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Anotace

Prace se za#huje na analyzu mluvnich aktivit a rozvijeni plyrstior uebnici Project 4
(treti vydani), kterd j€asto pouzivana na zakladnich Skolach. Teoretiélsh vys¥tli
klicové pojmy a shrne typy mluvnich aktivit a technitgzvijejici plynulost. Cilem
praktickécasti je najit vSechny mluvni aktivity, réidit je podle typu a techniky. Prace
se pokusi analyzovat jednu kontrolovanou aktivitdva aktivity rozvijejici plynulost.
Ucelem je objevit v jakém rozsahwabnice rozviji mluvni dovednosti, jestitebnice

obsahuje Skalu mluvnich aktivity a zda odrazi pagég mluvni aktivity z hlediska

rozvoje plynulosti.
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Kontrolované aktivity, plynulost, popis obrazkudgpnost, role-play,aebnice, vedené

aktivity, volné mluvni aktivity, vyuka mluveni, tvioa rozhovoru



Annotation

The bachelor thesis focuses on analysing spealdtigitees and developing fluency
in the textbook Project 4 (the third edition), whnis frequently used at primary schools.
The theoretical part provides definitions of keynte and a summary of types of
speaking activities and the techniques of devetpfimency. The aim of the practical
part is to find all speaking activities, categoriteem according to the type and
technique. The thesis attempts to analyse one ait@uractivity and two fluency
activities. The purpose is to discover to what eitine textbook develops speaking
skills, whether the textbook includes a varietyspéaking activities and whether reflects

the requirements of speaking activities in termdefeloping fluency.

Key word

Accuracy, controlled activities, dialogue-buildirflyency, free oral production, guided

activities, picture describing, role-play, teachsppaking, textbooks
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INTRODUCTION

English language as a foreign language has beeonideg very important over

the past decades of years. Hence, children ledront the early stages of primary
school. One of the most common teaching methodd imselasses is transmitting
English by means of textbooks. As a result, textlsobave an important role in
language classes no matter if they serve onlysagpportive material or they provide
teachers with the complete programme of lessondolh cases, when selecting
the most suitable material for lessons, teachetmllyssearch for a high-quality

textbook that meets the needs of their studentother words, the textbook has
certain advantages from which students benefit.

Leaving aside the advantages, textbooks may havairtelisadvantages. It
means that some specific areas of textbook causklgons for students. Some
textbooks, for instance, contain too difficult sedij matter, do not cover a topic
sufficiently, become old and outdated faster ane giriority to develop some skills
rather than others. Last but not least, they lackpgeaking practice which; in fact,
belongs to one of the most vital skills when leagna foreign language.

The last mentioned speaking practice and one tekthwere subjected to
the examination in this bachelor thesis. The narheéhe textbook is Project 4
(the third edition) and it belongs to one of thesinfrequently used textbooks in
the Czech Republic.

First, the theoretical part explains and exploresesl crucial terms of
speaking practice and its teaching. The indiviqaats of these complex processes,
such as accuracy and fluency are defined. In aaddithis part summarizes the types

of speaking activities and clarifies the technigokBee oral production.
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Secondly, the practical part deals with the analysi the phenomena
explained in the theoretical part. It is dividedoinquantitative and qualitative
research. The quantitative research brings the ieedion that consists of revealing
the extent to what the textbook gives the oppotyuto practice speaking and
develop students’ speaking skills. Additionally,ahalyses a variety of speaking
activities; in other words, whether the textbookich in the types and techniques of
speaking practice.

In fact, developing speaking skills goes hand inchaith two abilities called
accuracy and fluency. The qualitative research desuwon the analysis that shows
the difference between the speaking activities lbgweg accuracy and fluency.
Furthermore, speaking activities of free oral puithn are subjected to another
detailed analysis in order to reveal whether thegfarm to the requirements that
successful speaking activities of this technigueehd@he analyses are accomplished
with two checklists specially designed for the msgs of this work.

| believe that the findings of this bachelor thesi be rewarding not only
for my professional development, but also for teaslselecting a suitable textbook

for their students.
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1 THEORETICAL PART

1.1 Teaching Speaking

1.1.1 Act of Speaking

A man is the only creature who can speak, whichesapeaking one of the crucial
human abilities. However, this ability is not inhdhat is why it has to be developed.
The purpose is to be able to communicate withinespcfor speaking is a vital skill
enabling people to accomplish diverse goals in camioation, such as expressing
needs, thoughts and providing information.

Chaney and Burk (1998, 13) define this ability He“process of building and
sharing meaning through the use of verbal and mohal symbols, in a variety of
contexts.” Another important feature is that spegks happening in real time. This
is the important fact that constitutes the diffeerbetween speaking and writing
although both of them are productive skills. Unlikpeaking, which is often
unplanned and spontaneous, writing conforms toexip structure according to
the purpose. In other words, writing is organized planned.

In fact, people learn speaking their mother tonghecording to Haynes’s
(2005) claim, it is a part of the natural proceafied language acquisition where
small children usually acquire subconsciously thethar tongue in the home
environment during natural communication with threllatives. It is a subconscious
process because they are not aware of grammaitilesl. it means that “they focus
on the message being transmitted rather than whatd what is not grammatically

correct” (Linse, et al. 2005, 12). Lemetyinen (2018 her article refers to
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constructivist investigators who suggest that c¢bildare sensitive to patterns in
the language. When the patterns are repeated miamgs,t children acquire
sophisticated knowledge of how the language workgch enables the acquisition
process.

Besides the language acquisition, there is angilmress, which is learning.
People learn speaking a foreign language. It isad of language learning that
usually takes place in the classroom environmeaariing a foreign language, in
contrast to acquisition, is a conscious process kainers can discuss this

experience (Haynes 2005).

1.1.2 Process of Learning Speaking

Under normal circumstances, the acquisition of gherotongue is a matter of years.
Thus, it is logical that learning speaking a forelgnguage requires quite a long time
as well. Since rarely do students have the oppiytiio hear or practice a foreign
language outside the classroom, they gain expexienth the language at school.
Consequently, the lessons of a foreign languageldhoe effective as much as
possible to give students this opportunity. Hadfiednd Hadfield (2000, 3)
characterize “a speaking lesson as a kind of bridge learners between
the classroom and the world outside.” In orderudathe bridge, the lessons have to
be well balanced. In other words, they should «insi the following four strands
defined by Nation, et al. (2009, 1, 2).

At the beginning of learning a foreign languageydsints’ experience with

the language depends mainly on the first strants ¢talled meaning-focused input
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and students’ attention is on messages transniiyeldnguage. The messages are
transmitted through listening and reading. In fattidents need a great amount of
input because it has a significant positive effent the next steps in language
learning. The positive effect is largely support®dincidental learning that results
from input with which learners are provided. Suhsadly, learners can build on this
experience no matter how conscious it has bees also important that students are
presented with the language that they understamsl chlled “comprehensible input,
which is a little above the learners’ language ldué understandable” (Krashen in
Linse 2005, 13).

The second strand is meaning-focused output, wtocisists of speaking and
writing. The aim is that students produce and stei ideas with other people.

The third strand is named language-focused learmugstudents pay attention
to the features of the language, such as sounddlingp vocabulary, grammar
exercises, discourse and so on. This learningdesluepetition systems and drills.

Finally yet importantly, the fourth strand calldddncy development signifies
that students become fluent with what they alreaayw. The last two strands are
connected with developing accuracy and fluencyctwivill be discussed in detall
later on.

Nevertheless; as a matter of fact, the lessons foreign language do not
always balance these four strands. For instanee)essons include mainly input
instead of including output as well. The resulthat students have knowledge of
vocabulary and grammar, but they cannot actually iis Scrivener (2005, 147)
describes it as a “difficulty in moving languagerfr passive knowledge into active

usage.” Owing to difficulties that the passive khedge may cause to students being
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required to speak English, the balance betweefothrestrands has great significance

in effective teaching of a foreign language.

1.1.3 Effective Teaching Speaking

Before defining teaching speaking of a foreign laage as such, it is necessary to
pay attention to the assumption of Thornbury (2005, who states: “Being skilful
assumes having some kind of knowledge base.” Thmwvledge base includes
processing grammar rules and learning vocabulamst It means that what learners
know comes first and what learners do comes la&tatr,it should not be too late.
Even students at early primary school should be ebsay a few sentences.
Teaching speaking is well defined by Nunan (2008, &hd teachers should

include all the points in practice:

“Produce the English speech sounds and sound pstter

use word and sentence stress, intonation pattends the rhythm of
the second language

» select appropriate words and sentences accorditigetproper social setting,

audience, situation and subject matter

» organize their thoughts in a meaningful and logsesjuence

e use language as a means of expressing values dggats

e use the language quickly and confidently with fematural pauses.”

Since teaching speaking was explained, the first & the name of

this chapter ‘effective’ has to be clarified as Ww&hat is why several characteristics

will be mentioned below to explain what effectieathing speaking means.
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Firstly, an important part of teaching speakingtiming. Teachers have to
provide as many opportunities dedicated to speassgossible. Each child should
be provided with approximately the same amountiroétas the others in order to
develop the skill by building the process and sigfit practice. In case of “shortage
of opportunities for practice, it is identified as important contributing factor to
speaking failure” (Thornbury 2005, 28). Naturalgpeaking failure is undesirable
and when teachers want to avoid it, they shouldveare of the following statement
by Grugeon et al. (2005, 1). They observe thatdeti bring ready-made resource
for speaking when they come to school on the fi@y because they have been
learning speaking in the home environment sincg Were born. As a matter of fact,
it is dangerous to think that resource for spealarfgreign language is ready-made
as well. While resources for reading and writing aot ready-made, children learn
to read and write at school. In addition, teachsr&nglish may well concentrate
only on developing these two skills. Nonetheless,itawas said above, students
usually cannot practice a foreign language at hame hence “it is essential that
the learner is exposed to the maximum intensiveemspce of the language”
(Leeson 1975, 7).

Sandra Savignon demonstrates highly interestingareb based on her own
experience with teaching and testing for communieatompetence. She says she
has found that “students who were given the oppdstufor innovative self-
expression from the very beginning of their studyhe language far outperformed
students who had not had the benefit of such eswpesi in situations requiring

spontaneous interaction” (Savignon in Bouchar@l.et980, 39).
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By timing it is not only meant the time when leamectually speak, but
teachers shouldlso give children time to think through their opinionsews and
ideas as Grugeon e al. (2005, 9) reminds. Evenengfieakers sometimes need time
to formulate their ideas.

Secondly, speaking only as a purpose of practigragnmar is not an effective
means of speaking because the focus is on granmstaad of speaking.

Furthermore, teachers have to distinguish betwaewledge and skills in
teaching speaking and make lessons truly producBygate (1987, 3) claims that
“one of the basic problems in foreign-language hesg is to prepare learners to be
able to use the language”. In other words, studembsild be able to use a language
not only know it.

Another important step is the adaptation of subjectter. According to
Grugeon et al. (2005, 9), “teachers should choosstgpns and topics that are likely
to challenge children cognitively.” The choice afegtions and topics should be
adequate to learners’ level and age.

Undoubtedly, it is also connected with lesson pilagnand providing
instructions. Moreover, other factors influencingdents’ ability to speak appear, for
instance, shyness, low knowledge of the topic @andns However, all of these points

are out of the scope of this work.

1.1.4 Accuracy and Fluency

This chapter deals with accuracy and fluency, whigk abilities determining

the success of students speaking foreign languaggshe difference between them.
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Firstly, Byrne (1988, 4) defines accuracy as aifitplthat “refers to use of
correct forms where utterances do not contain redfecting the phonological,
syntactic, semantic or discourse features of auage.” In other words, accuracy
emphasizes correctness and mistakes are not agleepi@achers should correct
students every time they make mistakes. Yet teadteruld consider the assumption
of Grugeon et al. (2005, 23) that “accuracy is treéa because a child in early
primary school is not capable of the same levelooluracy as an adult.”

On the other hand, fluency is characterized bylitg@f speech and language
performance. Fluent speakers are so skilled they o not concentrate much of
their effort upon speaking and usage of languaderkK®eather 1987, 11). Nation
and Newton (2009, 151) add that “fluent language msolves the processing of
language in real time.” Fluency; therefore, emptesithe smoothness without
concentrating mainly on mistakes. Corrections cafter finishing an activity.

The general assumption is that people speakingtfjuspeak fast. However,
Thornbury (2005, 6) says that “fluency is not thdity to speak quickly, but speed
is one of the factors.” It does not mean that ftusldents say as many words as
possible in a short period. Thornbury (2005, 8) no&is another factor of fluency,
which is a pause. The pause may be long, but dotesacur frequently, appears at
meaningful transition points. It implies that flidanguage learners use a language
naturally and comprehensibly for their listeners.

Both of these abilities are developed and practtbhealigh speaking activities.
Accuracy is developed by a variety of possibledtotis, such as frame dialogues,
drills. Fluency activities are, for instance, rgley, ask and answer, dialogue

building and they will be discussed in detail ire tollowing section. Nevertheless,
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teachers ought to pay attention to Scrivener'snclg@005, 160) that “it is important

for the teachers to be clear what is involved icuaacy activities and what aims they
have because it can happen that they focus oncjusather than accuracy, or on
accuracy rather than fluency.”

Naturally, teaching both of these skills has itsabte importance for students
to be fluent in a foreign language and not to makstakes. Therefore, a balance
should be between accuracy and fluency as Hamn@@891, vii) claims “neither
accuracy nor fluency has to be sacrificed for #ieesof the other.” Yet, it is obvious
that developments in fluency are related to devalas in accuracy. If students’
speech was fluent but error-prone, it would leachisunderstandings.

To conclude, teachers should develop studentshélyat all levels of foreign
language learning. Nation and Newton (2009, x) easj#e that “beginners need to

become fluent with the few items of language thaytalready know.”

1.2 Development of Fluency by Speaking Activities

This bachelor thesis deals with a variety of spsgkactivities in the textbook
Project 4. As a result, the detailed explanatiotypés of speaking activities is about

to be found below.

1.2.1 Types of Speaking Activities
The speaking activities are generally divided ithi@e categories. Each category has

its specific learning dimension and different featu

19



Controlled Activities

Controlled activities are designed to practiceriees’ accuracy; therefore, learners
are limited in the choice of language. One answserusually correct and

the possibility of making an error is almost ex@dd Teachers know exactly what
learners’ outcome will be, which means that theconre is predictable. In other
words, it is language-focused learning, where sttedare allowed to focus on
the language structure (Cotter 2011). Even thoughiralled activities focus on

accuracy, they lead to certain fluency and configeof learners, which makes them

valuable to a great extent (Broughton, et al. 2@03,

Guided Oral Work

Guided oral practice aims to afford students lichfteeedom to use and practise what
they have learnt, yet some restraints have to Ispented. By controlling
the situation, but permitting a diversity of exmies and creativity, the activity is
changed from controlled to guided oral work (Brotagh et al. 2003, 81). In general,
the best way is to provide a general situation @rdent, but allow some freedom in
the mode of expression. This technique is alsoaldéibecause it enables a little
space for making errors and learning from corrected mistakes is a natural
component of every learning procedure. Therefare, huch control of learners’

choice of language can be counter-productive (Bntarg et al. 2003, 81).

Free Oral Production

Free oral production gives students enough roommeir utterances, creativity and

making adjustments. Broughton, et al. (2003, 82juarthat it is necessary that
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“students are able to produce naturally the languabich has been presented to
them and which they have already practised in uarimore or less controlled
situations.” Speaking activities of free oral protlon encourage learners to use
the language that they already know and improventty.

In other words, it is meaning-focused learning wehstudents’ interest is in
the activity, not in the language. Since the emjghiaon the meaning, teachers have
no control over students’ speech, which makesptreuictable.

This bachelor thesis focuses on developing fludncfree oral production and

a checklist to classify free oral production adies is to be found below.

1.2.2 Techniques of Free Oral Production
In point of fact, many techniques can be used wkachers want to practice free
oral production and develop fluency. In this chaptlree particular techniques —
role-play, dialogue building and picture describingill be described in detalil.

When using these techniques, a significant featuaetso the organization of
a class. “Type learner-learner interaction in parsin groups provides far more
practice in using the language than the more toadit teacher-learner interaction”

(Hadfield and Hadfield 2000, 4).

Role-play

Ur (1996, 131) defines role-play as an activity & learners imagine themselves
or someone else in a situation outside the classrediich implies using language

appropriate to the new context.”

21



The procedure is that students are given a prololetask and a situation or
circumstances that they may encounter outside esroom. Since the name of
the technique is role-play, learners also have dbirdividual roles while using
language corresponding to the problem and situafidrerefore, they are given
the description of a person or role, which theysangposed to play.

The role-play is often done in pairs, but it casoabe done in small groups.
The role-play can be improvised with no audienceanformed in front of the class

(The National Capital Language Resource Centre 2004
Dialogue Building

Broughton et al. (2003, 76) claim that at the Ieadlfree oral production, “dialogues
are endlessly flexible for both presentation andcfice.” In fact, “language is
essentially dialogic and practising dialogues h&mg history in language teaching”
(Thornbury 2005, 72).

Teaching free oral production through dialogue dingy enables teachers and
learners to share ideas and consider alternat8tagents are encouraged to listen to
their classmates, they build on their own and cth&teas to develop coherent
thinking and they try to express their views fuldditionally, they help each other
to reach common understandings (Department for &drcand Skills 2003).

The instructions of the dialogue building procedare following: Firstly,
the situation including figures is established. Tigares can be presented to students
by using drawings. Consequently, teachers ask ignssto elicit information based
on visual clues in the picture. In other wordsdstits say who those figures are,

where they are and so on.
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Having established the context and the purposéhtoexchange, teachers start
to elicit the conversation. Teachers can also priptsa few lines in advance or
a dialogue can be constructed completely by stgdent

Students work in pairs or small groups dependinghow many figures
the dialogue includes. After finishing the dialogatidents can also switch the roles
and do it again or they can change the key elemeite dialogue.

As far as teachers are concerned, their role imdge around the class and
check whether students do what they should do amderstand the task. In
this activity they are prepared to answer studemis'stions as well. They do not
correct their pronunciation or grammar since a technique developing fluency.

When the dialogue has been constructed and prdctise or two pairs or
a group is asked to perform their dialogue in frohthe class. The knowledge that
this is a standard part of the dialogue buildingyneamcourage students to take
the practice stage more seriously.

In the end, teachers elicit the dialogue back ftbenstudents and write it onto

the board, so that learners have a copy to takg &ivernbury 2005, 71-79).

Picture Describing

Another way to practice fluency is using picturesich is; in fact, a very flexible

technique. Firstly, students are given one picturghotograph and they have to
describe it. Picture describing may well include@ation, place, action, atmosphere,
people and other details. It can be an individaaktor students can form pairs or
small groups and each group is given a differestupe. Then students discuss

the picture within their groups or with the resttbé classroom. They should also
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incorporate their own ideas and opinions regardhmg situation or the people in
the picture. They can even create their own stdhen the story can be discussed
within the group and the other students can expressagreement or disagreement.
In the end, a group performs the description imtfraf the classroom. According to
Kayi (2006), “this activity fosters the creativignd imagination of the learners as
well as their public speaking skills.”

Secondly, students are given two or more pictunestheir task is to compare
and contrast them. Since many things are usuatiyagi or different, teachers should
provide students with clear instructions so thatytill know what to particularly
concentrate on. An outline written on blackboarensg to be very helpful.

Furthermore, there are other useful sources oflarguage practice, such as
visual stimuli, including maps, cartoons, evenesiénd films. They can all be used
simply as discussion starters, or as the mateoialshort talks (Broughton, et al.

2003, 83).

1.2.3. Influential Factors
A speaking activity itself does not ensure sucegsstvelopment of fluency unless
several influential factors are considered. Inipatar, teachers should “reduce their
own contributions because the less they speak tire space it will probably allow
the students to speak” (Scrivener 2005, 161). Qlsho when teachers tend to speak
a lot, students do not feel the need to participate

As it was once said in the chapter nar@thracteristics of Effective Teaching
Speaking a Foreign Languagigetiming of teaching speaking is important. Teachers

should be aware of the fact that fluency practias to be included at all levels of
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proficiency. Consequently, they may ask how muctotsl time should be dedicated
to developing fluency. Nation and Newton (2009, )188ys that “where the second
language is not used outside the classroom, i¢fg important that about a quarter
of class time is given to fluency activities.” Thathors (2009, 156) explain that it is
a sufficient time to become good at using whatrlees already know. Brumfit
(1985, 69) agrees with this claim and adds thaptbportion of time will increase as
time progresses. Not only does the proportion moketincrease, but also frequency
and demanding character of speaking activity do.

In terms of the number of people speaking, it idaubtedly better to divide
students into pairs or small groups. Naturallyyte&press themselves more easily
than when they work within the class as a wholeaAsatter of fact, learners do not
get stressed by having to speak in front of thele/blass, which encourages them to
speak more.

To sum up, teachers should be aware of all thes fatsented and provide
students with enough space to express their ideas though it does not mean
students speak when they want to, but when theysapposed to do a speaking

activity.

1.2.4 Conditions of a Functional Speaking Activity

Not only do the factors mentioned in the previobapter influence the success of
a speaking activity, but also “conditions in whgbeaking occurs play a crucial role
in determining the degree of fluency that is ach@e” Thornbury (2005, 25). In
order to meet these conditions, the speaking #&gthas to fulfil certain criteria.

When it does, a speaking activity can be suppasée successful.
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Professionals design the speaking activities ireduith the textbooks used by
teachers of foreign languages. Nevertheless, béfonging activities into the class,
teachers should examine the activities of free pratluction whether or not they
meet the following requirements:

The first requirement is that all the language gewoh the activity are within
learners’ previous experience. Nation and Newtd092 152) call these types of
activities “experience” tasks. It means that leesngork with familiar topics and
types of discourse and make use of known vocabualadystructures. Thus, speaking
activities developing fluency are mostly at the @fidhe chapter because students
practice what they have learnt at the beginnintpefunit.

Secondly, a speaking activity is preceded by peskimg activities. It
includes; for instance, brainstorming that givasienhts suggestions of some useful
expressions related to the topic. The purpose @ptieparation is to reach speaking
of better quality than it would be without the paegtion. The preparation ensures
students longer utterances and more complex spesduse they use pre-prepared
words, phrases and ideas in the following speasoiiyity.

In addition, an activity is meaning-focused. Thearters’ interest is on
the communication of a message as Brumfit expl@nsmfit in Nation and Newton
2009, 152). He adds that learners are exposed €co‘rdal time pressures and
demands of normal meaning-focused communicatidnéhtails that the activity is
not language-focused. In such language-focuseditaesi the concentration is on
language features, such as grammar.

Moreover, learners are encouraged to perform. Theity should be easy in

the sense that they perform without hesitation. @uthe other hand, students need
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to be encouraged to "speak and comprehend fasteusa larger planned chunks
than they do in their normal use of language” (blaand Newton. 2009, 153).

According to Pesce (2014), a structure is also manb because the procedure
that students should follow has to be clear. Moeepwa structured activity helps
the students who lack self-confidence.

Furthermore, the activity has a clear outcome. ¢ans that “teachers know
why they bring the speaking activity to the clagBesce 2014). In other words,
the outcome corresponds to the connection thatdhbs established between items
presented to students and follow-up practice. Temchensure that students
understand that they have to come up with a prodiutte role-play, which can be
a plan, group opinion, schedule, or some otherymid

Last but not least, “good free-speaking tasks giuelents something they can
summarize or report to the rest of the class” (PeX&l4). It means they have to
participate actively because they present the teesoltheir classmates and teacher.
Moreover, students can compete to provide bettrlteeor ideas owing to the fact
that they thrive in healthy competition.

In case the activity fulfils the criteria, thereeaother aspects to consider.
Before students start, the activity should be ohiced properly by describing
the situation in detail. Teachers should check thdit learners understand
the instructions and know what to do. Moreover,réhes brainstorming where
the class predict vocabulary and idiomatic expoessthat they might use.

Generally, it is better to keep the groups smaliabee students can easily

participate and they do not have to compete witmynaices. Furthermore, they
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should be allowed to work at their own levels (THational Capital Language

Resource Centre 2004).

1.2.5 Examining the Teaching Material

In order to examine whether the activity fulfil$ equirements above, teachers can
make use of the checklist mentioned in the chaptethodology By means of
the checklist, it can be verified if the activityarc be deemed as successful.
The questions of the checklist should be well abergd and answered in detail. If
teachers find the activity appropriate to use, tbay run it in the classroom. Unless

they find it suitable, it is better to avoid itxinding in the class.

1.2.6 Providing Feedback
After finishing the activity, students have to beeyn feedback because they need to
know how they performed. It is necessary to “makd¢es about each student’s
performance” (O’'Malley and Pierce 1996) Students tenefit from teachers’
observation next time.

When giving students a feedback on speaking agtdéveloping fluency,
“the teachers’ attention is primarily focused or ttontent what they are saying
instead of on the way they are saying it” Thornb{2@05, 91). It means that teachers
provide students with the feedback on the conterdt an how they perform.
The content means students’ ideas, their participaand contribution, use of
a variety of vocabulary and expressions, followthg structure, etc. The feedback
on how they perform may include the smoothness @ntfidence of students’

performance, the amount of hesitation, effectivenet speaking, an appropriate
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response as suggested by O'Malley and Pierce (1986)feedback should include
both strong and weak points.

Nonetheless, it does not have to be necessarilytdheher who provides
students with the feedback. It may also come fraudents. Broughton el al. (1993,
141) state that this makes everyone listen clobetiause they might be called on

analysing the classmate’s performance.
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2 PRACTICAL PART

2.1 Project 4

For the purpose of the practical part, the textbBokject 4 by Tom Hutchinson

(2009) was chosen because it is frequently usedraary schools. The set includes
a Student’s Book, Workbook, Teacher’s Book, CD-R@i Class CDs. Nowadays,
five course books of the third edition are avaigabh the market. The fourth course
textbook, which is suitable for the ninth grade mfmary school, was chosen.
This course book is divided into seven units anchaait is divided into subunits.

The first unit named “Introduction” is divided intavo subunits; while the other units
consist of four subunits. The level of the textbomk A2/B1 according to

the Common European Framework.

2.2 Methodology

2.2.1 Analysis and Checklists

A close analysis was selected as a method of seaAccording to
McGrath (2002, 22), the “analysis is a processclwhHeads to an objective,
verifiable description.” The analysis involved aaiked and analytical examination
of the materials by using a checklist.

The checklist was selected as the instrument ®atialysis because it enabled
an in-depth evaluation of the materials. FurtheemokMcGrath (2002) states
checklists are considered the most effective waygathering comparable data
systematically. Two checklists were used in thelyaim - one for quantitative and

one for qualitative research. In both cases, tleeklists were carefully created based

30



on the professional literature. The criteria coasd when designing the checklists
for the analysis were the amount of teachers’ obnspace for students’ creativity,
the structure of the activity, the goal of the watyi encouragement for students,
a pre-activity, language items within previous exgrece and meaning-focused

orientation. The checklists were titled accordiaghe purpose that they serve.

2.2.2 Quantitative Research

The first part of the analysis was quantitative esesh. Creswell (2009, 4)
characterizes quantitative research as a “meangg$ting objective theories” where
the results can be measured and “the numbereddatae analysed.”

In the quantitative research, the first checklistswused. It contained close-
ended questions withes/noreplies that were measured numerically. The daigew
self-administrated. The purpose was to identify éxéent to which the textbook
supported teaching speaking and whether the tektla@s more concentrated on
development of accuracy or fluency.

The procedure was firstly to find all sections depeng speaking in
the textbook Project 4. The amount of these sestees compared to the amount of
other activities included in reading, writing ansténing sections. All sections were
easily found in the table of contents. These figdirbrought also the figure of
the total number of speaking activities includedh@ sections developing speaking.

Afterwards, the questions of the first checklist foee oral production were
answered. The results were classified into thréegosies — controlled activities,
guided work and free oral production. From thissification, the variety of types of

speaking activities included in textbook Projectig} visible. It means that
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the classification shows if all three types wereini in the textbook and their

proportion.

A checklist for classifying free oral production ac tivities

1) Is students’ outcome predictable in the sense th&dachers have control over
students’ speech?
Total control | CONTROLLED ACTIVITIES

i FREE ORAL PRODUCTION
ves Egr?:r?)ll GUIDED WORK ProbucTion| O

2) Do students have space for their creativity?

Unlimited FREE ORAL PRODUCTION
Yes | space No | CONTROLLED ACTIVITIES

Limited space | GUIDED WORK PRODUCTION

Figure 1: A checklist for classifying free oral prauction

Secondly, free oral production activities were ded into four groups
according to the characteristics of the technigueshapter 1.2.2 — role-play,
dialogue building, picture describing and otherke Tategory of “others” includes
all techniques of free oral production that are exqtlained in the chapter mentioned
above and they were numbered together. This deatstin brought the figure of
the techniques of free oral production includedha textbook Project 4. It other
words, it was discovered if the author included st common techniques of free

oral production and their proportion.

2.2.3 Qualitative Research
The second part of the analysis was qualitativeeareh. Creswell (2009, 4)
characterizes it as “a means for exploring and rstdeding the meaning and

the final written report has a flexible structure.”
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In the qualitative research, the second checklishtained open-ended
questions that were processed in detail. It alstuded a text and image analysis.
The data were self-administrated.

Firstly, one controlled activity and one free ombduction activity were
chosen and the answers of the first checklist vaesavered to show the difference
between them. Secondly, two speaking activitiesfreé oral production were
randomly chosen. The purpose was to reveal wheffegr met the requirements of
free oral production activities presented in chaft2.2. In other words, positives
and negatives were searched. It was accomplisheanbyering the questions of
the second checklist for examining free oral prdiducactivities. The answers were
classified into the categories according to thenans either “yes” or “nb. When
the number of the positive answers (yes) was mbaa four, the activity was
assessed as successful and suitable of its usdge slass. This minimum limit of
four positive answers was determined becausentddrslightly more than one-half

of seven.
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A checklist for examining free oral production acti vities

Are all the language items included in the activitywithin learners’ previous
experience?

Yes No
Explanation:

2 Is the activity preceded by a pre-activity?

Yes No
Explanation:

3 Is the activity meaning-focused?

Yes No
Explanation:

4 s the activity encouraging for the learners to pefiorm?

Yes No
Explanation:

5 Is the activity structured?

Yes No
Explanation:

6 Does it have a clear learning goal?

Yes No
Explanation:

7 Is there a final report or summary at the end othe activity?

Yes No
Explanation:

Figure 2: A checklist for examining free oral prodiction activities
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2.3 Quantitative Research

2.3.1 Extent of Developing Speaking Skills

Sections in the textbook f':‘ebqsl?eltrjltfy Relative frequency
Speaking sections 10 10 27% 27%
Reading sections 7 19%

Writing sections 8 27 22%| 13%
Listening sections 12 32%
In total 37 100%

Figure 3: Number of sections developing skills inhe textbook

As seen in figure 3, 12 sections (32%) regardistghiing were found, which means
that listening was the most frequently occurringdl $& be practiced. Speaking was
the second most frequently included category intéx¢ébook. In fact, 10 speaking
sections (27%) formed slightly more than one quadieall sections. The total

number of writing sections was 8 (22%); in otherdg) less than one quarter of all
sections. It can be clearly seen that the leaquémwtly occurring category is reading
since the textbook contained only 7 reading sest{@8%).

As it was mentioned before, the division of thetisas was included in
the table of contents of the textbook. Howeverw#s discovered that each unit
contained a revision subunit and the revision sitbncluded speaking, listening and
writing sections. For unknown reason, they were ma&ntioned in the table of
contents. Nevertheless, they were included thethmenanalysis because they were
named and looked the same way as the sectionsanedtin the table of contents. In

my opinion, there was no reason to exclude them.
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After careful examination of all sections, the megjnificant fact was that
the sections developing speaking were generaltytéefards the end of the unit or
subunit so that students would be exposed to enounght. It confirmed
the statement in the chapter 1.1.3 of necessitlyjagfng some kind of knowledge
base. In other words, students’ learning vocabuiemns and grammar preceded

speaking activities.

Speaking activities in the sections| Absolute frequency Relative frequency
Speaking activities 16 16 29% 29%
Reading activities 13 24%

Writing activities 8 39 14% 71%
Listening activities 18 33%
In total 55 100%

Figure 4: Number of speaking activities in the se@ins developing speaking

In fact, 10 sections developing speaking contaimeel, two or three speaking
activities mentioned in the table of contents tvare focused on the same topic
related to the title of the unit. In total, 16 skieg activities were included in
the textbook, which represented 29% of all acegitiEach speaking activity had its
own title. The professional literature said thaacteers had to provide as many
opportunities dedicated to speaking as possible fExtbook gave the similar
opportunity to practice speaking and listening.isltvisible from the table that
the listening activities appeared in 18 cases (3%3)the other side, students would
not have the opportunity to practice reading andtivg to such extent. In
comparison with listening and speaking, writinghates were rather omitted. As

the figure 4 indicates, writing had the smallesigartion of only 8 activities (14%).
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In conclusion, the table indicated a certain imbedain the proportion of developing
the four skills.

The results of the finding showed 13 reading ati¢isi In the previous
analysis, it was said that the sections developigading were least frequent;
however, these sections consisted of more acsvifan the sections developing
writing, which usually contained only one activity.

Since the aim of this bachelor thesis was to revhal extent to which
the textbook developed speaking, the result wasjoaeter of all activities. The data
yielded by the analysis provided evidence thatateurrence of speaking activities
was satisfactory because speaking was not neglantid@ some of the other skills.

After the examination of the proportion of actiegi the other features
mentioned in the chapter 1.1.3 will be described.régards challenging children
cognitively, the topics of the units and the atiid in the textbook were generally
appropriate for children of the age for which tegtbook was designed. Some of the
topics were following Game Shows, the Environmend aFundraising Day.
The textbook was full of colourful pictures and pygraphs, which may well be
found funny and attract students’ attention. Thevaies challenged children not
only cognitively, but they also encouraged theiagimation. For instance, the author
(2009, 47) included one activity dealing with thesdription of what they could see,
hear, smell and feel; for example, at a busy tstation or their favourite place.
Moreover, several activities consisted of givingiad to other people. In this type of
activities, students have to imagine the situatiang think about them. They learn

how to be helpful and think about their own invehent in such events.
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2.3.2 A variety of Speaking Activities

In the previous chapter, it was said that 10 sastateveloping speaking included 16
speaking activities with their own title. Nevertag$, when examining closely every
single activity, it was discovered that these 16a&ng activities contained even
more speaking activities. As a result, 16 groupspdaking activities contained 24
independent speaking activities in total. Thesesf@daking activities were classified

into three categories by using the first checkilist.

Types of speaking activities Absolute frequency Relative frequency|
Controlled 3 12%

Guided oral work 5 21%

Free oral production 16 67%

Total 24 100%

Figure 5: Types of speaking activities

The data suggest that controlled activities appkaa¢her rarely. In only 3
cases (12%) teachers have full control over the aasl know exactly what students’
response will be. When they have full control, stutld do not have any space for
their own creativity because they have to use fipeessions and structure suggested
by the activity.

A closer look at thedataindicates that 5 guided oral work activities were
included. In other words, in 21% of the cases, hee have partial control over
the task and students have limited space for tneativity.

Furthermore, there were 16 free oral productioiviiets, which makes them
the most frequently occurring category. 67% speagpkictivities were not controlled
by the task, which means that the activity does gieé the exact structure and

sentences or expressions that have to be usedidgngs. Therefore, teachers would
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not have control over what students would disc@®s.the other hand, it gives
students space for their creativity, meaning thaay suggest their ideas.

The findings were surprising because a significanbalance between
the proportions of activities was discovered. Oalysmall number of controlled
activities were found. Students using this textbdukve broad knowledge of
vocabulary and grammar since they have been leaimnglish from the third grade
of primary school; for this reason, students do mextd to be tightly controlled by
teachers. However, they still need to learn newakiatary items and structures;
therefore, controlled activities have their impada and the number of
the controlled activities is very low. Guided adtes occurred slightly more
frequently.

Not surprisingly, the free oral production actiegiappeared most frequently
since as once said the textbook is suitable foisthdents of ninth grade who have
a broad knowledge base. They can easily develemdly of what they already learnt
in the previous grades of primary school. Afteridining the textbook Project 4,
students should reach the level of English up to d@tresponding to broad
knowledge. However, the number of free oral productctivities was surprising
because formed more than half of all speaking #ietsvand five times more than
the controlled speaking activities. These resultevided the evidence that

the textbook focused more on the development ehfty rather than accuracy.
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2.3.3 Techniques of Free Oral Production

Techniques of free oral production| Absolute frequency Relative frequency|
Role play 3 12,5%
Dialogue building 6 25%

Picture describing 6 25%

Others 9 37,5%

Total 24 100%

Figure 6: Techniques of free oral production

The frequency distributions of techniques of oraéfproduction are shown in
figure 6. The authors included 24 speaking ac#sitin the textbook, all of which
corresponded to a particular technique of free pradiuction. Three techniques were
described in the chapter 1.2.2, but the authorialdaded other techniques that were
classified as “others”; for instance, ask and amswe

The textbook contained 6 dialogues building (25%)describing pictures
(25%) and 3 role plays (12, 5%). The category “tgtheontained 9 activities (37,
5%) in total.

It is obvious that dialogue building and picturesciiing are the most
common. On the contrary, the author does not irchate-play so often. In spite of
dividing the activities into clear categories, stworth noting that some activities
consisted of not only one main technique but afssupport technique essential for
the students to imagine the situation. For a beitelerstanding, the activity on page
18 (Hutchinson 2009) was classified as a dialoguelding; nevertheless,
visualization or pictures served as a support. notlzer case, role-plays were

supported by dialogues.
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The role-plays practising free oral production werall cases designed for
two students. The given situations for role-playgjinated in everyday life, for
instance, interaction between a doctor and higpati

Likewise, dialogue-building activities were mosttesf created for two
students. The topics of the dialogues always supg@dhe theme of the unit.

Additionally, pictures designed to be describedevesually colourful and
included characters. Mostly, there was one or twaiupes and in a few cases

the author included a set of pictures.
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2.4 Qualitative research

2.4.1 Controlled Speaking Activity

? Work with a partner. Make interviews with the
people at the fundraising day. Use the questions.
1 What's your name?
2 What do you usually do at this time?
2 Whal are you doing today?
4 Why are you doing it?
= What’ your name?
e My name’s Mike
* What do you usually do at this time?
o [ usually

Figure 7: Controlled speaking activity
The instructions:
Student’s book: “Work with a partner. Make intewg with the people at

the fundraising day. Use the questions” (Hutchinddd9a, 5).

The 1st checklist
1) Is students’ outcome predictable in the sense tdethers have control over

students’ speech?
Yes, it is easily predictable because teachers twgkcontrol over students’ speech.
The first student is supposed to use the questdwsgned by the author of
the textbook. The second student will use the médron included in the text in

the previous exercise to answer partner’s questions

2) Do students have space for their creativity?
No, students are not allowed to either add anyrmé&tion that is not mentioned in

the text or create their own questions since tegugations say “use the questions.”
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2.4.2 First Activity of Free Oral Production — Role Play

b Work with a partner. Interview Smart Alec.

What did you use to look like?
Where did you use to live?

Figure 8: Activity 1 — Role play
The instructions:

Student’s book: “Work with a partner. Interview Sialec. What did you
use to look like? Where did you use to live?” (Humson 2009a, 11)

Teacher’s book: “Students work with a partner t¢e rplay the interview
between Smart Alec and an interviewer. Monitor @sations, checking the correct

use of grammar” (Hutchinson 2009b, 22).

The P! checklist

1) Is students’ outcome predictable in the sense tdethers have control over
students’ speech?
No, teachers do not have control over studentsedpeThe students playing

an interviewer are supposed to suggest their owestepns. Thus, teachers cannot
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predict questions suggested by students and fowekine answers of students
playing Smart Alec. The picture may give a hint{ ibldoes not give a considerable

amount of control to teachers.

2) Do students have space for their creativity?
Yes, students have plenty space for their cregti@nly two questions serve as
a hint and students are supposed to form more iquestelated to the picture.

Moreover, the amount of answers to the questionslimited.

The 2 checklist

1) Are all language items included in the activity imt learners’ previous
experience?

Yes, they are. In the previous section of “gramimsiydents learn the phrase “use

to.” Therefore, it was the right decision to incorgte this activity at the end of

the subunit so that students could practice thagghjust after learning the grammar.

Moreover, Alec’s character often appears in thébmok that is why learners should

be familiar with him and his life.

2) Is the activity preceded by a pre-activity?

Yes, a picture description serves as a pre-actikggarners suggest the description of

Alec’s character and the place where he used ® livis presumed to be a good

preparation for students to produce more compl@edp in the following activity.

The items in the picture do not seem to be too delng to describe. In the first

picture, they describe Alec, his car and his frievidle in the second picture they

focus on the place where Alec lived and his hobbies
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3) Is the activity meaning-focused?

Yes, it is meaning-focused. Students’ focus is@mgaring past and present of Alec;
in other words, they learn new information about life. Besides, the instructions in
the teacher’s book say that teachers should moti®rconversation and check
the correct use of grammar. Based on the theoryiomd in the chaptéProviding
Feedback’, professional literature said teachers did notckhihe correct use of
grammar when dealing with free oral production\aiti Instead, the instructions
ought to suggest concentrating on content, suchuaents’ ideas, use of a variety of

vocabulary and expressions, following the structaure their participation.

4) Is the activity encouraging for the learners td'qen?
Yes, it is encouraging. Learners should performheut hesitation due to the pre-
activity and the previous controlled activities time grammar section. Moreover,

the picture is colourful, which may well attracidénts’ attention.

5) Is the activity structured?

No, it is not structured. Two pictures provide @ntd with guidance even though
its sufficiency is questionable. As a matter oft féae freedom in order in which they
would describe the features of the picture couldfuse them. For example, students
could easily concentrate on some features and tfatipers or digress from one to

another.

6) Does the activity have a clear learning goal?
Yes, it does. The learning goal of the activityresponds with the overall aim of

the unit “asking questions about past habits” asodginning of the unit says. In this
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activity, students not only suggest descriptiortha pictures, but they also have to

practice forming questions regarding past habits.

7) Is there a final report or summary at the end efabtivity?

No, the instructions in the teacher’'s book do nention a final report or summary.
However, the instructions of other activities irdmal in the textbook often say that
the activities should be reported in the end in fileat of the class. It was not
the case of this activity though. In fact, it colhd to lower student’'s activity.
Nevertheless, teachers may express their creatanty include the final report
because they are not supposed to obey strictlyngteuctions and they may adjust

them to fit their needs.

2.4.3 Results - Activity 1

Fulfll_llng the 11213 a4l 5 & Absolute Relative
criteria frequency frequency
Yes X| X | X| X X 5 72%
No X X 2 28%

Figure 9: Fulfilling the criteria — activity 1
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Fulfilling the criteria

M Yes

No

Figure 10: Fulfilling the criteria — activity 1

The first activity achieved 5 out of 7 points oftlechecklist. The first issue was
the structure of the activity. In fact, the actyvidid not include any structure that
could be followed, which could cause difficultiesr fstudents while performing.

The second requirement that was not met regardedinlal report or summary.

Nevertheless, teachers could announce to studkatstiiey are going to present
the results in front of the class after finishihg tole-play. Despite these two issues,
the activity is supposed to be successful becausecomplished more than four
positive answers. It was meaning-focused, encongagireceded by a pre-activity
and it has a clear learning goal, students shoaltatmiliar with all language items.

That is why its usage is appropriate when pradidinency because it enables

development of free oral production.

47



2.4.4 Second Activity of Free Oral Production— Pict  ure Describing

4 a What is your favourite game show on TV?
What do the contestants have to do?

b Look at the picture. What is the name of the
show? What do you think the contestants have
to do?

Figure 11: Activity 2 - Picture describing
The instructions:

Student’s book: “Look at the picture. What is tteene of the show? What do
you think the contestants have to do?” (Hutchin®0®9a, 25)

Teacher’'s book: “Focus attention on the pictursk svhat people are doing.
(They're taking part in a TV game.) Check studemtslerstanding of the name
(Wheel of Fortune). Encourage different ideas aldhat the contestants have to do”

(Hutchinson 2009b, 37).
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The ' checklist

1) Is students’ outcome predictable in the sense téethers have control over
students’ speech?

No, it is not predictable. The instructions encgeratudents to use their imagination

in order to think about what the contestants haveld in the show. It prevents

teachers from having control over the answersuafesits.

2) Do students have space for their creativity?
Yes, they have. Teachers are supposed to encouliffigeent answers so that
students suggest many ideas and thoughts. Evéreyfdo not know the name of

the game show, they can create a name by themselves

The 2 checklist

1) Are all the language items included in the actiwtithin learners’ previous
experience?

No, the items are not within learners’ previous exxgnce because no helpful
activities are presented at the beginning of tlei@e unit. In addition, the workbook
does not include any new vocabulary items suitédnehis particular exercise that
students could use in the picture description.

2) Is the activity preceded by a pre-activity?

Yes, there is a pre-activity where students ar@asgd to speak about their favourite
game show on TV. They also have to discuss comtsstavolvement in the game
show. In spite of lack of helpful activities, ttparticular pre-activity can greatly help
students because it is very likely that studeras’'ofirite game show is similar to

the game show in the analysed activity. Thereftre preparation in the pre-activity
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ensures less hesitation when using the expressiotisutterances in the following
activity.

3) Is the activity meaning-focused?

Yes, it is meaning-focused because attention igam to language features. Unlike
in the first activity, the instructions in the té&c’s book do not suggest monitoring

students’ mistakes.

4) Is the activity encouraging for the learners td'quen?

No, as it was mentioned above, the lack of vocalulams can discourage students.

In fact, not having sufficient knowledge base meguit in speaking failure.

5) Is the activity structured?

No, it is not structured. The main concentration as the actions, which

the contestants are supposed to do in the game. $hmvetheless, more areas could

be discussed. An outline that would include poistgsh as the age of contestants,

human characters, for instance, introvert or exdroand so on could be designed.

6) Does the activity have a clear learning goal?

It achieves the goal because the name of thesifitaime and Fortune” and students

are supposed to discuss the game show “Wheel tiik@t They practice speaking

about the topic that they are bound to be famikdh. In fact, these types of show

are often broadcast on the television or they emewwheel of fortune in real life.
Strangely, the unit overview in the teacher’s bsaks that the goal of the unit

as a whole is “talking about past experience.” fg¢ beginning of the unit present

perfect is practised in the grammar section. Howetlds particular activity is
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designed to use present tense to describe whabtitestants have to do in the game
show, which clearly does not correspond with thi¢ gmal.

Nevertheless, as once said, when speaking serlga®m way of practicing
grammar, it is not an effective because the fosumi grammar instead of speaking.
That is why the first aim of talking about the Wheé Fortunate is more relevant
than talking about past experience can be practicether activities in the unit.

7) Is there a final report or summary at the end efattivity?
No, the author did not design the activity to benmarized or reported in its end
same as the first activity. It could also cause lthe participation of students.
Moreover, adding summary or report at the end efattivity can smoothly lead to

feedback, which can be otherwise forgotten.

2.4.5 Results - Activity 2

Fulfll.llng. the 1121 3l 4| 5 & Absolute Relative
criteria frequency frequency
Yes X| X X 3 43%
No X X| X X 4 57%

Figure 12: Fulfilling the criteria — activity 2
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Fulfilling the criteria

M Yes

No

Figure 13: Fulfilling the criteria — activity 2

The second activity managed to accomplish onlydgiirements out of 7 as
seen in figure 10. In other words, in 57 % of cabesanswer to the question of
the checklist was “no”. For this reason, it coulot bbe considered as a successful
activity unlike the first activity. Students maygggle in a few points, such as lack
of vocabulary items presented to them before sathe activity. Moreover, the lack
of structure can cause difficulties when formulgttheir ideas. Both of these issues
lead to learners’ loss of encouragement. As welthasfirst activity, the second
activity was not designed to be summarized or teporin the end. Despite
the activity had a clear learning goal, was meafingsed and was preceded by a
pre-activity its inclusion in the English classesnot recommendable due to the
reasons mentioned above.

In spite of equivocal results yielded by the qaaiNte research, Project 4 was
assessed as a textbook suitable for teaching smpdl@cause of the results of

the quantitative research and the first speakitigigc
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CONCLUSION

To conclude, a textbook represents an importardgures for teaching English as
a foreign language. In many cases, textbooks areriéwvailing, most frequently used
teaching material and thus their role is even neoueial. When selecting a textbook,
teachers should consider the content of the tekthibeir specific requirements and
students’ level of English proficiency. In othernas, a textbook should be subjected
to an analysis that will reveal if the subject raats not too demanding for students,
if it gives the opportunity to develop all skili§jit does not lack in speaking practice
and so on.

The last mentioned issue was chosen as a subjettid@nalysis elaborated
in this bachelor thesis. In other words, the ainthef thesis was to explain effective
teaching speaking, development of speaking andydappke phenomena to a variety
of speaking activities in the textbook Project 4.

The theoretical part of this bachelor thesis fodusa the explanation of
the crucial terms of teaching and development ebkmg. Besides, several factors
influencing the development of fluency and condisoof a functional speaking
activity were clarified. Finally yet importantlyhé importance of providing students
with feedback on their performance was emphasized.

The practical part dealt with the opportunities fime development of
speaking skills provided by textbook Project 4. Thpportunities to practice
speaking have great importance for students asdéyot usually practice speaking
outside the classroom. An analysis chosen as ardsenethod was carried out

based on two checklists that proved that the tekbdid not neglect the
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opportunities for teaching speaking and diversedsygnd techniques developing free
oral production were found.

To sum up, working on this bachelor thesis was rdimg for me as |
explored many significant facts of teaching spegland its individual components. |
hope | will have an opportunity to investigate thedd in greater depth and verify it

in practice in the future, which, undoubtedly, wibeinrich my professional growth.
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