TECHNICKA UNIVERZITA V LIBERCI
Fakulta pfirodovédné-humanitni
a pedagogicka [

Rozvijeni presnosti mluveni prostfednictvim
aktivit zamérenych na pohyb v hodinach
anglického jazyka na 2. stupni ZS

Diplomova prace

Studijni program: N7504 - Ucitelstvi pro stiedni Skoly

Studijni obory: 7503T009 - Ucitelstvi anglického jazyka pro 2. stupen zakladni
Skoly
75047243 — Ucitelstvi ceského jazyka a literatury

Autor prdce: Bc. Nikola Hendrichova
Vedouci prdce: PaedDr. Zuzana Saffkovéa, CSc., M.A.

=II
Liberec 2017 L | ] |




TECHNICAL UNIVERSITY OF LIBEREC

Faculty of Science, Humanities
and Education ]

Developing Speaking for Accuracy through
Movement-Oriented Activities in Lower

Secondary EFL Classes

Master thesis

Study programme: N7504 - Teacher training for upper-secondary school
Study branches: 7503T009 - Teacher Training for Lower Secondary Schools -
English
7504T243 - Teachers of Czech language (general education) for
elementary and secondary schools
Author: Bc. Nikola Hendrichova
Supervisor: PaedDr. Zuzana Saffkova, CSc., M.A.
LI
i B
Liberec 2017 L] ]



Technicka univerzita v Liberci
Fakulta p¥irodov&dn&-humanitni a pedagogicka
Akademicky rok: 2016/2017

7ADANT DIPLOMOVE PRACE

(PROJEKTU, UMELECKEHO DILA, UMELECKEHO VYKONU)

Jméno a pifjmeni: Bc. Nikola Hendrichova

Osobni ¢islo: P14000712

Studijn{ program: N7504 U¢itelstvi pro st¥edni Skoly

Studijni obory: Utitelstvi anglického jazyka pro 2. stupen zdkladni Skoly
Ugitelstvi ¢eského jazyka a literatury

Nézev tématu: Rozvijeni pfesnosti mluveni prostfednictvim aktivit
zaméienych na pohyb v hodindch anglického jazyka na 2.
stupni ZS

Zadavajici katedra: Katedra anglického jazyka

Z4dsady pro vypracovani:

Cilem diplomové prace bude popsat a prokazat potfebu pohybu ve vyuce ciziho jazyka jako
prostfedku k upevnéni uciva a zdroje motivace. V praci budou navrZeny konkrétni pohybové
aktivity zaméfené na rozvoj presnosti mluveni v anglickém jazyce.

Aktivity budou zafazeny do b&nych hodin anglického jazyka na niZ$im stupni osmiletého
gymndzia. Jejich Géinnost bude posouzena pomoci vyhodnoceni vysledki testi dovednosti
mluveni a analyzou odpovédi z dotaznikl urCenych pro zaky.

Metody:

1) Analyza dovednosti mluveni.

2) Piiprava, realizace a vyhodnoceni testi.
3) Dotaznik pro zaky.



Rozsah grafickych praci:

Rozsah pracovni zpravy:

Forma zpracovani diplomové prace: tist&nd/elektronicka
Jazyk zpracovéni diplomové prace: Angli¢tina

Seznam odborné literatury:

Buys, William E. 1991. Speaking by doing. Lincolnwood: National Textbook.

Guse, Jenni, and Scott Thornbury. 2011. Communicative Activities for EAP.
Cambridge: Cambridge University Press.

Harmer, Jeremy. 1991. Practice of English language teaching. London: Longman.
Thornbury, Scott. 2012. How to Teach Speaking. London: Pearson.
Ladousse, Gillian Porter. 1987. Role play. Oxford: Oxford University Press.

Lightbrown, Patsy, and Nina Margaret SPADA. 2013. How languages are
learned. Oxford: Oxford University Press.

Nunan, David. 1991. Designing tasks for the communicative classroom.
Cambridge: Cambridge University.

Oxford, Rebecca L. 1990. Language learning strategies: what every teacher
should know. New York: Newbury House.

Rivers, Wilga M. (ed.). 1987. Interactive language teaching. Cambridge:
Cambridge University Press.

Vedouci diplomové prace: PaedDr. Zuzana Saffkova, CSc., M.A.
Katedra anglického jazyka

Datum zadani diplomové prace: 16. prosince 2016

Termin odevzdéni diplomové prace: 16. prosince 2017

/ [o X 8L e . (CLM Q
prof. / Jan Picek, CSc. " ; = PhDr. Marcela Mala, M.A., Ph.D.
dékan 4 \= 2 /9.0 vedouci katedry



ré

Prohlaseni

Byla jsem sezndmena s tim, Ze na mou diplomovou préci se plné vzta-
huje zdkon ¢. 121/2000 Sb., o pravu autorském, zejména § 60 — Skolni
dilo.

Beru na védomi, Ze Technicka univerzita v Liberci (TUL) nezasahuje do
mych autorskych prav uzitim mé diplomové prace pro vnitini potfebu
TULL

Uziji-li diplomovou praci nebo poskytnu-li licenci k jejimu vyuZiti,
jsem si védoma povinnosti informovat o této skutec¢nosti TUL; v tom-
to pfipadé ma TUL pravo ode mne pozadovat thradu nékladd, které
vynaloZila na vytvoreni dila, az do jejich skutecné vyse.

Diplomovou praci jsem vypracovala samostatné s pouzitim uvedené
literatury a na zakladé konzultaci s vedoucim mé diplomové prace
a konzultantem.

Soucasné ¢estné prohlasuiji, Ze tisténa verze prace se shoduje s elek-
tronickou verzi, vioZzenou do IS STAG.

Datum: Y Q. Lo

Podpis: M m\



Podékovani
Dékuji PaedDr. Zuzané Saffkové, CSc., M. A. za vedeni mé prace. Velice si vazim
jeji pomoci, cennych rad a profesionalniho i lidského ptistupu, které mi pomohly tuto

praci zkompletovat.

Acknowledgements
I express my gratitude to PaedDr. Zuzana Saffkova, CSc., M. A. for supervising my
thesis. | highly appreciate her assistance, valuable advice and both her professional

and kind attitude, which helped me to complete the thesis.



Anotace

Tato diplomova prace se zabyva zaclenovanim pohybu do vyuky anglického jazyka
na druhém stupni zékladni Skoly, a to konkrétn¢ jako prostiedku pro nacvik presnosti
mluveni. Hlavnim cilem prace je poukazat na moznosti vyuziti pohybu pii vyuce a
vyzdvihnout vyhody, které mohou navrzené metody piinést. Prostfednictvim
pohybovych aktivit lze aktivovat a zefektivnit uceni zakli a zlepSovat afektivni
procesy dulezité pro proces uceni. Praktickd Cast prace uvadi soubor piiprav na
hodiny, v nichZ jsou vyuZity rizné podoby pohybovych aktivit a zhodnocen jejich
pfinos ve vyuce anglického jazyka. Vysledky praktického ovéreni navrzenych aktivit
V hodinach angli¢tiny na druhém stupni zékladni Skoly ukézaly, Ze zatazeni pohybu
obohacuje vyuku anglictiny a pfispiva ke zdokonaleni ptesnosti mluveni zdka a

k posilovani jejich motivace a aktivniho zapojovani v hodinach.

Klicova slova: druhy stupeni zdkladni Skoly, vyuka anglického jazyka, anglictina jako

cizi jazyk, pohyb, pohybové aktivity, mluvni dovednosti, nacvik piesnosti mluveni



Abstract

This diploma thesis deals with integration of movement into lessons of English at
lower secondary school, specifically as a tool for practising speaking for accuracy.
The main aim of the thesis is to point out the ways in which movement can be used
in lessons and to highlight the advantages the designed methods can bring.
Implementation of movement-based activities can activate the learning process and
make it more efficient and enhance affective processes which are important for
learning. The practical part of the thesis focuses on the practical use of various
modifications of movement-based activities in lessons of English at lower secondary
school and evaluates their benefits. The practical application of the activities
designed by the author has shown that integration of movement enriches lessons of
English and contributes to improvement of pupils’ accurate oral production to

intensification of their motivation and active engagement in lessons.

Key words: lower secondary school, lessons of English, English as a foreign
language (EFL), movement, movement-based activities, speaking skills, practising

speaking for accuracy
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Theoretical Part

Introduction

The main aim of EFL classes is to promote pupils’ ability to communicate in
English outside the classroom. The ability to participate in various forms of oral
communication is undoubtedly the primary motive of most learners to study a
foreign language. Consequently, it is crucial for teachers to understand the factors
which determine the learning process and adjust their teaching to them, and thus
enhance the resulting language acquisition to the utmost degree.

The mastery of accurate use of grammar and vocabulary in speaking seems to
be an indispensable stage in the progress towards fluency in spoken English, and
therefore the aim of this thesis is to confirm this claim and consequently present
some possible ways to reinforce correct spoken production.

The amount of time children spend at school is rather high. In lower secondary
school it is about five hours every weekday. Pupils in secondary school are between
the ages of eleven and fifteen, which means that they are children or young
teenagers. The traditional education which most Czech pupils get does not always
meet their bodily and learning needs. On that account, this thesis concentrates on
exploring one possible way — involving movement — and its effects on the learning
process, namely on language learning and acquisition.

The diploma thesis combines these two issues, and hence deals with and

advocates promoting speaking for accuracy through movement-based activities.

1 Learning foreign languages
The primary purpose of learning a foreign language is that people can

communicate with people from different countries all over the world. In our
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globalized world, there is a strong need for people to be able to perform various
kinds of tasks in a foreign language. These are for example politicians and sportsmen
who represent their nations abroad, people who do business with foreign companies,
or scholars who interconnect their research and findings with other specialists.
Furthermore, people also learn foreign languages to pursue their personal or
professional goals such as travelling, working, or studying abroad.

Today’s major lingua franca is English, and therefore it is taught and learnt
almost everywhere in the world. As a consequence, much research into the process of
language learning, and learning English in particular, has been carried out in the last
few decades. The following chapter concentrates on key research findings dealing

with how languages are learnt.

1.1 Learning a foreign language

There has been done much research in the field of second or foreign language
learning and teaching and a lot of theories have been introduced. None of them,
though, is all-embracing; there has not yet appeared the one on which experts would
agree collectively. Still, each of them conveys valuable findings.

One of the most influential figures in the field is the American linguist and
educational researcher Stephen D. Krashen. When it comes to how languages are
learnt, he distinguishes between two processes: acquisition and learning. According
to Krashen (1995, 10), acquisition is a process similar to that of babies learning their
first language as they pick it up without any conscious attention to language forms.
Learning a language, on the other hand, means paying attention to learning the form
of the target language. Further, according to his ‘monitor hypothesis’, learners can
only use their conscious knowledge of a language when they have enough time to

process it and focus on form when language production takes place. Only then one
12



can ‘monitor’ his or her production with the learnt knowledge. However, learners do
not always have enough time to monitor their language production — in that case they
need to use their acquired language (i.e. unconscious knowledge and ability).
Consequently, “the goal of our pedagogy should be to encourage acquisition” (Ibid,
20).

Another of Krashen’s hypotheses, the ‘input hypothesis’, describes the
acquisition process. He claims that “we acquire by ‘going for meaning’ first, and as a
result, we acquire structure” (Ibid, 20-21). This hypothesis clearly disagrees with the
assumption that fluency develops after learning a structure and practising it in
communication (lbid, 21).

VanPattern in his Procesing Instructions agrees with the above mentioned
Krashen’s hypotheses, but he argues that “learners have limited processing capacity
and cannot pay attention to form and meaning at the same time” (quoted in Spada
and Lightbrown 2011, 46). When the priority is given to meaning, incorrect
assumptions about understanding the language form might be made. Therefore, he
believes that learners need to focus on the language form to interpret the meaning
instead of eliciting the form from the meaning.

Before Krashen developed his theories, behaviourists “explained learning in
terms of imitation, practice, reinforcement, and habit formation” (Spada and
Lightbrown 2011, 34). This means that learners imitate what they hear and when
they produce the language correctly, their listeners react positively. Encouraged by
this ‘approval’, children continue to imitate, and this way they form their language
habits.

Chomsky and innatists reacted to the behaviourist approach and introduced the
term Universal Grammar. In the perspective of Universal Grammar, every learner

13



has an innate ability to understand how a language works, which allows them to
understand and produce language they have not yet mastered by employing what
they already know (lbid, 35).

In the 1990s, psychology started to take part in the language acquisition
research and several models have been created since then. The first model to develop
originated in Information Processing Theory and viewed second language acquisition
as “building up of knowledge that can eventually be called on automatically for
speaking and understanding” (Ibid, 39). That means that learners first need to use
cognitive resources to process information, and then, with more experience and
practice, the ‘older’ information becomes automatized, and thus, learners can
concentrate on new, more difficult aspects of language.

Other researchers who share this approach distinguish between ‘declarative’
and ‘procedural knowledge’. Declarative knowledge is the conscious knowledge — or
the knowledge that. Procedural knowledge is the ‘unconscious’, automatized
knowledge — or the knowledge how. They further claim that “[ W]ith enough practice,
procedural knowledge eclipses the declarative knowledge” and “once skills become
proceduralized and automatized, thinking about the declarative knowledge while
trying to perform the skill actually disrupts the smooth performance of it” (Ibid, 40).

Unlike the innatists, connectionists, who perceive human cognition as a
network within which a number of interconnected processing units operate, “attribute
greater importance to the role of the environment than to any specific innate
knowledge in the learner, arguing that what is innate is simply the ability to learn, not
any specifically linguistic principles” (Ibid, 41). According to the principles of
connectionism, learners develop strong network of ‘connections’ between the
elements they see and hear together over and over again.
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As it can be briefly described, there have been many theories dealing with
language learning. They show that language learning and acquisition are complex
processes composed of diverse elements and influenced by various factors such as

knowledge, experience, or environment.

For the purposes of this thesis, it is important to note that one perspective to
view language learning and acquisition is to see it as a process resulting from habit
formation, making connections between recurrent elements, understanding rules, and
constructing advanced knowledge on previously mastered items. This supports the

need for conscious rule learning and consequent accuracy practice.

However, the process is also affected by distinctive and changing determinants
which make the learning more unpredictable. These are individual differences that
include intelligence, learning styles, learning strategies, motivation, and other
factors. The following text discusses these individual differences and their influence

on language learning.

1.1.1 Intelligence

Intelligence, viewed traditionally as ‘the ability to learn, understand and think
in a logical way about things’ and ‘the ability to do this well’*, has positive effects on
learning a foreign language that involves language analysis and rule learning.
However, it is not a necessary predictor of success in language acquisition, especially

in a communicative classroom (Spada and Lightbrown 2011, 57).

! Oxford Leaner ’s Dictionaries, s.v. “intelligence,” accessed April 21, 2017,
http://www.oxfordlearnersdictionaries.com/definition/english/intelligence?g=intelligence
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On the other hand, intelligence does not only need to be considered the
quantity that is measured by IQ tests, but also the quantity that comprises various
kinds of abilities and skills, both innate and acquired. This is how the pioneer in this
area Howard Gardner approaches intelligence in his Multiple Intelligences [MI]
theory.

Gardner’s theory has been widely criticized for lacking empirical evidence and
having no solid research support in the classroom (Armstrong 2009, 190-197).
Madkour in her dissertation Multiple Intelligences and English as a Second
Language (2009) contradicts this criticism by finding out that “implementing the
multiple intelligences theory in the classroom resulted in improving student
performance and increasing academic and social achievements” (Ibid., 337).

MI theory presents eight different types of intelligence that have strong
implications for learner development and learning. These are (a) linguistic, (b)
logical-mathematical, (c) musical, (d) bodily-kinaesthetic, (e) spatial-visual, (f)
interpersonal, (g) intrapersonal, and (h) naturalist (Armstrong 2000, 2).

Learners differ in the extension to which they possess each intelligence, which
determines both their learning abilities and needs. With regard to the scope of the
thesis, only some of the intelligences are described here to demonstrate the argument.

A person with linguistic intelligence is sensitive to the sound, structure,
meanings, and functions of words and language and learns best through reading,
writing, telling stories, and word games. A bodily-kinaesthetic type of person is able
to control his or her body movements, handles objects skilfully, and masters space
and needs to learn through role-play, movement, physical games, and hands-on
learning. A learner with interpersonal intelligence is capable to identify and respond
appropriately to the mood, temperaments, motivations, and desires of other people

16



and his nature requires leading, organizing, mediating, group games, and social
gathering (lbid, 6-22).

In the process of learning a language, learners with prevailing linguistic
intelligence are advantaged to those with other stronger intelligences. They also
benefit from traditional approach to language learning in which books, tapes, paper,
discussion, and stories are used most often. In the same manner, learners with other
types of intelligences will enhance their learning when other kinds of activities and

materials are used.

This leads to the conclusion that some learners are better predisposed for
language learning, and that a wider range of activities cater for various learners’

needs and help them to learn more effectively.

1.1.2 Learning styles

Similarly to MI theory, learning styles are numerous and influence students’
performance considerably. They are the ways in which learners prefer to learn, or
“the general approaches that students use in acquiring a new language” (Oxford
2003, 2). There exist many ways to classify the styles; however, for the purpose of
language acquisition, simplified sense-oriented terminology is used. Thus, the
learning styles defined are visual, auditory, kinaesthetic, tactile, group, and
individual (Reid 1987). Students with the visual learning style “like to read and
obtain a great deal from visual stimulation” (Oxford 2003, 3). On the other hand,
learning from lectures or other oral sources without any visual support might be
difficult for them. In contrast, auditory students profit from lectures, conversations,
and oral directions without any need for visuals. Students with kinaesthetic and

tactile preferences enjoy movement and working with objects and flashcards. They
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need frequent breaks and freedom to move around the classroom (lbid, 4). Also,
when given the choice, some students tend to work on their own; they prefer the
individual learning style, while others favour work in groups to individual study
(Reid 1987, 94).

Learning styles may differ with age, gender, or proficiency level, as Palabiyik
(2014, 68) points out in her research into the learning styles of Turkish ninth grade
students. She also observes that “the interview data reported a positive influence of
knowing the preferred learning style on the language proficiency. ... [T]he
respondents notified points such as increase in motivation and class participation,

knowing what to do and how to do it, understanding the subject better” (Ibid).

Taking these findings into consideration, learning styles form a factor that
strongly influences students’ achievements. Undoubtedly, it is important for both

teachers and students to be aware of their variety.

1.1.3 Learning strategies

While learning styles reveal the ways in which students learn, learning
strategies are “steps taken by students to enhance their own learning” (Oxford 2003,
1). They are significant for language learning because “they are tools for active, self-
directed involvement, which is essential for developing communicate competence”
(Ibid.). As a result, appropriate language learning strategies help to improve
proficiency and self-confidence (l1bid.).

There are two main groups of learning strategies: direct and indirect. Direct
strategies are used to understand, remember or produce, or in other words to work
with the language itself. Indirect strategies help to manage learning through functions

like focusing, organizing, guiding, checking, encouraging, and correcting (Ibid, 15).
18



Among direct strategies there are (a) cognitive strategies that support
understanding and producing the language, (b) memory strategies that facilitate
remembering and retrieving new information, and (c) compensation strategies which
help to use the language despite knowledge gaps. Indirect strategies are (a)
metacognitive strategies which coordinate the learning process, (b) affective
strategies which facilitate lowering anxiety or encouraging oneself to learn the
language, and (c) social strategies that contribute to cooperation and empathizing
with others (lbid, 14-17).

The more of these strategies a learner can use, the more successful learning it
can bring. As Yang concludes (1992, 32), ... most studies have found that successful
language learners generally used more learning strategies, and more facilitative ones,
than do poorer learners”. Moreover, learners can then become more autonomous, and

therefore their learning becomes more effective (Hedge 2000, 79-81).

1.1.4 Motivation

Another factor playing a significant part in the learning process is motivation.
Although it does not affect the ease with which one learns a language, it influences
the effort students make to contribute to their own learning (Lightbrown and Spada
2011, 63; Hedge 2000, 23; Scrivener 2011, 84). The stronger or more positive the
motivation one has, the more eager and willing he or she is to spend time and energy
over studying. Furthermore, motivation regulates the affective filter, which is
explained in the following subsection.

There are several ways to understand motivation. Primarily, it is the reason to
study the target language. As such, it is either external or internal. External

motivation is affected by outer reasons such as pleasing parents or entering a
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university, while internal motivation reflects one’s personal challenges and motives —
for example, it can be related to the fact that a learner enjoys learning the language.
From another standpoint, motivation can be understood as the attitude towards
the language. Subsequently, it can be divided into several categories: (a) motivation
as desire to learn a language and attitudes towards learning it, (b) attitudes towards
the target language group, (c) attitudes towards the language teacher and the
language course, and (d) measures of anxiety in classroom situations and in using the

language (Hedge 2000, 23).

Clearly, motivation is a multi-layered component of the learning process and it
directly affects it — if a learner is highly motivated to study a language, he or she is

then more likely to succeed in it.

1.1.5 Affective factors

According to Krashen’s ‘affective filter hypothesis’, the learning process is
influenced by feelings, motives, needs, attitudes, and emotional states. A learner who
is tired, bored, tense, or anxious acquires less language than a learner in a more
positive state because his affective filter “prevents [him] from acquiring language
even when appropriate input is available” (Lightbrown and Spada 2011, 37). On the
contrary, “those with attitudes more conducive to second language acquisition will
not only seek and obtain more input, they will also have a lower or weaker filter
(Krashen 1995, 31), which means that they are more open to the input. By conducive
attitudes he means high motivation, self-confidence, and low anxiety, which has been
confirmed to contribute positively to success in second language acquisition (Ibid,

31).
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Hence, being in a positive frame of mind is very important for language
learning and it needs to be borne in mind when learning and acquisition are

addressed.

As has already been mentioned, learning and acquiring a language is a very
complex process affected and modified by various and changeable factors.
Intelligence (or multiple intelligences), learning styles and strategies, motivation and
other affective factors influence learning significantly. Therefore, it is highly
beneficial for both teachers and students to acknowledge these factors; then, they can
use learning tools more effectively. Also, when various learning styles and learning
strategies are employed in the learning process, students might be able to recognize
those they favour most, and thus possibly minimize any feelings of discomfort, gain

more self-confidence and motivation, and weaken the affective filter.

These compiled findings will be used later in this thesis to support the
argument that movement and physical activity help to enhance learning English as a

second language.

1.2 The skill of speaking

It has already been explained how people learn and acquire a foreign language
in general. Now, attention will be paid to learning speaking as it is regarded to be the
most vital part of using a foreign language.

When one is learning a language, no matter what their aims are, the ability to
communicate, to understand and be understood is the primary motive. There are

numerous forms of communication, however, in face-to-face interaction, one can
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hardly avoid speaking. As Harmer points out: “[P]eople learn languages not so that
they ‘know’ them but so that they can communicate” (Harmer 1998, 32).
Nevertheless, speaking is also considered to be the most difficult part of the
language process to acquire. Nasiri (2016, 53) states that “speaking in English
language has been regarded as the most challenging of the four language skills” and
supports this claim with a reference to a number of findings by other authors.
Speaking is demanding for various reasons. First, it is a complex synthesis of
all the features that a language has — grammar, vocabulary, functional language, and
pronunciation. It means that a speaker needs to pay attention to all of these attributes
at the time of speaking. This goes hand in hand with the second point — oral
interaction takes place in real time and “[T]he time limitations impact the speaker’s
ability to plan, to form the message, and to control the language that is used” (Nasiri
2016, 55). Third, all participants of communication need to be both listeners and
speakers, which means that interaction involves two skills at a time. Then, both sides
(speakers as well as listeners) need not only to understand, but also to make

themselves understood in terms of both the sound and the content of the utterance.

Considering all the points mentioned above, it becomes obvious that spoken
production is especially demanding because it requires the adoption of many aspects
of language such as grammar, vocabulary, pronunciation, and listening, and because
it happens instantly - there is not much time for the speaker to plan and think ahead,
let alone the concentration on the meaning of the utterance. Therefore, developing

speaking demands special attention.

In the next subsection, the most important practical points connected to

developing speaking will be discussed.
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1.2.1 Learning to speak a foreign language

Before learners are asked to produce the target language in the spoken form,
they first need to know the language — its grammar and vocabulary (Bygate 1987, 2;
Chastain 1998, 272; Hedge 2000, 47). This means that, before output or production
occurs, input needs to take place. Apparently, learning systems and receptive skills
must be employed before productive skills are performed. Pupils first need to
comprehend oral and written messages before they can produce them themselves.
Moreover, through practicing receptive skills students learn new words and forms
which then facilitate their speaking (Chastain 1998, 272).

However, learners cannot learn to produce without practising production, as
knowing the language and being able to use the language actively are two different
matters (Bygate 1987, 3; Chastain 1998, 272). First of all, speaking helps students
activate the language they know as it requires them to use their knowledge to
produce a message (Chastain 1998, 272). Furthermore, a learner needs to learn how
to control his own speaking. “If all of his production is controlled from outside, he
will hardly be competent to control his own production. He will not be able to
transfer his knowledge from a language-learning situation to a language-using
situation” (Bygate 1987, 6). Hence, students should be given as many opportunities
to speak as possible and also be led to autonomy during their rehearsal for real life
situations.

According to Chastain (1998, 272), productive practice is useful for more
reasons. First, it fosters retention. “Vocabulary and grammatical patterns that are
used in meaningful context tend to be remembered for longer periods of time and to
be more readily available when needed in the future” (Ibid.). Second, speaking
invites feedback, which provides speakers with the information whether they
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transmit their message successfully. Then, opportunities to speak motivate learners to
seek new language elements during listening and reading activities that they could
use in their future oral communication (Ibid.). Moreover, “[A]ll the language skills
are expressions of the same language system, and as such they are all interrelated.
Therefore, practice in one should lead to higher levels of competence and increased
communication potential in each of the other skills” (Ibid., 273). Thus, it may be
assumed that “communicative use is the goal as well as a means of learning”
(Littlewood 1991, 81). This demonstrates that practising speaking is an essential part
of the whole process leading to the ability to communicate orally.

Nevertheless, the ability to communicate means transferring a message both
accurately and fluently. Therefore, two terms — speaking for accuracy and speaking
for fluency - are differentiated. Speaking accurately means using concrete language
in the correct way without making major mistakes. This involves mainly precision in
grammatical forms, vocabulary use, and functional language. Speaking fluently, on
the other hand, requires the ability to communicate intelligibly without any serious
constraints and to transfer the message successfully in spite of occasional errors.
Fluency does not exclude precision, but it is not its main concern. It does not aim at
using specific forms of language. On the contrary, practising fluency gives pupils
opportunities to use any language available to express themselves with the attention
paid mainly to the content, not the form (Bygate 1987, 92-93; Littlewood 1991, 82).

Undoubtedly, the ways in which learners acquire these two skills vary.
According to the Krashen’s ‘monitor hypothesis’ (1995), second language speakers
can monitor (or edit) their speech by means of linguistic knowledge they learnt
consciously. However, this happens only when three conditions are met. First,
learners need to have sufficient time to be able to think about and use conscious rules
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effectively. Then, they need to focus on the form of their utterance and concentrate
on its correctness. Third, speakers have to know the rules of the language they are
planning to use (Ibid., 16). In this way, learners can express themselves correctly.

On the other hand, “acquisition ‘initiates’ our utterances in a second language
and is responsible for our fluency” (Ibid., 15). That is to say, the language that
learners have acquired by natural processes — unconsciously — helps to produce
speech that is not monitored, and thus fluent. Yet, “unmonitored speech appears
more deviant because it reflects the system which the learner is constructing for
himself” (Littlewood 1991, 83).

These findings suggest that monitored speech facilitates accuracy (enabling
sufficient time and learner’s focus on the form), while unmonitored speech is
connected to fluency. According to Littlewood, we do not have sufficient knowledge
of the psychological operations involved in speaking development to say which of
the two above mentioned processes play more important role in speech production;
whether it is consciously learned rules used for monitoring, or learner’s spontaneous
output that reflects only what they have acquired unconsciously (Ibid.).

Although studies of the communicative effect of second language learners’
speech mentioned by Littlewood (1991, 89) show that native speakers of a language
perceive intelligibility as more important than formal accuracy, Hedge (2000, 47)
argues that “[I]t has perhaps been a misconception about communicative language
teaching that it does not aim for a high standard of formal correctness”. In her view,
it is compatible to focus on accuracy and tolerate risk-taking and error and, at the
same time, achieve communicative competence (Ibid.).

For this reason, proceeding from practising accuracy to practising fluency may
seem to be the most natural process. As reported by Brumfit, “fluency activities will
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give students the opportunity to produce and understand items which they have
gradually acquired during activities focused on linguistic forms” (quoted in Hedge
2000, 58). This may mean that accuracy practice reinforces acquisition which then

facilitates fluency.

As shown above, learners need to be prepared for real-life situations they may
encounter outside the classroom. They first need to know the language and then
activate it through oral practice. In the classroom, the development of either spoken
accuracy or spoken fluency must be addressed. Although the psychological processes
responsible for the development of speech production have not yet been fully
discovered, some evidence shows that one possible way to acquire the skill of

speaking is to reinforce fluency by means of accuracy practice.

2 Developing speaking skills

As has been described and explained in the previous chapter, speaking is an
essential part of knowing and being able to use a foreign language. The ability
includes two major subskills - accurate speaking and fluent speaking. These terms
have been explained previously. This chapter focuses on the process of developing
these skills.

With regards to speaking for accuracy and speaking for fluency, and namely to
types of activities they involve, respective authors employ different terminology.

Bygate (1987, 56) uses the terms skill-getting and skill-using activities,
Littlewood (1991, 92) calls them pre-communicative and communicative activities,
while Thornbury (2012, 39) speaks about awareness-raising / appropriation
activities and activities leading to autonomy. Harmer (2007, 142) refers to accuracy

work and fluency work and, similarly, Hedge (2000, 261) uses the terms accuracy-
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based and fluency-based activities. In this thesis, the terms accuracy and fluency
work or activities are used, too.

If correct and appropriate fluency in speaking is considered to be the ultimate
goal of learning a foreign language — as it enables learners to participate in oral
communication successfully — it is crucial for teachers to understand by which means
it is adopted and best developed.

Principally, there are two main distinct views on developing speaking and each
of them promotes a different approach. One of them is structure-based, or grammar,
and the second one is meaning-based, or communicative. The first promotes
acquiring a foreign language through accuracy practice when the main focus is on the
form, while the second one views acquiring a language as a result of exposing
learners to the language while concentration on the meaning is highlighted
(Lightbrown and Spada 2006, 140-141).

Although some researchers propose increasing fluency and acquisition with
communicative or meaning-based approach, there exists a lot of evidence that
supports the form-based approach, or combination of both. Referring back to the
psychological processes involved in learning a foreign language, two main
approaches favour accuracy practice in teaching: behaviourist and cognitivist.

The behaviourist approach views learning speaking in a foreign language as a
correct habit formation. This approach applies a PPP model, which stands for
Presentation, Practice and Production. First, the target language is presented, then it
is practised in a controlled way, and, eventually, it is produced freely (Thornbury
2012, 38). This procedure has become a standard in teaching vocabulary, grammar,

functional language, and pronunciation.
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The cognitivist approach also views “the learning of a complex skill, like
speaking, ... as a movement from controlled to automatic processing” (Thornbury
2012, 38). However, as opposed to Behaviourism, it perceives the learners as active
elements of the learning process and insists that they can use the language properly
only after they have understood the system of it. This approach to teaching advocates
progressing from awareness-raising, or explicit focus on the rules, through
proceduralization, or conversion of explicit knowledge to implicit knowledge, to
autonomy, or the ability to act without being controlled (Ibid.).

In their research, Lightbrown and Spada (2006, 165-175) provide ample
evidence that supports a strong need for accuracy, or form-based work in the
language classroom. They support their claims by data they collected which show
that learners in a classroom where accuracy is practised obtained better results in
control tests than learners who followed programmes that offered little or no form-
focused instructions. These findings emphasize the need for accuracy practice as far
as efficiency and proficiency are concerned. However, they also point out that
fluency practice is definitely not negligible when it comes to teaching speaking.

Some other experts confirm this conclusion by presenting their findings or
views. Brumfit states that “beginners will need a strong focus on learning to use
grammar, vocabulary, and features of pronunciation in more controlled, intensive
forms of practice,” but obviously, “they will need opportunities to use the resources
they have acquired in fluency work which simulates real language use” (quoted in
Hedge 2000, 283).

Hedge (2000, 273) claims that “preparatory stage is needed to equip learners
with the resources they need before engaging in a freer communicatively oriented
activity.” She also believes that students should “not only practise speaking in a
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controlled way in order to produce features of language accurately, but also practice
using these features more freely in purposeful communication” (Ibid., 261).

These arguments show that integrating accuracy activities is a very important
step on the pathway to fluency. However, fluency itself needs to be practised, and
therefore it has “become usual to include both accuracy- and fluency-based

activities” (Ibid.).

Referring back to previous arguments, one way to develop spoken fluency is
through practising accuracy in spoken English, which seems to be an inevitable part

in the process of language acquisition.

Teaching accuracy has its own rules, procedures, methods, and activities.

These will be discussed in the following subsection.

2.1 Teaching speaking for accuracy

Accuracy practice involves conscious focus on language forms and regulations
in students’ output. Accuracy-based activities “can focus on a number of things, for
example: a grammatical structure, a phonological feature, a conversational gambit, a
communicative function, or the time sequencers that might be needed in telling a
story” (Hedge 2000, 273).

For successful accuracy practice at least three preconditions need to be
fulfilled. These are attention, when the learner is interested and involved, noticing,
when the learner detects language features in use, and understanding, when general
rules or patterns are recognized (Ibid., 41).

Similarly, Thornbury (2012, 37) defines three processes that need to be

endorsed in the learning routine to ensure that learners are ready to use the target
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language. First, they need to notice the features of the target language. Second, they

need to integrate these features into their existing knowledge. Then, they need to

develop the capacity to use these features under real-time conditions.

These findings imply that learning starts with engagement. Then, by means of
noticing and understanding, a given language item can become a part of the learner’s
knowledge; and, with practice, it enters the speaker’s active repertoire.

In addition to that, Hedge (2000, 273 — 276) presents four prerequisites which
accuracy-based activities should meet. These are (a) contextualized practice, (b)
personalizing language, (c) building awareness, and (d) building confidence.

a) Contextualized practice — means finding a situation in which a structure is
commonly used and in this way aims to clearly show the link between a
linguistic form and a communicative function.

b) Personalizing language — makes the language more memorable through
personalizing the language in activities which enable students to express their
own ideas, feelings, preferences, and opinions.

c) Building awareness — stands for increasing knowledge of the social use of
language and practising it.

d) Building confidence — means strengthening ease and confidence in students so
that they are able to produce the target language quickly and automatically when

they need it.

This shows that speaking activities should be meaningful, engaging and they

should get students ready for potential social situations that involve oral interaction.

Although different terminology is used, Harmer (1998, 25-27) introduces

similar principles when foreign language teaching is addressed. He presents an ESA
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pattern, where the letters stand for Engage, Study, and Activate. These three
elements should be ever-present in the language practice, can occur in various
sequences, and make the learning process more effective. The activities need to
engage pupils and ensure that their emotions are addressed by, for example, being
asked about their opinions, feelings, and ideas. Pupils get interested in activities
based on games, music, discussions, stimulating pictures, dramatic stories, or
anecdotes. The study stage means that learners understand the structure of the
language and its constructions. This includes studying sounds, grammatical features,
vocabulary, and other aspects of the language that should be studied before
progressing to the next stage — activation. In this stage, as Harmer suggests, the
target language is used as freely and communicatively as possible for the students to
be able to activate their knowledge in the safety of the classroom in order to make it
less problematical for them in real life. This should include opportunities to rehearse
real-life situations with role-plays, debates, discussions, or descriptions.
Correspondingly, Thornbury (2012, 90-91) presents six essential criteria for
oral practice. These are (a) productivity, (b) purposefulness, (c) interactivity, (d)
challenge, (e) safety, and (f) authenticity.
a) Productivity — pupils should produce as much language as they can.
b) Purposefulness — activities should be meaningful and the pupils themselves
should consider them worth doing.
c) Interactivity — pupils communicate with each other.
d) Challenge — activities are challenging in a way that pupils are able to manage
them, but they are also acquiring new language.

e) Safety — pupils do not have to be afraid of failure.
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f) Authenticity — activities correspond with real-life situations and, therefore, are

useful to the students.

In essence, there are several basic rules that the teacher should follow in order
to make the language training productive: speaking activities should be engaging,
purposeful, interactive, challenging, and meaningful, and should be performed in a
safe environment to make the students feel comfortable. In the following section,

relevant activities are revised.

2.1.1 Accuracy-based activities

Before particular activities are introduced, it is important to mention that, when
practising speaking, it is desirable to proceed from controlled to guided activities,
and then to free activities. The first two focus on accuracy, while the third aims at
developing fluency. During controlled practice students produce a specific language
item and there is usually one correct response. The output is regulated by teacher’s
(or another student’s) interference when errors are made. A typical example of a
controlled activity is drilling or pair gap-filling. This type of activity allows learners
to focus exclusively on form without worrying about other aspects connected with
language use. Guided, or semi-controlled, activities give more freedom to students in
their output; however, there are still some limitations to the language they produce.
Learners still practise a specific language point, but they are not limited to one
response only — they can enrich it with language they already know, and also they
can personalize the content. Some examples of this type of activity are role plays and
dialogues based on specific language features, and short question-answer activities.
This practice equips learners with experience and confidence they need in the last

stage — free practice. Free activities allow students to use the language freely and
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independently. They can use any language they know, personalize it, and experiment
with it. As they actively use their personal knowledge, such activities are engaging,
challenging, and effective in terms of building both accuracy and fluency (adapted
from Cotter 2017).

Since this thesis concentrates on developing speaking for accuracy, only

controlled and guided activities are discussed in detail.

Thornbury (2012, 63-87) suggests several types of activities suitable for
accuracy work. These are (a) drilling and chants, (b) writing, (c) reading aloud, (d)

dialogues, () communicative tasks, and (f) task repetition.

Drilling and chants
Through imitating and repeating words, phrases, or whole utterances learners
notice the target language, which helps to move new items from working memory
into long-term memory and provides students with articulatory control of the
language. In this way, it also enhances fluency.
¢ Drilling — students echo key parts of a dialogue, or they repeat a specific structure
using different hints (e. g. flashcards).
e Chants — students repeat chants that rhyme and are contextualized.
e Milling activities — students walk around the classroom and ask each other
questions to complete a survey or to find a close match (e. g. Find someone

who...).
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Writing tasks
Writing can ease the transition from learning about the language to using the
language as it helps learners to extend the range of the language features they know
and are ready to use.
¢ Dictation — the teacher dictates useful expressions and students write them down,
then they can rank them or use them in a dialogue.
e Paper conversation — students perform a written dialogue.
e Computer-mediated chat — students exchange short typed messages on the
Internet; it resembles talking in real time, but in a much slower manner.
e Rewriting — students modify a written dialogue in terms of various aspects of
language (e. g. information, length, register); then, they can rehearse and perform

it.

Reading aloud
“Reading aloud is the natural ‘next step’ between writing and speaking”
(Thornbury 2012, 70). While reading aloud, learners can focus on the features of

speech, especially pronunciation, without having to plan the next utterance.

Dialogues
A dialogue is a natural part of using the language, and thus “any grammar
structure or lexical area can be worked into a dialogue with a little ingenuity” (Ibid.,
72).
e Items on board / Chunks on cards — expressions that should be used in a dialogue
are written on the board or on cards which students keep; when items are

integrated or used, they get wiped off the board or the respective cards are given
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away. Alternatively, the phrases can be represented in the form of drawings or
word prompts, or by speech acts (e. g. A: Greet B., B: Greet A.).

e Memorizing scripts — students are presented a dialogue that they practise until
they are able to perform it from memory.

o Disappearing dialogue — students practise reading a given dialogue aloud, then,
the teacher starts removing sections of it; the students have to identify what is
missing and thus memorize it.

¢ Dialogue building — a given dialogue is elicited from the students line by line by

means of using visual and verbal prompts.

Communicative tasks
Communicative tasks aim at distracting attention from the learner’s
dependence on declarative knowledge by increasing the processing demands of the
task, for example by reducing the time available or focusing on some extralinguistic
goals. Thus, “they prepare learners for real-life language use, and they encourage the
automation of language knowledge” (Ibid., 79).
e Information gap activity — students need to fill in a knowledge gap by
communicating with other students.
e Surveys — learners need to ask each other questions to find out information
typically walking around the classroom.
e Blocking games — students perform a dialogue, but one of them is supposed to
divert the predictable course by asking or saying something unexpected.
e Guessing games — games in which students ask yes / no questions to find out who

or what the asked person is (e. g. Who am 1?).
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Task repetitions

The theory behind task repetitions suggests that “task familiarity, if not exact
repetition, is a factor in the development of fluency” (Ibid., 85). However, there
needs to be some outcome set for the students to find the activity motivating.

e The Onion — a group is divided into two groups that face each other in a circle
performing a speaking task; the outer circle then moves round one chair to talk to
a new partner.

e The Poster Carousel — students prepare posters on a given topic and then talk
about them with their classmates in different parts of the classroom — half of the
students give presentations and the other half move from poster to poster; then,
they exchange.

e 4-3-2 — speakers present a monologue, which they repeat three times — first, they
are given four minutes, then the time limit is shortened to three, and, eventually,

two minutes. The aim is to achieve the same degree of detail each round

The mutual objective of these activities is to facilitate accuracy in spoken
English. As can be noticed, there is a wide range of them, and they can also be
altered and adapted according to specific needs. With regards to the topic of the
thesis, there is also a specific group of activities that promote movement along with
accuracy. Before these are presented, the significance of the involvement of bodily

activity in the process of learning is reviewed.
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3 Movement and learning

Pupils in Czech schools spend up to thirty-two lessons at school every week
(Educational Law 2017)% Most of the school subjects focus on developing cognitive
or mental skills and abilities. Therefore, the methods and techniques teachers use
require concentration and thinking, for which the sedentary position seems to be the
most appropriate arrangement. This implies that Czech schoolchildren spend around
twenty hours sitting at their desks paying attention, memorizing, understanding,
solving problems, producing language, and carrying out other cognitive processes.

Nevertheless, children and young teenagers are active in their nature, and
hence they need to engage themselves in some physical activity from time to time.
Besides, movement is highly beneficial to learners of any age and any subject, as will

be explained further.

Considerable research into this matter has been carried out and some of the
findings from various fields including psychology and neurobiology will be

discussed in this chapter.

Jensen (2005), for example, claims that movement is beneficial for learning in
a number of different areas. It helps to enhance (a) cognition, to bolster (b)
engagement and motivation, to improve (c) discipline, and contributes to (d) positive

physical state.

Cognition: memory and attention
The part of the brain that controls the coordination of movements and keeps

balance is the cerebellum. This part of the brain also influences cognitive functions

2 Skolsky zakon 2017 (the Czech Republic): http://www.msmt.cz/dokumenty-
3/skolsky-zakon-ve-zneni-ucinnem-od-1-1-2017-do-31-8-2017.
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and language. The cerebellum also cooperates with some parts of the cortex that
influence various processes such as memory, attention, and spatial perception. This
reveals the connection between movement and cognition, and demonstrates the fact
that one may influence the other (Jensen 2005, 83).

Moreover, attention is driven by a substance called amine, the level of which
changes over the day. “During a low time, you can raise amine levels with simple
activities characterized by change, movement, small learning risks, artificial urgency,
or excitement” (Ibid., 38). Consequently, with more attention, pupils can achieve

better results (Ibid., 35).

Engagement and motivation

Attention is closely connected with engagement and motivation. If pupils are
interested and also active, it is much easier to keep their attention.

Engagement, which has been discussed in the previous chapter, is an integral
part of learning a foreign language. The teacher can use physical activity to engage
pupils physically, and thus also mentally, and, possibly, even emotionally. This way
boredom and inactivity can be prevented (Ibid., 38).

As has also been explained previously, motivation plays a very important role
in the process of learning. A possible way to ignite positive feelings toward a subject
in students is to integrate physical activity because, as Chaouloff claims, “exercise
may increase catecholamines (brain chemicals such as norepinephrine and
dopamine), which typically serve to energize and elevate mood” (quoted in Jensen
2005, 64).

Games and play-like activities can offer students a relaxing atmosphere when
they are entertained and learn at the same time. Jensen supports this by stating that

“there is no controversy around the notion that we do play, and that it is generally
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good for us”, and moreover “[M]any play-oriented movements have the capacity to

improve cognition” (Ibid., 64).

Positive mental state and discipline

Classroom discipline considerably influences the learning process. Poor
discipline distracts everyone involved: the teacher, the misbehaving children, and
also the children who actually want to learn. Concentration on a game, following the
rules, and making effort to complete the game require a great amount of discipline
from the learner. Besides, as Jensen claims, creating positive emotions among
students, such as through games, is an effective way to address some behaviour

problems (Ibid., 49).

Positive physical state

Boosting students’ physical state is also very important as they “are
experiencing ... a healthy integration of mind and body” (Ibid., 65). Movement
increases blood flow which causes oxygenation of the brain, which is essential for its
good functioning. This means that “[W]hen we keep students active, we keep their
energy levels up and provide their brains with the oxygen-rich blood needed for
highest performance” (Ibid., 66).

In a similar manner, Elmakis highlights the need to integrate movement into
school curriculum and shows that implementing appropriate physical activity into
lessons other than Physical Education can be advantageous for several different
reasons. It can enhance concentration, memory, and classroom behaviour, positively
effect cognition and strengthen academic achievement, and it keeps pupils engaged
and motivated. Additionally, it helps to increase the time children spend doing some

physical activity during the day and may promote healthy lifestyle outside the
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classroom. He also asserts that movement can be incorporated in any school subject
(2010, 37-41).

In a way, Gardner's Multiple Intelligences [MI] theory also supports the
incorporation of movement into the learning process. The Ml theory which has been
already dealt with in the chapter “Learning a foreign language” defines, among
others, the bodily-kinaestetic intelligence as “the ability to use one’s body in highly
differentiated and skilled ways, for expressive as well as goal-directed purposes” and
“the capacity to work skilfully with objects” (Gardner, 1993, 206). This type of
intelligence is employed when pupils learn by doing and when activities such as
drawing, acting and grasping objects by hand are involved. Using the bodily-
kinaesthetic intelligence helps to show pupils the relationship between mental and

physical activities as mental abilities help to organize body movement.

3.1 Movement and language learning

Although Gardner does not clearly specify any relationship between movement
and language learning, Haley’s study (2004) on the implementation of Ml theory in
second language teaching indicates that students who had an opportunity to use
movement when learning achieved high success rates and were motivated to learn. It
was due to the fact that learning preferences of individual learners were respected
and their full learning potential was stimulated. “This provides further evidence that
the theory of multiple intelligence may have significant implications for instruction
in foreign and second language classroom” (Haley 2004, 171).

Another method that is often favoured in movement-oriented teaching and
learning is Total Physical Response [TPR] which is based on the natural order of

how infants learn their native language. They first only listen to and understand what
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is being said which is usually supported by movement on the part of the speaker (a
caretaker) or the listener (a child). After a period of silence when children do not
produce any language, first utterances occur. With practice and more complicated
commands, the utterances develop (Asher 2003, 2-3 — 2-4). This theory was
supported by long-term research which Asher conducted with both children and adult
learners of several different languages. The results indicate that TPR which is based
on the coordination of language and physical movement is beneficial for a foreign

language learning, namely developing speaking skills (Ibid., 2-17 — 2-18).

The data collected imply that involving movement in the learning process can
be a useful and efficient way to reinforce second language learning and acquisition.
There is a wide range of activities from stretching and walking to TPR and drama

teachers can choose from.

Since the thesis focuses on promoting speaking for accuracy through
movement-based activities, some possible activities combining both — movement and

accuracy practice — are presented in the following section.

3.1.1 Movement-based activities

Movement activities involve learning through movement. In these activities
pupils learn the language by using their bodies, objects, or manipulating and
mastering space. The benefits of movement have been illustrated in the previous

section. Now, a few examples of the activities will be described.
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Drama and role-play

Drama and role-play have the advantage of being meaningful in other way than
just being play-like and competitive. In drama and role-play pupils can practise any
language that is useful for real-life communication.

For accuracy practice, students can be given phrases or grammatical features
they have to use. When rehearsing, they repeat and hear the features several times,
and thus improve their accurate spoken production. For some physical activity, they
need to prepare a real piece of a play that they also need to rehearse and then

perform.

Find someone who ...

Find someone who ... is a well-known activity that can be adapted to almost
any grammar. The aim is to find a person who fits a given description by asking
questions.

The accuracy practice resides in repeating and hearing the same language item
several times until the right match is found. Movement is ensured when pupils are

asked to walk around the classroom to fulfil the task.

Form a line

Given some criteria, the class needs to form a line for example from the
shortest to the tallest one or from the youngest to the oldest one. To be able to form
the line, students have to ask questions, such as ‘When were you born?’ or ‘What is
your height?” to find out where they stand. When the line is formed, students also
need to explain where they stand and why using comparatives and superlatives: ‘I

was born on the .... so I'm older than .... and I'm younger than ... .

42



As the students are required to repeatedly ask and answer questions and at the
same time to justify their answers, they gain accuracy. Movement is employed
through finding the best position, or possibly through measuring height if the pupils

do not know it.

Hide-seek-and-describe

The class is divided into two groups. One group leaves the room, while the
other hides pictures or objects in the classroom. When everything is hidden, the
group outside enters the classroom and the pupils try to seek as many objects as
possible. In order to find the objects, the seekers have to ask questions and the rest of
the class can particularize their locations.

All pupils drill the language, and thus improve accuracy in their speech. They

also move when hiding and seeking objects.

Hot chairs

Hot chairs, or Fruit salad, is another well-known activity which can be adapted
to any grammar. Pupils arrange their chairs in a circle, but one chair is missing. The
person who does not have a chair starts the game standing in the middle of the circle.
He makes a statement and everyone to whom it applies or who agrees with the
statement has to change his or her seat. The aim is to remain seated as the person
who has nowhere to sit remains in the middle of the circle and starts the new round.

Accuracy is practised through repeating and hearing a given grammatical
feature several times and in different forms produced by individual pupils.

Movement is employed with changing seats.
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Jumping chants

Pupils practise saying a chant jumping over a jumping rope. The focus of the
chant can be on grammar, pronunciation, or functional language.

Chants are suggested by Thornbury as an effective method to promote
accuracy (see section 1.1.2 Drilling and chants). Jumping over a rope is a demanding

physical activity.

Running dictation

Running dictation is an engaging activity in which pupils improve their
accuracy in speech through reading, dictating and writing. Pupils work in pairs; each
person in the pair has its own ‘station’ opposite the other. One pupil has a text at his
station. He reads it, tries to remember as much as possible, and then runs to his
partner to dictate it exactly the way it is written. He needs to go back and forth
several times to complete the text. Then, they exchange their roles and work with a
new text. The text contains the language pupils are supposed to practise.

Accuracy is improved by working with the target language in several different
ways: reading it, memorizing it, and passing it over to another person on one part,
and hearing it and writing it down on the other. Movement is provided through

running.

As demonstrated by the given examples, there is a range of activities which
include both accuracy practice and movement. Most of them can be adapted to a

specific language focus, and thus be used in various contexts.
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When carefully prepared with respect to the rules presented in the previous
chapter, they should also be effective in terms of enhancement of speaking for

accuracy and attitudes towards learning due to increased engagement and motivation.
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Project Design

4 Introduction to Project Design

4.1 Research questions
On the basis of the theoretical findings, the following questions were suggested:

1. Is it possible to design movement-based activities that will correspond with the
content of the lessons?

2. Are movement-based activities effective as far as practising speaking for accuracy
is concerned?

3. Are activities based on movement and focused on promoting speaking for

accuracy engaging and motivating for pupils?

4.2 Research methods

In order to assess the efficiency of using movement-based activities in EFL
classes to develop pupils’ accurate oral production and enhance their motivation, and
thus answer the research questions, the following research methods were used:
e teacher’s reflections
e mini questionnaires for pupils
e subsequent written tests

o delayed written tests

4.3 The groups tested

The research was conducted at Gymnazium Varnsdorf, in lower grade classes —
the sixth, the seventh, and the ninth.

For the subject of English each class is divided into two or three groups on the

basis of their level — weak, medium, and strong, and these groups follow the
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curriculum accordingly. This allows pupils to study the language with respect to their
needs and abilities. Moreover, there are fifteen students in one group at maximum,
which also makes the lesson convenient for both the teachers and the pupils.
Generally, the pupils are capable learners motivated to learn, they are mostly
active and playful. However, these characteristics slightly differ with each group as

will be described successively.

The sixth grade

This group consists of fourteen pupils at the age of eleven and twelve, which
makes them the youngest learners in school. This particular group is the weakest one
within the sixth grade, which means that the pupils are complete or false beginners.
Therefore, the content of the lessons is mostly basic. Besides, due to the inclusion in
Czech schools, there are some pupils with learning difficulties: two girls with
dyslexia and one boy with ADHD.

Most of the pupils in this group are eager to learn and willing to participate.

They also appreciate game-like and non-traditional activities.

The seventh grade

Although this group is at the medium level, they are strong learners and their
results are very good. They are highly motivated to learn and they like to participate
in the lessons. They are enthusiastic and enjoy playing games very much. As far as
their activity and enthusiasm are concerned, they are a rather distinctive group. They
are very energetic and always ready to express their ideas, needs, and wishes. This
sometimes causes discipline problems, and thus it is convenient to employ tasks in

which they can use their energy in a productive way.
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There are eleven pupils at the age of twelve or thirteen and their English is

approximately between the levels of A1+ or A2.

The ninth grade

The ninth-graders’ group is a group of twelve young teenagers at the age of
fourteen and fifteen. This makes them slightly different from the other two groups as
they are less playful and energetic. Still, they are always willing to take part in
classroom activities and they once expressed their wish to involve drama in the
lessons. They are the strongest group within their grade and they are mostly very
strong learners with talent and interest for languages. However, there are three
weaker pupils who slightly fall behind the others in their performance.

The level of this group is approximately B1.

Overall, with some exceptions, the groups are very active, motivated to learn,
and they are good learners. Possibly, this will positively affect the results of the

research.

4.4  Project implementation

The activities used in the English language classes were either newly created or
adapted on the basis of generally known activities or activities taken from resource
books.

In most cases, the activities were designed to correspond with the content of
the lessons. Then, they were incorporated in the production stage preceded by the
presentation and practice stages.

In some cases, the target language was not part of the lesson content. The
activity was then used in extra lessons such as during transitions between a finished

book to a new book, or at the end of the school year. Therefore, the presentation and
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practice stages were reduced to a minimum and the main attention was paid to
proper oral practice in the production stage.

All the suggested activities were designed to involve moderate physical activity
and production of the correct target language with respect to the findings presented in
the theoretical part. Hence, the following criteria were specified for their design.

The activities must:
¢ include the movement component (physical activity, manipulation of objects, or

mastering space)

provide the opportunity to practise speaking for accuracy

be based on what the pupils learnt in previous lessons

be motivating for pupils

be manageable

After successful implementation of the activity, each group was given a mini
questionnaire, a written test, and with some groups also a delayed written test. The
pupils’ reactions to activities were also systematically observed by the teacher.
In the following part, the procedure of each activity is described and explained

and reflected on. Then, the results are presented and analysed.
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5 Lesson plans

5.1 Lesson plan 1

Movement-based activity: Onion quiz

Group: 9th grade (14-15 years old)
Time: 45 minutes

Target language: The passive — questions and affirmatives

The aim of the activity: To practise the passive in the correct spoken form to enhance

pupils’ speaking for accuracy; to integrate movement to enhance pupils’ learning and
motivation.

Learning objectives: After the lesson, the pupils will be able to use the practised

grammar in its correct form.
- questions in the passive: Where was Mona Lisa painted?
- answers in the passive: Mona Lisa was painted in Italy.

Purpose / Rationale: To practise the passive questions and answers in the correct

spoken form, and thus enhance pupils’ accuracy, and potentially also fluency; to give
pupils possibility to have some physical activity; to practise the target language along
with their general knowledge; to enable pupils to see how the passive is used; to
experience an activity that correspond with the topic of the unit (TV and

programmes).

Assumed knowledge: The structure and the use of the passive; the general
knowledge needed for the quiz.

Anticipated problems: Pupils’ difficulties in forming the past participle of the verbs —

the teacher monitors and corrects what is necessary; odd number of pupils — one
pupil can help with organization or the teacher can participate in the activity.

Materials: whiteboard and markers, worksheets
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Resources: Thornbury (2012, 86) — the Onion

1. Lead-in 5 min

Teacher writes an example sentence on the whiteboard. Students use this sentence to
ask and answer questions in the passive.

Example: Somebody built the house in 1994.

T: “Ask a question using the passive, so that the answer is 1994.” - P: “When was
the house built?” T: “And now answer it using the passive.” - P: “The house was
built in 1994.”

T: “Why is the passive used here?” - P: “Because we don 't know who built it. | etc.

Aim: To revise a previously learnt structure and its use.

2. Onin quiz activity 25 min

In this activity, the pupils work in two concentric circles. The aim is to ask and
answer general knowledge questions using the passive. There is an equal number of
those who ask questions — presenters, and those who answer the questions —
contestants. The presenters have a set of three incomplete questions they first need to
form and then ask each contestant, for which they have one minute (see Appendix 1).
After one minute, both circles move to diverse directions to make new pairs. While
the pupils are doing the activity, the teacher monitors and helps with potential
mistakes. She also watches the time and gives additional instructions. After each
presenter questions all contestants, their roles and positions change and another
round starts.

T: “You’ll now play a quiz. In a quiz or game show, what do we call the person who
competes?” — P “A contestant.”

T: “And who is the person who asks the questions?” — P “A presenter.”
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T: “Yes, very good. Now, six of you will be the presenters and six of you will be the
contestants. The presenters will get a set of incomplete questions which they’ll need
to form correctly using the passive and then ask the contestants. For example, you'll
get: Where/ Mona Lisa/ paint ? — What is the question?” — P:. “Where was Mona
Lisa painted?”

T: “Yes. And now, the contestant answers the question saying the whole sentence
using the passive. What is the whole answer if it was in Italy? - P: “Mona Lisa was
painted in Italy.”

T: “Great! The presenters will get the questions together with the answers, so they’ll
know them.”

The teacher now sets the roles and distributes the lists with questions to the
presenters.

T: “Presenters, think of the forms of your sentences. If you are not sure of any,
please ask me in secret, so that nobody knows your questions. Contestants, please
take a pen and a piece of paper, come to the front and make a circle standing back to
back. Presenters, do you have any questions?”

T deals with potential questions.

T: “Presenters, please come here and make the outer circle each of you facing one
contestant. When the quiz starts, you have one minute to ask and answer as many
questions as possible. Please, use the whole sentence. Let’s have an example.
Imagine you get this: Who / Romeo and Juliet / write / by?. What is the question?” —
P: “Who was Romeo and Juliet written by?”

T: “Yes. Now, Simon, you're the presenter. Please ask your partner this question.

’

And Ivona, you answer.’

52



S: “Who was Romeo and Juliet written by?” — |: “Romeo and Juliet was written by
Shakespeare.”

T: “Yes, very good. Shakespeare is the correct answer, so Ivona gets one point. Her
sentence was also grammatically correct, so she gets another point for that. So, you
get one point for the correct answer and one point for using the correct grammar.
Contestants, write your points down. Let’s also try changing of your positions. After
one minute, I’ll give you a signal and you’ll move — the outer circle, the presenters,
will move one step to the right, and the inner circle, the contestants, will move one
step to the left. Ok, the minute is up now. Change your positions.”

The pupils move according to the instructions.

T: “Great! At some point, you will see the same faces again. When this happens, you

need to take one more step to talk to somebody you haven't talked to yet. Please go

back to your positions. Do you have any questions? If not, the quiz starts NOW.”

Aim: To practise the already known grammatical structures in the correct spoken

form to enhance speaking for accuracy.

Thesis focus: speaking for accuracy

The presenters ask 3 questions which they repeat several times. The contestants
produce 3 answers with each presenter forming sentences using the same structure.
Both groups then repeat and hear the target language many times, and thus
internalize it. As pupils change their roles, they all have the opportunity to practise
producing the structure of both the passive affirmative and the passive interrogative

sentences.
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Thesis focus: movement

For about 15 minutes the pupils are standing participating in the activity. Every
minute they have to move in one direction, so that each student talks to a new
partner. This provides them with a moderate physical activity while practising

spoken English.

4. Closure 5 min
When the quiz is finished, pupils go back to their seats to count their points. They are
given praise and a round of applause from their peers. If time permits, the group can

also go through the questions and answers together.

Aim: To give feedback to the pupils on their participation in the activity.

5. Feedback 8 min

The pupils are given a questionnaire together with a short written test (see Appendix
2).

Aim: To find out about the pupils’ attitude towards the activity and to see its

efficiency.

6. Conclusion 2 min
The teacher evaluates the lesson, summarizes what has been done and praises the
pupils’ work and activity.

Aim: To close the lesson, to assess pupils’ work.

Teacher’s reflection
A game-like activity in the form of a quiz seemed to be chosen appropriately
for this group. Both the arrangement and the content were suitable with respect to the

pupils’ age, knowledge and level of English.
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The lead-in stage helped the pupils to remember the structure of the passive
they had learnt in the preceding lessons. This contributed to the fact that the pupils
were able to form the questions and answers without any major difficulties during the
main activity. Besides, it served as a bridge between the content of the previous
lessons and the main activity.

In the main activity, the demonstration of the beginning of the Onion quiz was
useful for smooth progress of the activity in which the pupils worked independently
of the teacher’s assistance. They followed the instructions without further hindrance
and completed the quiz successfully. As mentioned above, they did not have any
serious problems with using the target language and mistakes were rarely made.
They also seemed to be enjoying the activity very much; they were engaged and
participated actively.

Throughout the activity I monitored the pupils’ performance to facilitate the
progress and to correct potential mistakes. I listened to most of the pupils’ questions
and corresponding answers, and when a mistake occurred, | helped the pupil to
correct his or her sentence and made sure they repeated it correctly. More attention
was paid to the production of pupils with poorer performance than those who most
likely faced fewer difficulties.

Towards the end of the activity it became apparent that with more practise the
pupils became more skilful in using the target language. Asking and answering took
less time and they managed all questions without any problem, and some of them
were even waiting for the time to come up. As far as the speaking practice is
concerned, such exercise proved to be efficient. Evidently, the pupils mastered the

given language feature and gained articulatory control of it. With regards to the
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game, the teacher should give the pupils more questions to ask to avoid moments of
waiting.

In the closure stage, the pupils counted their points eagerly and were pleased
when they could share their good results with the rest of the class. This showed their
competitiveness and enthusiasm for the game.

All in all, the pupils practised the target language in its correct spoken form
while being involved in a physical activity. Apparently, they improved their accuracy

in spoken English as well as enjoyed fulfilling the task.

Questionnaire analysis

In order to find out more about the pupils’ preferences and perception of the
activity, together with its effectiveness, written questionnaires with a short test were
given to them (see Appendix 2). The answers to the questions in the questionnaires

are summarized below.

1. Did you like the activity? Why / why not?

The first question aimed at discovering pupils’ attitude towards the activity and
their reasons for it. Seven pupils liked the activity, four did not mind it and one pupil
did not like it.

They stated the following reasons why they liked the activity: “It isn't sitting
at our desks.”, “It was real fun.”, “It was exciting.”, “Because we should study [in
movement].” The reason why the one pupil did not like it was because she finds
herself shy.

These positive results show that a larger part of the group enjoyed the activity.
Some pupils were rather neutral, which is not negative either. One pupil did not

enjoy the activity, but it was not caused by the movement component involved. It
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was the result of the fact that she is not a strong speaker, and thus feels shy in

communicative activities.

2. Would you like to do similar activities more often?

This question was asked in order to find out whether the pupils would
appreciate if similar types of activities were employed more often.

Nine pupils expressed the wish to do such activities frequently, two would not
mind it, and one would not enjoy it. Thus, it is clear that the pupils would welcome
the opportunity to experience similar activities with higher frequency. It may mean
that if alike activities were employed more often, pupil would be more motivated to

learn.

3. What were the benefits of the activity?

This question with the possibility to choose more than one option was designed
to identify what the pupils themselves thought they gained from the activity.

Even though this question may seem rather difficult for the pupils to answer,
they did not have any problems responding to it. From the answers, it became clear
that the pupils mostly perceived practising spoken English and moving instead of
sitting at their desks as benefits. Some of them also appreciated the fact that they
could communicate with their classmates and one pupil said that he had found out a
lot of new information.

Since the aims of the activity were to practise speaking for accuracy and to

involve movement, these are very satisfying results.

4. What have you learnt?
The last question with the possibility to choose more options aimed at finding

out what the pupils thought they learnt.
57



Although all pupils used the passive voice throughout the activity, only eight of
them identified it as a learnt item. This may be due to the fact that the pupils are
rather strong and some of them may have felt that they had been able to use the
passive voice before. Many of them also learnt some general knowledge contained in
the quiz questions, which is an additional advantage of the activity, and also a cross-
curriculum content of the lesson. One pupil felt that he learnt to speak some English.
None of the pupils had the feeling that nothing at all was learnt, which is a very

positive fact.

The data shown above illustrate that most of the pupils found the Onion quiz
activity engaging, productive, effective in terms of learning, and they also

appreciated the movement element.

Tests analysis

At the end of the questionnaire, there was also a short test (see Appendix 2) to
verify how well the pupils can form sentences in the passive. There were five
affirmative sentences in the active voice that were supposed to be transformed into
passive affirmative sentences.

The pupils completed the test with 92% success. The majority of the pupils had
it all correct and some made only tiny mistakes not really connected with the passive.
However, there was one pupil who had all five sentences incorrect, e. g. Otto
Wichterle was invented contact lenses. The reason why this happened is unknown, as
the teacher monitored the activity carefully and did not notice any mistakes of this
kind. Moreover, the pupils communicated with each other, which means that they
could help each other with occasional mistakes. Yet, the structure this pupil used

seems mixed with present or past perfect tenses discussed in the lessons before.
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Still, 92 % is a very satisfactory result, which shows that this group has learnt,
and hopefully also acquired, the language feature well.
Nevertheless, due to the strength of this group, it is rather difficult to judge the

efficiency of the activity and say how much it contributed to these positive results.

Delayed test analysis

One month later, this group was given a short test on the passive to complete. It
was designed to find out if the given activity is also beneficial in terms of retention.

The pupils were supposed to make questions and corresponding answers in the
passive based on given hints (See Appendix 3a). These results were also satisfactory
as the pupils completed the test correctly in terms of the passive structure. There
were only small errors, such as the past participle forms of the verbs or the
distinction between the use of the present and the past simple in sentences where the
tense is not clearly set.

As far as retention is concerned, the tests showed that the pupils kept the
structure well in their memory, which may mean that it has been well internalized.
They also remembered a complicated type of a question, such as “Who was Romeo
and Juliet written by?”, which they only encountered in the game. This proves that
the activity was effective; the pupils not only learnt the target language, but it also
remained in their long-term memory, which can subsequently contribute to

developing fluency in speaking.

5.2 Lesson plan 2

Movement-based activity: Travelling around the world

Group: 9th grade (14-15 years old)

Time: 45 minutes
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Target language: Articles with geographical names

The aim of the activity: To practise the use of articles with geographical names in the

spoken form to enhance pupils’ speaking for accuracy; to integrate movement to
increase pupils’ learning and motivation.

Learning objectives: After the lesson, the pupils will be able to use correct articles in

front of different geographical names.

Purpose / Rationale: To practise the articles with geographical names in the spoken

form, and thus enhance pupils’ accuracy, and potentially also fluency; to give pupils
possibility to have some physical activity; to practise the target language along with
some geographical knowledge; to experience an activity that corresponds with the
topic of the unit — travelling.

Assumed knowledge: Theoretical knowledge of the use of the articles with

geographical names from the previous lesson; some geographical knowledge needed
for the activity.

Anticipated problems: Ps’ insufficient knowledge of English equivalents of the

chosen geographical names — T monitors and helps when necessary; odd number of
pupils — one group of three.
Materials: whiteboard and markers, worksheets, maps and pictures of given

countries, sticky tack

1. Lead-in 5 min

T shows maps and pictures of chosen countries and asks Ps some information about
them to elicit and revise the needed articles. She writes the examples on the board.
The focus is on countries, continents, capitals, mountain ranges, rivers, languages,
and/or seas and oceans. The countries are the Czech Republic, France, the UK, the

USA, Australia, and Canada.
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T: “What country is it?”” — P “It’s Australia.”

P: “What is the capital?” — P:. “It’s Canberra.”

T: “What country is this?” — P “It’s the United Kingdom.”
T: “Which continent is the UK in?” — P “In Europe.”

>

T: “What country is this?” — P. “France.’

2

T: “What is the highest mountain range there?” —P. “The Alps.”, etc.
T: “Do we use ‘the’ with continents?” —P: “No, we don’t.”

T: “Give me some examples.” — P1: “Europe.”, P2: “Australia.”

T: “Do we use ‘the’ with countries?” — P: “Normally, we don’t.”

T: “Give me some examples.” — P1: “Italy.”, P2: “China.”

T: “Ok, do we sometimes use ‘the’ with countries?” — P: “Yes, when there are more
words in the name / when there are words such as kingdom, republic, emirates.”

T: “Give me some examples.” — Pl: “The Czech Republic.”, P2: “The United
Kingdom.”, etc.

Aim: To elicit and revise the articles necessary for the main activity; to make a

connection between the content of the previous lesson and the main activity.

2. Preparation: gathering information about countries 10 min

T tells Ps that in a while they are going to travel around the world, but first they need
to find out information about given countries. Ps work in pairs and each pair chooses
a country and gets a list of mixed names of geographical features from all the given
countries, but without articles (see Appendix 4). Their task is, first, to choose the
information that is relevant for their country, to prepare what geographical features
the names stands for (e. g. London — the capital city of the UK), and then, to add the

definite article when needed.
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T: “In a while, you are going to travel around the world, but first you need to know
some information about the countries we have just gone through. We will also need
some guides who know specific countries well. Jirka and Petr, which country would
you like to be a guide in?” — Ps. “France.”

T. “Ok, here is the map and the pictures, but don’t do anything yet. lvona and
Sophie, what about you?” — Ps: “The UK. ", etc.

T: 1 will now give you a list of mixed geographical names. First, you will choose the
information that is connected to your country. Second, you will write down what they
are: Is it a continent? Is it the longest river? Etc. Then, you will add the definite
article to the geographical names if needed. You can check the articles on the board.
When you are ready, raise your hands and I'll check your answers. You have eight
minutes.”

T monitors and helps when needed. When Ps are ready, she checks if the Ps’

information and articles are correct.

Aim: To prepare information needed for the main activity; to motivate Ps for the

following stage.

3. Travelling around the world activity 20 min

In this activity, Ps work as guides and travellers in chosen countries. The aim is to
ask and answer questions about geography of these countries using the definite
articles or no articles correctly. T writes the questions on the board.

There is an equal number of guides and travellers. The guides have their own place
in the classroom where they stick the map and pictures. They stay there while the
travellers come and ask questions about the country. Each traveller has one and a half

minutes to find out as much information as possible about each country.
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T: “Now, each country needs its place in the classroom. France can be here, the UK
here, ... . Please stick your maps and pictures somewhere there, but not on the wall,
please. The sticky tack is prepared for you. Take the list with the information about
your country with you. Also, each of you takes a piece of paper and a pen.”
T: “In your pairs, one of you becomes a guide and one of you becomes a traveller.
Please choose your roles now. In the next round, you’ll exchange your roles. Guides,
you stay in your country and you'll answer the travellers’ questions about it.
Travellers, you'll travel to each country and you will ask the following questions:

e What country is it?

e What is the capital city?

e What is the main language?

e What is the highest mountain range?

e What is the longest or best-known river?

e Isthere any sea/ocean / island?
Please repeat after me.
Guides, please answer the questions saying the whole sentence and make sure you're
using the articles correctly. Travellers, you travel with a pen and a piece of paper
and write all the information down. You can also use the maps and pictures to show
the places, but be careful, you only have 1.5 minutes for one country. 1’// give you a
signal to let you know that the time’s up. Then, you go to another country. Everybody
moves clockwise. Let’s have an example. Travellers, go to the first country on your
right.” - PS move.
T: “Now, say hello and ask the first question, and guides you answer it.” — PS:

“Hello! What country is it?” —Ps: “It’s ... .”
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T: “Good. Now, imagine the time is up and you need to go to another country. Move
to the right.” — PS move.

T: “Very well. You can go back to the first country and start your travel. I'll give you
a signal when the time’s up. Your travel finishes when you’re back to your home
country.”

While Ps are fulfilling the task, T monitors and facilitates the activity and corrects
potential mistakes. When the first round is completed, Ps exchange their roles and

the new round starts.

Aim: To practise the previously discussed grammatical item in the correct spoken
form to enhance speaking for accuracy; to integrate movement into the learning

process; to link the content of the unit, the grammar, and the activity.

Thesis focus: speaking for accuracy

The guides provide about six pieces of information to several travellers, and thus use
the practised target language several times in its correct form. The travellers hear this
from the guides, and also write it down. This helps both groups to internalize the
language item. Besides, the pupils exchange their roles, which provides all of them

with both kinds of experience — speaking as well as listening and noting.

Thesis focus: movement

The activity takes about 20 minutes. The pupils first need to stick their maps and
pictures to an appropriate place. Then, they are either standing at their stations, or
they change their positions every 1.5 minutes to talk to a new partner and to find out
new information. In this way, they are practising their speaking while being involved

in a moderate physical activity.
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4. Closure 8 min

Ps take all their materials and go back to their seats. Then, they share the information
they found out with the rest of the class.

T: “What do you know about the United Kingdom?” — P1. “It lies in Europe.”, P2:

“The capital is London.”, P3. “They speak English.”, etc.

Aim: To give feedback to Ps and to check how well they worked.

5. Conclusion 2 min
T evaluates the lesson, summarizes what has been done and praises Ps’ work and

activity.

Aim: To close the lesson, to assess Ps’ work.

Teacher’s reflection

This activity appeared to be suitable in terms of all the group’s age, level of
English and general knowledge.

The lead-in stage served as a review of the rules of the use of articles with
geographical names. This helped pupils to be able to choose the right articles in the
preparation stage and, consequently, to complete the main activity successfully.

In the preparation stage, the pupils found out the necessary information for
fulfilling the task in the main activity. Hence, they were ready to use the target
language correctly. This stage should have also included pronunciation practice of
unknown geographical names to facilitate pupils’ production. However, I did not
consider this before the activity, and therefore had to help the pupils with their
pronunciation throughout the course of it.

The progress of the activity, apart from the pronunciation difficulties, was

smooth. On account of the example provided at the beginning of the activity, the
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pupils understood the arrangement of it without any problems. With regards to the
target language, most pupils used it correctly. However, there were some pupils who
were enthusiastic about the task, but they were rather negligent in using the articles.
They seemed not to find them important or necessary. In such situations, these pupils
were reminded of the target language, were asked to use the articles appropriately,
and then extra attention was paid to their production.

The pupils were all engaged in the activity, enjoyed sharing information with
their peers and finding out information about different countries. Some pupils
seemed to need more time to provide additional information that was not assigned.
The pupils’ enthusiasm and level of participation was satisfactory, and thus the
activity proved to be engaging and motivating.

The closure stage was important for the teacher to learn about the benefits of
the activity and to give feedback to pupils. Unfortunately, the lesson plan was too
ambitious and the preparation stage as well as the main activity took longer than
planned. Therefore, it was impossible to go through this stage, which was then

moved to the following lesson.

Questionnaire analysis

With the intention to discover the pupils’ attitude towards the activity and their
ideas about it, a written questionnaire (see Appendix 5) was completed by them in
the next lesson of English.

Ten pupils were present in the lesson, so the total number of the answers is ten.
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1. Did you like the activity? Why / why not?

The answers to this question revealed that eight pupils, which is a vast
majority, liked the activity. Two pupils did not mind it and there was no one who
would not like the activity at all.

Some reasons why they liked the activity were as follows: “We could talk more
in English.”, “I really liked the opportunity to speak English.”, “We learned
something new.”, or “It was something new and different.”

These answers and the reasons for them demonstrate that the pupils mostly
enjoyed the activity and they appreciated the opportunity to practise their speaking,
to find out some information, and to experience an unusual activity. This supports the

fact that such activities may increase pupils’ motivation, and thus learning.

2. Would you like to do similar activities more often?

Correspondingly, the majority of the pupils (7) would be grateful if similar
activities were implemented more often. Two pupils would enjoy such activities with
moderate frequency — they would not mind it, but not too often. One pupil - the shy
girl mentioned with regards to the previous activity - would avoid such activities
completely. She does not feel comfortable in communicative activities and prefers
working on her own.

Consequently, the implementation of similar activities could increase learners’

engagement and motivation.

3. What were the benefits of the activity? (more options possible)
The appreciation of the fact that spoken English was practised appeared eight
times. It means that the pupils welcomed the opportunity to speak, and hence

improve their speaking skills. The movement element was appreciated six times.
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Evidently, the pupils enjoyed moving around the classroom instead of sitting at their
desks. Three pupils also liked communicating with different people.

The activity aimed at promoting speaking for accuracy and integrating
movement into the learning process. The fact that the pupils viewed the elements of

speaking and movement as benefits contributed to fulfilling the main aims.

4. What have you learnt? (more options possible)

In pupils’ opinions, most of them (8) claimed that they learnt articles as well as
information about chosen countries (9). Since articles were the target language, it is
positive that the pupils themselves perceived it as something they learnt. Together
with the result from the previous question, from the pupils’ perspective, the goals of

the activity were achieved.

Test analysis

In order to identify the efficiency of the activity in terms of accurate speaking,
together with the questionnaire, the pupils were asked to complete a short test based
on adding articles to geographical names (see Appendix 5).

Seven pupils completed the test with 100% success. The rest of the pupils
made only one mistake each. Surprisingly, two times the definite article with
‘Europe’ appeared. This may be influenced by the term ‘the European Union’ which
the pupils probably encounter very often. Still, the overall result is 92 %, which is a
very positive result. This may prove that the activity was very effective as far as

speaking for accuracy is concerned.

Delayed test analysis
In two months’ time a delayed test was given to the group to complete. It was

designed to find out how much of the target language the pupils managed to keep in
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their long-term memory. It was a short test with five sentences which contained
various geographical names (see Appendix 3b).

Six pupils had all the answers correct. Three pupils added the definite article to
‘Europe’, but two of them were different pupils from those who used this
combination in the first test. They may have mistaken it for the European Union, too.
One pupil used the definite article with ‘Rome’. The reason is unknown. However, I
would attribute it to overthinking, as | would not expect any of the pupils to say for
example ‘the Varnsdorf” or ‘the Prague’.

Still, four mistakes out of fifty items makes 92% success, which is, concerning
such a difficult subject matter, a very good result. This shows that the activity

contributed to pupils’ learning and retention.

Overall, this activity proved to be motivating, engaging, and efficient.

5.3 Lesson plan 3

Movement-based activity: Shopping

Group: 6th grade (11-12 years old)
Time: 45 minutes

Target language: Phrases useful for shopping (Can I have ...?, How much is it?, It’s

... £., Here you are., I'm sorry, we don’t have any.)

The aim of the activity: To try out shopping in English and practise useful phrases in

the spoken form to enhance pupils’ speaking for accuracy; to integrate movement to
increase pupils’ learning and motivation.

Learning objectives: After the lesson, Ps will be able to carry out basic shopping.

Purpose / Rationale: To learn and practise using phrases needed for basic shopping,

and thus enhance pupils’ accuracy; to give pupils possibility to have some physical
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activity; to practise the target language while revising previously learnt vocabulary;
to experience an activity that partly corresponds with the topic of the unit — In the

town.

Assumed knowledge: Most of the vocabulary needed for the activity (names of
shops, items on shopping lists); some grammar that the phrases contain (present
simple, articles, some/any).

Anticipated problems: Some features of the target language might be completely

new (Can I have ...?, How much is it?) and thus difficult for some pupils — T closely
monitors Ps and helps when necessary; instructions might be difficult to understand
in English — T uses Czech.

Materials: whiteboard and markers, realia — goods brought by T, cards with names of

shops, shopping lists

1. Lead-in 2 min

T asks Ps if they like shopping and if yes, then where.

T: “Who likes shopping? Raise your hands.”

T: “What is your favourite shop?” — PLl: “I like supermarkets.”, P2: | like shoe
shops.”, etc.

T: “What other types of shops do you know?” —P1: “Newsagent.”, P2: “...”, etc.

T: “Excellent! We’ll go shopping today!”

Aim: To revise types of shops Ps know; to motive Ps for the main activity; to link the

content of the previous lessons with the main activity.

2. Pre-teaching: Vocabulary 10 min
Together with Ps, T revises, elicits, or introduces needed vocabulary with the use of

realia. New words are written on the board and their pronunciation is practised.
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T. “We’ll go shopping today, but we’ll have more types of shops. For food — fruit,
vegetables, bread, cheese, etc. — you go to a GROCERY. Please repeat after me —
grocery.” —Ps: “Grocery.”

T: “Where do you go for the newspaper?” — P. “To the newsagent.”

T: “Yes, very good. People go to the NEWSAGENT to buy newspapers, bus tickets,
or cigarettes.”

T: “Where does a doctor send you to buy some medicine?” — “To the CHEMIST’S.”
T: “Yes. And in the United Kingdom, for example, you can also buy shampoo or
toothpaste at the chemist.”

T: “Where do you buy shoes?” —P: “In a SHOE SHOP.”

T: “Yes. And if you want to buy a book, where can you go?” — P: “To a
BOOKSHOP.”

T: “Yes, excellent. You can buy books, dictionaries, or notebooks in a bookshop.”

T: “The last shop is called STATIONER'’S. You can buy paper, pens, or notebooks
there. Please repeat after me — stationer’s. — P: “Stationer’s.”

T: “There are some things you can buy in our class shops today. What is this?” — P:
“It’s an apple.”

T: “Yes. And what is this? ” — P: “A banana.”

T: “That’s right. What is this?” - P: “It’s water.”

T: “Good. And the water is in a BOTTLE, so it’'s A BOTTLE OF WATER. Please
repeat after me — a bottle of water.” — Ps: “A bottle of water.”

T: “Where can you buy these things?” —P: “In the grocery.”

T: “Excellent. You can buy food in the grocery. Ok, what is this?” — P: “It’s a
book.”, etc.

Aim: To introduce needed vocabulary, and thus prepare Ps for the main activity.
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3. Pre-teaching: Phrases 8 min

T introduces or elicits phrases which are necessary for the activity. She writes them
on the board in order for Ps to see them during the main activity. Pronunciation is
practised.

T: “Now, we’ll have a look at some language you need for your shopping. The
person who works in a shop is a SHOP ASSISTANT and the person who goes
shopping is a CUSTOMER. Repeat after me — shop assistant, customer.” — PS: Shop
assistant. Customer.”

T: “Ok. What is the first thing you say when a customer enters the shop?” — P1:
“Good morning.”, P2: “Hello.”

T: “Yes, you can say ‘Good morning.’, ‘Good afternoon.’, or just ‘Hello.’. Please
repeat after me — Good morning.” — PS: “Good morning.”, etc.

T: “Ok. In the shop you want to buy e. g. a book. Does anyone know how to say it?”
—Ps: ...

T: “You say: ‘Can I have a book, please?’ Please repeat after me — Can | have a
book, please? - Ps: “Can I have a book, please?”

T: “Now, the shop assistant gives it to you and says ‘Here you are.’ It means ‘Tady
Mdte. ‘ Repeat after me — Here you are. “ — PS. “Here you are.”

T: “The customer now wants to know the price, the cost. How can you ask?” —Ps: ...
T: “You say ‘How much is it?” — Kolik to je?. Repeat after me — How much is it? " —
Ps: “How much is it?”

T: “How do you answer this question?” —P: “It’s ... .”

T: “Yes, very good. It’s £1 /one pound/. It’s £2 /two pounds/. Pound is ‘libra’, the

money in the UK. Please repeat after me — one pound, two pounds.” — PS: “One

pound, two pounds.”
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T: “The customer gives the money to the shop assistant and says ‘Tady mate. How
do you say it in English? “ — P. “Here you are.”

T:. “Yes, great! Now, you just say ‘Thank you. Bye.’ Repeat after me — Thank you.
Bye.” — Ps: “Thank you. Bye.”

T: “If you come to a shop and they don’t have the thing you want, what does the shop
assistant say?” — P: “I don’t have it.”

T: “Yes, you can, or ‘We don’t have any.’ Repeat after me — We don’t have any.” —
Ps: “We don’t have any.”

T: “And the customer can say ‘Ok, that’s fine. Thank you.’ Repeat after me — OK,
that’s fine. Thank you.” — Ps: “Ok, that’s fine. Thank you.”

Aim: To introduce needed phrases, and thus prepare Ps for the main activity.

4. Rehearsal 5 min

Ps work in pairs and practise the dialogue presented in the previous stage. Each of
them practises both roles.

T: “Now, try the dialogue in your pairs. One of you is the customer and one of you is
the shop assistant. Then, exchange your roles. Everything costs 1£.”

Ps are practising the dialogue in pairs.

Aim: To rehearse the dialogue for the Ps to be able to use the language without much

difficulty in the main activity.

5. Shopping activity 18 min

Ps are divided into two groups: a group of shop assistants and a group of customers.
Shop assistants choose their shops, find places for them in different parts of the
classroom, and arrange their goods. Customers get a shopping list of four items (see

Appendix 6). Their task is to buy at least three items (real objects such as a banana, a
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book, a bottle of water, ...) from three different shops using the vocabulary and
phrases practised previously. Each item costs £1.

T: “We’ll now go shopping. There are five shops, so we need five shop assistants.
Who wants to be a shop assistant now? Ok, come here, take one card with the name
of the shop and take the things you need. Then, find your places in different parts of
the classroom and prepare your shops. The rest of you are customers. I'll give you
each a shopping list with items to buy. You need to bring at least three things from
three different shops. Both customers and assistants use the language that is on the
board. Everything costs 1£. You can go shopping now.”

Ps do the shopping, T monitors and facilitates the activity, and corrects mistakes
when needed. When the shopping is finished, Ps have to say what items they have.
Then, they exchange their roles and a new round of shopping starts.

T: “Now tell us what you have.” — P1: “I have a pen, an apple, and toothpaste.”, P2:
“ have...”, etc.

T: “Great. Change your roles now. Shop assistants, choose your shops, take the
things back and prepare your shop. Customers, here are your shopping lists. Use the
articles if they’re written on the list. Bring at least three things from three different

shops. You can go shopping now.”

Aim: To practise language useful for shopping; to increase Ps’ accuracy in spoken

English; to integrate movement into the lesson.

Thesis focus: Speaking for accuracy

The activity was designed to require the use of presented phrases only. Hence, there
is a narrow range of language items to use. Pupils then produce and hear the same

phrases all over again, and also have plenty of opportunities to practise using the
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phrases and reacting to them. This should lead to consolidation of pupils’ accuracy in

spoken English.

Thesis focus: Movement

There are five or six stations spread all over the classroom. On one side, there are
shop assistants who bring their goods to their stations, arrange them in the shops and
then handle the objects when selling them. On the other side, there are customers
who are asked to walk around the classroom and go at least to three different places
and buy three items and then present them. This provides about 20 minute of

movement and some object handling.

6. Closure 2 min
T asks Ps if they liked the activity. Then, summarizes what has been done reminding

them of the most weighty mistakes, and praises them for their activity.

Aim: To close the lesson, to assess Ps’ work.

Teacher’s reflection

From the very beginning of the lesson the pupils were very enthusiastic about
the main activity. When they saw me bringing a bag with objects to the lesson, they
were curious about the content of both the bag and the lesson, and after they found
out what was going to happen, they got excited about it. They actively participated in
all stages of the lesson and noticeably enjoyed all of it, and the main activity in
particular. Evidently, an activity based on a real situation and using realia was a
suitable choice for this group of learners.

In the lead-in stage the topic of the lesson was introduced, a connection

between the content of the previous lessons and the main activity was made, and it
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helped the pupils to revise types of shops they already knew. It also served as a
bridge to the next stage — vocabulary pre-teaching.

The stage of pre-teaching vocabulary was necessary introduce the types of
shops the pupils did not know. This helped them to recognize to which shop to go for
specific goods in the main activity.

In the stage of pre-teaching phrases the pupils learnt essential expressions that
they needed to use in the main task. Since the pupils in this group are mainly
beginners, some of the phrases were new for them. Therefore, the activity was
designed to require only basic phrases to make it manageable. This stage together
with the rehearsal stage helped the pupils to fulfil the task in the following stage
successfully.

As a result of the preceding preparation and the above mentioned pupils’
enthusiasm, the main activity went smoothly and the task was fulfilled successfully.
Most of the pupils followed the instructions and used the language without much
difficulty. However, some of them struggled with using the phrases. These were
especially weak complete beginners who had not mastered the basics of the language
very well yet. There were the phrases on the board for them to refer to and the
teacher did her best to facilitate their production. Thus, they managed to bring the
task to completion. Apart from that, the pupils occasionally needed some extra
language or found it difficult to find the right expression. Then, there was the teacher
to aid them, or they had to find their own way to communicate their intentions.

As also mentioned above, they were all actively engaged in the activity and
evidently enjoyed it.

Therefore, the activity seemed to have met the aims, which will be further
demonstrated in the questionnaire and test analysis.
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Questionnaire analysis

In the following lesson, the pupils were asked to complete a short questionnaire
to find out how they viewed the “shopping lesson”, whether they liked it and would
enjoy such activities more often. Since the pupils in this group are beginners, the
questionnaire was written in Czech (see Appendix 7).

Ten pupils who participated in the activity filled in the questionnaire.

1. Did you like the activity?

Nine pupils out of ten answered ‘Yes.” and only one chose ‘I don’t know’. It is
a very positive result which confirms the pupils’ attitude described in the teacher’s
reflection. They enjoyed the learning situation in which they could act as if they were
in a real situation, use their knowledge and abilities while moving around the

classroom, and do something meaningful.

2. If your answer in the previous question was yes, what did you like about the

activity? (more options possible)

In this question, the pupils could choose one or more options and / or add their
OWN answers.

All pupils appreciated the fact that they learnt to use English in a specific
situation, four pupils liked communicating with different classmates, and eight of
them enjoyed moving around the classroom instead of sitting at their desks. Two
pupils added other reasons: “It was fun.” And “It was an entertaining form of
learning.”

This demonstrates that the pupils welcomed the opportunity to use their
English purposefully and to perform a task in an unusual arrangement. Some of them

also found it entertaining.
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With respect to the aims of the activity — the enhancement of speaking for
accuracy, integration of movement, and increase of motivation, from the pupils’

point of view the aims were fulfilled.

3. Would you like to do similar activities more often?
All pupils expressed that they would enjoy participating in similar activities
more often. This confirms the fact that occasional integration of such activities would

be beneficial in terms of increasing engagement and motivation.

4. What have you learnt in the lesson? (more options possible)

In the pupils’ opinions, six of them learnt new vocabulary, nine learnt how to
do shopping in English, and two stated the same additional reason — learning new
phrases.

To gain some practice in shopping was the objective of the lesson, and thus it

seems to have been successful.

Test analysis

The second part of the feedback was a short test on phrases learnt and practised
in the activity (see Appendix 7). The first task was to order mixed words to make
correct sentences, and then to order the sentences according to their most probable
sequence in a shopping situation.

Seven pupils had it all correct. Three pupils had one or two errors in the word
order (e. g. ‘How is it much?’, ‘Here are you.”). These were complete beginners for
whom this language was completely new and probably not acquired properly before
the activity. All pupils managed to order the sentences in a way that was acceptable

as there were several possibilities to do so. Only one pupil — one of the complete
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beginners — started the conversation in an unacceptable way — she started the
conversation with the phrase ‘Here you are.’

This leads to the conclusion that the activity was predominantly effective in
terms of increasing pupils’ accuracy in spoken English. However, for complete

beginners more preceding practice would have been beneficial.

5.4 Lesson plan 4

Movement-based activity: Moving photos

Group: 7th grade (12-13 years old)
Time: 45 minutes

Target language: Instructions for bodily postures

The aim of the activity: To learn and practise giving instructions for bodily postures
to enhance pupils’ speaking for accuracy; to integrate movement to increase pupils’
learning and motivation.

Learning objectives: After the lesson, Ps will be able to give instructions for bodily

postures.

Purpose / Rationale: To learn and practise giving instructions connected with body

movements, and thus enhance pupils’ accuracy in spoken English; to provide Ps with
moderate physical activity; to experience an activity that is connected with making a
product — photos.

Assumed knowledge: Some vocabulary needed for the activity (parts of the body;

touch something, turn /around, right, left/, put something up, ...); grammar
connected to giving orders and instructions — positive and negative imperative.

Anticipated problems: The target language might be challenging for Ps — T monitors

Ps and helps when necessary; Ps may not be equipped with enough language — they
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will be taught the phrase ‘Do like this.” which they will be allowed to use together
with showing a particular posture.
Materials: whiteboard and markers, worksheet, computer, projector, PowerPoint

presentation with photos, camera

1. Lead-in 3 min
T gives Ps orders they probably know. Ps perform the actions.
T: “Now, listen and follow my instructions: Stand up. Close your eyes. Open your

eyes. Put your hands up. Touch your shoulders. Sit down.” Etc.

Aim: To see and to show Ps how much TL they know; to introduce the content of the

lesson.

2. Pre-teaching vocabulary 10 min

Ps get a worksheet with pictures and verbs to match. It contains verbs needed for
giving instructions connected with movement and bodily postures (see Appendix 8).
T: “We’ll now learn more instructions. I’ll give you a worksheet. There are pictures
and verbs or phrases. They describe the actions in the pictures. Your task is to match
the verbs with the pictures. For example, what is in the first picture?” — P “Put your
hands up.”

T: “Yes, that’s correct. Now, work on your own to match the rest. You have 5
minutes.”

Ps are completing the task. Then, the results are checked and pronunciation is drilled.

Aim: To introduce TL.
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3. Rehearsal 5 min

First, T gives the learnt instructions to Ps to perform. Then, Ps give instructions to
their peers.

T: “Let’s try now. Stand up. Turn to the right. Face the board. Put your right hand
on your left shoulder. Lean forward.” Etc.

T: “Now, give instructions to your classmates. For example, Adam says ‘Put your
hands up.’, so all of you do it. Then, you can go back to your first position and
another person gives you a new order. Adam, you can start.”

Aim: To rehearse giving and following instructions for Ps to be ready for the main

activity.

4. Moving photos activity 25 min

The aim of the activity is for some Ps, according to given photos (See Appendix 9),
to give instructions for the others who cannot see the photos to follow the commands
and to make as similar photos as possible.

The class is divided into two groups that will compete with each other in trying to
make the best imitation of given photos. Both groups are given their photos at the
same time. There are eight photos for each group altogether. The photos depict
people or groups of people in some postures or doing some activity. There are one or
two pupils in each group who can see the group’s photo, but the rest of the group
stands with their backs to the projector, and thus cannot see the photos. The
instructors’ task is to give as good instructions as possible, so that the rest of the
group is able to imitate the photo. Then, T takes a picture of each group for Ps to
compare the resulting photos with the original ones.

T:. “We’ll play a game now. Please make two groups of 5 or 6. Each group gets a

photo which only some of you will be able to see. The person who can see to photo
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will give instructions to the others in the group who won'’t be able to see the photo.
Those who cannot see the photo will do what their instructor tells them to make
similar photos. I'll then take a picture of you. Let’s have an example. Katka will give
instructions to her group. She stands here and her groups stand here with their backs
to the board. I'll show a picture to her. Katka, can you give instructions to your

>

group?” — Katka: “Yes.’
T: “How many people do you need?” — K: “Three.”

T: “Tell your group there are three people and choose them.” — K: “There are three
people. Jakub, Ester, and Adam go to the front.”

T: “Ok. Now give them instructions.” — K. “Turn around and face the board. Jakub,
put your hand on Ester’s shoulder. Ester, stretch your arms .... " Etc.

T: “Great. Look at them. Is it ok? Is it similar to the original photo? This is what
you’ll have to do. You’ll have eight photos for your group, so all of you will give
instructions. Somebody can always help you, but there is one of you who is the main
instructor, who gives main instructions. There are always two photos at the same
time — on the left it is for this group and on the right it is for this group. You have 2
minutes for one photo. After each photo, you exchange your roles, so that each of
you gives instructions but stands in the photo as well. If you don’t know how to say
something you can show it and say ‘Do like this.’, but try not to use it very often. Can

we start? Who are the instructors? Ok, the first picture is there. You can start now.’

Ps perform the task while T monitors and facilitates the activity.

Aim: To practise giving instructions in the correct spoken form to enhance speaking
for accuracy; to integrate movement into the learning process; to provide motivating

and entertaining activity with a resulting product.
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Thesis focus: speaking for accuracy

The pupils produce and hear the instructions several times. They also change their
roles throughout the activity, and thus they all experience both input and output of
the target language. The pictures were carefully chosen to allow the pupils to use the
learnt instructions more than once. This should help them to internalize the target
language, and hence to improve speaking for accuracy. When choosing the photos,
attention was also paid to the language needed for their successful imitation to make

sure the pupils are equipped with sufficient language.

Thesis focus: movement

For about 20 minutes pupils engage in the activity. They constantly change their
roles, which allows them to experience both giving instructions and moving when
following them. Those who follow the instructions are asked to move or do postures
in a given way. Those who give instructions sometimes need to show the postures
themselves, which also requires some movement. All of the pupils then get engaged

in a moderate physical activity.

5. Closure 5 min
If time permits, T shows the newly created photos to Ps. If not, this stage will be left

for the following lesson.
Aim: To show Ps the results of their activity.
6. Conclusion 2 min

T evaluates the lesson, summarizes what has been done and praises Ps’ work and

activity.

Aim: To close the lesson, to assess Ps’ work.
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Teacher’s reflection

The pupils very much enjoyed the main activity, were eager to compete and
seemed very excited about it. The arrangement was suitable for the age group, but
the level of the language was set higher than the pupils were able to manage. This
had some negative effects on the aims of the activity, as will be explained below.

In the lead-in stage the core of the main activity — giving and following
instructions involving movement — was presented. Hence, the pupils got a partial
idea of what was going to happen in the lesson.

Since the target language was not the content of the previous lessons, it had to
be taught and learnt in this lesson. Together with the following stage — rehearsal, it
prepared the pupils for the main activity. Nevertheless, the target language was new
and difficult, and as a result, the pupils were not able to use all the expressions with
ease and they also lacked some vocabulary. Consequently, in terms of the language
practice, the main activity was not as efficient as expected. The pupils were not ready
to use all the instructions learnt. This was mainly due to the fact that for such
challenging vocabulary, there was not enough previous practice. The pupils needed
more preceding stages to internalize the target language. Moreover, the pupils were
not asked to use specific language items, and thus they used language that was easy
to use for them. They scarcely used or struggled to use completely new expressions
and used the instruction ‘Do like this.” very often. Still, as stated previously, they
participated in the activity with great eagerness and noticeably enjoyed it.

The activity took shorter than expected, and thus there was enough time for the
closure stage. The pupils were very excited when they saw the photos, had fun with

them, and enthusiastically commented on their quality. This activity seemed to have
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had a motivating effect and raised spirits in the classroom. Thus, the second aim of
the activity — to motivate pupils — was fulfilled.

For the following lesson, a PowerPoint presentation with the pupils’ resulting
photos taken by the teacher during the activity was prepared (see Appendix 10). On
one slide there was the original photo together with the pupils’ photo to allow
comparison. The class’s task was to vote for three best photos. This enabled pupils to
see the outcome of their work and also how much they are able to do with their
English. This was another motivation aspect of this activity which was only partly
successful with regards to the assigned language practice, but overwhelmingly

effective in terms of motivation increase.

Questionnaire analysis
In order to find out what the pupils thought of the activity, a short
questionnaire was given to them to complete (see Appendix 11). It was in the

following lesson and eleven pupils who participated in the activity filled it in.

1. Did you like the activity?

The vast majority (10) liked the activity and one pupil did not mind it. The
reason why they liked it was mostly because it was fun or entertaining (8) and also
because it was a lot of practice (1).

This confirms the teacher’s observation that the pupils enjoyed the activity and

it was motivating for them.

2. Would you like to do similar activities more often?
Correspondingly with the responses to the first question, the whole group
would appreciate doing similar activities more often. This means that using activities

of this kind would be beneficial to increase motivation and engagement.
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3. What were the benefits of the activity? (more options possible)

The pupils mostly welcomed the opportunity to speak English (10) and work in
groups (8). Only one person appreciated moving instead of sitting at the desks. In
spite of this fact, as a whole it is a satisfactory result since one of the main aims was

to practise speaking.

4. What did you learn?

None of the pupils had the feeling that they learnt nothing. On the contrary, all
of them got the impression that they learnt how to give instructions for bodily
movement. One pupil stated that he or she learnt to speak more English.

Since practising giving instructions for movement was the objective of the
activity, this is a very positive result. However, it was rather difficult for this age
group to realize other benefits that the provided ones, and thus the results need to be

viewed with caution.

Test analysis

Another part of the feedback was a short written test (See Appendix 11). There
were pictures which depicted some actions and the task was to write down the names
of the actions or the instructions for such actions.

There were 7 items in the test, which makes 77 items altogether. 47 out of
these 77 were correct (with some acceptable modifications), which makes the
success of 61 %. Some answers (13) were partly correct — for example ‘bend
forward’ instead of ‘lean forward’, ‘touch your legs’ instead of ‘touch your toes’ or

‘bend forward’, or “do like this’ instead of the specific instruction.
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All in all, this is not a very good result, which could be attributed to the fact
that the language was difficult for the pupils and not practised enough. It shows that

the target language needs to be practised sufficiently before it is produced.

Delayed test analysis

With the intention to learn how much of the target language remained in the
pupils’ long term memory, one month later they were asked to translate four
instructions (see Appendix 12).

Nobody remembered the expression ‘lean forward’, only some pupils
remembered the word ‘forward’. The rest of the test with less problematic commands
such as ‘Turn around.” or ‘Put your hands up.” was completed with 100% success.
This shows that the pupils were able to acquire phrases which were not completely
new for them and, on the contrary, it confirms the previously stated fact that there
was not enough practice of the newly learnt words and that some of the expressions
were rather advanced, and thus difficult for the pupils to remember.

To increase the efficiency of the activity, there would either have to be more
practice before the performance, or the activity would need some modifications with
regards to the target language, such as choosing different photos which would require
using less advanced phrases, or creating pupils’ photos without imitating original

ones.
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Discussion

The first aim of the thesis was to point out the importance of practising
accuracy in spoken English as an essential part of the learning process and to present
a number of possible ways to reinforce correct spoken production. The second aim
was to demonstrate benefits which the integration of movement into the learning
process brings for the learners and, accordingly, to find suitable activities which
would allow such integration. Thus, the task of the thesis was to design and test in
practice activities which would include both these aspects — accuracy practice and
movement.

The activities were designed according to the theoretical findings which
confirmed that, first, practising accuracy in an essential part in gaining both correct
and fluent speaking skills, and second, involving movement in the learning process
helps to make learning more effective and motivating for pupils.

The objective of the practical part was then to apply theories and
methodological principles to planned activities in lessons of English and to assess
their benefits as well as their limitations. To achieve the aim, research questions were

formulated at the beginning of the practical part.

1. Is it possible to design movement-based activities that will correspond with
the content of the lessons?

Focusing on the issue of how to design movement-based activities so that they
correspond with the content of a particular lesson, the research shows that these
activities need to be thought through carefully in order to be relevant. Not all
activities aimed at movement automatically involve accuracy practice, and vice

versa. As the selected activities may not primarily focus on the subject matter
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practised in specific lessons, it is necessary to adjust the activities in order to cover
all the components — movement, accuracy practice and content of a lesson. Some
activities, for instance Shopping and Moving photos, meet these criteria and it is not
necessary to modify them. However, they need to be used in specifically focused
lessons in which given language is practised. On the other hand, activities such as
Onion quiz or Travelling around the world were easily adaptable to the content of the
lesson, and thus the pupils benefited from practising the target language previously to

respective activities.

2. Are movement-based activities effective as far as practising speaking for
accuracy is concerned?

The activities during which the pupils moved required them to repeat chosen
structures and they also repeatedly heard these structures from their peers. In this
way they practised accuracy in speaking. The movement involved also led to
increase in pupils’ concentration and memory enhancement, as was also declared by
Jensen (2005, 35-38). The results from tests and delayed tests confirmed this. It
showed that the designed activities were mostly effective when speaking for
accuracy was practised.

The outcomes also show that for effective production it is crucial to provide
learners with appropriate prior practice. Scrivener (2011, 157) supports this by
stating that to make a new language item part of the personal stock of language,
learners “need to have exposure to the language; they need to notice and understand
items being used; they need to try using language themselves in ‘safe’ practice ways
and in more demanding contexts; they need to remember the things they have
learnt”. In all the analysed lessons, this procedure was followed, which helped the

pupils to succeed in learning and acquiring the target language.
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Nevertheless, the activities that required complex knowledge of the target
language and thus followed the content of preceding lessons (Onion quiz, Travelling
around the world) proved to be more successful that those focused on single items
that were revised or introduced just before the activity (Shopping, Moving photos).
This means that the more complex approach to teaching and learning a specific
language feature is employed, the better results can be achieved.

Overall, all the activities were useful and effective as far as practising speaking
for accuracy is concerned and contributed to the pupils’ enhancement of correct

spoken production.

3. Are activities based on movement and focused on promoting speaking for
accuracy engaging and motivating for pupils?

The implementation of the movement-based activities focusing on promoting
speaking for accuracy was further analysed from the perspective of engagement and
motivation of the pupils. The tested activities have proved to be remarkably effective
in terms of both engagement and motivation. According to the pupils’ answers in the
questionnaires, the majority of them liked the activities and would welcome regular
integration of similar activities. From the teacher’s observation it also became clear
that the pupils were fully engaged when fulfilling the tasks connected with these
activities, participated enthusiastically and evidently enjoyed them. This correlates
with the findings presented in the theoretical part: First, movement in lessons can
increase engagement and motivation. Second, engagement contributes to motivation,
and vice versa. And then, engagement and motivation lead to augmentation of
learning.

Nonetheless, there were a few pupils whose attitude towards relevant activities

was neutral or negative and who would not want to participate in such activities very
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often, which leads to the conclusion that all pupils are different and have different
needs and preferences, and thus methods and activities employed in the lessons
should vary and their use should be balanced.

It should also be considered that the scope of this thesis is not broad enough to
collect a great number of samples, and the practical research is thus limited to a
rather small number of participants. Therefore, although the research is overall
viewed as successful and its results are positive, there appeared some limitations that
notably influenced the findings. First, only a short-term study was carried out with a
narrow range of activities and a limited number of groups. The positive results can
then only be perceived in a short-term horizon and it would be useful to verify
efficiency of the activities with their long-term effects. Second, there were only a
small number of respondents participating in each activity. Hence, it is not possible
to generalize the results which only apply to the chosen group of pupils. Besides,
most of the participants were learners with very good school results, and therefore, it
is not possible to state with no hesitation that the positive results can only be
attributed to the activities employed, as they might be influenced by this factor, too.
As a consequence, the results cannot be held as conclusive. On the contrary, even a
small sample of evidence may serve as an illustration of a possible way to approach
learning and teaching a foreign language, and potentially also as a basis for further
research.

Finally, it should be also noticed that the pupils were tested in written form
while the focus was on speaking, and thus the results are not as consistent as if oral
testing were used. This was mainly due to the character and the scope of the thesis

which did not allow oral testing of individual pupils. On the other hand, as the aim

91



was to practise accuracy, written tests provided proof that the pupils remembered the
phrases needed for speaking, and mostly also in the correct form.

After each lesson, the pupils also completed short mini questionnaires which
served as a form of feedback for both the teacher and the pupils. For the teacher,
such feedback was a source of information about pupils’ attitudes towards the
activities selected for the research and their preferences with regard to similar
activities performed in the lessons. The pupils’ responses showed that the activities
were particularly valuable in terms of pupils’ engagement and motivation and its
enhancement as they very often mentioned that they would welcome integration of
similar activities with higher frequency. The pupils, on the other hand, could realize
what types of tasks they took part in and what where the benefits of these. This is
particularly important for any activity in lessons of English. When pupils realize the

purpose of the activities they are engaged in, the lessons make sense for them.
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Conclusion

The main objective of EFL classes is to prepare pupils for real-life situations,
and for this purpose a range of methods and activities are used. One possible way is
the integration of movement which leads to augmentation of children’s physical
activity and assists in intensifying their learning in terms of both cognitive and
affective processes. In both parts of the thesis — the theoretical and the practical, this
claim has been proved to be correct to a certain extent. The theoretical findings
justified benefits concerning both the cognitive and the affective aspects, while the
results presented in the practical part confirmed its value especially in connection
with the emotive processes such as engagement and motivation.

The results showed that it is possible to practise speaking through activities
which involve movement and that this strategy leads to enhancement of learning and
retention. Such activities can be a useful and effective tool for EFL teachers to boost
their pupils’ learning by respecting their needs and increasing positive attitudes
towards lessons.

Also, the outcomes have brought assets for the author of the thesis who will
be, based on the experience, able to modify and improve activities with similar focus
for her own teaching practice, and thus provide effective and at the same time

enjoyable learning for her pupils.
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Appendix 1

Who [ the famous buildings in Barcelona / design

Where | Mattoni [ make

In which century / the printing press [ invent

Who [ the Lord of the Rings [ write

Who [ telephone /invent

Who [ the song Imagine [ sing

Who /[ the song Dancing Queen [ sing

In which century [ electric bulb [ invent

What [ 70% of the Earth’s surface [ cover

Which language / speak [ by the largest number of people

Who [ the Star Wars films | direct

Where | Becherovka [ make

(Antoni Gaudf)

(Karlovy Vary)

(15th century)

(J. R. R. Tolkien)

(Alexander Bell)

(John Lennon)

(Abba)

(19th century)

(water)

(Chinese)

(George Lucas)

(Karlovy Vary)



Appendix 2

v 29 My 2017
Onian quiz — guestionnairg
1. Did you like the activity ¥
ap ves, | did, bif W, | didr'e c} ldidn’t mind it.
For o) and B) say whey: )|

2. Wonibd wou like 1o do semilar activtses mare ofien?
-i] Y5, it would be great, bl Mo, not at all.

ch | wouldn't mind it, but not too often.

i, What were the benedits of the actwity? [more aprions pessihie)
'-'E] Wi practised spoken English

b We communicsted with different peaple.

c) We maved instead of sitting at our diesks,

dj Cither:

4, What hawe you kearnt ¥ fmore opdians passibie)
a| Mothing b] Tor wse the passive voice

E] some general bnowledge  d) Other:

Make the following sentences passive,
Dite Wichtedte invented contact lenses. s L it (508, i
Lepnarda da Vingi painted Mona Lisa, Lt & g

somebody invented television in the 19205 | e brmadacl 1

They hold the Olyrmipic Games evary twao years.) 5 Ol Al dks T s

Water cowers 70 % af the Barth's sierface, 1~ ; l



Tapriy 19 ey 1T
Onion quiz — questionnaire
1. Did you like the activity?
(a) ¥es, 1 did. b Mo, Ididnt.  clididn’tmind it

i LA gAs

For af and b) say why: _o &0 aas

Fi

2. would you like to do siedar activities more often
gl\'u. it would be great, b} Mo, mot st all.

] D'wouldn™t mind it, but nat too often.

1. What were the benefits of the activity? [maore options pessibie)
8} We practised spoken English.

b Wie communicated with different peaple.
(€} We maved mstead of sitting at our desks.

dj Crther:

4, What hawe you learnt? fmore optians pessibie)
al Mothing ﬁ_}Tﬂ- use the passive voice
c) Some general nowledge  d] Othar:

Make the following sentences passive,
Ch.m w‘m:erle m'.-err:ed mql:a:t lenses. Cewdond fages et Avpnodind
'I.a:{nar\dq- d: 'l.l'in-u pmnud Mnru Liss. Moua e ese meifedel

'E-nﬂ'ret-nu-r T"ted uele'mlnn in the 19205, Fedbo b 00 cmeagedest
Lot - & -
i L s i pi ETEEE]
Mhnld}h& G'Ifﬂ‘lﬁGa%{Futryl:ﬂ .:JE.J’M: #e:l i

—

Water murs?ﬂ\':nflhe[arth:mrf::t. “{f" e 0 Fa .,_{ a
At peveal '-!* ey o

St s '3



Appendices 3a) and 3b)

b)

b)

Make questions using the passive and then answer them,

Where ~ Toyota cars — make ? (in Japan) - Jione s Dy e

Wt 124 " . ot

p— Y

Who - Romea and Juliet —write? (by Shakespesre) -/

% el L .

L
~

How ~ the White House = build? (by slaves) -

[
N

Fill in the gaps with a/on, the or no article.

He has always wanted to wisit ___ Rome.

| spent a year travelling around ____ Europe.

Kim went to |+ United Kingdom to study English.
{4 Nie is @ very long river,

They visited a place in -1 Andes.

Make questions using the passive and then answer them.

Where - Toyota cars = make ? (in lapan) - !',’, o

docis. rgns VU Aedl e S9N
A

Who = Romeo and Juliet — write? [by Shakespeara) - ’J - 4 Hi\fe |

v

< ] & d ) /L Wl oo o
Il o g AUdh  nas fded b v Y tadasi

rd

- 4 ) ardid
How — the White House ~ butlkd? (by slaves) - oy 4as L Y

U » N/
Jy A Kna  lmd fandf (o Aleaan

g

Fill in the gaps with a/an, the or no article.

He has always wanted to visit . Rome,

1 spent a year travelling around £ Europe.

Kim went to 4. United Kingdom to study English.
L Nile is & very long river,

They visited a place in L. Andas.



Appendix 4

Choose items which are relevant for your country. Then add definite articles where
necessary.

Elbe English Mississippi River Arctic Ocean French
Severn Tasmania Krkono$e Mountains Alps Canberra
Pacific Ocean Washington, D. C. Highlands Rocky Mountains
Great Dividing Range Czech Mackenzie River Snézka
Paris London North America Ottawa Murray
North Sea Europe Loire Pragu English / French
Mediterrranean Sea Australia

Country:

1. Continent:

2. Capital city:

3. Language:

4. Mountain range:

5. River:

6. Other:




Appendix 5

varss 2Ny 17 .

Teavelling srowund the World = Questionnaire

1. C4d you Wk the actvity?

(&) Yos. | dn.

) No, | didn't.

<) 1 dudn’tming it %
14 l/ f fH s

Foca)and ) saywhy: 7 gin Letibie . N Gnd hdfvet

2. Would you Ik % do simiar nctreties more ofien?
() Yes, twoukd be great.

b No, rot o al,

©) F wouldn't mind, bul rol 156 ofen,

3. What ware S beufits of the activity? (mone opdons poasiti)
43) ¥ie peactised spokan Engish.

) Wa communicatod with diferant poogia.
{5 We maves instasd of sitieg #t cur desks

)0

4, Wrat have you leamt? (mane aalons posstie)
a) Nothing

) Adtices weh geographical sames

() i about crosen

d} Other:

Coeglaly fm names wih artides whera rackstry,
E. g 7 Austrada

L Pachic onan

4‘_(1-_ Medhemanean Sea

A Rovwe Thames

g& Europe

—_Fronch (anguags)

4Ly, Roeky Mountains

= Washington, D.C.



Carta 20wy 37
Traveling around the Waorld = Questionnakm

1. Ok you ke P acthity?

8)Yes, | did.

b) No, Idignt.

clidien't mnd L

For aj ard b} saywhy. = ¢ s Bk or v i Enalesh) (e tropr

2. Wodd you s lo do similar actvites mare oftan?
%) Yos, # would be great.

b} No. notat st

©) | wouldnt mind, But net 100 oflen

3. Wirat ware the banefits of the actvity? (move eptiens passbie)
@) We practisod spoken Erglsh,

b} We communicated with diSlarent paopls,
(] Wa maved instand of siting at our deks.

d) Cther:

4. WWhat hatvm you lesrrt? (more cpfans pasaitve)
a) Noting

1) Arvcies with geopraphical names

c) Information about chosen countks

) Othar.

Cometeta the names with acicies whers Hecessay.
E.9 7 AustraNs

24 _Pacic Ocean

L River Thames

~_Euope

o Frieeh (larguage)

. Waahington, D, C



Appendix 6

@&Dﬁlﬂ"}f /&7
@  wh Wmcmf

a plrel

& mewaspepery

B Shoppigg Uiz
o papvr Aags
e mede ook
ofumnﬂ grums
Aotlet fopuy

o Aavrvana




Appendix 7

Shopping (feedback)

1, Uibila se ti aktivita?
@ ana b} ne ) nevim

2. Pekud jsi v predchori otazce odpovédél/a ano, ca se ti na aktivité libilo?
{mozno uvést vice odpovédi)
(3) Nautil/a jsem se pockivat anglictinu v uréité situacl.
b) Mohi/a sem k " 5 rGanymi spoluEiky

@Neudﬂi jsme v lavicich, ale mohli jsme se pohybavat po tiidé,
/ 53 -

() diné: 2 A

3. Chtél/a bys pedobné aktivity v hodindch délat Eastéji?
@ ano b)ne ¢) nevim

4. Cojsi se v hodiné nautil/a? (moZno uvést vice odpovédi)
@ nova slovitka @na&wwat v anglicting c) Jiné:

Sefad spravné slova do véty.

a) much —you —thank - very - M‘Jm Mg@

b) are —you—here - Foer L % ars . y i
¢} have —two - can ~please | ~ b ?-CA\_JM —40(7‘/‘_44 o
o) inich= b= Now -9 hener mecd. w5 34 ©

-
IC"”‘-—J’z"’e AW/Z&«MI
LMU

M“Mu MW?D



Shopping (feedback)
1 mm tl aktivita?
(a) ana’ b} ne c) nevim

2. Pokud jsi v pfedchori otdzce odpovédsl/a ano, co se ti na aktivité libilo?
r{{noino uvést vice odpovédi)
( a)) Nauéil/a jsem se pouzivat anglittiny v urdité situadi,

@Mohl/ajsem 2 ik s rlznymi spolutiky
() Nesed@li jsme v lavicich, ale mohi jsme se pohybovat po tFidé.
d) Jiné:

EX 9@/\3 bys podobné aktivity v hodinch délat Zastaji?

1’_32') b} ne ¢) nevim
4. Co st se v hodiné nautil/a? (moino uvést vice odpovédi)
a) novslovitks (b nakupovat v anglidting ciné:____
Sefad sprivné slova do viity.
3y

a) much - you —thank - very - 'tw\)v. ‘A;m VAT mm\m

b} are ~ you—here - ’\»] An ‘A(I», s, \

¢) have - two — can - please - I~ bananas 7 - A s A ‘m‘m_'g

A ‘ f

d) much ~is—how—it 2-_lour ety i - | p,‘,\w_,,";
Nyni sefad’ vity tak, jak by pii nak povini pravdépadobné nasl ly

A g : A
1. o ':; U\wqh e krnn.oM); AOAR, T
2. Wra

w0,
3. Thonk Cupn, VTSR,
& h?z‘u"’ ’\'v«ck"- LS ik'\.



Appendix 8

bend backward
bend forward
move forward

touch

lean forward put your hands up stretch
turn right lean backward turn left
move backward turn around face the wall

put something down

i \“Mn




Appendix 9




Appendix 10

Yoga on the beach

St. Patrick 's studio




Appendix 11

Moving photos — dotaznik

1. Uit se i aktivita?
(3l Ano, Woila.
b) Ne, nelibils,
] Nevadila mi.

Pakud fsi 2akroutkoval(s a} pebe b), wysvéth prof.

7
At A WD,
T

2 Crta|/s bys ddlat podobiné aktevity Exstéy?
3] Anc, to by bylo skvéléd,
b} Ne, vibec.
¢) Neadilo by mi to, 3 ne pfld Easto.

w

. Ca bylo na aktivitd nejvice péfnosné?
(8l Miuvill jsme anglicky,
b) Pr i jsme ve skupindch
€] Neseddl jsme v lavidich, ale moh jsme se nybat.
d) Jind:

A, Co i se nawiil/a?
a) Nic navého
b], Navidit druhé k pohybovym Gkoedm
c) N

¥ nasledugcim obrazkim napis piiluiné rozkazy.

(=

2y
Gco

x 4 £
el
Y e
Y )
e 7

P ; \[ s 7
! " Aedeb (e ,JQQ

\ j'




e " o
- P

1. Libila se tf aktivita?
"a) Ano, Fbils.
b) Ne, nelibila.
) Mevadda mi,

Pokud jsi zakrouikoval/a a) nebo b), vysvetli prok.

Mo iy st

7. Chtél/a bys délat podobne aktivity Castés?
&1 Ano, to by bylo skvilé.
b} Ne, vibec,
¢) Nevadilo by mi to, ale ne pfifid Easto.

3. Co bylo na aktivité nejvice piinosné?
Mluvili sme anglicky.
Pracovali jsme ve skupinach.
Neseddli jsme v lavicich, e mahli kme se hybat.
d) Jiné:

4 Co jsi se nauci/a?
8} Nic noviho
b) dét druhi k pohybowvym dkondm
<) Jiné:

K naslecujicim obrazkim napid pfiludné rozkary.

. :
i O £

f P!
gy ool




Appendix 12

Translate the sentences.

Nahni se dopredu. - _ iaall/ Lol

Otot se dokola, AW (T ATMA
AmA)

Zvedni ruce. - APESEE /2

WO 0 4
Dotknl se své hlavy, - _ACUL W A0 AANASY

QY Ao~noln i

Translate the sentences.

Nahni se dopfedu. - \!N‘;)A ‘ﬂ"\l;\
Orot se dokola,- D Nawaced

2vedni ruce. - \Tw:_\ e Voerde AL
] .
Dotkni se své hiavy.- 'm.\l’&\ AN Cil.

Y





