.
However, if possible, the teacher should get the students to write such a type of writing which
they might encounter in their real lives. This might be postcards, letters, reports or stories. If
the students are more creative, then the teacher can engage them in writing poems,
advertisements or dialogues. (Harmer, 1998, p. 80)

Writing often occurs in language lessons not necessarily for the purpose of developing
this skill but for the practice of particular structures. The students are asked, for example, to
copy down sentences to establish some patterns (Broughton et al., 1980, p. 117). This type of
writing is described by Harmer (2007a, p. 112) as writing-for-learning. He states that writing-
for-learning is used to help students practise and work with the language that they have been
studying at school. The students might be asked to write sentences using a given structure or
new vocabulary. Although the aim of this activity is not necessarily to develop the skill of
writing, it has to be pointed out that it is very helpful for students with visual and kinaesthetic
intelligence. Writing-for-learning can also be an enabling activity if the students need to write
sentences in preparation for an upcoming activity or exercise. On the other hand, there is
writing-for-writing which is aimed to improve and develop the skill of writing. This can be
done with any type of writing the teacher finds suitable, including those real-life, such as e-
mails, letters or postcards. It can be said that writing-for-learning focuses on accuracy, and the
students have to use controlled sentence constructions. This means that they cannot write
what they want but rather construct sentences following a given model. Another possible
activity is that they are asked to insert a missing grammatical form or join sentences with
given conjunctions. Writing-for-writing is more of free composition. In such a case, the
students can be provided with a topic and allowed to freely create the content of their writings
without being restricted by some constructions or pre-selected vocabulary. With that being

said, it has to be mentioned that controlled sentence construction and free composition are not
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mutually exclusive, for learners have to go through the former to be able to do the latter.
(McDonough et al., 2013, p. 185)

4.1.2 Use of authentic materials for writing

As with listening and reading, there is also a place for authentic materials in writing
lessons. Harmer (2007a, p. 118-119) suggests using various types of materials as stimuli for
writing. One of those materials are pictures which can be very helpful and they can be used
for various writing tasks. One picture can be used to practise writing descriptions, another for
writing postcards. Students can also look at portraits of people and write their inner thoughts
or diaries or an article about them. The teacher can make good use of printed materials, such
as newspapers, magazines or poetry, as well. All of these can serve as models for the students
but also inspire the writing tasks, for example, the students might be asked to read some
article and then write a response to it. Poems, on the other hand, provide an opportunity to
play with the language and allow the students to express themselves in unusual ways. Of
course, there can be many other options, but the most important thing is that the students write

and have fun.

4.1.3 Problems with writing

Writing can be very demanding. It is usually a solitary activity, and for some students,
it might be difficult to write on their own without the help of their friends or classmates. Some
writings, such as formal letters, require the use of certain structures and vocabulary, which are
less used in speech. Students are often asked to write such type of writing in school.
Unfortunately, when people are obliged to write, they can be at a loss for ideas. This can
prolong the process of writing and add some stress to it (Byrne, 1988, p. 4-5). Possibly the
biggest disadvantage of writing is that it takes a lot of time. The students have to brainstorm
for ideas, do research, write the first draft, review it, edit it, re-write it and so on. This is a
process that cannot be done in just a couple of minutes, and some students might find it
annoying and difficult. None of this should discourage the teachers from explaining the
process to the students and encouraging them to engage. They can also tell the students that
learning this process can help them one day if they decide to write professionally (Harmer,
2007b, p. 326-327). It is worth mentioning that writing has other benefits as well. Not only it
helps with the practice and improvement of grammar or vocabulary, but it also encourages
students to be adventurous with language, meaning that they take risks and go beyond what

they have learnt at school. Writing can also reinforce their learning as it demands a great
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involvement with the language. The students might struggle with what to write down next or
how to put it down on paper, but in that process, they might think of something different or a
new way how to express their ideas. This makes the writing process quite creative. (Raimes,

1983, p. 3)

4.1.4 Responsive and extensive writing

Besides the practice of wrings such as e-mails or letters, one might encounter another
type which is called responsive writing. Here the students are relatively free to choose
appropriate constructions and vocabulary for their writings. However, they are restricted by
lists of criteria, outlines or other guidelines. Descriptions, short reports, summaries or brief
responses to reading are typical for responsive writing. The main aim is to find out whether
the students are capable to connect sentences into paragraphs and have those paragraphs
logically connected. Once the students master the skill of writing, they can engage in
extensive writing. Here the students write to achieve some purpose. They focus on organizing
and logically developing their ideas, and they use sources to support or illustrate those ideas.
Essays, term papers or theses, which require the involvement of all the steps of a writing
process, are typical for extensive writing (Brown, 2004, p. 220). Although this makes it sound
like extensive writing is reserved for, say, university students, some people, such as Louanne
Piccolo, have a very different view on it (2017, cambridge.org). Piccolo describes extensive
writing as an activity when students do a large quantity of informal writing on various topics
and in different styles. Most important point is that the students do it for pleasure, and the
focus is on fluency and expression, meaning that the teacher should not be very concerned
with grammatical mistakes but rather with the content, which should be meaningful. She
associates extensive writing with writing a journal but does not imply that they are exclusive.
Her view on extensive writing, however, is quite similar to free composition, and one can

even argue that they are the same thing.

4.1.5 The writing process

As was already mentioned a couple of times, writing is a process that requires several
steps and quite a lot of time. Because of that, the writing lesson cannot be divided the same
way as reading or listening lessons with pre-, while- and post-activities. The first thing that
the students have to do is to come up with ideas that can be used in their writings. This applies
both in cases when they choose their own topic and when they are given the topic by the

teacher. It is helpful to engage the students in activities that awaken their imagination and
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creativity and allow them to write down everything that comes to their minds. The most
frequently used method for this is probably brainstorming. Brainstorming can be done
individually or in pairs or groups. During this activity, the students list all the ideas that they
can think of and that are related to the topic. If they are given the option to choose their own
topic, they can brainstorm possible topics for their writing. Another option is to do
wordmapping, which is a more visual form of brainstorming. The students usually write the
topic at the centre of a blank piece of paper and then connect it with related ideas or words.
This can help them to create a structure for their writings more easily and organise their ideas
in a nice visual way. (Sokolik, 2003, p. 97)

Once the students have written down their topics and ideas they can start writing their
first draft. The teachers should remember and also inform their students that the first draft
aims to help students develop and organize their ideas and see how they look on paper. The
first draft can be handed in to the teacher. At this point, however, the teacher should not be
concerned with grammatical mistakes or mistakes in spelling or punctuation. He or she should
only comment on the organization and meaningfulness of the writing. The teacher can also
use peer feedback, but in such cases, the students need to be provided with a list of things that
they should evaluate in each other’s writings. After the students have received feedback either
from the teacher or their classmates, they can begin to revise their writings. It is important,
however, that the students know that revising means reorganizing and further developing their
ideas. It does not mean that they correct mistakes. They do this in the very last step before
submitting their writings for evaluation. They engage in proofreading, which is the correction
of any mistakes concerning grammar, spelling or punctuation. And if necessary, they can also
edit their writings. The students must learn how to edit and proofread on their own. The
teacher can, of course, provide some help, but his or her involvement should be at a
minimum. (Sokolik, 2003, p. 98)

4.1.6 Evaluating students’ writings

When students finish all the steps that were just described and feel that their work is
good enough, they submit their writings to the teacher for evaluation. This usually means that
the teacher reads through the writings and marks all mistakes that the students did not correct
during proofreading. The teacher has to be careful, however, not to do overcorrection, which
could lead to the demotivation of students. One way how to prevent this is that the teacher
specifies what he or she shall be paying close attention to during the correction. This makes

students concentrate more on a particular aspect, and it can eventually make teacher’s work
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easier. Another thing that can be very helpful is when the teacher and the students agree on a
list of written symbols, such as S for spelling and WO for word order, that would be used
during the correction. That way, the teacher only underlines the mistake and writes the
appropriate symbol. This makes the correction look clearer and less scary (Harmer, 1998,
p.84). Besides correcting students’ writings, the teacher has to also grade them and provide
feedback (Raimes, 1983, p. 139). He or she should not only criticise. It is important to look
for both the weaknesses and the strengths. If the quality of the writing is lower, the teacher
should provide enough information to the students so that they know what needs to be
improved and what to pay more attention to. Also, it is not enough to leave a comment like
‘Good’ or ‘Needs more work” at the end of the paper. It is more productive if the teacher
provides praise, questions, or suggestions in his or her feedback. Suggestions should be
specific and give the students directions that they can easily follow. Questions are useful if the
teacher wants the student to consider other options or different conclusions. The feedback
should always be helpful and leave the students wanting to continue with writing and
improving themselves. (Raimes, 1983, p. 142-143)

Although teaching writing might seem like a very hard thing to do, this subchapter
has, hopefully, proven that this language skill is beneficial for language learning and for that
reason, it is important to involve it in language lessons. It does not matter whether the
students try writing postcards, letters or descriptions. The important thing is that they write
and enjoy it. Of course, going through the whole writing process, which takes a lot of time
and requires to do quite a few steps, might be a bit scary and discouraging for both the
students and the teachers. However, it is essential to endure it as it plays a vital role in making

students better writers.

4.2 Speaking

The last subchapter of the theoretical part deals with the teaching of speaking and
includes the description of some of the problems that the teachers might face, such as
students’ reluctance to speak or their inclination of using the mother tongue, as well as
recommendations to solve these problems. An overview of some of the speaking activities
that the teachers can do with their students is also part of this subchapter, together with some
advice on how to appropriately correct students during the said activities.

Speaking is often considered to be the most important language skill that a person can
learn. This statement applies particularly to learners of foreign languages, whose main goal is
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to be able to speak the language (Ur, 1996, p. 120). Some people, however, feel that speaking
in a foreign language is quite hard as it happens in real time, and there is no space for revision
or edition of the things that were said (Bailey, 2003, p. 48). Besides that, learning to speak a
foreign language can be quite problematic as there are not many opportunities to practise this
skill outside the classroom. This could later lead to problems in understanding if the learners
decide to travel to the country of which language they learn. (Bailey, 2003, p. 54)

4.2.1 Teaching speaking

Learning to speak is a process that goes through different stages. At first, the teacher is
the one who controls what the learners are going to say (Broughton et al., 1980, p. 76). This
happens mainly with younger learners whose knowledge of grammar and vocabulary is not
extensive. They simply imitate what the teacher says or repeat phrases or sentences from the
textbook. As they progress, teacher’s control is less and less needed, and after some time, the
learners are capable of expressing their thoughts with the words they choose. In such a case,
the teacher can start practising extensive speaking with the learners, which involves the
activities of speeches, oral presentations or storytelling. This means that the learner leads a
monologue, and therefore, is the only one who is in charge of what is being said (Brown,
2004, p. 141-142). Also, the learners can engage in interactive speaking, which involves
communication between two or more people. Interviews, role plays or discussions are just a

few examples of activities, which they can do. (Brown, 2004, p. 167)

4.2.2 Use of authentic materials for speaking

For the majority of speaking activities, the teacher can make good use of authentic
materials. Visual authentic materials such as photographs, maps or cartoons can work as a
basis for an information gap activity, storytelling or a discussion. They can also serve as an
inspiration for the formation of some dialogue for role playing. Printed and listening/viewing
materials are useful as well. Some article from a magazine can be used as an introduction to
the topic of discussion or a reason for the practice of retelling. Students at the secondary
school can try performing some scenes from plays by famous playwrights, such as William
Shakespeare or Oscar Wilde. This type of role play might be a fun way how to get the
students interested and introduce the authors. Finally, listening materials, for example, some
music, can start students’ imagination and lead them to the creation of their own stories.
(Broughton et al., 1980, p. 83-84)
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4.2.3 Problems with speaking

Getting students to speak in a foreign language, however, is not always easy. Even if
the class atmosphere is good, there still might be some factors which can influence how much
and if at all the students will speak. One of those factors could be naturally shy students who
do not enjoy speaking in front of other people and sharing personal information or opinions.
Another could be an unsuitable topic or task or complicated instructions. Most often,
however, students worry that they will not speak well and that they will embarrass themselves
in front of their classmates and the teacher (Harmer, 2007b, p. 345). This worry prevents
them from even trying to speak in a foreign language. If they are asked to share their thoughts,
they might complain that they do not have anything to say. Very often, the students simply
avoid speaking the language completely and just use their mother tongue. They might not do
S0 on purpose but because it feels more natural and easier. Those students who are less
disciplined or not very motivated tend to speak in their mother tongue during group work. The
solution, however, is not to evade group work, as speaking in large groups means that

everyone will have a limited talking time. (Ur, 1996, p. 121)

4.2.4 Ensuring that students will speak

There are some things that the teacher can do not only to help his or her students but
also to ensure that they will speak. The first thing is to give them some time to think about
what they want to say and how they are going to say it. The teacher can either give them a
minute to think about it privately or allow them to discuss ideas in pairs. It is also not harmful
to use repetition as it helps students to improve, for example, dialogues that they did before.
And because it is something familiar, it might be easier for them to think about changing or
adding something (Harmer, 2007b, p. 345). As was already mentioned, it is not good to avoid
group work out of fear that the students might speak in their mother tongue. Group work not
only increases the talking time of the students but it can also be helpful for those shy students
who do not want to speak in front of the whole class. It is true that during group work the
teacher cannot ensure that all the students will speak in the foreign language, but he or she can
ask someone from the group to monitor that the mother tongue is used minimally and that
everyone participates. It is a good idea as well to practise speaking with such activities, which
would require language that can be easily recalled and produced (Ur, 1996, p. 121-122).
Lastly, the teacher should think about the topic and the task. A good topic is one that the
students know a lot about, and therefore, can contribute with their ideas and opinions. The
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topic should also be appropriate for the proficiency level and age of the students. The task
should require the students to achieve some objective through mutual communication. (Ur,
1996, p. 123-124)

Besides all that was just mentioned, it is important too that the speaking activity is
prepared well and has some purpose. A lot depends on how engaging and enjoyable the
activity is. It should be highly motivating so that the students would want to participate, and
after fulfilling the task and reaching the objective, they should feel satisfied. The activity
should also ensure that the students practise speaking as much as possible and learn how to
use the foreign language in real life (Harmer, 1998, p. 87-88). At the same time, the teacher
has to pay attention that everyone participates and that everyone gets a chance to speak. This
applies particularly in cases when there are a couple of shy students in the class who rather sit
quietly than say something. The teacher should ensure that these students are comfortable and
motivated enough to participate in the activity (Ur, 1996, p. 120). The activity should have
some clear outcome that will help with the increase of language productivity of the students.
It can be particularly useful if the students are required to reach a joint agreement on some
topic they discussed and then report it to the rest of the class (Thornbury, 2005, p. 90). A good
speaking activity should provide an opportunity for the students and the teacher to get
feedback. The teacher learns how well the students manage to work with the language and
what are the things that they struggle with. The students can see what they were able to master
and what needs some improvement (Harmer, 1998, p. 87-88). Ideally, speaking activities
should be used as much as possible, as they provide an opportunity for the students to activate
their knowledge of the foreign language and move closer to the automatic use of the acquired
phrases and words. This means that they will gradually become fluent (Harmer, 2007a, p.
123). The teacher should also ensure that the language classroom is a safe space where the
students can experiment with the language. He or she should be supportive in such situations

and have a non-judgmental attitude. (Thornbury, 2005, p. 91)

4.2.5 Speaking activities

There is quite a big range of speaking activities that the teacher can choose from.
Some of them require the students to communicate with each other, while others need no
interaction. Let’s start with the first group. The simplest speaking activity that can be done at
any level is an information gap. The basis of this activity is that two people have different bits
of information and the only way to get the whole picture is by sharing that information.

Popular variations of the information gap activity are ‘describe and draw’ and ‘find the
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differences’. In ‘describe and draw’, one from the pair has a picture and describes it to their
partner without showing them the picture. ‘Find the differences’ is about picture description
with each from the pair having a slightly different picture. (Harmer, 2007a, p. 129)

A more controlled speaking activity that is suitable particularly for young learners is
acting from a script. In this case, the students have some text from their textbook and they try
to act it out (Harmer, 2007b, p. 348). If the students are skilful or at a slightly higher
proficiency level, they can try role playing. Role play is an activity for which the students are
assigned specific roles and try to act out some situations which can either resemble real life or
be more fictional (Thornbury, 2005, p. 98). The crucial point is that for a brief moment the
students become actors. They are not only told who they are but also what they are supposed
to think and how they should behave. Another option is to do a simulation, which is similar to
role playing but in this case, the students are themselves. They can simulate some real-life
situations, such as job interview or ordering a meal at a restaurant. (Harmer, 2007a, p. 125)

A speaking activity that can be very effective but can demand a higher proficiency
level is a discussion. Its advantage is that it provokes fluent language use. However, those
who participate in it need to have some time to think about what they are going to say or what
will be their arguments. It is a good idea to allow students to brainstorm in small groups
(Harmer, 20074, p. 128). This is essential particularly in cases when the discussion is planned
and takes a form of a debate over some controversial topics. The best discussions, however,
seem to be the ones that happen spontaneously during the lesson. If the teacher encourages
them, they can lead to some of the most enjoyable and productive conversations. (Harmer,
2007b, p. 350-351)

As was mentioned earlier, some activities do not necessarily require interaction with
others. One of those activities is storytelling. Storytelling is great if the teacher wants the
students to practise retelling something they read or that happened in their lives. Another
possibility is that the students tell their own made-up stories based on some pictures or cues.
In this case, they can work in groups and have some interaction with others, or they can speak
one at a time. The second activity is an oral presentation which is plentifully used in language
lessons. For the presentation, the students are asked to study some topic or person and then
present their findings to the rest of the class according to a previously established structure.
They essentially lead a monologue which can be disrupted only if someone wants to ask
something. It is recommended that the teacher gives the students who are listening to the
presentation some tasks. For example, to ensure speaking on their part as well, some of them

can summarise what was said or give feedback. (Harmer, 2007a, p. 129-130)
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4.2.6 Teacher’s correction during students’ practice of speaking

Besides helping if some students do not know what to say or intervening when they do
not have anything else to contribute to the discussion, teacher’s job is also to correct mistakes
that might occur during the speaking activities. The correction is not easy because it can be
hard for the teacher to distinguish when he or she should correct the students immediately,
when the correction can wait and when it is not important at all. Generally, it is recommended
to correct students instantly if the speaking activity aims to practise grammar, pronunciation
and so on. If, however, the aim is to get the students to talk to each other or express their
opinions, then interrupting them with the correction may cause that they forget what they tried
to say, and the purpose of the activity will be destroyed. The best solution is that the teacher
listens to the students’ conversations and makes notes. Not only of the mistakes but also of
the things that went well. Once the activity is finished, the teacher can ask the students for
their feedback and discuss some of the mistakes. However, it is important that the teacher
does not specify who made the mistakes and that he or she is not too critical of students’
performances (Harmer, 1998, p. 94-95). Harmer (2007a, p. 131) recommends asking the
students before the speaking activity about when and how they want to be corrected. The
teacher should explain that the immediate correction if some of the students would prefer it,
might not be appropriate. If there is a need for such a correction, Harmer suggests that the
teacher just repeats what the students said, but correctly, and does not insist that the student
repeats the corrected form.

The subchapter focused on speaking, which is considered, by some, to be the most
important of the four language skills. Teaching students to speak a foreign language, however,
is not an easy process and at first, it requires some guidance from the teacher. He or she might
experience some problems with students’ reluctance to speak and their inclination to use their
mother tongue, but there are ways that can help with that. The best way is to practise speaking
as much as possible. Luckily, there are many different speaking activities that the teacher can
choose from, such as discussions or oral presentations. The teacher should be aware, however,
of how to work with correction during such activities. It is better to inform the students about

their mistakes later than to interrupt them while they are trying to speak.
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PRACTICAL PART

5. Research

The first chapter of the practical part deals with the research which was conducted
specifically for this diploma thesis. The research was done with the help of two questionnaires
which focused on the topics that were discussed in the theoretical part. The findings of each
questionnaire are separately described and summarised in the following subchapters. Before
that, it is appropriate to briefly provide some background information about the two
questionnaires.

The first questionnaire that to be discussed was constructed for the learners of English.
It was distributed physically among the pupils of the primary school and lower secondary
school who I taught during my teaching practice at Realné gymnazium a zakladni $kola Otto
Wichterleho, Prost&jov. A total of 51 responses was obtained. The questionnaire consisted of
12 questions most of which focused on the topics of authentic materials, integrated skill work
and language skills. Concerning pupils’ age and their proficiency level, | decided to provide
them with a Czech version of the questionnaire with me and the present teacher assisting
anyone who needed any help. All questions were constructed as unambiguously and simply as
possible, and the questionnaire was anonymous.

The second questionnaire that to be discussed was constructed for the teachers of
English. Ten selected primary and lower secondary schools in Prostéjov were contacted via e-
mail with the request to resend it to their teachers of English at the primary school and lower
secondary school. The e-mail contained a link to Google Forms where the online version of
the questionnaire was made. The result was a total of 18 responses. The questionnaire
consisted of 15 questions most of which focused on the mentioned topics of authentic
materials, integrated skill work and language skills. The teachers were provided with the
original version of the questionnaire written in English. Again, the questions were constructed
as unambiguously and simply as possible, and the questionnaire was anonymous.

Now that both questionnaires were introduced, their respective findings shall be

discussed in the following subchapters.

5.1 Respondent group 1 — learners of English

This subchapter aims to provide an overview of the results of the questionnaire

distributed among learners of English. As was mentioned, the questionnaire for this
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respondent group consisted of 12 questions, and the number of obtained responses was 51.
Each question concerning one of the three topics discussed in the theoretical part shall be
properly stated, described and accompanied by a diagram that visualises the distribution of

respondents’ answers.

The first two gquestions were concerned with basic information about the respondents while
keeping the promise of anonymity. Figure 1 visualises the gender distribution of the

respondents, with girls predominating over boys by eighteen per cent.

= Boy
= Girl

Figure 1 —1am

Figure 2 shows the distribution of pupils at the primary school and lower secondary school
that filled in the questionnaire. The questionnaire was distributed in two classes at the primary
school and two classes at the lower secondary school. This probably caused more balanced

numbers, with respondents from the primary school slightly predominating.

= Primary school = Lower secondary school

Figure 2 — | study at
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Question 3: ‘Have you ever experienced your teacher using some material which was not
part of the textbook (a song, a YouTube video, a clip from a movie, a book excerpt, ...)

in your English lesson?’

The first question concerning authentic materials, specifically their use in the lessons, was
whether the pupils have ever experienced their teacher using a material of this type in their
English lessons. As Figure 3 shows, 80 per cent answered positively, while the remaining 20

per cent admitted having no such experience.

mYes
No

Figure 3 — Have you ever experienced your teacher using some material which was not part

of the textbook in your English lesson?
Question 4: ‘What sort of material was it?’

Those respondents who answered positively to Question 3 were asked to continue with the
following questions and thus describe their experience with authentic materials in more detail.
Question 4 was concerned with what sort of materials the pupils encountered in their lessons.
They were provided with a list of selected authentic materials and the option to write their
own answers. However, none of the respondents felt the need to add anything else. This
question was constructed as a multiple-choice question, meaning that the pupils were allowed
to choose all answers that applied.

As is clear from Figure 4, the most common answer was video with 33 per cent. It was
followed by song with 29 per cent. The third most common answer was picture, photograph
or sign with 13 per cent. Radio interview and article from the internet were each chosen by 8
per cent of respondents, leaving clip from a movie or a TV show with 7 per cent and book
excerpt with 2 per cent as the least mentioned authentic materials with book excerpt barely

mentioned at all.
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35%
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33%
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Picture, Song Radio Clipfroma Video (for Article from Book excerpt
photograph interview  movie ora example, the Internet
or sign TV show from

YouTube)

Figure 4 — What sort of material was it?

Question 5: ‘How was the material used?’

The next question aimed to address how authentic materials were used in lessons. The
majority of respondents, that is 54 per cent, concurred that the materials were used for the
practice of language skills. The second most common answer was the practice of grammar,
vocabulary, pronunciation etc. with 28 per cent, leaving the work with the content last with 18
per cent (see Figure 5). This question also included the option for the respondents to write
their own answers. Two pupils used this option and responded that the material was used for

fun.

60%
50%
40%
30%
20%

10% 18%

0%
To practise language To practise grammar, To work with the

skills (speaking, vocabulary, content of the material
listening, writing, pronunciation, ...
reading)

Figure 5 — How was the material used?
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Question 6: ‘Did you enjoy working with a material which was not part of the

textbook?’

The last question for those who answered positively to Question 3 was whether they enjoyed
working with authentic materials at all. A strong majority consisting of 93 per cent answered
positively. Leaving 7 per cent of pupils responding negatively to the work with authentic

materials (see Figure 6).

Yes = NoO
Figure 6 — Did you enjoy working with a material which was not part of the textbook?

Question 7: “If you have not experienced such a situation, do you think you would enjoy

working with a material that would not be part of the textbook?’

Those respondents who answered negatively to Question 3 were asked to skip to Question 7
and think about whether they would enjoy working with authentic materials. The given
choices were Yes, No, and I don’t know. As Figure 7 shows, 40 per cent thought that they
would enjoy working with authentic materials, while the remaining 60 per cent was not sure.

No one answered negatively.
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= Yes | don't know

Figure 7 — If you have not experienced such a situation, do you think you would enjoy

working with a material that would not be part of the textbook?

Question 8: ‘Do you do exercises or activities when you practise more than one language

skill (speaking, writing, reading, listening) in your English lessons?’

Question 8 is the only question from the questionnaire which was concerned with integrated
skill work. The aim was to find out whether the pupils have noticed that they do exercises or
activities that include the integration of the language skills in their lessons. As can be seen in
Figure 8, 80 per cent responded positively, while 20 per cent did not notice that integrated

skill work would occur in their lessons.

mYes mNo

Figure 8 — Do you do exercises or activities when you practise more than one language skill

(speaking, writing, reading, listening) in your English lessons?
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Questions 9: “Which language skill do you consider the most important?’

Next question was concerned with which language skill the respondents consider the most
important. As is clear from Figure 9, a strong majority, that is 72 per cent, chose speaking.
Speaking was followed by writing with 12 per cent and listening with 10 per cent, leaving

reading as the least important of the language skills according to pupils’ preferences.

80%
70%
60%
50%
40%
72%
30%

20%

E o
0,
0% : £0% 6%

Speaking Writing Listening Reading

Figure 9 — Which language skill do you consider the most important?
Question 10: ‘Which language skill do you practise the most in your English lessons?’

The aim of this question was to ascertain which language skill is practised the most in English
lessons. As Figure 10 shows, it is not the language skill that the respondents consider the most
important. The skill which is in their opinion practised the most is writing with 45 per cent of
responses. It was followed by speaking with 31 per cent and listening and reading which each

obtained 12 per cent of responses.

50%
45%
40%
35%
30%
25%
20%

45%

15% 31%
10%
5% 12% 12%
0%
Speaking Writing Listening Reading

Figure 10 - Which language skill do you practise the most in your English lessons?

Question 11: ‘Which language skill do you practise the least in your English lessons?’

52



The next question dealt with language skills once more, but this time it was concerned with
which language skill is practised the least in English lessons. Reading obtained 39 per cent of
responses and it was closely followed by listening with 37 per cent. The third most common
response was speaking with 16 per cent and writing, which the pupils established as the skill

that is practised the most, obtained only 8 per cent of responses (see Figure 11).

45%
40%

35%
30%
25%
20% 37% 39%
15%
10%
16%
5%
0%

Speaking Writing Listening Reading
Figure 11 — Which language skill do you practise the least in your English lessons?

Question 12: ‘Do you do any of these activities to practise language skills in your English

lessons?’

The last question of the questionnaire focused on activities that are done in pupils’ English
lessons to practise language skills. It was again a multiple-choice question, so the respondents
could choose all the answers that applied. As can be seen in Figure 12, the activity which was
mentioned the most was listening to songs or watching videos with 26 per cent of responses —
a part of this answer was ‘followed by you commenting on the content’, which I did not
include in the legend of the diagram to safe space. The second most common answer was free
writing about some topic with 20 per cent and it was followed closely by oral presentation
with 19 per cent. Discussions received 15 per cent of responses while reading articles or book
excerpts (again, the part ‘followed by you commenting on the content’ was not included for
the said reason) was chosen by 12 per cent of respondents. Writing postcards, e-mails or
letters received 5 per cent of responses, and only 3 per cent of respondents answered

negatively to this question by choosing the option We don 't.
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= QOral presentation
= Discussions
Free writing about some topic

= Writing postcards, e-mails or
letters

= Reading articles or book
excerpts

= Listening to songs or watching
videos

= \We don't

Figure 12 — Do you do any of these activities to practise language skills in your English

lessons?

5.1.1 Summary of results of respondent group 1

This subchapter aims to summarise and interpret the findings of the questionnaire that
was distributed among learners of English who comprised respondent group 1. Some of the
results shall be complemented with my personal views.

Starting with questions concerned with authentic materials, a strong majority of
respondents acknowledged having some experience with the mentioned materials. On the
other hand, 20 per cent believed that authentic materials were not used in their lessons. This
suggests that even though the pupils were taught under the same conditions, some of them had
different opinions regarding the use of authentic materials in their lessons from their
classmates.

Those who claimed to have experience with authentic materials were asked to specify
what sort of materials were used in their lessons. A strong majority of respondents chose
materials that belong to the listening and viewing category. This was not very surprising as |
myself used mostly songs and videos during both of my teaching practices and | remember
that these types of materials were used the most even during my studies.

The following question focused on the actual use of authentic materials. | expected
that the most common answer would be to practise language systems, that is grammar,
vocabulary, pronunciation etc., as it was something that | experienced during my studies.
However, more than half of the pupils responded that authentic materials were used to
practise language skills. This seems to indicate some shift in the use of authentic materials in
ELT.
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Another quite satisfactory finding was that almost everyone with experience with
authentic materials stated that they enjoyed working with this type of materials. A small
percentage of respondents expressed their negative feelings towards such work but it was such
a small number that it does not influence the overall positive effect that the authentic materials
seem to have.

The last question was designed for those inexperienced with authentic materials. Some
of them responded that they think they would enjoy working with such materials. A larger
number of pupils was not sure. The positive thing, however, is that no one answered
negatively, which means that the inexperienced pupils can be persuaded that working with
authentic materials can be beneficial and fun.

Now to the results of questions concerned with language skills. Question 8 asked the
respondents about integrated skill work. Again, a strong majority of respondents confirmed
that integration of language skills occurs in their lessons. 20 per cent of respondents stated the
opposite. It might have been for the reason that sometimes the teacher or the material implies
the practice of just one skill, for example, reading, and the pupils do not realise that if they
comment on the reading or write a response, then integrated skill work occurs. This, however,
is only my personal speculation.

The following question asked for respondents’ opinions regarding the importance of
the skills. 72 per cent chose speaking as the most important language skill, which indicates
that the belief that people generally consider speaking the most important is valid. The
remaining 28 per cent was divided between writing, listening, and reading. Needless to say,
none of these three language skills came even close to the result of speaking.

Regarding the practice of language skills in lessons, writing was mentioned as the
most frequently practised language skill. It might be surprising that it was not speaking, which
the respondents considered the most important. Speaking, however, was respondents’ second
most common answer. Listening and reading both obtained a rather small percentage of
responses which leads to the assumption that not much attention is paid to these skills. This
was confirmed by the results to the following question where listening and reading obtained
the most number of responses as the skills practised the least in English lessons. Speaking and
writing were not mentioned as much, which means that the results to this and the previous
question correspond with each other.

The last question of the questionnaire was concerned with some of the activities
mentioned in subchapters to individual language skills in the theoretical part. Although

listening was considered as one of the least practised language skills by the respondents, the
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option listening to songs or watching videos followed by you commenting on the content
obtained the most responses. It was perhaps because of the indication of the integration of
speaking or the inclusion of a listening and viewing material which the respondents claimed
to be used the most in their lessons. The second most common response was writing about
some topic, and it was followed by oral presentation and discussions. It is not very surprising
that particularly these activities obtained quite a good amount of responses as they practise the
skills which the pupils claimed to be practised the most in their lessons. One of the least
chosen options was reading articles or book excerpts followed by you commenting on the
content. This activity also indicates the integration of speaking, however, the results showed
that reading is the least practised language skill and probably for that reason the activity was
not mentioned as much. Even smaller number of respondents chose writing postcards, e-mails
or letters. Although this activity also aims to practise writing, it seems that the pupils just
simply do not do these types of writings in their lessons. There were also a couple of negative
answers but it was such a small amount that it needs no further comment.

The results of the questionnaire for respondent group 1 are quite satisfactory. The
majority of the respondents acknowledged their experience with authentic materials, and
almost all of them stated that the work with such materials was enjoyable. Also, more than
half of the respondents claimed that the said materials were used for the practice of language
skills of which most of them consider speaking to be the most important. It was further
discovered that receptive skills are not practised as much as productive skills. It would,
therefore, be recommended to include listening and reading a bit more in the lessons so the
skills would be practised more equally. A perfect way to do so would be through integrated
skill work, which, according to most of the respondents, occurs in English lessons and

implementation of some of the activities mentioned in the last question of the questionnaire.

5.2 Respondent group 2 — teachers of English

This subchapter aims to provide an overview of the findings of the questionnaire
distributed among teachers of English at ten selected primary and lower secondary schools in
Prost&jov. As was mentioned in the introduction to Chapter 5, the questionnaire for this
respondent group consisted of 15 questions, and the number of obtained responses was 18.
Each question concerning one of the three topics discussed in the theoretical part shall be
properly stated, described and accompanied by a diagram that visualises the distribution of

respondents’ answers.
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The first four questions were concerned with basic information about the respondents while
keeping the promise of anonymity. Figure 13 shows that all of the respondents were women.
It might be a bit surprising, but given the fact that women comprise the majority of employees
in the Czech educational system, particularly at primary and lower secondary schools, it is not
that unexpected. (2019, evropavdatech.cz)

= Woman

Figure 13—l am

Rather than asking for their age, it felt more appropriate to ask the respondents for their years
of experience. As can be seen in Figure 14, the majority of the teachers, that is 44 per cent,
who filled in the questionnaire had between 11 to 20 years of experience. 39 per cent of the
respondents consisted of teachers with 21 to 30 years of experience. They were followed by
11 per cent of respondents with 31 years and more and 6 per cent of respondents with zero to

ten years of experience.

=0-10years =11 -20 years 21-30years =31 years and more

Figure 14 — Years of experience
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Question 3 was designed to provide an overview of responses from the selected primary and
lower secondary schools in Prost&jov that were contacted via e-mail with the request to send
the questionnaire to teachers of English at the primary school and lower secondary school.
Out of the ten originally contacted schools, English teachers only from six of them took the
time to answer the questions (see Figure 15). Unsurprisingly, most responses were obtained
from my former primary and lower secondary school Realné gymnazium a zakladni skola
Otto Wichterleho, Prost&jov where | also had my teaching practice, and therefore, had the
opportunity to ask the teachers personally or remind them to fill in my questionnaire. The
complete overview of contacted schools can be found in the attached questionnaire for

teachers in Appendix 2.

= Realné gymnazium a zakladni
Skola Otto Wichterleho,
Prostéjov

= Stfedni Skola, Zakladni Skola
a Matefska skola Prostéjov,
Komenského 10
Zakladni Skola a materska
§kola Jana Zelezného
Prostéjov

= Zakladni $kola a matefska
Skola Prostéjov, Kollarova 4

= Zakladni Skola a matefska
Skola Prostéjov,
Melantrichova ul. 60

= Zakladni Skola Prostéjov, ul.
Dr. Horaka 24

Figure 15 — | work at this school

The last question regarding some basic information about the respondents asked where they
teach. Figure 16 shows that 44 per cent of the respondents were teachers at the lower
secondary school. They were followed by teachers at the primary school with 39 per cent and
only 17 per cent comprised teachers who taught at both primary and lower secondary school.

58



= Primary school = Lower secondary school = Primary and lower secondary school
Figure 16 — | teach at

Question 5: ‘Have you ever used authentic materials (that is materials primarily
designed for native speakers with no pedagogical purpose, such as book excerpt, song or

video) in your English lessons?’

The first question concerning the topic of authentic materials was whether the respondents use
them in their English lessons. A strong majority consisting of 94 per cent of respondents
answered positively, while one respondent, making up the remaining 6 per cent, responded

that she did not use such materials in her lessons (see Figure 17).

mYes
= NoO

Figure 17 — Have you ever used authentic materials (that is materials primarily designed for
native speakers with no pedagogical purpose, such as book excerpt, song or video) in your

English lessons?
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Question 6: “What sort of material was it?’

Those respondents who answered positively to the previous question were asked to continue
with the following questions and thus further describe how they use authentic materials. In
Question 6, the respondents were asked to specify what sort of materials they use. They were
provided with a short list which was constructed according to the division of authentic
materials included in subchapter 1.6. This question was designed as a multiple-choice
question, meaning that the respondents were allowed to choose all answers that applied.

As Figure 18 shows, 38 per cent of respondents chose visual materials, which are different
types of pictures, photographs, signs or maps. The second most common response with 35 per
cent was listening and viewing materials, these can be songs, videos or clips from movies.
And printed materials consisting of articles, book excerpts, news or menus received 27 per
cent of responses. It can be said that the representation of each of the three mentioned types of

authentic materials is quite balanced.

= Visual material = Listening and viewing material Printed material
Figure 18 — What sort of material was it?

Question 7: ‘What was the main pedagogical purpose for you to use an authentic

material?’

For Question 7, the teachers were asked to choose the main pedagogical purpose of the use of
authentic materials in their lessons. As can be seen in Figure 19, most of them, that is 86 per
cent, responded that their main pedagogical purpose was to practise language skills. Answers
to practise language systems and to work with the content of the material each received 7 per
cent of responses. This question also gave respondents the option to write their own answers.
Two of them responded that all of the said choices applied, and one respondent wrote that she

used authentic materials to develop sociolinguistic competencies.
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systems the material

Figure 19 — What was the main pedagogical purpose for you to use an authentic material?

Question 8: ‘Do you think that using a material which was not part of the textbook

improved your pupils’ motivation and activity in the lesson?’

The last question for those who answered positively to Question 5 was whether they noticed
some improvement in pupils’ motivation and activity in the lesson when using authentic
material. As Figure 20 shows, all the respondents chose positive answers to this question. 71
per cent of respondents were sure of the positive effect of authentic materials on their pupils.
29 per cent showed a bit of uncertainty but still responded positively.

= Definitely yes = Rather yes

Figure 20 — Do you think that using a material which was not part of the textbook improved

your pupils’ motivation and activity in the lesson?
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Question 9: ‘If you answered ‘No’ to question 5, what are your reasons for not using
authentic materials in your lessons?’

It feels unnecessary to include a diagram for this question as only one respondent admitted not
using authentic materials. Out of all the given choices and the opportunity to choose all
answers that applied, she stated It is time consuming and There is not enough time in the
lessons as her reasons for the omission of authentic materials in her lessons. This question
also featured the option for the respondents to write their own answers, but this one

respondent did not feel the need to add anything else.

Question 10: ‘Do you try to do integrated skill work, that is involving more than one

language skill in an exercise or activity, in your lessons?’

Moving to the topic of integrated skill work, Question 10 aimed to explore whether teachers
try to integrate the four language skills in their lessons. Here the response was 100 per cent

positive (see Figure 21).

= Yes

Figure 21 - Do you try to do integrated skill work, that is involving more than one language

skill in an exercise or activity, in your lessons?
Question 11: ‘Which integrated skill work occurs the most in your lessons?’

All the respondents who answered positively to the previous question were asked to address
which integrated skill work occurs the most in their lessons. They were provided with a list of
six different combinations and the option to choose a maximum of two answers that applied.
As Figure 22 shows, integration of speaking and listening obtained the most responses with
34 per cent. It was followed by speaking and reading with 21 per cent and reading and writing

with 18 per cent. The two least mentioned integrations were listening and reading with 16 per
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cent and listening and writing with 11 per cent. The integration of speaking and writing

received zero responses, and therefore, is not included in the diagram.

40%
35%
30%
25%
20%
34%
15%
10%

5%

21%

Speaking and Reading and Listening and Listening and Speaking and
listening writing reading writing reading

0%

Figure 22 — If you answered ‘Yes’ to question 10, which integrated skill work occurs the most

in your lessons?
Question 12: ‘Which language skill do you consider the most important?’

The following question concerning language skills asked the respondents which language
skill they consider the most important. As is clear from Figure 23, most of them, that is 88 per
cent, concurred that the most important language skill is speaking. Writing and listening then

each obtained 6 per cent of responses. Reading was not mentioned at all.

= Speaking
= Writing
Listening

Figure 23 — Which language skill do you consider the most important?
Question 13: ‘Which language skill do you practise the most in your English lessons?’

The next question focused on the practice of the language skills with Question 13 asking the
respondents to choose which language skill they practise the most in their lessons. Speaking
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with 83 per cent obtained the highest number of responses. It was followed by listening with
11 per cent and reading with 6 per cent. As you can see in Figure 24, zero respondents chose

writing as their answer.

90%
80%
70%
60%
50%
40%
30%
20%
10%
0%
Speaking Listening Reading
Figure 24 — Which language skill do you practise the most in your English lessons?
Question 14: ‘Which language skill do you practise the least in your English lessons?’

For Question 14, the respondents were asked to choose which of the four language skills they
practise the least in their lessons. 72 per cent admitted that it is writing. Reading obtained 17
per cent of responses and it was followed by listening with 11 per cent (see Figure 25). Again,

one of the four language skills was not mentioned at all. This time it was speaking.

80%
70%
60%
50%
40%
30%
20%

10%

Writing Reading Listening

0%

Figure 25 — Which language skill do you practise the least in your English lessons?
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Question 15: ‘Do you do any of these activities to practise language skills in your English

lessons?’

The last question of the questionnaire aimed to explore which of the selected activities the
respondents do in their lessons to practise and further develop their pupils’ language skills. It
was another multiple-choice question, so the respondents could choose all the answers that
applied. As Figure 26 shows, options oral presentation and listening to songs or watching
videos each obtained 23 per cent of responses. A part of the latter option was ‘followed by
pupils commenting on the content’, which I did not include in the legend of the diagram to
safe space. Discussions were the second most common answer with 20 per cent. They were
followed closely by reading articles or book excerpts (again, the part ‘followed by pupils
commenting on the content’ was not included for the said reason) with 19 per cent. Writing
postcards, e-mails or letters with 9 per cent and free writing about some topic with 6 per cent
obtained the least amount of responses. This question also included a negative answer | do not

which was not chosen by any of the respondents.

= Oral presentation
= Discussions

Free writing about some
topic

= Writing postcards, e-mails or
letters

= Reading articles or book
excerpts

= Listening to songs or
watching videos

Figure 26 — Do you do any of these activities to practise language skills in your English

lessons?

5.2.1 Summary of results of respondent group 2

This subchapter aims to summarise and interpret the findings of the questionnaire
distributed among teachers of English who comprised respondent group 2. Some of the results
shall be complemented with comparisons to responses of respondent group 1 to see whether
their views on some of the matters differ.

Starting with the results concerning authentic materials, almost all respondents
answered positively to the question whether they use the said materials in their lessons. There
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was only one respondent who admitted not using them. In Question 9, she was asked to
choose from a list of options or write her own answer to state her reasons for not doing so.
The list was sufficient enough, and she chose options It is time consuming and There is not
enough time in the lessons as her answers. Both points seem valid, and they are probably two
of the most common excuses for teachers to not include authentic materials in their lessons.

Those who confirmed the use of authentic materials in their lessons were asked to pick the
sort of materials they use. Visual materials obtained the most responses, and they were closely
followed by listening and viewing materials. Printed materials were also mentioned in a fair
amount. Here the distribution of responses between these three types of materials was quite
balanced. In the case of respondent group 1, which was comprised of pupils, the numbers
were very different. Most of them chose authentic materials which belong to the category of
listening and viewing materials. Visual materials were they second most common answer, and
printed materials were mentioned the least. The distribution of responses, however, was not
balanced at all.

Moving to the question concerned with the actual use of authentic materials, 86 per cent
of teachers responded that they use authentic materials to practise language skills. The
remaining 14 per cent was divided between the practice of language systems and the work
with the content. Three teachers also used the option to write their own answers but two of
them just pointed out that they use authentic materials for all three stated purposes. Only one
teacher’s answer was completely original — to practise sociolinguistic competencies. Pupils’
answers to this question were in the same order, however, the percentage representation was
different, see Figure 5 and Figure 19 for comparison. | was pleasantly surprised that a
majority from both respondent groups chose the answer to practise language skills. These
results seem to confirm that the already mentioned shift in the use of authentic materials is
really happening.

Next, the teachers were asked whether they think that the use of authentic materials
improved their pupils’ motivation and activity in their lessons. All of them responded
positively, although some of them expressed a bit of uncertainty over the effect of authentic
materials on their pupils. Most of the pupils also responded positively to the use of authentic
materials in their lessons by acknowledging their enjoyment from working with these
materials.

Moving to the topic of language skills. All respondents stated that integrated skill work
occurs in their lessons. Only 80 per cent of pupils, on the other hand, had the same feeling

about their lessons, and the remaining 20 per cent thought that integrated skills work is
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something that does not occur in their lessons. The possible reasons for them thinking so were
mentioned in subchapter 5.1.1. The teachers were further asked which integrations occur the
most in their lessons. A majority of them concurred on speaking and listening, a combination
that goes together naturally, as was mentioned in subchapter 2.3. The second most common
answer was speaking and reading. This was quite a surprise as these skills are usually not put
together. However, as long as the teacher makes it work, it does not matter that the integration
seems untypical. Reading and writing, another natural combination, was the third most
mentioned integration, and it was followed by integration of listening and reading and then
listening and writing. The integration of speaking and writing obtained zero responses.

Both teachers and pupils concurred that speaking is the most important of the four
language skills. This seems to confirm the already mentioned assumption that speaking is
generally considered the most important by a majority of people. Some of the teachers also
mentioned writing and listening, but no one mentioned reading. Reading, however, obtained a
couple of responses from some of the pupils who consider it the most important.

Regarding the actual practice of the language skills in lessons, the teachers responded that
the language skill that they practise the most is speaking. This is not very unexpected as they
consider it the most important. Listening and reading also obtained some responses, but it is
clear from Figure 24 that these skills are not as preferred as speaking. Teachers also admitted
that the skill they practise the least is writing. Listening and reading were mentioned as well,
but not nearly as much as writing.

There appear to be very different opinions concerning the practice of writing. As was
already mentioned, teachers claimed to practise writing the least. The pupils, on the other
hand, felt that this skill is the one they practise the most. There might be two possible
explanations for why this happened. One of them might be that the pupils who filled in the
questionnaire were all from one school, whereas the teachers were from various schools in
Prostéjov. It is possible that if the questionnaire was distributed among pupils of other schools
as well, the results would be different. Another possible explanation might be in the
understanding of the practice of writing. The pupils might believe that they are practising
writing, even though the focus is, for example, on grammar. The teachers, on the other hand,
might consider free writing about some topic or writing e-mails, letters or stories as the actual
practice of writing.

The last question of the questionnaire was also concerned with some of the activities
which could be used to practise and further develop pupils’ language skills. In this case, the

responses quite correspond with teachers’ answers to the two previous questions. Oral
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presentation and listening to songs or watching videos followed by pupils commenting on the
content each received the same amount of responses, and they were followed by discussions.
Considering that all of these three activities practise speaking, it should not be surprising that
they were mentioned the most. Writing postcards, e-mails or letters and free writing about
some topic were chosen by the least number of respondents, but since the teachers seem to not
practise writing as much, this outcome is, again, not very surprising. Reading articles or book
excerpts were mentioned as well. No one responded that they do not do any of these activities
in their lessons. The pupils’ responses to this question were, again, quite different — for direct
comparison see Figure 12 and Figure 26.

To conclude, the results of the questionnaire for respondent group 2 are quite positive.
Almost all of the respondents admitted using authentic materials in their lessons, and
according to their responses, they often use them to practise language skills of which a
majority considers speaking to be the most important. All of them also do integrated skill
work with diverse combinations of the skills, and they include various activities to practise
and further develop the language skills of their pupils. The results also showed immense
differences in the practice of individual language skills. While a lot of stress is put on
speaking, the teachers seem to barely focus on developing the skill of writing. Listening and
reading do not seem to be practised as much too. Concerning these findings, it would be
recommended to implement some of the other mentioned activities more in teachers’ lessons
to ensure a more equal practice of language skills. The teachers may also consider evaluating
which language skills they practise the most or the least and perhaps include their pupils in

the discussion.
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6. Activities to practise language skills with the help of authentic
materials?

The second chapter of the practical part aims to present a collection of lesson plans
that were designed specifically for this diploma thesis and whose purpose is to practise
language skills with the help of authentic materials. Each lesson plan shall be described and
complemented with instructions, timing and my reflection in the following subchapters. The
inspirations for the lesson plans shall be properly stated, if not stated, then the lesson plan was

my original idea. All used materials can be found in appendices.

6.1 Lesson plan 1 — ¢Judge a book by its cover’?

Language skills: Speaking, writing

Selected age group: 10 — 11 years old; 5™ year pupils

Length: 45 minutes

Materials: Accompanying power-point presentation, selected book covers

Inspiration: Videos found on YouTube channel ZuzkaAnotuje called ‘(Ne)sud’ knihu podle
obalu’, link: https://www.youtube.com/channel/UCLQQhwjtL6JIImR6iS6LBuA/videos
Learning aim: The pupils will be able to estimate the content of a book based on its cover
and write answers to selected questions, and they are willing to work in groups and share their

answers with their classmates.

The aim of this activity is to talk about books and reading in general. After the introductory
class discussion, the pupils are divided into groups (there can be a maximum of 4 pupils in
one group) and provided with book covers — one for each group. Their task is to judge the
book by its cover by answering pre-selected questions and using as much English as possible.
Someone from the group should be a writer, meaning that this person writes down the
answers and all relevant notes. And someone else should be a speaker who later presents the
ideas and opinions of the group in front of the class. The teacher should use an accompanying
power-point presentation to properly explain the task, show pupils the questions and reveal

the correct information about each book.

L All lesson plans were tested during my second teaching practice, and for that reason, they are included in my
portfolio from this practice as well.
2 This lesson plan was also included in my portfolio for the course DIP2 as a project work proposal.
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Pre-activity

Class discussion about books and reading (5 — 10 minutes)

The teacher discusses books and reading with the class. At this point, he or she only asks
some general questions, e.g. Who likes reading?, What is your favourite book or What is the
last book you read?, What does a book need to have to get your attention?, What genres do
you like/read/know?. The teacher should write all the stated genres on the board as the pupils

will need to work with them later.

Organization and practice on an example (5 minutes)

The teacher uses the accompanying power-point presentation to explain the task and practise
it on an example. Then, he or she asks the pupils to get into groups and gives each group one
book cover. It is recommended to include the questions stated below in one slide of the
presentation and leave it projected while the pupils are doing the task.

While-activity
Judging books by their covers in groups (10 — 15 minutes)

The pupils work in groups and judge their assigned books by their covers by answering the
following questions:

- Is the book new or old?

- What is the genre of the book?

- Who is the main character?

- What is the main character like?

- What is the book about?

- Would you read the book?

Presenting ideas and opinions in front of the class (5 — 10 minutes)

A chosen speaker from each group comes in front of the class and presents the ideas and

opinions of the group about the book.

Post-activity
Showing correct answers about the books (5 — 10 minutes)

The teacher uses the power-point presentation again, but this time to show correct answers
about each book. He or she can do that after all groups present or after the presentation of
each group. After revealing the real information, the teacher can ask members of each group

whether they would read the book when knowing what it is about.
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Asking for feedback (5 minutes)

The teacher can make use of the remaining time in the lesson to ask the pupils for their
feedback.

My reflection: This activity was very successful with the pupils of 5.A who tried it during
one of our lessons. When asked for feedback, all of them, except for one pupil who, however,
is very hard to please with anything, stated that they enjoyed the activity mainly because it
was something completely different from what they normally do in lessons. | would also
mention the work in groups and discussion about books as other reasons for their positive
attitude towards this activity. The pupils had no problems answering the questions, however,
it is worth mentioning that | provided them with translation of all the questions to ensure that
they would understand everything. Given their proficiency level, it was expected that they
would not be able to communicate and write their answers only in English. All the groups had
their answers partially written in Czech and partially in English, but | appreciated any afford
that the pupils made.

Although this activity was tested on pupils at the primary school, | can imagine using it with
older pupils or even students at the secondary school as well. In my opinion, this activity
would be great for the introduction of some of the books written by well-known American or

British authors that the students would learn about for their maturita exam.

6.2 Lesson plan 2 — ‘People we can admire’

Language skills: Reading, speaking, writing

Selected age group: 12 — 13 years old; 7" year pupils

Length: 45 minutes

Materials: Selected book excerpts from Goodnight stories for Rebel Girls (2016) and
Goodnight stories for Rebel Girls 2 (2017) by Francesca Cavallo and Elena Favilli
Learning aim: The pupils will be able to summarise the content of their texts and make
notes, and they are willing to share important and/or interesting information from the texts

with their classmates.

This activity was constructed on the assumption that pupils at the lower secondary school do
not read authentic texts very often. To try whether they would be able to work with such texts,
several stories about inspirational women from the two books mentioned above were chosen.
The focus of the activity are admirable people, so for homework, the pupils can be asked to

choose one person that they admire, state some reasons why they admire this person and write
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down some qualities that a person needs to have to be admired — this can serve as an
introduction to the topic of the lesson. Moving to the reading part, the pupils can either choose
the texts that they think they would like or they can choose them blindly. It works better if
each pupil gets one original text as later they are supposed to share information and it is better
if each of the pair read about someone else. It is recommended to provide the pupils with

dictionaries as the texts can include vocabulary that they are unfamiliar with.

Pre-activity
Asking pupils about the people they admire (5 — 10 minutes)

The teacher asks some of the pupils about the people they admire and their reasons for their
admiration. Then, he or she discusses with the class the qualities that a person needs to have

to be admired.

While-activity

Reading the selected texts and making notes (15 — 20 minutes)

The pupils are asked to choose their texts. The texts can either be placed so that the pupils do
not see the content and therefore choose their texts blindly and randomly or they can choose
texts that they think they would like. The pupils are asked to read their texts twice. The first
reading is for general understanding, the second reading is for the search of specific
information, e.g. who is this person, what is this person famous for, anything interesting or
fun, should this person be admired etc. The pupils either write down short notes in their
exercise books or highlight the information in the text. They should also have access to

dictionaries during this activity in case they would need to look up some unknown words.

Post-activity
Sharing information in pairs (10 minutes)

After they finish reading and making notes, the pupils talk in pairs and share information
about the people they read about.

Asking for feedback (5 minutes)

The teacher can use the remaining time in the lesson to ask the pupils for their feedback. He
or she can also work further with the task by asking for volunteers who would share
information about the people they read about with the whole class or discussing whether the

pupils would add some other qualities that admirable people should have.
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My reflection: This activity was tested in the classes of 7.B and 7.A and it had two
completely different results. Starting with 7.B, it was evident that almost half of the pupils did
not enjoy the activity. It was partially because they considered the texts boring, and partially
because they had troubles with comprehension as most of the pupils in this class were not
very good at English. The fact that they were provided with dictionaries and | and my mentor
tried to help did not have a big effect on anything. Some of the pupils lacked motivation to
even try and instead, they were giggling and making fun of the illustrations that accompanied
the texts. There were only a couple of pupils who genuinely seemed interested, and one pupil
even asked me whether we would do something like this again.

After the experience with 7.B, | had zero expectations when | was supposed to try this activity
with 7.A. Eventually, | was very pleasantly surprised by how well it turned out. Although
there were some issues with untidiness in the classroom which caught pupils’ attention, they
managed to read the texts, find the necessary information and share them in pairs within the
time of the lesson. | was pleased that | got very good feedback from this class. Most of the
pupils enjoyed the reading, one pupil even said it was fun, and another, to my surprise, stated
that he understood the whole text without any problems. The pupils were provided with
dictionaries as well, and I assisted anyone who needed help, but as this class consisted mostly
of pupils who were good at English, they were able to work independently.

The biggest challenge of this activity was probably note-taking. | did not realise that the 71
year pupils were not taught how to make short notes from a text. Because of that, they spent
too much time on copying entire sentences. This caused that the pupils in 7.B, who tried this
activity first, did not get to the part when they were meant to share information. | learnt my
lesson and when | later did this activity with 7.A, | told the pupils to always write just one
sentence with the information that they were meant to search for in their texts. Thanks to that,
they managed to do everything that they were supposed to.

After the testing of this activity in both of the classes, | and my mentor concurred that this
activity, although successful in 7.A, was just too difficult for the pupils of their proficiency
level. And that is even though the chosen authentic texts were selected for their simplicity as
they were originally written for readers aged 6+. |1 and my mentor concurred that this activity
would be more suitable for pupils of the 9" year who are good at English or students at the

secondary school.
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6.3 Lesson plan 3 — ‘I’m writing you from...’

Language skills: Writing, listening, speaking

Selected age group: 12 — 13 years old; 7" year pupils

Length: 45 minutes

Materials: Worksheet that looks like a postcard, an example postcard (optional), a clip from
the movie Charlie and the Chocolate Factory (2005) — ‘Charlie and the Chocolate Factory -
Chocolate Room’, link: https://www.youtube.com/watch?v=OMFQtY6655E &t=185s
Learning aim: The pupils will be able to discuss the content of the clip and write their own

postcards, and they are willing to provide help to their classmates who might need it.

This activity aims to practise mainly the skill of writing. For this purpose, it was decided that
the pupils would try writing a postcard. After the introductory discussion about travelling, a
clip from the movie Charlie and the Chocolate Factory (2005) is shown and then discussed.
During the discussion, the teacher can also ask the pupils if they know any other fictional
places from literature or movies. This part serves as an inspiration for the writing task for
which the pupils are asked to imagine that they are visiting the Chocolate Factory and write a
postcard from this place to their friends, parents or other relatives. It is also possible to give
the pupils the option to write the postcard from another fictional place of their choice. It is
recommended to provide the pupils with dictionaries and also an example of how the postcard

can look.

Pre-activity

Discussion about travelling (5 minutes)

The teacher can start this activity by generally discussing travelling with the pupils. He or she
can ask them which foreign countries they have visited or which foreign countries or places

they would want to visit one day.

While-activity
Watching and discussing the clip (5 — 10 minutes)

The teacher plays the clip from the movie Charlie and the Chocolate Factory (2005). After
that, he or she discusses the clip with the pupils — What can you tell me about the Chocolate
Factory from the clip or the movie, if you have seen it? Is this place somehow special? Would
you like to go there? Why yes or why not? The teacher can also ask the pupils whether they
know any other fictional places from movies or literature and whether they would like to visit

them if it was possible.
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Writing a postcard (20 minutes)

The pupils are asked to imagine that they are visiting the Chocolate Factory or any other
fictional place of their choice. They are given a worksheet that looks like a postcard, and their
task is to write the postcard to someone they know. The teacher should set a minimum
number of sentences that the pupils should write.

Post-activity

Asking for feedback (5 minutes)
The teacher can use the remaining time in the lesson to ask the pupils for their feedback, or he
or she can ask the pupils to share in pairs which fictional places they chose, why and what

they wrote about in their postcards.

My reflection: The pupils were happy to watch and then discuss the clip. Some of them even
saw the movie, so they were able to contribute with some more information about the
Chocolate Factory. They were less enthusiastic when | told them that they would practise
writing, but still, they did the task without any problems or complaints. Most of the pupils
decided to write from the Chocolate Factory, but a couple of them chose a different fictional
place. Two pupils just copied my example that | projected on the screen as an inspiration for
the class.

This activity was tested only in 7.A, as | and my mentor concurred that it would be too
difficult for the pupils in 7.B who were not as good at English as pupils in 7.A. Although
some of the pupils in 7.A considered this activity the best that we did together, it was evident
that this type of writing was not very suitable for the pupils of their proficiency level. Their
sentences had grammatical mistakes, wrong word order or missing words. Still, I could
understand what they were trying to say and | appreciated the work of anyone who at least
tried to write something. My mentor later told me that they would need to be given a specific
structure that they could follow, meaning that their writing would have to be controlled.
After the testing, | concluded that this activity would probably be more suitable for the pupils
of the 9" year at the lower secondary school, or rather students at the secondary school. It is
then up to the teacher whether he or she will only appreciate the effort of the pupils or
students as | did or evaluate and correct the writings according to the principles mentioned in
subchapter 4.1.6.
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6.4 Lesson plan — ‘What if fairy-tale characters were on a dating
website?’

Language skills: Listening, writing, speaking

Selected age group: 12 — 13 years old; 7" year pupils

Length: (2 x) 45 minutes

Materials: Accompanying power-point presentation with excerpts from selected songs of the
musical Into the Woods (2014), worksheets

Inspiration: ‘Dating game’ on British Council: Teaching English website, link:
https://www.teachingenglish.org.uk/article/dating-game and ‘Halloween writing activity:
Dating profiles’ on Teachers pay teachers website, link:
https://www.teacherspayteachers.com/Product/HALLOWEEN-WRITING-ACTIVITY-
DATING-PROFILES-28146677st=ebf08al6alcecee67b697cdedb0b6201)

Learning aim: The pupils will be able to recognize which fairy-tale characters are singing the
songs or which fairy-tale characters are the songs about and write their own descriptions and
made-up information about the fairy-tale characters, and they are willing to share them with

the class and work in groups.

This last activity was designed as a fun way to practise the skills of listening, speaking and
writing. Its focus are the songs from a film adaptation of the famous musical Into the Woods
sung by various fairy-tale characters that appear in it. After the introductory class discussion
about fairy tales, the pupils are divided into groups (there can be a maximum of 4 pupils in
one group). Each group listens to one short excerpt from a selected song and decides which
character is the song about or which character is singing the song. After that, each group gets
a special worksheet that resembles a dating profile. Their task is to fill in the profiles and then

present some information from them to the class.

Pre-activity
Discussion about fairy tales (5 — 10 minutes)

To set the tone of the lesson and prepare the pupils for the activity, the teacher asks the class
questions about fairy tales. He or she can ask which classical fairy tales (e.g. by brothers
Grimm or Hans Christian Andersen) they know, what are some of the villains and what are
the heroes and villains like. The teacher should guide the pupils to mention the characters that

are part of the selected songs. He or she can also use the accompanying power-point
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presentation to give the pupils some background information about the said musical as part of
the teaching of the cultural studies of the USA.

While-activity

Listening to song excerpts and guessing the characters (5 minutes)

The pupils get in groups. Each group listens to one song excerpt and tries to guess which
character is singing the song or which character is the song about. It is possible to play the
song excerpts from the power-point presentation and in such case, the teacher can also include
the appropriate lyrics to help pupils with the guessing.

Filling the dating profiles (20 — 30 minutes)

Once all groups guess their characters, the teacher gives them worksheets and tells them to
imagine that they are making dating profiles for their characters. Their task is to fill in all
required information. The pupils are encouraged to use their imagination and be as creative as
possible. The teacher should provide them with dictionaries if they would need to look up

some words. Ideally, the pupils should communicate in English as much as possible.

Post-activity

Presenting their dating profiles (5 minutes)

After the groups complete their dating profiles, a chosen speaker from each group should
present their created dating profile, for example, by mentioning five different pieces of

information about their character.

Asking for feedback (5 minutes)

The teacher can use the remaining time in the lesson to ask the pupils for their feedback.

My reflection: This activity was tested in 7.B and 7.A, and it was the most successful activity
that we did together. Some pupils even said that this activity was their favourite. Both classes
enjoyed guessing the characters, the actual creation of the dating profiles and also the work in
groups. There were no problems, and the pupils were able to fill in the profiles with almost no
help from me or my mentor. All the finished profiles were very nicely prepared, and some of
them were quite original and funny. Although I asked the pupils to speak English as much as
possible, they mostly spoke Czech. Probably because of their proficiency level and also
because they were not used to speaking only English in their lessons. Everything in the
profiles, however, was written in English.

| am glad that the pupils were so enthusiastic and the activity worked as | imagined and was

suitable for their proficiency level. The only problem was that we did not manage to do
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everything in just one lesson in both of the classes. Therefore, it was necessary to dedicate
two 45minute lessons to this activity. | can imagine, however, that older pupils or students at
the secondary school would manage to do everything in just one lesson and also to

communicate in English more than the pupils of the 7" year.
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Conclusion

The main aim of this diploma thesis was to provide arguments and evidence that
authentic materials can be used for the teaching of language skills, with focus on integrated
skill work. To be able to do that, it was necessary to first provide the reader with some
information about authentic materials, integrated skill work and individual language skills in
the theoretical part. It was explained which materials are authentic and described what are
some of the advantages and disadvantages of their use. Criteria for their selection were
established and principles for their appropriate use were discussed. A short overview of
authentic materials was also introduced. Next, the difference between integrated and
segregated-skill approach and the benefits of integrated skill work were discussed and some
tips on how to make integrated skill work work were provided. Lastly, all four language skills
were discussed in their corresponding subchapters with each subchapter aiming to summarise
and recommend how to teach and practice the skills in lessons.

The practical part presented the findings of two questionnaires that aimed to find
answers to the determined research questions. The results of both questionnaires were
properly summarised and interpreted in relevant subchapters. This part also included four
lesson plans constructed to demonstrate how authentic materials can be used for the teaching
of language skills. Each lesson plan was complemented with description, timing, instructions
and my reflection.

Regarding the answers to the determined research questions, these were the results:

1. What is the experience of pupils and teachers at primary and lower secondary schools

with authentic materials?

80 per cent of pupils stated that they experienced their teacher using authentic materials in
the lessons, and what is more, 93 per cent of them expressed their enjoyment over the use of
materials that were not part of the textbook. When asked to specify what sort of authentic
materials they worked with, almost 80 per cent of respondents picked materials that belong to
the category of listening and viewing materials. As for teachers, 94 per cent admitted using
authentic materials in their lessons, and all of them, to some extent, noticed the positive effect
of authentic materials on their pupils’ motivation and activity. Unlike pupils, teachers picked

visual materials as the authentic materials that they use most often.
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2. How do English teachers at primary and lower secondary schools use authentic

materials in their lessons?

Over 50 per cent of pupils stated that authentic materials were used to practise language
skills in their lessons. This answer also obtained over 80 per cent of responses from the
teachers. | was pleasantly surprised that the majority from both groups concurred on this
answer. This result indicates a shift in the use of authentic materials from practice of language

systems to more appropriate practice of language skills.

3. How are language skills taught in English lessons at primary and lower secondary

schools?

According to the results, 80 per cent of pupils noticed that integrated skill work occurs in
their lessons. The teachers, on the other hand, confirmed the inclusion of integrated skill work
in their lessons unanimously. They were also asked to specify which integrated skill work
they do most often, and their most common answer was the integration of speaking and
listening. Both teachers and pupils were also asked to pick some activities for the practice of
language skills that occur in their lessons. Teachers chose oral presentation and listening to
songs or watching videos followed by the pupils commenting on the content as the activities
that they include the most in their lessons. Each of these activities obtained 23 per cent of
responses. Listening to songs or watching videos followed by you commenting on the content

with 26 per cent was pupils’ most common answer.

4. How much are language skills practised in English lessons at primary and lower

secondary schools?

The majority of pupils, that is 45 per cent, responded that writing is the language skill they
practise the most in their lessons. Reading with 39 per cent of responses appeared on the other
spectrum as the language skill which is, in pupils’ opinion, practised the least. On the other
hand, 83 per cent of teachers claimed to practise speaking the most and 72 per cent of them

admitted that they practise writing the least.

The results of the questionnaires confirm that it is possible to use authentic materials
for the teaching of language skills and they also indicate that such utilization of authentic
materials is happening in some of the schools. What is more, both teachers and pupils
concurred on the positive effect of the use of authentic materials. The results further show that

teachers do integrated skill work in their lessons and try to include various activities to
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practise different skills, although activities that involve speaking and listening prevail.
Considering the frequency of practice of individual language skills, the opinions of pupils and
teachers rather differ, particularly, regarding the practice of writing. This might have
happened because the pupils who filled in the questionnaire were all from one school,
whereas the teachers were from various schools in Prostéjov. Another possible explanation
might be that pupils believe that they practise writing, even though the focus is on something
else, for example, practising grammar. Teachers, on the other hand, might consider free
writing about some topic or writing e-mails, letters or stories as the actual practice of writing.
It is clear that the research had its limitations and that the total number of respondents was
quite small and not as diverse as it could be. Further research on a larger, perhaps national,
scale might bring more objective and conclusive data concerning the use of authentic

materials and the practice of individual language skills in English lessons at Czech schools.
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Questionnaire for learners (in Czech)

1. Jsem: divka / chlapec

2. Studuji na:
a) 1. stupni
b) 2. stupni

3. Setkal/a ses n¢kdy s tim, Ze by ucitel/ka v hodiné anglictiny pouzil/a material, ktery nebyl
Z uCebnice (napf. pisen, video z YouTube, ukazka z filmu, uryvek knihy, ...)?

a) Ano — pokud ano, pokracuj otazkami ¢. 4, 5 a 6 (otazku ¢. 7 muzes$ preskocit)

b) Ne — pokud ne, pfesko¢ na otazku ¢. 7

4. Pokud jsi na otazku ¢. 3 odpoveédél/a kladn€, o jaky druh materialu se jednalo? Vyber
vSechny odpovédi, se kterymi souhlasis.

a) Obrazky, fotografie nebo znacky

b) Pisen

¢) Radiovy rozhovor

d) Ukazky z filmu ¢i seridlu

e) Videa (napt. z YouTube)

f) Clanek z internetu

g) Uryvek z knihy

h) Jiné (dopli):

5. Pokud jsi na otazku €. 3 odpovédél/a kladné, k ¢emu byl tento material pouzit?
a) K procviceni jazykovych dovednosti (mluveni, poslech, psani, ¢teni)

b) K procviceni gramatiky, slovicek, vyslovnosti, ...

c¢) K préci s obsahem

d) Jiné (dopln):

6. Pokud jsi na otazku €. 3 odpoveédél/a kladné, bavila té prace s materialem, ktery nijak
nesouvisel s u¢ebnici?

a) Ano

b) Ne

7. Pokud jsi na otazku €. 3 odpoveédél/a zaporné, myslis, Ze by té bavilo pracovat s takovym
materidlem, ktery neni z ucebnice?

a) Ano

b) Ne

c¢) Nevim

8. Délate v hodinach anglictiny cviceni nebo aktivity, pfi kterych procvicite vice neZ jednu
jazykovou dovednost (mluveni, psani, ¢teni, poslech)?

a) Ano

b) Ne
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a) Mluveni
b) Psani
c) Cteni
d) Poslech

10. Kterou jazykovou dovednost procvicujete v hodinach nejcastéji?
a) Mluveni

b) Psani

¢) Cteni

d) Poslech

11. Kterou jazykovou dovednost procvi¢ujete v hodinach nejméné?
a) Mluveni

b) Psani

¢) Cteni

d) Poslech

12. Dochazi ve vaSich hodinach anglictiny k n¢které z téchto aktivit, pii které procvicite
jazykové dovednosti? Vyber vSechny odpovédi, se kterymi souhlasis.

a) Prezentace

b) Diskuze

¢) Volné psani o néjakém tématu

d) Psani pohledi, e-mail nebo dopisii

e) Cteni ¢lankd nebo ukazek z knih, po nichz se vyjadtite k obsahu

f) Poslech pisni nebo sledovani videi, po nichz se vyjadrite k obsahu

g) Nedochazi
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Questionnaire for teachers

1. 1 am: woman / man
2. Years of experience: 0 —10/11—-20/ 21— 30/ 31 years and more
3. 1 work at this school:

Reélné gymnazium a zakladni Skola mésta Prostéjova

Stiedni skola, zakladni Skola a matetska skola JISTOTA, o.p.s.

Stredni Skola, Zakladni Skola a Matetska skola Prostéjov, Komenského 10
Zakladni §kola a matefska §kola Jana Zelezného Prost&jov

Zakladni skola a matetska Skola Prostéjov, Kollarova 4

Zakladni skola a matefska skola Prostéjov, Melantrichova ul. 60

Zakladni Skola a matef'ské Skola Prost&jov, Palackého tf. 14

Zakladni skola Prost&jov, ul. Dr. Horaka 24

Zakladni Skola Prostéjov, ul. E. Valenty 52

Zakladni skola Prostéjov, ul. V1. Majakovského 1

4. | teach at:

a) primary school

b) lower-secondary school

¢) primary and lower-secondary school

5. Have you ever used authentic materials (that is materials primarily designed for native
speakers with no pedagogical purpose, such as book excerpt, song or video) in your English
lessons?

a) Yes — if yes, continue with questions 6, 7 and 8 (skip question 9)

b) No — if no, skip to question 9

6. If you answered ‘Yes’ to question 5, what sort of material was it? Please select all answers
that apply.

a) Visual material (pictures, photographs, signs, ...)

b) Listening and viewing material (songs, videos, clips from movies, ...)

c¢) Printed material (articles, book excerpts, news, menus, ...)

7. If you answered ‘Yes’ to question 5, what was the main pedagogical purpose for you to use
an authentic material?

a) To practise language skills (speaking, listening, writing, reading)

b) To practise language systems (grammar, vocabulary, pronunciation, spelling, ...)

¢) To work with the content

d) Different:

8. If you answered ‘Yes’ to question 5, do you think that using a material which was not part
of the textbook improved your pupils’ motivation and activity in the lesson?

a) Definitely yes

b) Rather yes

c¢) Rather no

d) Definitely no
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9. If you answered ‘No’ to question 5, what are your reasons for not using authentic materials
in your lessons? Please select all answers that apply.

a) It is time consuming (choosing appropriate material, preparing activities, etc.)

b) There is not enough time in the lessons

¢) Itis not important for the fulfilment of expected outcomes from the curriculum

d) I think my pupils would not enjoy it

e) Different reason:

10. Do you try to do integrated skill work, that is involving more than one language skill in an
exercise or activity, in your lessons?

a) Yes — if yes, continue with question 11

b) No — if no, skip to question 12

11. If you answered ‘Yes’ to question 10, which integrated skill work occurs the most in your
lessons? Please select maximum of two answers which apply.

a) Speaking and listening

b) Reading and writing

¢) Listening and reading

d) Speaking and writing

e) Listening and writing

f) Speaking and reading

12. Which language skill do you consider the most important?
a) Speaking

b) Writing

c) Reading

d) Listening

13. Which language skill do you practise the most in your English lessons?
a) Speaking

b) Writing

c) Reading

d) Listening

14. Which language skill do you practise the least in your English lessons?
a) Speaking

b) Writing

c) Reading

d) Listening

15. Do you do any of these activities to practise language skills in your English lessons?
Please select all answers that apply.

a) Oral presentations

b) Discussions

c) Free writing about some topic

d) Writing postcards, e-mails or letters

e) Reading articles or book excerpts followed by pupils commenting on the content

f) Listening to songs or watching videos followed by pupils commenting on the content
g) I do not
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Lesson plan 1 — Power-point presentation

JUDGE A BOOK BY
ITS COVER

Ukol - Prohlédnéte si
obalku a zkuste posoudit:

m Is the book new/old? (Je kniha nova/stara?) Pomocna slovicka:

= What is the genre? (O jaky zanr jde?)

= Who is the main character? (Kdo je hlavni We would / would not read the book...

hrdina/hrdinka?)

WINTERHoUSE

o BEN GUTERSON - iy

We think... (Myslime si...)

(knihu bychom si precetli / neprecetli)

Example:
Winterhouse

From: 2018
Genre: Mystery. fantasy
Main character: Elizabeth Somers

Story: Elizabeth is sent by her aunt and uncle
to Winterhouse Hotel. She finds there a big
library and in it a magical book. Elizabeth
discovers that the hotel is full of magic and
secrets and she is the only one who can solve
a big mystery.

The Lightning Thief

= From: 2006
= Genre: Fantasy. adventure, Greek mythology

= Main character: Percy Jackson (+ Annabeth
and Grover)

=  Story: Percy Jackson discovers he is a son of

What is the book about? (O cem ta kniha je?)

Would you read the book? (Precetli byste si tu
knihu?)

From: 2018

The Ice Monster

Genre: Fantasy, adventure

Main character: Elsie

m Story: Elsie wants to discover the mysterious Ice
Monster from North Pole which is a 10 000-year-old

mammoth. They meet one day and become friends.
They experience a big adventure together.

#1 NEW YORK TIMES BESTSELLER

" CHRIS
{ COLFER

Poseidon. He goes to a camp for children of
other Greek gods. Soon after, Percy is
accused of stealing Zeus' lightning. He has to
return it, even though he does not have it.

You can't blend in
when yeu were bérn to stand out

Wonder

= From: 2012
= Genre: Contemporary, realistic fiction
m  Main character: August ‘Auggie’ Pullman

m  Story: Auggie is a boy who looks different than other
children. For the first time in his life, he starts going
to school. Unfortunately, his classmates do not like
the way he looks and Auggie has a hard time to fit in.

RTPithcio

The Land of Stories
The Wishing Spell

From: 2012
Genre: Fantasy, adventure
Main characters: (twins) Alex and Connor Bailey

Story: Alex and Connor travel to fantasy world where they
meet many classic fairytale characters and experience
many adventures.
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Lesson plan 1 — Book covers

#1 NEW YORK TIMES BESTSELLER 16“ can'tb'end in

< when yeu were bdrn to stand out.

G DSk

rie WISHING SPELI

=z '
~ CHRIS
§ COLFER

wwstrareo sy JOHN ROCCO
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Lesson plan 2 — Book excerpts

| HARRIET TUBMAN =

FREEDOM HIGHTER

in front of a grocery store, whea a black man
by a whise ma, who yelled. “Siop

She did nothing to stop him. The
years old-— and she was also enslaved. Harriet hoped the mas would escape
She wanted to help himn.

Juss then the oversees burted an inoa abject 3¢ the runnisg man. He missed, but

sirl’s name was Harriet, se wa

bis Hacviet oo the head. She was bad
Rt e e
“and it s300d ous like
A few year ner, the fumily who cuned ber put e ap o sake, s Hacret
decided 10 escape.
din the daytinue and traveled by night. When she crassed the bocder
Ivania, she realized for the first time im bes bife sbe was fiee. "1
4 the satme perscn sow that | was free. There
erything and | fel ike | was o heaven ™
unaway slave, aad hes family in Masyland who wene
cd. She knew she ha o belp them. Over the next elevem year,
weat back niseteen times and rescued bundseds of enslaved people.
She was never captured, and sbe never lost a single person,

injured but her thick hair cushioned the
e s neves been combed” she sid

sl

Qs
UNITED STATES OF AMERICA

b m_
escue = kg,
capture = Iy,

« ROSA PARKS «
ACTIVIST

Oue pan e, Montgomery, Albas, w3 segepued iy, Bl
peaple. opke wen s dilcren chools, prayed il

u...m.k. Abcppid A aces e Al el i i e
diffezent drinking fousssins. Everyone rode the same buses. bet they lad to sit
in diffecess arcas: white people up froat, black people at the back. Rosa Parks

n the back of a bes o her way
ck_ It was crowded and there were not cnough seats in the frar
5 (the oo resecved foc whi

). 50 the driver told Rosa to give up hes

seat s0 2 white persou could sit down,
Rosa said
e speat the night in jail, bus this ane brave act showed people that it wis

was chunged. The wod spead
ted for 381 days. It ended when bes segregation
by the LS. Supreme Coust

1100k ten yeass for segregation to be bansed in aay other stae, but it
happened. finally, thasks 1o Rosa’s frst.beave “No.”

FEBRUARY 4, 1913-OCTORER 24, 2005
UNITED STATES OF AMERIC

segrezate = odgélis.
injustic
declare pxoklt
b DN,
Supreme Court = Najygusl s0ud.
ban = kamat

+ FLORENCE NIGHTINGALE =

NURSE

Once baby was bom 0 s English o n aly

They ek 1o i thesdoughtc fe he bl ity were sh i
i hes Flocence
lizg, she loved math asd scicace, and she

information. Whenever she traveled 1o a new place,

= haw
pany people lived there. Sow many lcspitals there were, and how big the city

She loved numbers.

Floreace studied nursing and became so good a¢ it that the governinent sest

her 0 manage 3 baspital foe injured soldiess i Turkey.

As soon as she amived, Flocence stated colketing snd examiniag all the data

she could fiad, She discovesed that most o the soldiees died not because of

woukd

theic wousds, but because af infectians and discases contracted i the Sospital
“The very first requiement in & hospéal is that it show
she said.

She made sure that everyone warking there washed their hands freqoc
everythin

o the sick 50 ham,”

cly and
clean. At aight. she carried a lanp s she made hes rounds,

to ber paticats asd P

Thanks to hes. mamy mose soldicex mads i hoane safely. and s becaeme

Known as “The Lady with the Lo

iving them

MAY 12, 180 AUGUST 13, 1910
UNITED KINGDOM

+ MALALA YOUSAFZAI «

ACTIVIST

Onee these was a girl who Joved school. Her name was Malals.
Malala ived in a peaceful valley in Pakistan. Qe day. & group of armed
called the Taliban took control of tae valley. They frigatened pecple with

The Talibun forbade girks fram going to s<500l. Maisy people disagreed bes
ould be safer 1o keep their gicks 2t home.

Matla tooght s was Ut sm wpce st € anle. S loved schocd

i on TV, “Education is power far women. The

Falibun usen stopped the bus and shoused, “Which coe of you is Mal'
‘Whea her friends looked at her, the men fired their guns, hitting her in the
head.

Malala was rushed s bospital and she did noe die. Thousasds of children sent
e gt well cad. ad b socoered e
They though bulkess would sikence us, but they £l
up o books and our pea. They are our mast pawertul weapons. Oe chib,
one teacher, oue ook, and coe pen can chasge the
Malala is the youngest pessoa ever 1o receive the Nobel Peace Prize.

BORNJULY 12,1997
ISTAN

Slovmitek:
take control = plevziimes,
frighten = désip.
bullet=lkz

A panre
withouT
Caxe 18 ust

« JULIA CHILD «
CHEF

AL six feet tna inches (afmert 150 em), Julia Child was a0 wnccenmoaly tall
it

When the Second World War broke ot Julia was desenusined to join the
amny. Sh 100 tall. The navy said she was too tall foc
them. t00. So she becune a spy.

One af hes fisst missions was % sobve a highly explosive peoblem. Dotted
arcund the ocean were undeswater bambs targeting Gernan subosarines. The
trouble
 agesés were seum

tey kept beinng ses ofl by sharks swisming 10 close. All the
bt Julia hud 21 idea.

she baked cakes that
hacks didn't dare get

ke the bugs away? She did
Afier the war ended, Julia and her husand moved to France for his job.
Julia's vesy first mouthfial of French food was mind-blowisg: She coukda’t
believe that food fasied so wonderful No moee shark repelien She
decided 10 join Le Contos Bleu o conklg kol h e —and
lesn everyhing t eze could seach he

ki b o werid suthocy o P food aad e cookbook. Wansecios.
the At of Fransh Cooking, was a bestscller. She even had her awn TV shows.
“Bon appdeis” she said, "cxcept if you're a shark!”

chef

AUGUST 13, 1912 - AUGUST 13, 2004
UNITED STATES OF AMERICA

AGATHA CHRISTIE

WRITER

Onos upan & time. there was & gisl who Joved t write. Poems love stosies.
mysieries leters —sie tied them all. Agatha wanted to be a pevfessioal
e mare i oyting She taled sbout b deam il e do, Grge
Washingion, during their daily walks. Fach new place she sited,

3 looked at a5 a seting for 4 story, und every time she mses someoae, s
wandered if that persan could be cae of her chasacsess.

tha sent her stories s0 magazines but got tused down. T Setes

A(-pv piling up, but Agatha didn't ket that stop hes. She was 22 avad reader und

especially loved swurdes mysteris.

S0 i e i A o
1 rat Styles

s mustache. Many publishers tumed dowa Agatha's masuscript

b lnally e id yes

When the novel was published. it was a huge success and marked the

beginning of an uabelicvable carees. Agatha Christie’s books have sold more

s o Billon copies and v b assbied o oves 4 b et
leapinges kg erhe bt selling sl o

Usseuls g h e and Miss Mgl with her cute hats
e af e i popiar ey e They appeared ia TV
shiows and movies. and keps millioas of people guessiag as they figuced out

beca

Through ber remarkable carver, Agatha wrote sivty-six desective aovels,
fourieen shart stary collections, and the work’s looges:-amaing play. The
Moswsetrap.

SEPTEMBER 13, 1850 - JANUARY 12, 1976
ED KINGDOM

whodurit Hammwemh

STMONE BILES
GYMNAST

Once there was a girl who could fly. Her ame was Sinane ik
Simose Gilgguwas a gymaast, the greatest in American histary. Whea Simone
ook 10 the tmat, people couldn't ke their eyes off her. She ws so fast, 50

lt She flew theo
‘and laading perfectly each time.

s whets she was just six yeass old. By the tine she

y woa s0 muny meduls, that when she traveled to
xpected ber to win not ane, but five medals,

“How do you deal with that kind of

stroag, so flexible, 50
g

Rio for the Olympics every
Journaliss asked

presurs?”
ery not to thisk about it Right now, my goal s to be more consistent oa the

uneven hars.”

Wi ahout e oul of wianing gk mdal?

Simose's mom adopted ber when Simose was three. She taught tt
ayiag huimble and doing your bes s the anly way to ive a meaningfullife
and to inspice e nd yous

‘Atthe Oympacs iy Rio, o wos v modals—four of them gold!

BORN MARCH 14,1997
UNITED STATES OF AMERI

« MICHELLE OBAMA «

LAWYER AND FIRST LADY

One wpon a time. thene was a girl who was always affaid.
Her ame was Michelle Robinson and sie lived in a one-bedroom apactmen:
i Chicago with her family

“Maybe ' ot st cacsgh. Maybe I aot good g™
. "I can be dose, yon

she should 301 aim %00
e not it good. S people said she would
cause “she was just a black gist from the

helle ehose to lisea 0 her pasen

hing is possible.
s adusted from Harvard aod besame o lawye at a big firm
One ‘|.~ her boss asked her to mentor a young lawyer. His name wis:
Barack Hessein Obama.
Thiey fell in bove aad got matied a few years laer
Oty ik o e b w1 e ysidert of o i s
Atfirst. she thougat he was czazy, but thea she remesshened: *If it caa be
done, you can do it c.-q.m.mm,musmpmn.m\mx campuiga
Barack woa the elections (twice!) and he first Africas.
Americas Fiext Lady of the United State
“hrough hard work ™ is her mot

BORN JANUARY 17, 1964
UNITED STATES OF AMERIC
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“If you're going to make an
error, make a doozy, and don’t be
afraid to hit the ball”

- Billie Jean King

[

MARIE CURIE

SCIENTIST

Onee, i Poland,
University
The

ople called it the Floati

vernment at that time was very strit about what people could aud

could't study. Girls were not allowed t g0 1o college at all

Maric aad her sister wese stude ool, but they wese tired of
liding.

One day, they heand thar in Paris

iere was a univessity called the Sarbaane

which accepted gick
Marie was fascinated by meals and may

<, 50 they decided to move to France.
Sl

dark. To analyze these minerals’ peop
melt them, fiter them, ax

drop his wark on crystals % join her. Togeche they discovered tw new

radionctive elemeats: poloniuen and radium

Marie Cusie woi twa Nobel Prizes foc her work and she coud have made 4

e discoverics. She chose. instead, to make ber rescarch

Lot of maey fra

available to anyoae for free

NOVEMBER 7, 1867 JULY 4, 1934
POLAND

BILLIE JEAN KING

TENNIS PLAYER

4 Billie

s was a foensidable tennis play
he most imporsnt
ad peofoundly botbersome. At the
of he prize moaey that male players made.
being paid Jexs?" Billic Jean peotesied. “We

. She was  great

champion who wan
she fo

there was somethic

players camed oaly 2 fract
Why should wamen pus up wi

se other female teanis players

cteen toumaments asd many big spor
begu

the tennis cours " prochuimed

The barle i cqnlyla
A waman's place i in the kitchen,
Bobby Ri

warth ke
O, yeah? said Billie Jean. 'l sho

Batile of the Sexes.

Thiey played cach othes in a &
Thicey thoumand peogle i he stadiam nd iy

loa selevisio viewers

watched Billic Jesa beat Rigs:
Organizes of ta US Open fnally e herdevn ‘
nent s0 offer equal prize money to mea aad wamen. Thanks fo

o making

first major

Billie Jean, today seanis is one of the few sparss where female aad ma

e achieved equal pay ia al the biggest toumar

BORN NOVEMBER 22. 1943

UNITED STATES OF

FASHION DESIGNER

A wha lived in a coaveat,

G spom s gl Pt e war
dwh

s dressed in black Her name was Gabrielle

how t0 sew, but they dida’t have many coloes
s did, 0 o theiz dols
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Lesson plan 3 — Worksheet (postcard) and my example

Dear

I'mwriting you from

Dear Emily,

I'mwriting you from The Chocolate Factory.
I'm here on a 3 days trip with my school and
let me tell you, this place is totally awesome!!!
I got to meet Mr Wonka, THE Mr Wonka.
He's a bit strange but very nice and lhe knows
a lot about managing a big factory.

Also, you can eat as much candy as you want.
Some of them don't even taste sweet. I tried
the three-course dinner gum and was very
surprised that I didn't need to eat anything
else for the rest of the day. And the best thing?|
Hot chocolate! It's so sweet and yummy.

I never drank so much hot chocolate in my
entire life!! This place is a paradise.

I'll tell you more when we see each other :)

Best wishes,
Katie

PS: The Oompa-Loompas are super adorable!

Emily Montgomery
23 Cherry Tree Lane

20856 London
United Kingdom

I can't wait to show you the photos :D
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Lesson plan 4 — Power-point presentation

WHAT IF...?

ry-tale characters were on a dating website.

Into the Woods

- Famous musical
- Broadway and West End

- Music and songs composed by Stephen Sondheim

+ The musical is inspired by several fairy tales of

Brothers Grimm

- Made into film in 2014

Guess the Character:

Group 1

Grandmother first, then Miss Plump...
What a delectable (= lahodny) couple
Utter perfection

One brittle, one supple, one moment,
my dear.

Mother said, "Come what may

Follow the path (= jdi po cesté) and
never stray (= nesejdi z ni)

Just so, little girl - any path
So many worth exploring
Just one would be so boring

And look what you're ignoring...

Group 2
High in her tower (= vé$) she sits by the
hour

Maintaining her hair (= éede si vlasy)

Blithe and becoming and frequently
‘humming

A light-hearted air
Ah ah ah ah ah ah ah
Agony
Far more painful than yours
When you know she would go with you

If there only were doors

Group 3

I know what my decision is
Which is not to decide

I'll just leave him a clue (= stopa,
voditko)

For example, a shoe
And then see what he'll do
Now it's he and not you

Who'll be stuck with a shoe (= komu
se prilepi bota)

In a stew, in the goo
And I've learned something, too

Something I never knew

Guess the Character:
Group 4

You wish to have the curse reversed? (= zvrdtit kletbu)
I'll need a certain potion (= lektvar) first
Go to the wood and bring me back
One: the cow as white as milk
Two: the cape as red as blood
Three: the hair as yellow as corn

Four: the slipper as pure as gold
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Lesson plan 4 - Worksheets

Created by:

Dating Profile

Name:

Nickname:

I'm from:

Work/Occupation:

The first thing people notice about
me.

Personal description (appearance and qualities):

I'm really good at:

Favourite meal:
Fayoursite book/movie:

Eavourite quote:

I don’t like:

Hobbies:

Life goals:

What I'm looking for in a partner:




Dating Profile

Created by:

Name:

Nickname:

Age:

I'm from:

Work/Occupation:

The first thing people notice about
4T

Personal description (appearance and qualities):

I'm really good at:

Eavougite meal:

Fayougite book/movie:

Eavougite quote:

Idon’t like:

Hobbies:

Life goals:

What I'm looking for in a partner:
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Resumé

Diplomova prace se zabyva vyukou jazykovych dovednosti s pomoci autentickych material.
Teoreticka ¢ast prezentuje zakladni poznatky nacerpané z prostudované literatury, které
souviseji s autentickymi materialy a vyukou jazykovych dovednosti, v€etné jejich integrace.
Tvofi tak zaklad pro praktickou ¢ast, jejimz cilem je nalézt odpovedi na definované
vyzkumné otazky a predlozit ¢tyfi plany hodin, které demonstruji, jak mohou byt autentické
materialy vyuzity pro vyuku jazykovych dovednosti. Pro ucely této diplomové prace byl
proveden vyzkum s pomoci dvou dotaznikil, kdy jeden byl urcen pro zaky a druhy pro ucitele
angli¢tiny. Z vysledku Setfeni vyplynulo, Ze autentické materialy jsou nejcastéji pouzivany
pro vyuku jazykovych dovednosti. Kromé toho se ob¢é dotazované skupiny shodly, Ze vyuziti
zminovanych materidlii v hodindch ma pozitivni vliv na aktivitu a motivaci zaka. Dale bylo
zjisténo, ze v hodinach anglického jazyka dochazi k integraci jazykovych dovednosti a ucitelé
pouzivaji rizné aktivity K procviceni téchto dovednosti. Nejvétsi rozdil v nazorech mezi
uciteli a zaky se tykal Cetnosti procvi¢ovani jazykovych dovednosti. Zatimco ucitelé tvrdi, ze
nejcastéji procvicuji mluveni a nejméné psani, Zaci jsou toho nazoru, Ze nejcastéji se
procvicuje psani a nejméné ¢teni. Cilem diplomové prace bylo poskytnout argumenty, zZe je
mozné vyuzit autentickych materiali pro vyuku jazykovych dovednosti, a s pomoci vyzkumu

a prilozenych plant hodin tyto argumenty potvrdit a prokazat.
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