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Introduction

The landscape of English Language Teaching (ELT) has undergone a radical
transformation over the last five decades. The shift from the rigid, structure-heavy paradigms
of the mid-20th century to the dynamic, meaning-oriented framework of Communicative
Language Teaching (CLT) marks one of the most significant evolutions in glottodidactics. At
its core, CLT posits that the ultimate goal of language learning is not the mechanical mastery
of grammatical rules, but the development of "communicative competence"—the ability to use

language effectively and appropriately in real-world social contexts.

In the Czech Republic, this methodological transition carries a unique historical weight.
For decades, the domestic educational system was isolated from Western pedagogical trends,
remaining rooted in the Grammar-Translation Method. Following the socio-political changes
of 1989, Czech schools faced the monumental task of integrating modern communicative
standards almost overnight. Today, while the official curriculum (RVP) emphasizes
communicative skills, the practical implementation of these ideals often encounters systemic
resistance, ranging from the "washback effect" of standardized testing to deeply ingrained

institutional habits and student anxiety.

This bachelor’s thesis explores the complex interplay between the theoretical benefits
of the communicative approach and the practical limits imposed by the Czech educational
environment. By synthesizing established linguistic theories—such as Krashen’s Affective
Filter and Canale and Swain’s model of competence—with a qualitative analysis of
contemporary teaching practice, this work seeks to identify why the "communicative ideal"
remains, in many cases, a challenge to achieve. The goal is to provide a balanced perspective
on how teachers navigate the tension between fostering spontaneous fluency and meeting the

formal requirements of a traditional academic system.



THEORETICAL PART

1 Historical and Socio-Political Context of Language Teaching
1.1 The Evolution of the Communicative Approach in the Western Context

The transition towards the Communicative Approach (CLT) in the English-speaking
world and Western Europe during the 1970s was a response to the shortcomings of previous
methods and the practical needs of a globalised world (Littlewood, 2014). In the 1960s, English
language teaching focused primarily on the mastery of formal grammatical structures.
However, as Raine (2010) observes, this focus on grammar often happened at the expense of
functional utility, meaning learners could not use the language in real-life situations. The
increasing global mobility necessitated a shift from formal grammar to "communicative
competence" (Hymes, 1972).

The foundation for this evolution was the critique of Noam Chomsky’s notion of
linguistic competence. Hymes (1972) argued that a purely formal linguistic theory was
inadequate because it could not explain the social and functional rules of language. He famously
stated that "there are rules of use without which the rules of grammar would be useless" (Hymes,
1972, p. 278). For Hymes (1972), a child acquires more than just the ability to produce
grammatical sentences; they learn "when to speak, when not, and as to what to talk about with
whom, when, where, in what manner" (p. 277).

This sociolinguistic perspective was supported by philosophers like Austin and Searle,
who viewed language as a tool for performing "speech acts" (Raine, 2010). This theoretical
background suggested that language is not just a set of patterns, but a system of functions such
as requesting or apologising (Richards, 2006). The practical application of these theories
emerged in the 1970s through the Council of Europe. The goal was to help people move across
borders by ensuring they had the "threshold level" of language needed for social survival
(Raine, 2010). This led to the Notional-Functional Syllabus, which organised teaching around
"functions" and "notions" (Raine, 2010).

Littlewood (1981) bridged the gap between theory and the classroom by distinguishing
between "pre-communicative activities," which focus on accuracy and the formal system, and
"communicative activities," where the learner uses language to achieve a functional goal
(Littlewood, 1981, p. 8). This ensured that formal knowledge served the ultimate purpose of
language: the exchange of meanings (Littlewood, 1981).

The rise of CLT was also a response to the "global spread of English" (Littlewood,
2013). As the approach was exported worldwide, it had to evolve from a "strong version" to a
more "context-sensitive pedagogy" (Littlewood, 2013). In the 21st century, this evolution has
been further accelerated by the digital revolution and online communication. After 2010, the
integration of digital tools and the necessity of navigating English as a global lingua franca in
virtual spaces have shifted the focus of CLT towards digital literacy and multimodal
communication, reflecting the contemporary demands of a hyper-connected world (Littlewood,
2013; Harmer, 2007).

1.2 Discontinuity in the East (Czech Republic): The Legacy of the Grammar-
Translation Method



While the Western pedagogical world underwent a "communicative turn" in the 1970s,
the educational landscape in the former Czechoslovakia remained largely isolated, preserved in
a methodological paradigm that focused on formal accuracy over functional use (Najvar, 2010).
The dominant approach was the Grammar-Translation Method (GTM). As Krashen (1982)
notes, GTM provides students with a theoretical understanding of language rules, but it often
fails to facilitate natural acquisition, leaving learners unable to use the language spontaneously
(Krashen, 1982, p. 127). In the specific context of the Czech socialist education system, this
was not merely a pedagogical choice but a reflection of the socio-political reality. Since foreign
travel and contact with native speakers were severely restricted, English was taught as a "dead"
academic system. The primary goal was to decode written texts and master the linguistic system
as an abstract discipline rather than a tool for living communication (Najvar, 2010).

This historical period created a significant "discontinuity" in teacher training and
classroom reality (Najvar, 2010). According to Najvar (2010), the GTM was ideal for a closed
society because it allowed teachers to maintain absolute authority through the checking of
"correct" and "incorrect" translations, without requiring high oral proficiency themselves
(Najvar, 2010, p. 23). This created a "pedagogical vacuum" where language was detached from
its social and pragmatic purpose. This focus on "grammatical competence" often came at the
expense of "communicative competence," a fundamental concept defined by Hymes (1972) as
the ability to use language appropriately in various social contexts. In the Czech classroom, a
student could conjugate irregular verbs perfectly but remained "communicatively incompetent"
when faced with a real-life situation (Najvar, 2010).

Furthermore, this era left behind a deep-rooted "culture of correctness" that continues
to influence today's learners (Najvar, 2010). In the GTM, the teacher’s role was that of a judge
who penalised every deviation from the grammatical norm. However, as Krashen (1982) points
out, such an environment—where every deviation from the norm is penalised—raises what he
calls the "affective filter." This psychological barrier, fuelled by anxiety and fear of failure,
effectively blocks the natural acquisition process (Krashen, 1982, p. 31). Consequently,
generations of Czech learners developed a "monitor" that was too strong, leading to a state of
linguistic paralysis where the fear of making a grammatical mistake outweighed the desire to
communicate a message (Krashen, 1982).

1.3 The Clash of Methodologies After 1989: Resistance to Reform

The post-1989 era was characterised by a "methodological shock" as the Czech school
system attempted to integrate Western communicative standards almost overnight (Najvar,
2010). However, the transition to Communicative Language Teaching (CLT) was not a smooth
evolution, but rather a clash between modern curriculum requirements and traditional
institutional habits. According to Janik (2005), systemic reforms often fail because they ignore
the "subjective theories" of teachers—the deeply held personal beliefs about what "proper
teaching" looks like. These theories are often shaped by the teachers' own experiences as
students, creating a cycle of traditionalism that is difficult to break (Janik, 2005, p. 45).

One of the primary sources of resistance is the institutional framework of Czech
secondary schools, which often prioritises "products" over "processes." As Richards (2006)
discusses, CLT focuses on the process of communication, which is often messy, unpredictable,
and difficult to grade. In contrast, the traditional Czech system prefers measurable and
standardised outputs. This is further complicated by the "washback effect" of standardised
testing. Raine (2010) and Canale and Swain (1980) emphasise that for CLT to be successful,



assessment must also be communicative. However, if the final "Maturita" exam continues to
reward discrete grammar points and formal accuracy, teachers are naturally discouraged from
spending valuable lesson time on the open-ended activities suggested by Littlewood (1981),
such as role-plays or simulations.

This institutional resistance is reinforced by the lack of qualified personnel during the
rapid transition period. Najvar (2010) observes that the massive shift from Russian to English
in the 1990s forced many teachers to retrain quickly, often without a deep understanding of
communicative methodology (Najvar, 2010, p. 32). This led to a hybrid form of teaching where
modern textbooks were used, but the underlying approach remained rooted in GTM.
Furthermore, there is significant external pressure from the "public subjective theory." Janik
(2005) notes that many parents perceive CLT activities as "mere playing" rather than serious
academic work. Because GTM results are easily measurable—such as a list of 50 translated
words—it feels more "real" to parents than the abstract progress of communicative fluency
(Janik, 2005; Najvar, 2010). This puts teachers in a difficult position: they are caught between
the modern demand for "context-sensitive pedagogy" (Littlewood, 2013) and a society that still
demands "hard" grammatical results as the only valid proof of learning (Janik, 2005).

2 The Communicative Approach (CLT): Theoretical Foundations and
Pedagogical Implications

The Communicative Language Teaching (CLT) approach represents a fundamental
paradigmatic shift in glottodidactics, redefining the very essence of language education from a
static mastery of forms to a dynamic engagement with meaning. Unlike earlier linguistic
theories, such as structuralism or the audiolingual method, which viewed language as a rigid
system of discrete grammatical units and phonological patterns, CLT is rooted in a functional
and interactional perspective of human communication (Richards, 2006). The ultimate
objective is no longer merely the accumulation of "knowledge about language" (declarative
knowledge) but the functional ability to participate in social reality through the target language
(procedural knowledge). This chapter provides an exhaustive theoretical analysis of the core
pillars that define the ideal model of modern communicative instruction, contrasting them with
traditional pedagogical habits and exploring the psychological mechanisms that underpin
successful second language acquisition.

2.1 The Multidimensional Model of Communicative Competence

As established in section 1.1, the concept of communicative competence arose as a
reaction to the limitations of purely formal linguistic theories. While Hymes (1972) provided
the sociolinguistic impetus for this shift, the model was further operationalised for language
pedagogy by Michael Canale and Merrill Swain (1980). Their expanded framework, which
remains the most robust theoretical pillar of contemporary CLT, suggests that language
proficiency is a multifaceted construct consisting of four interrelated components (Canale &
Swain, 1980, p. 29).

First, linguistic (or grammatical) competence involves the mastery of the formal
features of the language, including phonology, orthography, vocabulary, morphology, and
syntax (Canale & Swain, 1980, p. 29). Within the CLT framework, this component is viewed
as an infrastructural element that serves the higher purpose of enabling the formulation of
precise meaning (Canale & Swain, 1980). Second, sociolinguistic competence determines the
speaker's ability to decode and produce social meanings, requiring an acute awareness of



registers, politeness norms, and cultural implications (Canale & Swain, 1980). Without this, a
learner remains a "fluent fool"—someone who can speak the language technically but
consistently fails to navigate social nuances. Third, discourse competence focuses on the
speaker's ability to organise individual utterances into coherent and cohesive wholes,
facilitating the transition from fragmented sentences to fluid texts or dialogues (Canale &
Swain, 1980). Finally, strategic competence represents the meta-cognitive ability to
compensate for deficiencies in the other areas through circumlocution or gestures (Canale &
Swain, 1980, p. 30). Harmer (2007) argues that this strategic ability is what allows learners to
maintain communication when formal knowledge fails.

2.2 Psycholinguistic Perspectives: The Primacy of Fluency and the Affective Filter

A defining characteristic of CLT is the deliberate prioritisation of fluency over accuracy
(Harmer, 2007; Richards, 2006). This shift is supported by extensive psycholinguistic research,
most notably Stephen Krashen’s (1982) Monitor Theory, which distinguishes
between learning—a conscious process focused on formal rules—and acquisition—a
subconscious, natural process (Krashen, 1982, p. 10). CLT primarily targets the acquisition
process, positing that language is most effectively internalised when the learner’s cognitive
resources are focused on the meaning of the communication (Krashen, 1982; Littlewood, 1981).

Central to Krashen’s (1982) framework is the concept of the affective filter, a
psychological barrier composed of anxiety, low self-esteem, and the fear of social
embarrassment (Krashen, 1982, p. 31). In traditional pedagogical environments where every
deviation from the norm is immediately penalised, the affective filter rises, leading to "monitor
over-use" (Krashen, 1982). The student becomes so preoccupied with correctness that they lose
the capacity for spontaneous interaction. Consequently, CLT seeks to foster a low-anxiety
classroom environment where errors are viewed as natural, developmental evidence of the
learner’s active hypothesis-testing (Harmer, 2007). Fluency is thus defined as the capacity for
effective message conveyance and the maintenance of communication flow (Richards, 2006).

2.3 Pedagogy of Engagement: Information Gaps and Authentic Materials

For communicative competencies to develop, the classroom must move beyond
"pseudo-communication" (Harmer, 2007). Jeremy Harmer (2007) and Jack Richards (2006)
emphasise that the central catalyst for genuine interaction is the information gap. This occurs
when one participant possesses information that another does not, necessitating the use of the
target language to bridge that gap (Richards, 2006, p. 18; Harmer, 2007). Without an
information gap, there is no real reason for students to listen to each other, and the activity
remains a mechanical exercise in form.

Furthermore, CLT strongly advocates for the use of authentic materials—texts, audio,
or videos produced for native speakers (Harmer, 2007; Richards, 2006). Traditional textbooks
often present "sanitized" language that is pragmatically hollow. The use of authentic materials
increases the perceived relevance of instruction and exposes students to the natural variety of
the language, which is critical for developing the sociolinguistic and discourse competencies
required to handle the complexities of English as a global lingua franca (Richards, 2006; Najvar,
2010).

2.4 The Evolution of Classroom Dynamics: From Controller to Facilitator



The full implementation of CLT necessitates a radical reorganisation of the social and
power dynamics within the classroom towards a learner-centred approach (Richards, 2006).
The traditional model, where the instructor acts as the sole arbiter of linguistic truth, is replaced
by a role that is strategically less dominant. Jeremy Harmer (2007) provides a detailed typology
of these roles, defining the teacher as an organiser, monitor, and facilitator (Harmer, 2007, p.
57). As a facilitator, the teacher designs environments where students discover how language
works through active wuse, thereby increasing Student Talk Time (STT) while
minimising Teacher Talk Time (TTT) (Harmer, 2007). In the Czech context, as noted by Najvar
(2010) and Janik (2005), this shift remains difficult due to the "washback effect" of standardized
testing and historical pedagogical conservatism.

3 Institutional and Practical Constraints in the Czech Context

The implementation of Communicative Language Teaching (CLT) within the Czech
secondary education system is a process fraught with systemic resistance and practical
obstacles. While the official educational frameworks (RVP) have long championed the
development of communicative competence as a primary goal, the actual classroom reality
often tells a different story. This discrepancy is not merely the result of individual teacher
choices, but rather a reflection of deeply ingrained institutional structures, historical legacies,
and psychological barriers that define the Czech "gymndzium" environment. To understand why
CLT often remains a theoretical ideal rather than a lived reality, it is necessary to examine the
"enemies" of communication: the high-stakes testing culture, the limitations of commercial
materials, and the complex emotional landscape of the adolescent learner.

3.1 The Washback Effect and the Hegemony of the State " Maturita"

In the landscape of Czech secondary education, no single factor exerts a more powerful
influence on pedagogical practice than the state "Maturita" examination. This phenomenon is
theoretically defined as the washback effect, a term that describes how the format and content
of a high-stakes test dictate the curriculum, the teaching methods, and even the learning
strategies employed in the classroom (Raine, 2010, p. 11). According to Raine (2010), the
washback effect can be either positive or negative; however, in the Czech context, it frequently
acts as a restrictive force. Because the "Maturita" is a standardized, high-stakes gatekeeper for
university admission, it creates a "fear-driven" curriculum where teachers feel an overwhelming
professional and social obligation to ensure their students can navigate the specific technical
requirements of the exam.

The theoretical ideal of CLT, as established by Canale and Swain (1980), requires
assessment to be holistic and focused on the negotiation of meaning. However, the standardized
nature of the Czech state exam necessitates a focus on discrete, measurable points of grammar
and vocabulary (Janik, 2005; Raine, 2010). This creates what Janik (2005) identifies as a
"narrowing of the curriculum," where teachers spend months, or even years, training students
in "test-taking strategies" rather than "communication strategies." The unpredictability and
creative messiness of true communicative tasks—such as spontaneous debates or role-plays—
are often perceived as a "waste of time" compared to the predictable drills found in mock exam
papers. This systemic pressure reinforces a "culture of correctness" that rewards students for
avoiding mistakes rather than for successfully conveying a message, effectively stifling the very
strategic competence that CLT seeks to foster (Najvar, 2010). Furthermore, the washback effect
extends beyond the classroom into the "public subjective theory" of parents and school



management, who often equate high exam scores with successful language learning (Janik,
2005).

3.2 The Paradox of "Communicative'" Materials: Marketing vs. Methodology

A secondary but equally significant constraint is the quality and application of teaching
materials. Most modern ELT textbooks used in Czech schools market themselves as being fully
communicative, yet a critical analysis of these materials often reveals a "methodological
hybridity" that can be misleading. Many of these books follow the rigid "PPP" (Presentation,
Practice, Production) model which, while organised, often fails to provide the deep-end
communicative experiences required for true acquisition (Harmer, 2007). Harmer (2007) notes
that many textbooks offer "pseudo-communicative" activities—tasks that mimic
communication on the surface but are actually highly controlled grammar exercises in disguise
(Harmer, 2007, p. 50).

The reliance on these textbooks often leads to a phenomenon described as "textbook-
driven instruction," where the teacher’s primary goal becomes "finishing the book" rather than
responding to the communicative needs of the students (Najvar, 2010). Najvar (2010) argues
that for CLT to be effective, teachers must move beyond the textbook and integrate authentic
materials—real-world texts, podcasts, and videos that were not originally designed for the
classroom. However, the Czech institutional framework rarely provides teachers with the
necessary time or professional autonomy to curate these materials. Instead, teachers are often
bound by a "plan" that dictates which units must be covered by the end of the semester. This
institutional rigidity ensures that students are exposed to "sanitised" language that is
pragmatically hollow, lacking the cultural nuances and spontaneous irregularities of real speech
(Najvar, 2010; Richards, 2006). When the textbook becomes a "pedagogical cage," the
communicative ideal is reduced to a series of checkboxes (Janik, 2005).

3.3 Psychological and Demographic Barriers: Adolescent Language Anxiety

The third pillar of resistance is found in the psychological and demographic reality of
the learners themselves. Within the specific age group of Czech gymnasium students (roughly
15 to 19 years old), the implementation of CLT faces the formidable obstacle of Language
Anxiety (Krashen, 1982). As established by Krashen (1982), the affective filteris a
psychological barrier that blocks the acquisition process when a student feels anxious, bored,
or self-conscious (Krashen, 1982, p. 31). In the sensitive period of adolescence, this filter often
rises to extreme levels. Students are acutely aware of their social standing among peers, and the
fear of making a grammatical mistake in front of the class is often perceived as a threat to their
social identity.

This anxiety is exacerbated by the "legacy of correctness" mentioned in earlier chapters
(Najvar, 2010). If students have been conditioned by years of traditional schooling to view
every error as a failure to be penalised, their internal "monitor" becomes over-active (Krashen,
1982). In higher grades, as the pressure of the "Maturita" increases, this psychological paralysis
often worsens. Students may conjugate irregular verbs perfectly in writing but remain
"communicatively incompetent" in speech because the fear of a local error prevents them from
attempting a global message (Krashen, 1982; Najvar, 2010). Furthermore, there is a
demographic shift in motivation; younger learners often approach language with a sense of
"play," but as they age, their "subjective theories" of learning become more instrumental. They
begin to see English as a "subject to be passed" rather than a skill to be acquired (Janik, 2005).



Overcoming this resistance requires the teacher to adopt the sophisticated roles of "facilitator"
and "counsellor" (Harmer, 2007).

3.4 Socio-Political Echoes and Institutional Inertia

Finally, one must consider the role of institutional inertia and the socio-political echoes
of the past that still resonate within the Czech school system (Janik, 2005). Even decades after
1989, many schools continue to operate under a hierarchy that prioritizes administrative order
over pedagogical innovation. Janik (2005) discusses how systemic reforms often fail because
they do not account for the deeply held beliefs of the "teaching collective"—the "subjective
theories" that are difficult to break (Janik, 2005, p. 45). In many Czech schools, there is an
implicit pressure to conform to traditional standards; a teacher whose classroom is "too loud"
because students are engaged in a lively debate may be judged as having poor classroom
management (Janik, 2005).

This institutional conservatism is reinforced by the lack of continuous, high-quality
professional development that focuses on the practical aspects of CLT. Many teachers
understand the what of communication but struggle with the sow of managing twenty-five
anxious teenagers in a communicative task. This leads to a state of "methodological fatigue,"
where teachers, exhausted by the struggle against the washback effect, inadequate materials,
and student anxiety, revert to safer, more traditional methods (Najvar, 2010; Janik, 2005). The
result is a "hybrid classroom" where communicative goals are mentioned in the syllabus, but
the actual practice remains rooted in the structural accuracy of the past.

4 Advanced Methodology and Interactive Dynamics in CLT

4.1 Interaction Patterns and the Role of the Facilitator

The full implementation of CLT requires a shift from teacher-centred to learner-centred
instruction (Richards, 2006). The teacher’s role becomes less dominant, shifting from
"controller" to facilitator (Harmer, 2007). Harmer (2007) provides a detailed typology of these
roles, defining the teacher as an organiser, monitor, and resource (Harmer, 2007, p. 57). As an
organiser, the teacher sets up complex tasks and then steps back to allow for Student Talk Time
(STT). Littlewood (1981) argues that language is a skill practised through active use, and the
teacher must monitor activities without interrupting the students' communicative flow (Harmer,
2007).

4.2 Pragmatic Competence and the Prevention of Pragmatic Failure

A critical expansion of the communicative model involves the transition from purely
semantic knowledge to pragmatic competence—the study of how context contributes to
meaning (Canale & Swain, 1980; Hymes, 1972). Learners must understand the "illocutionary
force" behind utterances to be truly competent (Hymes, 1972). When a learner lacks this, they
suffer from pragmatic failure, which Richards (2006) points out is often perceived by native
speakers as a character flaw, such as rudeness, rather than a linguistic mistake. In the Czech
tradition prioritising morphological correctness, these subtle social rules are often ignored
(Najvar, 2010). CLT seeks to remedy this by teaching students to negotiate meaning based on
power dynamics and social registers (Littlewood, 1981; 2014).

4.3 Cognitive Engagement through Inductive Learning and Scaffolding



While traditional Czech education has been deductive, CLT thrives on inductive, or
discovery, learning (Harmer, 2007). This requires students to encounter language in context
and induce the underlying patterns for themselves, leading to deeper processing (Harmer, 2007,
p. 57). To support this, the teacher must provide adequate scaffolding—language frames or
sentence starters that help students structure their thoughts without the teacher doing the work
for them (Richards, 2006). As students become more confident, this scaffolding is gradually
removed, leading to learner autonomy. However, the limitation in the Czech context is time, as
inductive learning is inherently slower than deductive lecturing (Janik, 2005).

4.4 Functional Communication versus Social Interaction Tasks

Jack Richards (2006) and William Littlewood (1981) distinguish between functional
communication tasks and social interaction tasks (Richards, 2006, p. 18; Littlewood, 1981, p.
20). Functional tasks focus purely on task completion, such as sharing specific information
(Richards, 2006). Social interaction tasks require students to consider the social context and
personal relationships, such as role-playing a business negotiation (Littlewood, 1981). While
Czech schools occasionally incorporate functional tasks, they often struggle with social tasks
because they feel "too playful" for a system demanding objective results (Richards, 2006; Janik,
2005).

4.5 Information Gaps and Authentic Materials in Context

The information gapis the most vital tool in CLT for generating authentic
communication (Richards, 2006, p. 18). Harmer (2007) argues that without this gap, interaction
is merely "display" language rather than "usage" (Harmer, 2007). By simulating the cognitive
demands of real-life English, the information gap, combined with authentic materials produced
for native speakers, prepares students for the complexities of global communication (Harmer,
2007; Najvar, 2010; Richards, 2006). This exposure is critical for developing sociolinguistic
and discourse competencies, moving the learner away from the "sanitised" and pragmatically
hollow language found in many traditional textbooks (Richards, 2006; Najvar, 2010).



PRACTICAL PART

Introduction

The practical part of this thesis shifts from theoretical discourse to the lived reality of
the Czech classroom. While the first half of this work established the evolution and pillars of
Communicative Language Teaching (CLT), this section aims to investigate how these principles
are interpreted and applied by practitioners in the field. The central research problem lies in the
potential discrepancy between modern pedagogical "ideals" and the institutional,

psychological, and systemic constraints of the Czech "gymndzium" environment.

To bridge this gap, a qualitative research design was employed. The core of this
investigation consists of semi-structured interviews conducted with five English language
teachers from diverse professional backgrounds. This methodological choice allows for a
deeper exploration of the "subjective theories" of teachers—the personal beliefs and
experiences that often dictate classroom reality more powerfully than any official textbook or

curriculum.

The following chapters detail the research objectives, the specific questions guiding the
inquiry, and the demographic composition of the research sample. Furthermore, this section
provides an in-depth thematic analysis of the collected data, focusing on key areas such as the
shifting role of the teacher in the digital age, the ongoing debate between fluency and accuracy,
and the influence of high-stakes examinations like the state Maturita. By giving a voice to those
at the forefront of ELT in the Czech Republic, this practical part seeks to uncover the authentic

benefits and genuine limits of communication-oriented instruction in 2026.

5 Methodology of the Research
5.1 Research goals

The primary objective of this thesis is to examine the application of Communicative
Language Teaching (CLT) within the context of Czech secondary education. The research seeks
to identify the general advantages this approach offers to both pupils and teachers, while also
exploring the various challenges that might limit its effectiveness in practice. Key sub-goals
include investigating how external factors, such as institutional requirements, influence the
choice of teaching methods and analysing the evolving role of the teacher in a modern language

classroom.
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5.2 Theoretical Background and Research Problem

The theoretical framework of this study is built upon the concept of communicative
competence, which prioritizes the ability to use language effectively in diverse social situations.
As noted by Canale and Swain (1980), linguistic knowledge alone is insufficient without the
strategic and sociolinguistic skills to apply it. The research problem centres on the potential gap
between contemporary educational theories and their practical implementation. Specifically,
the study explores the tension between natural language acquisition and formal instruction.
According to Krashen (1982), factors such as high anxiety or an over-focus on formal
correctness can create an “Affective Filter” that hinders communication. This project
investigates how these theoretical barriers manifest in the specific environment of Czech

grammar schools.
5.3 Research Questions

RQ1: How do teachers perceive the balance between communicative activities and traditional

instruction in their lessons?

RQ2: What are the perceived obstacles that prevent a more frequent use of communicative

methods?

RQ3: How do formal assessment requirements, especially the Maturita exam, influence the

way teachers approach speaking and grammar?
5.4 Research Assumptions

Al: Teachers generally value the communicative approach for developing practical skills, yet

they feel constrained by the need to cover a prescribed amount of formal grammar.

A2: The level of pupil engagement in communicative tasks varies significantly depending on

the age group and the specific classroom environment.
5.5 Description of the Research Sample

The research sample consists of English language teachers working at the grammar
school level. The selection of participants aims to cover a broad spectrum of professional
backgrounds and pedagogical viewpoints. Rather than focusing solely on the number of years
spent in the classroom, the sample considers the overall professional experience of the teachers,

including their educational history and their exposure to different teaching philosophies. The
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diversity allows for a more comprehensive understanding of how different professional

perspectives shape the implementation of communicative methods in the Czech school system.

Table 1, Overview of Research Participants

Participant ID | Gender Degree Teaching Special Role / | School
Subjects Position
Respondent A | Male Mgr. English, Educational Grammar
History, PE Counsellor School 1
Respondent B | Female Mgr. English, - Grammar
Social Sciences School 1
Respondent C | Female Ing. English - Grammar
School 1
Respondent D | Female Mgr. English, Headmistress Grammar
German school 1
Respondent E | Female Mgr. English - Grammar
School 2

Note. PE stands for Physical Education. The academic degrees Mgr. (Master of Arts) and Ing. (Engineer) are
Master’s level qualifications within the Czech higher education system, both representing the completion of a five-

year university program.

5.5.1 Analysis of the Research Sample

The composition of the research sample (see Table 1) was intentionally designed to
reflect the diverse reality of English language teaching at Czech grammar schools. Several key

characteristics of the participants provide a multifaceted view of the research problem:

Multidisciplinary Background: Most respondents combine English with other subjects,
such as History, Social Sciences, or Physical Education. This diversity is significant as it often
influences a teacher’s pedagogical approach and their ability to integrate cross-curricular links

into language lessons.

Managerial and Support roles: The inclusion of a Headmistress (Respondent D) and an
Educational Counsellor (Respondent A) allows the study to move beyond classroom
observation. These participants provide insight into the systemic, organizational, and

psychological factors that affect the implementation of communicative methods.

Diverse Educational Paths: While the majority of the sample holds a Master of Arts in
Education (Mgr.), the presence of an Engineering degree (Respondent C) adds a different
professional perspective, potentially reflecting a more practical or technical approach to

language acquisition.

Institutional Variety: By involving teachers from two different grammar schools, the

research accounts for potential differences in school culture and internal guidelines (SVP). Both
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institutions offer standard four-year and eight-year study programmes. Furthermore, the second
institution also provides a specialized programme with a focus on sports training, which brings
additional variety to the student body and requires specific pedagogical approaches. This
ensures that the findings are not limited to a single institution’s environment but reflect a

broader educational context.
5.6 Data Collection Process

The data were gathered through semi-structured interviews. This qualitative approach
was selected because it provides a consistent framework for all participants while allowing for
enough flexibility to explore unique individual perspectives. The interviews were conducted
during April 2026. They were conducted in the Czech language to make sure that the teachers
could express their opinions clearly and comfortably. On average, the conversations lasted
about 15 minutes. Most of the interviews took place at the schools where the participants teach,
while one was conducted in a home environment. Ethical standards were strictly followed. All
respondents provided their informed consent (see Appendix 1 for the consent form template)
and were assured of their anonymity. They also agreed to the audio recording of the sessions
and were informed that they could skip any questions they did not want to answer. The recorded
interviews were subsequently transcribed using the clean verbatim method. This means that
filler words, repeated phrases, and minor grammatical slips were removed to ensure clarity

while strictly maintaining the original meaning of the participants’ statements.
5.7 Research Methods

The study employs a qualitative research design, which is ideal for exploring complex
pedagogical issues and personal professional experiences. By using semi-structured interviews,
the research can capture the nuances of the teachers’ attitudes and the reasoning behind their
choice of specific classroom activities. This method provides a deeper insight into the everyday
reality of the Czech educational environment than a purely quantitative survey would allow, as

it focuses on the “why” and “how” of teaching practices.
5.8 Methods of Data Processing

The data processing phase involved a systematic thematic analysis of the interview
transcripts. The text was reviewed to identify recurring concepts and shared challenges reported
by the participants. These findings are organized into general categories, such as institutional

influences, pupil motivation and methodological preferences. Finally, these categories are
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analysed in relation to the initial research questions and the theoretical concepts discussed in
the literature review, providing a clear overview of the current state of CLT in the monitored

schools.
6 Findings and data analysis

The analytical part of this thesis aims to interpret the data collected during five semi-
structured interviews with English language teachers at Czech grammar schools. The text
follows several core themes that emerged during conversations, specifically focusing on the
shift in the teacher’s role, the practical application of communicative methods, the dilemma of

accuracy versus fluency, and the influence of institutional factors like the Maturita exam.
6.1 The Historical and Generational Shift in Language Instruction

The first major area of analysis is the perception of how the teaching profession and the
classroom environment have changed over the last few decades. A very strong consensus
appeared among all respondents, regardless of their length of experience, that we are currently
in a “new era” of language acquisition. Respondent A, who has been teaching for eleven years,
pointed out that the modern teacher is no longer the “sole source” of the language. He argued
that because today’s students are naturally surrounded by English through social media, games,
and movies, the teacher’s job is now more about being a “moderator” who brings a system into

the student’s existing, often chaotic, knowledge (Respondent A).

When comparing these modern views with the past, the differences are striking and
provide a clear picture of the evolution of Czech education. Respondent B, who started teaching
in 1992, remembered the “socialist era” when textbooks were the only resource and English
was taught almost like a dead language because no one expected to travel abroad (Respondent
B). She described a world where hearing a song by the Beatles once every six months was
considered a major highlight of the school year. Similarly, Respondent C recalled her own
student days as a “monotonous” period of just textbooks and workbooks without any extra
materials (Respondent C). Today, however, the role is far more dynamic. Respondent D
described herself as a “guide” or “mediator” on the student’s journey, which reflects a move
away from the strict, authoritative figure typical of the old Czech school system (Respondent
D). Interestingly, despite this move towards a “guide” role, most teachers still find value in
traditional frontal teaching. Respondent A and Respondent E both mentioned that explaining

grammar frontally is not necessarily wrong. It provides a necessary “logical framework™ that
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many students still prefer when they need to understand a complex new rule (Respondent A,

Respondent E).
6.2 Technology, ChatGPT, and Modern Resources

A new and significant finding in this research is the role of modern technology, which
has moved far beyond simple audio recordings. Teachers now have to compete with—and
utilize—tools that did not exist a few years ago. Respondent C specifically mentioned that the
internet and various applications have made the lessons much more “attractive and better” for

students (Respondent C).

However, the most modern challenge mentioned was the rise of Artificial Intelligence.
Respondent B noted that even tools like ChatGPT are now being used to help prepare lessons
and materials, although it also contributes to the “digital exhaustion” of students (Respondent
B). This respondent observed that students today are “digitally overstimulated” (vyklikani) and
it is increasingly difficult to hold their attention for more than a few seconds if the topic is not
immediately interesting to them. This has forced teachers to change their preparation strategies.
Respondent D explained that she must constantly search for “current information and research
on the internet” to ensure that her data does not become obsolete, as students are very quick to

notice if the information in a textbook is outdated (Respondent D).
6.3 Textbook Integration and the Struggle for Authenticity

The analysis of how teachers work with materials shows a very interesting “symbiosis”
between the required curriculum and personal creativity. Almost all respondents mentioned that
the textbook remains the “skeleton” of the lesson (Respondent D). Respondent B emphasized
that having a textbook is important for the students’ sense of progress, without it, they feel the
lessons are just “hanging in the air” (Respondent B). However, the way teachers use these books
differs based on their personal teaching philosophy. While Respondent B and Respondent D
praised modern books like /nsight or Formula for being inherently communicative and full of
discussion starters, Respondent C sees the textbook only as a “crutch” (berlicka) and prefers to

build her lessons around her own experiences and practical materials (Respondent C).

Respondent E takes this a step further by stating that she “very often” creates her own
materials because even the best communicative textbook cannot always react to the specific
“mood” or current needs of a particular class (Respondent E). In contrast, Respondent A

admitted to a very human aspect of teaching: he acknowledged that while he tries to bring in
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outside activities, he sometimes feels limited by his own “laziness” to constantly search for new
methods, which sometimes leads to a “danger of monotony” (Respondent A). This contrast
shows that while the institutional requirement (SVP) pushes teachers towards the textbook, the
actual “communicative quality” of the lesson depends heavily on the individual teacher’s

willingness to overcome their own routine and experiment with new ideas.
6.4 The Fluency versus Accuracy Debate and the “Error-Tolerant” Environment

A core part of the research was exploring how teachers handle mistakes during
communication. The findings show that modern grammar school teachers are very “student-
centred” and prioritize the ability to communicate over perfect grammar. Respondent C
provided a very strong argument for this, stating that she prefers “speaking with errors” because
constant correction “kills the students’ desire to talk” (Respondent C). She argued that if the
meaning is clear and the error does not prevent understanding, it is better to let the student
continue. This is closely related to the “Affective Filter” theory. Respondent D confirmed this
by saying she never interrupts students while they are speaking, instead, she takes notes and

gives “feedback afterwards” to avoid demotivating them (Respondent D).

However, a deeper comparison of the interviews shows that “fluency” is not a universal
rule for all situations, and teachers use a very sophisticated “layered” approach. Respondent A
explained his strategy of “progressive accuracy”: with younger students, he focuses strictly on
fluency to build their confidence, but with older students (B2/C1 levels), he starts to “tighten
the rules” because they are expected to be precise at that stage of their education (Respondent
A). Respondent B added another perspective, noting that she distinguishes between
“spontaneous discussion” and “targeted grammar practice.” If she teaches a specific grammar
point, like the past perfect, she “requires accuracy” in the following speaking task and will give
a lower grade if the student makes mistakes in that specific area (Respondent B). This suggests
that CLT in the Czech context is not a “free-for-all” but a calculated balance between

encouragement and formal linguistic standards.
6.5 Psychological Barriers: From Puberty to Peer Pressure

One of the most complex obstacles identified in the research is not related to
methodology, but to the developmental stage of the students. Several teachers noted a
significant drop in willingness to communicate during the “puberty” years. Respondent B
observed that students in “tercie” (approx. 13-14 years old) often stop communicating almost

entirely. She described how even a group that used to be talkative can suddenly become silent
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due to the onset of puberty. This is often caused by the students’ fear of being judged by their

peers or simply by a general loss of interest (Respondent B).

This psychological barrier is often accompanied by what Respondent E called the
“mental equipment” problem. She observed that communication often fails not because
students do not know the English words, but because they “don’t have ideas” or personal
opinions on the topics provided by the textbooks (Respondent E). Furthermore, Respondent E
pointed out that students’ relationships within the class are crucial. If there is a lack of trust or
“friendship,” students will remain silent to avoid social risk (Respondent E). This highlights
that a successful CLT teacher must be part psychologist, working constantly to maintain a
“friendly atmosphere and laughter” in the classroom to keep the communication lines open

(Respondent E).
6.6 External Expectations: Parents and Real-World Success

A positive trend identified in the analysis is the change in the attitude of parents. Unlike
in the past, modern parents seem to be very supportive of communicative methods. Respondent
A and Respondent C both noted that parents today prioritize “being able to communicate on
vacation” over the mechanical knowledge of grammar rules (Respondent A, Respondent C).
Respondent A shared that parents often praise the school when they see their child being the
most linguistically capable member of the family during trips abroad, acting as translators for

their parents in restaurants or hotels (Respondent A).

The importance of “practicality” was also emphasized through personal anecdotes that
teachers use as motivational tools. Respondent B highlighted the importance of pronunciation
by sharing a story about a student confusing the words “sheep” and ““ship,” which caused a total
breakdown in communication and a very awkward situation with a native speaker (Respondent
B). Similarly, Respondent A used a powerful story from his own youth, quoting an American
he met at a camp who told him: “Your English, whatever it is, will always be better than my
Czech” (Respondent A). These stories show that teachers use real-world “shame” and “success”
as powerful tools to push students toward communication, reinforcing the idea that the language

is a tool, not just a school subject.
6.7 The Perception of the State Maturita Exam and Time Constraints

The most controversial finding of the research is the perception of the State Maturita

exam. For these grammar schools, the Bl-level Maturita is seen more as a “complication” or a
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“starting point” rather than a final goal. Respondent E admitted that she “knows almost nothing”
about the state exam because her students are at such a high level that the exam is completely
irrelevant to them (Respondent E). Respondent D and Respondent A both agreed that their

students have “already outgrown” the Maturita level years ago (Respondent D, Respondent A).

Instead of the Maturita, these teachers focus on international certificates (FCE, CAE),
which they find much more motivating for developing real speaking skills. Respondent A even
noted that the only part of the Maturita that requires any effort is the “factographic knowledge”
about English-speaking countries, not the language itself (Respondent A). However, the “lack
of time” remains a major hurdle. Respondent B was very vocal about this, describing the
pressure to cover a huge amount of grammar and vocabulary in just two hours a week as
“suicidal” (Respondent B). This tension between the high ambitions of grammar schools and

the limited time provided by the school schedule is a recurring theme throughout the research.
6.8 Summary of Findings

Overall, the interviews show that communicative teaching is widely accepted and
practiced at Czech grammar schools, but its success depends on the teacher’s ability to balance
several competing factors. Teachers successfully use their own experiences—like Respondent
C’s stories from the USA—to motivate students and make the language “real” (Respondent C).
The most effective approach seems to be “peer-to-peer” communication in small groups, where
the teacher acts only as a “silent observer” (Respondent D). As Respondent A summarized, the
goal is to convince students that English is a living tool, helping them overcome the fear of
making mistakes and finally start using the language for its real purpose: human connection

(Respondent A).
7 Discussion

The findings of this research offer a complex and sometimes paradoxical view of
English language teaching at contemporary Czech grammar schools. By analysing the
interviews, it is possible to discuss several critical areas where pedagogical theory meets—or
clashes with—the reality of the classroom. This section evaluates these findings in the context

of the research goals, assumptions, and established theories.
7.1 The Conflict Between Psychological Comfort and Academic Standards

The research strongly highlighted the practical application of Krashen’s (1982)
“Affective Filter” hypothesis. It is evident that respondents, such as Respondent C and
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Respondent D, have integrated the idea that high anxiety prevents language acquisition into
their daily routines. Their preference for fluency over accuracy is not merely a methodological
choice but a strategic attempt to keep this “filter” low. However, the discussion must address
the hidden tension this creates. While the theoretical part of this thesis suggests that CLT should
prioritize communication, the practical part revealed that teachers still feel a “fear” of not
teaching enough grammar (Respondent D). This points to a deeper professional dilemma: how
to maintain a “friendly atmosphere” (Respondent E) while simultaneously fulfilling the
academic standards expected of a prestigious grammar school. The results suggest that teachers
solve this by applying a “layered” approach to accuracy, which effectively bridges the gap

between Krashen’s ideal of natural acquisition and the reality of formal instruction.
7.2 The Developmental Obstacle: Beyond Methodology

A major point for discussion that emerged from the data, which was not fully anticipated
in the theoretical framework, is the impact of student development on CLT. The “silence of the
Tercie” mentioned by Respondent B and Respondent C suggests that even the most advanced
communicative methods can fail if they do not account for the psychological shifts of puberty.
In this stage, the “Affective Filter” is not caused by the teacher’s red pen, but by the students’
social environment. This finding challenges the purely linguistic focus of CLT. It suggests that
at a certain age, communicative competence (Canale & Swain, 1980) is hindered by a lack of
social “safety.” For a teacher, this means that the “why” and “how” of teaching must temporarily
shift from language production to social engineering. The fact that students become “clicked-
out” (vyklikani) and lose interest in topics that are not immediately relevant only complicates
this further, as the teacher must compete with the instant gratification of digital media to

stimulate any authentic conversation.
7.3 The Systemic Disconnect: The Maturita Paradox

One of the most critical areas for discussion is the perceived obsolescence of the state
Maturita exam in the environment of top-tier grammar schools. The research goals aimed to
investigate how institutional requirements influence teaching methods. The findings provide a
clear, albeit controversial, answer: the state requirement (level B1) is so low that it ceased to be
a driving force for development. When teachers like Respondent E admit to a total lack of
interest in the Maturita format because their students are at a higher level, it indicates a

significant “systemic disconnect.”
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This leads to a paradoxical situation where the official “goal” of the four-year study is
something the students have already achieved before they even started. Consequently, the real
“Maturita” for these students is often a Cambridge certificate (FCE, CAE), which is paid for
by parents and organized outside the state system. This supports the argument that the Czech
state assessment system is currently failing to motivate its most talented students and provides
no meaningful framework for the advanced communicative skills that these grammar schools
are clearly capable of producing. Instead of an institutional goal, the Maturita is discussed as a

“factographic” hurdle (Respondent A) that must be passed with minimum effort.
7.4 The Evolution of Authenticity in the Digital Age

Furthermore, the discussion must reflect on the changing nature of ‘“authentic
materials.” Original CLT theories emphasized the importance of bringing real-world texts into
the classroom. However, the interviews show that in 2026, the “real world” is already inside
the classroom via the students’ smartphones. The challenge is no longer to provide authentic

input, but to help students process it.

Respondent B’s mention of ChatGPT and Respondent E’s focus on “filtering
information” suggest that communicative teaching is now inseparable from media literacy. The
teacher is no longer the “provider” of the language, but the “validator” of its use. This shift is
crucial for the future of CLT in the Czech Republic. The goal is no longer just to “be able to
communicate” (which students can often do via translation tools or Al), but to be able to
communicate meaningfully, critically, and precisely. The anecdotes shared by Respondent B
about “sheep vs. ship” remind us that despite all technology, the human element of clear,

accurate speech remains the foundation of real-world success.
7.5 Summary of the Discussion

In summary, the research has shown that while the philosophy of CLT is fully embraced
by teachers, its practical implementation is a sophisticated balancing act. Teachers must
navigate between the students’ digital overstimulation, the psychological barriers of
adolescence, and a state system that sets its standards too low for the reality of modern grammar
schools. The success of communicative teaching is thus not a result of a perfect institutional
framework, but of the teachers’ ability to act as “moderators” and “guides” who can bring
personal experience and authentic passion into a sometimes rigid educational structure. The
transition to CLT is complete in theory, but in practice, it is a living, evolving process that

requires constant adaptation to the changing needs of the students and the world around them.
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Conclusion

The aim of this bachelor’s thesis was to examine the benefits and limits of the
Communicative Approach (CLT) within the specific context of the Czech secondary
educational system. By bridging the gap between historical methodological developments and
the contemporary classroom reality of 2026, this work sought to provide a comprehensive
overview of how "communicative competence" is fostered in an environment traditionally

rooted in formal accuracy.

The theoretical part established that while the Western world underwent a
"communicative turn" decades ago, the Czech Republic had to navigate a rapid transition from
the Grammar-Translation Method to modern standards. This historical legacy, as the research
confirmed, still resonates in the "culture of correctness" and institutional inertia that many

teachers must overcome.

The practical part, based on qualitative interviews with experienced practitioners,

revealed several critical findings that address the initial research questions:

The Shift in Teacher Identity: There is a profound consensus that the teacher’s role has
evolved from being the "sole source of truth" to a "moderator" and "guide." In the digital age,
where students are naturally immersed in English through social media and Al, the teacher’s

primary value lies in providing a logical framework and a safe social space for interaction.

The Fluency-Accuracy Balance: Most teachers now prioritize fluency and the lowering
of the "Affective Filter." They view errors as natural developmental steps rather than failures.
However, a sophisticated "layered approach" is used, where accuracy is gradually demanded as

students approach higher proficiency levels (B2-C1).

Systemic and Psychological Barriers: The research identified two major "enemies" of
communication: the developmental silence of adolescence (peer pressure) and the systemic
disconnect of the state Maturita exam. Interestingly, for top-tier grammar schools, the state
exam is no longer a goal to strive for, but a minor hurdle that students have often already

outgrown.

The Digital Frontier: The emergence of tools like ChatGPT and the resulting "digital
overstimulation" of students represent the newest limit to CLT. Teachers must now compete

with the instant gratification of screens to stimulate genuine, deep-level human conversation.
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In conclusion, the communicative approach in the Czech Republic is no longer just a
theoretical ideal; it is a lived practice. However, its success does not depend on institutional
guidelines, but on the individual teacher’s ability to act as a psychologist, motivator, and
authentic communicator. The "benefits" of the approach—producing students who can
confidently navigate the globalized world—clearly outweigh the "limits." Yet, those limits
remind us that language teaching is not merely the transfer of information, but a complex human
interaction that requires constant adaptation to the changing minds and technologies of the 21st

century.

Ultimately, as one respondent beautifully summarized, the goal of ELT is to prove to
students that their English, however imperfect, is a powerful tool for human connection. This
thesis confirms that while the Czech system has come a long way since 1989, the journey toward

a truly communicative and student-centred environment is an ongoing, living process.
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Resumé

Cilem této bakalarské prace bylo prozkoumat piinosy a limity komunikativniho ptistupu
(CLT) v konkrétnim kontextu ceského sekundérniho vzd€lavaciho systému. Pirekonanim
propasti mezi historickym metodologickym vyvojem a soucasnou realitou ve tfidach v roce
2026 se tato prace snazila poskytnout uceleny piehled o tom, jak je rozvijena , komunikativni

kompetence® v prostiedi tradicné zakofenéném ve formalni presnosti.

Teoreticka ¢ast prokazala, ze zatimco zapadni svét prosel , komunikativnim obratem*®
jiz pied desitkami let, Ceska republika musela zvladnout rychly piechod od gramaticko-
ptekladové metody k modernim standardim. Toto historické dédictvi, jak potvrdil i vyzkum,
stale rezonuje v ,.kultufe spravnosti* a instituciondlni setrvacnosti, kterou musi mnozi ucitelé

pfekonavat.

Prakticka ¢ast, zalozend na kvalitativnich rozhovorech se zkuSenymi praktiky, odhalila

nékolik zésadnich zjisténi, kterd odpovidaji na pivodni vyzkumné otazky:

Posun v identité uclitele: Existuje hlubokd shoda na tom, Ze role ucitele se vyvinula z
pozice ,,jediného zdroje pravdy* smérem k ,,moderatorovi® a ,,privodci®. V digitdlnim véku,
kdy jsou studenti pfirozené¢ obklopeni anglictinou prostfednictvim socidlnich médii a umélé
inteligence, spoc¢iva hlavni hodnota ucitele v poskytovani logického ramce a bezpecného

socialniho prostoru pro interakeci.

Rovnovaha mezi plynulosti a pfesnosti: VéEtSina ucitelt nyni upiednostiiuje plynulost a
snizovani ,,afektivniho filtru®. Chyby vnimaji jako pfirozené vyvojové kroky spiSe nez jako
selhani. Je vSak vyuzivan sofistikovany ,,vrstveny pfistup®, kdy je pfesnost vyzadovana

postupné s tim, jak studenti dosahuji vyssich trovni pokrocilosti (B2—C1).

Systémové a psychologické bariéry: Vyzkum identifikoval dva hlavni ,nepratele®
komunikace: vyvojové mlceni v obdobi dospivani (tlak vrstevnikll) a systémové odlouceni
statni maturitni zkousky. Zajimavym zjiSténim je, ze pro prestizni gymnazia jiz statni zkouska
neni cilem, o ktery by bylo tfeba usilovat, ale spiSe drobnou piekazkou, kterou studenti Casto

jiz davno pterostli.

Digitalni hranice: Nastup ndstroji jako ChatGPT a z toho vyplyvajici ,.digitalni
overstimulace® studentli pedstavuji nejnovéjsi limit komunikativniho ptistupu. U¢itelé nyni
musi soupefit s okamzitym uspokojenim, které nabizeji obrazovky, aby podnitili skute¢nou,

hloubkovou lidskou konverzaci.
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Zavérem lze fici, ze komunikativni ptistup v Ceské republice jiz neni pouhym
teoretickym idedlem, ale Zitou praxi. Jeho uspech vSak nezavisi na instituciondlnich smérnicich,
nybrz na schopnosti jednotlivych uciteli piisobit jako psychologové, motivatofi a autentické
komunikativni osobnosti. ,,Benefity* tohoto pfistupu — tedy vychova studenttl, kteti se dokazi
sebevédomé pohybovat v globalizovaném svété — jasné prevazuji nad jeho ,,limity*. Pfesto ndm
tyto limity pfipominaji, Ze vyuka jazykl neni pouhym pieddvanim informaci, ale komplexni
lidskou interakci, kterd vyzaduje neustalou adaptaci na ménici se mySleni a technologie 21.

stoleti.

V kone¢ném diisledku, jak krasné shrnul jeden z respondentd, je cilem vyuky anglického
jazyka dokdzat studentiim, Ze jejich anglictina, jakkoli nedokonald, je mocnym néstrojem pro
lidské spojeni. Tato prace potvrzuje, ze ackoliv Cesky systém usel od roku 1989 dlouhou cestu,
cesta ke skute¢né komunikativnimu prostfedi zaméfenému na studenta je neustdlym, zivym

procesem.
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Appendices

Appendix 1, Template of the Informed Consent form

II.

I1I.

INFORMOVANY SOUHLAS S UCASTI NA VYZKUMNEM SETRENI

V ramci bakalarské prace realizované na Pedagogické fakult¢ Univerzity Palackého

v Olomouci

Téma prace: Benefits and limits of the communicative approach in ELT in the Czech

educational system
Vyzkumny pracovnik: Linda HrubeSova

Vedouci prace: Mgr. Linda ValeSova, Ph.D.

Predmét a ucel vyzkumu

Cilem tohoto Setfeni je analyza praktickych zkuSenosti pedagogli s implementaci
komunikativniho pfistupu ve vyuce anglického jazyka na ceskych gymnaziich, se

zaméfenim na identifikaci systémovych benefitl a bariér.

Prohléaseni o dobrovolnosti a ochran¢ dat (GDPR)

Stvrzuji, Ze jsem byl/a seznamen/a s cili vyzkumu a svou ucast poskytuji zcela
dobrovolné.

Souhlasim s pofizenim audiozaznamu rozhovoru, ktery bude vyuzit vyhradné pro ucely
doslovné transkripce.

Beru na védomi, Ze veskera data budou pln€ anonymizovana. V textu vysledné prace
nebudou uvedeny zadné udaje umoznujici identifikaci mé osoby ani konkrétniho
vzdélavaciho zafizeni.

. Audiozadznam bude po dokonceni analyzy a obhajob¢ bakalarské prace trvale smazan.

Beru na védomi, Ze mam pravo kdykoliv od rozhovoru odstoupit ¢i odmitnout odpoveéd’
na konkrétni otazku.

Souhlas se zpracovanim



Podpisem tohoto dokumentu stvrzuji, Ze mi byly poskytnuty veskeré relevantni
informace a souhlasim se zpracovanim svych vypovédi pro tcely vyse uvedené kvalifikacni

prace.

Appendix 2, Transcripts of the five semi-structured interviews

Interview 1
1. Jak dlouho jiz vyucujete anglicky jazyk a jak se obvykle ptfipravujete do hodiny?

No, tak angli¢tinu vyucuju vlastné od roku 2015, takze to je jedenacty rok tedka a
obvykle se pfipravuju tak, ze mné hodné poméha, ze mdm né¢jakou linku na zéklad¢ ucebnice,
z které strany je jako tematicky plan, tak jak jej potiebuje SVP, takZe jako sleduju tohle a
ucebnice neni jako Uplné jediny zdroj, ale jako hlavni, toho abych se dokézal drzet na Grovni té
gramatiky, tieba potfebujeme probirat no, a potom riizné co se tyka t€ch pivodnich aktivit, tak

ty si shanim i jako mimo co mé napadne, nebo co se mi osvéd¢ilo a i mimo ucebnici.

2. Kdyz srovnate dnesni pedagogickou praxi s obdobim, kdy Vy sam jste byl zakem, jak se

podle Vas proménila role ucitele v hoding?

Myslim si, ze dost, protoze kdyz jsem byl ja zak, tak Casto se stadvalo, Ze prosté tu
anglictinu ucili ucitelé, kteti byli tfeba pfeuceni z jiného jazyka. To mohli byt i byvali rustinafi,
ktefi si tu némcinu nebo anglictinu prodélali po revoluci néjakymi kurzy, studiem a proménilo
se to dost, protoze dnesni déti maji angli¢tinu mnohem vic mimo Skolu — videa, filmy, Cetba,
pocitacové hry a vSechno, to tu angli¢tinu zahrnuje naprosto pfirozené, coz, kdyz ja jsem chodil
do skoly, tak to bylo minimaln¢ a takze vlastné ten ucitel byl takovy hlavni a téméf jediny zdroj
toho, jak se ucit anglicky a uroven dneSnich studentil je ve stejném véku, nez kdyz jsme byli
my, tak je mnohem vys$§i nez vstupni troven déti, co se u¢i anglic¢tinu dneska, tak je na vyssi
urovni, proto ten ucitel si mize dovolit byt vic spi§ moderator a vnést tam systém do toho, aby
tieba to, co uz znaji, nebo to co uz nékdy slyseli, nebo v ¢em se pohybuji ve volném Case v ramci
téch riznych jejich filma a her, takze tomu dava néjaky uceleny radmec a prosté vysvétluje tu
gramatiku, kterou oni uz, dejme tomu, tfeba uz i pouzivaji, ale diky uciteli mtizou zacit rozumét,

proc to tak je, takze vice jako moderator, organizator jazyka a vyuky.



3.V jaké mife se podle Vas v dneSnim Ceském Skolstvi uplatiiuji tradi€ni metody jako frontalni

vyuka, zkousSeni u tabule, prace s uc¢ebnici...?

Tak protoze ten generacni rozstiel mezi uciteli je velky, prosté uci, stale i ucitelé, kteti
ucili i mé, ale zaroven tam ptrichdzime my, feknéme néjaka jakoby stfedni generace dneska uz,
ktera uci ale zaroven pfichazi mladi studenti, absolventi, tak ty tradicni metody stale pretrvavaji.
Nevim, jestli jsou na ustupu uplné, ale rozhodné nejsou, neni to jediné, univerzalni, takze
ptetrvavaji. Nemyslim si, Ze jsou za kazdou cenu S$patné, frontdlni vyuka prosté, i kdyz
vysvétlujeme prave tieba gramatické jevy, tak si myslim ze neni Spatnd, rozhodné neni jedina,
neni tfeba nejlepsi, ale neni Spatnd za mé, takze svoje misto urcité maji, a i tteba z ohledu
raznych ucebnich stylli, riznych lidi, riznych tfid, je to prosté jeden z téch kanald, kdyz to
feknu v uvozovkach, ktery urc€ita ¢ast studentl piijima nejlépe porad. Takze ma svoje misto, ale
neni jedina. Neni nejhorsi, neni nejlepsi, ale stale bych fekl, ze frontdl tam mé svoje misto. Co
se tyka zkouSeni u tabule, tak to je na stylu kazdého ucitele, ja to tieba osobné nepouzivam,
kdyz, tak velmi malo. VéEtSinou to znamend doplnéni klasifikace, oprava znamky, néco
takového, co tieba student ma zdjem si zlepSit znamku, néco navic, Ze se necha vyzkouset —
néjaky text a Ze budeme mluvit o tom textu, ale ze bych patet svého hodnoticiho systému vyuky,
tak to za m¢ osobné rozhodné takhle nemam. Co se tyka prace s ucebnici, tak tu vyuzivam jako
dost, protoZe ty ucebnice jsou ¢im dal jako lepsi a z takové té tradi¢ni gramaticko-piekladové
metody se posunuly prave spise k té komunikacni, coz je jako super, takze pro€ je nevyuzivat.
J4 nemam rad dogmata stylu jako, Ze nesnaSim ucebnice, je to zastarala metoda, a tak ji prosté
nebudu délat, moc ne. Byli tady mnohem diiv, nez ja jsem se sam zacal ucit. NeZ jsem ja zacal
ucit a pretrvavaji stale, takZe ja to neodmitdm a taky se ¢asem zdokonaluji a pfizptisobuji se
tieba, aktualizuji se témata, vlastné fekl bych, Ze segment téch jazykd nebo minimalné
anglictiny, coz dokédzu posoudit, je jakoby hodné¢ dynamicky, Ze prosté témata, kterd jsme mé&li
v ucebnici my, tak dneska uz se tam neobjevuji, jsou zase aktualngjsi, i kdyZz prosté doba je tak
rychlé Ze trendy se proménuji nejen uz z roku na rok, ale pomalu z mésice na mésic, tak vzdycky
byl pokrok za tou aktudlni generaci, co se tyka téch témat, ze nemusi byt to nejzajimaveéjsi,
nejaktudlnéjsi, ale rozhodné jsou aktudlni a jako vyuzivam to a vyuzivam to rad, nepfiijdu si

blbe.
4. Kdybyste m¢l popsat svou idedlni hodinu angli¢tiny, jak by vypadala?

No tak trendy jsou takovy, ze mame projit v kazdé hoding idedlné vSechny dovednosti
jazyka , takze m¢l by tam byt poslech, mélo by tam byt mluveni, méla by tam byt pravé tieba

né¢jaka prace s textem a to by se mélo tocit v kazdé hoding, takze idedln€, kdyz to tam vSechno



je anejidedlnéji, kdyZz to neni jenom o ucebnici, i kdyz to tak musim fict, trochu mam, Ze prosté
v ucebnici udélame stranku, kde vSechny tyhle véci jsou, je tam né&jaké cviceni na poslech, na
mluveni a néjaky text, néco se slovicky, nova slovicka, tak to tam jako je, ale idealn¢ proste,
aby to bylo co nejvice zdbavné, tak aby se ménily ty materidly, ale viceméne¢ je to o tom nedélat
tieba celou hodinu jenom gramaticka cviceni, ale délat n€jakou gramatiku, ptredstavit ji a hned
Ji zacit pouzivat, natlacit ji do toho, aby ji pouZili v n¢jakym mini rozhovoru atd. TakZe asi tak,

projit vSechny ty smysly a dovednosti toho jazyka v jedné hodin¢ idealné.

5. Jak z Vaseho pohledu vypadé idealni rovnovédha mezi plynulosti a ptesnosti? Preferujete

mluveni s moznymi chybami nebo piesnost v jazyce?

Co by m¢l asi ucitel za me jako védet predtim, nez oduc¢i né€jakou hodinu, tak by mél
veédét, co je jeho priorita, jestli pravé presnost, nebo jestli plynulost. J& to mam hodn€ hozeny
tak, ze u mladSich ro¢nikd, ktefi se jesté¢ neptipravuji k maturité, nefiniSuji pred néjakym
certifikdtem, tak ta plynulost je za m¢ jako kli¢ova. Takze klidné¢ mluvit s chybami, s tim Ze
béhem jejich mluveni ja je nebudu opravovat, abych jim nesebral vitr z plachet, néjaké
sebevédomi aktualni, pak se k tomu tifeba vratit, fict né€jaké ty chyby, fict pfisté ze takhle a
takhle, tomuhle se vyvarovat, ale rozhodné neskdkat jim do feci, ¢imz se ta plynulost pfirozené
ji jako zabranuje. KdyZ jsou potom ale star$i studenti, ktefi vlastné uz potiebuji byt presni,
protoze maji délat tieba certifikat B2, C1, kde to je klicova zalezitost ta pfesnost. Kazda uroven
s sebou nese urcitou uroven piresnosti. Takze jestli mam pied sebou studenty, ktefi vim ze se
pfipravuji na C1, tak tam musime zptesiiovat, ale tam se taky pfedpoklada, ze uz jsou plynuli.
Protoze od urovné B2 hovofime o néjakém samostatném plynulém uzivateli anglictiny. Ta
plynulost, uz neni cilem ji dosdhnout, protoZe by ji uz méli mit a je na misté ji zpiesnovat. Takze
mladsi vs starsi studenti ten mij piistup v tom jako musi délat rozdil. Plynulost u téch mladSich
trénovat, to je priorita ¢islo jedna. Jakmile ji maji, je jim 15, 16, 17, délaji certifikaty, plynulost

uz by méli mit a musime zptesiiovat.
6. Vnimate rozdil v ochoté komunikovat u mladsich zaka oproti zaktim vysSich rocnika?

Uplné ne, je to skupina od skupiny, feknu tfeba, kdyz mam tercii, coZ jsou vlastn& fe&i
normalné zdkladky sedmaci, tak zrovna tohle je skupina, kterd u mé nerada mluvi. Spousta déti
v té skupin¢ se neciti komfortné€ a zase fekl bych, ze to je dané tim, ze si tolik nevéri, Ze nejsou
plynuli, a tak se boji to pouzivat. Je to takovy kruh zamotany a kdezto starsi studenti, ktefi uz
tu plynulost maji, maji velkou slovni zasobu, tak se pravé neboji a prostiedi toho, Ze uz jsou tu

dlouho, véti si navzajem, znaji se, maji tu diveéru néjak k tomu uciteli, nikde se nemusi pied



nikym tolik stydét, tak se paradoxné mluvi vic. Ale obecné ti mladsi studenti, ty mensi déti, tak
jsou bezprostiednéjsi upln€ ve vsech oblastech Zivota, takze kolikrat se mize stat, ze jako jsou
takovi ZivEjsi, svolni ke komunikaci. To je pravda. A nemiZzu si jakoby fict ano, mladsi studenti
budou vzdycky komunikativnéj$i nez star§i. Asi mozna ty diivody k tomu, pro¢ nekomunikuji
jsou jakoby napfti¢ t€émi vékovymi skupinami jiné. Mladsi studenti, jak nemluvi, je to o tom, ze
se neciti dobte pted spoluzaky nebo pted ucitelem, stydi se zkratka. Kdyz nekomunikuji starsi,
tak je to o tom spiS Ze to nemaji zapotiebi, jsou otraveni, uz to délali tisickrat, tak pro¢ by ted’
se snazili. Spis ty divody toho, Ze nekomunikuji jsou jiné, kdyz ne, ale nefekl bych Ze je jedna

skupina vic jedna min, jak kdy se to sejde no.
7. Myslite si, Ze diiraz na komunikaci lépe pfipravuje zaky na redlny Zivot v zahrani¢i?

Rozhodné. A na tu komunikaci tieba u t€ch mladSich davam asi i vétsi duraz kvali tomu,
7e Castéji se stava, ze se prave stydi, ze se boji, aby neud¢lali chybu, a tak je do toho tla¢im
kvili tomu, mam v hlave to, ze prosté v 1ét€ jedu s rodi¢i na dovolenou a miiZe se stat, coz uz
je v dnesni dobé ¢im dal min, miZze se stat Ze prosté ten nejmladsi ¢len rodiny, nebo jedno z déti
rodiny, bude jazykové nejvybavenéjsi ze vsech, vybavenéjsi nez dospéli. Takze se tfeba mize
stat, Ze bézné, ze rodice tfeba, ja nevim, objednévaji ubytovani nebo jidlo v restauraci — takova
ta bézna komunikace, a Ze ty déti maji za tikol rodi¢lim s tim pomoct. A tak tohle mam vzdycky
na pameéti, aby ty déti si to v tom véfili a rodi¢e potom mohli ohodnotit, Ze §kola néco déla, ze
se jazyk posouva u naSeho ditéte a na to kladu diiraz. Mam tyto situace v hlavé, predstavuji si,
Ze to miZe nastat, proto prosté tu komunikaci u nich se snazim rozvijet relativné dost, protoze

mam prave pocit, Ze je to na ten realny zivot prosté pfipravuje.

8. Jakou ¢ast hodiny tvofi primérné komunikativni aktivity v ramci vSech aktivit? V ¢em vidite

nejvetsi prekazku pii snaze ucit vice komunikativné?

No kdybych, ekl 50 % tak nevim, jestli si nefandim, ale myslim si, ze by to mélo byt
alespont 50 %, ne-li vic. Asi osobn¢ v tom, rozhodné to neni ze bych na to nemél Cas, od toho
tady jsme, na to ¢as vzdycky je. V ¢em vidim piekdzku je, ze vlastné kdyZ se schazite s néjakou
skupinou na téch hodinach tfeba dva, tfi, 4 roky tak Casto nardzim na to, uz nemam, kde brat
takovy ndpady, aniz bych se do néceho ponofil a udélal si n¢jaky dalsi vyzkum a nasel néjaky
dalsi metody a formy, Narazim na to, Ze se to ¢asto opakuje a fikdm si, byt na jejich misté, jestli
by mé to ndhodou nenudilo. TakZze asi hledani téch forem, kdy prost¢ komunikujeme ale
zaroven to neni pofad stejné, protoze jednim trendem je, aby vse bylo proménlivé, aby se

nedélaly porad ty stejné véci dokola, aby se udrzela pozornost a motivace. Takze asi mam par



oblibenych aktivit, které si myslim Ze jsou nejlepsi, osobné si to myslim, ale zase vim, ze je
nemuzu délat kazdou hodinu, protoze bych vycerpal ten jejich potencidl v té jejich atraktivite.
Takze asi tohle je na obtiz, Ze prosté bych potieboval feknéme téch aktivit tieba 10, 15, které
vim ze jsou super, funguji, ale tolik jich nemdm. Musel bych se do toho vic ponofit, trosku
pfeprat svoji lenost, trosku se o tom vic chtit dozvédét a pidit se a zkouSet. Takze to je

jednotvarnost, to nebezpeci jednotvarnosti.

9. Co se Vam osobné nejlépe osvédcilo, kdyz ptistupujete k vyuce zdki komunikativnim

piistupem?

Nejvic se mi osvédcilo, mohl bych dat priklad tfeba dvou aktivit, které délam, ale
osvédcilo se mé to, ze kdyz jim feknu, ze budu mluvit jeden s druhym, ja budu soucésti té
aktivity jako jeden z Gcastnikl, a ne jako kontrolor, ucitel, ktery chodi a opravuje a asi to, Ze ne
vzdycky paradoxné ddvam na vSechny pozor, ale jak oni maji tu volnost a mizou udélat chybu
pfed druhym a je to v pohodé€, nedostanou hned ten kolicek jako, Ze tohle fekli Spatné. Takze ta
volnost, ze asi pravé to mluveni a uceni se s tou chybou neni Spatné. To se mi nejvic osvédcilo.
Nevypichovat jenom chyby, nechat je prosté¢ nékdy byt. Pak ptichazi ta plynulost a ztraceji
ostych. Pak se mi taky osvéd¢ilo néco, co mi jednou ekl jeden American, kdyz jsem byl ve
véku, nechci fikat maly ale spi§ mlady, mi bylo 16 roki, mozna 15, byl jsem na anglickém
tabofe a vybavenost jazykova anglicka byla v té dobé, fekl bych, mnohem mensi, nez jsou
dnesni patnactileti vétSinove, takze jsem se taky stydé€l, taky jsem se bal, nechtél jsem udélat tu
chybu, navic pfed rodilym mluv¢im, kde kazda intonace pomalu, ktera je nezvykla, tak u toho
rodilého mluv¢iho neni moznost, ze by si toho nevsiml, tak mé to drzelo zpatky a stydé€l jsem
se a toto jsem mu jednou fekl: ,,Moje angli¢tina neni dobra, bojim se, ze udéldm chybu.* Néco
takového jsem mu fekl a on mi fekl jednu véc, kterou ja opakuji skoro kazdy rok. On mi tekl:
,»voje angliCtina, jakdkoli je, bude vzdycky lepSi neZ moje CeStina, takze se nemusis bat,
nemusi$ se stydé€t, navic jsme na anglickém tébote, kde jsme od toho abychom se to naucili a
zdokonalili se v tom.* Tohle se mi osvédc¢ilo, je v tom povzbudit a vlastné postavit je pted to,
ze mluvi jakkoli, Ze je to skvély, Ze je to n&jaky krok, ktery spousta lidi neud¢la, ze nemusi se
bat, protoze téch situacich kdy n¢kdo by je trestal, nebo se jim bude smat, je realné dost malo a
to jsme v prostiedi, kde se to ucime, a ze se pocita s tim, ze budou mluvit chybami, i kdyz se
v pozdéjSich letech nékde v zahrani¢i, kde uz ta anglictina je véc, se kterou se neucim, ale
potieboval ji néjak fungovat, a i kdyz se d¢laji chyby, tak si neuvédomuju, ze by se nékdo
n¢komu za néco smal, ze ma takovou nebo makovou anglictinu. To je strach, ktery mame,

pfirozen¢ ho mame, ale neni Gplné az tak opodstatnény. Téch situaci, kdy Vam n¢kdo fekne, ze



vase anglictina je trapna, je prosté tak malo, Ze je zbytecné se bat a tohle ja jim fikam, to se mi

osvedcilo, protoze minimalné v té hodiné dal se prestavaji trosku bat.

10. S jakymi reakcemi na komunikativni aktivity se setkavate u zakt nebo jejich rodic¢t?

Existuje podle Vas stale tlak na ,,tradicni zptsob* vyuky?

No tak ty jsou riznorodé, a to prave se vracim o par otazek nahoru, kdyz ptijdu s n¢jakou
aktivitou, kterou povazuji za skvé€lou, tak ¢asto, protoze ji uz nékolikrat tfeba délali, tak jsou
otraveni: ,,Ugh, zase tohle“. Pak se to sice rozb¢hne, pak to délaji, tak jak maji a uzivaji si to,
ale ty reakce mtizou byt nekdy takové a ,,Jé, zase speak dating®. Co se tyké rodict, tak tam
bych tekl, ze to je vyloZeng, ze to kvituji Ze spousta téch rodicl, ktefi se ucili anglictinu téch
devadesatkach, nebyli tak kvalitni ucitele, nebyli tak vzdélani v té anglicting, tak se tfeba tolik
nemluvilo a dnesni rodi¢e pravé je dost Casto slySim fikat: ,,Hlavné at’ mluvi, hlavné at’ se
domluvi®, takze oni to kvituji, vylozené ten ptechod, bych fekl ve 100% piipadli mozna, protoze
kdyz sami neumi slova v té angli¢ting, jsou slabsi, a tak Casto slySite: no ja chei jit na kurz, ale
Jé se nechcei ucit tu gramatiku a ja chci jen mluvit™. No ono to dost dobfe nejde, je to takova
past, porad mluvit je super, ale clovék musi taky védét, co fikat, takze u rodicl s tim problém
neni s tim komunikativnim piistupem, a co se tyka tlaku na néjaké ty tradi¢ni zplisoby vyuky,
mluvili. Nebo alespoil to nevidim, ze by néktefi rodice mi fikali ,,M¢&l byste spiSe vic se
soustiedit na tu gramatiku®. To ne. Potom, kdyz uZ se fesi certifikaty, kde ty tradi¢ni zplisoby
ten realny zivot nékde na dovolené, je to trosku vic, je to trochu zbyte¢né. Kdyz si chcete
objednat jidlo v hospod¢, v restauraci, nebo domluvit se s domadci, kdyZ se ohlasite na
ubytovani, kdyz se piihlésite, budete platit atd., je jedno jestli mluvite spravné, s pfedlozkami.
Ale potom potiebuji zkousky, tak tam uz néjaka uroven a presnost je vyzadovana. Tak ale chci
fict, abych se k tomu vratil, Ze ty véci, tyhle piipady se fesi se studenty, ktefi jsou starsi, tfeba
17, 18 let a tam uz s t€mi rodici v ramci vystupt vzdélavani déti tolik nemluvi. To si ty déti fesi

sami. Uplné se nesetkavam s tim, Ze by rodice tlacili tradi¢ni metody.

11. Do jaké miry jsou podle Vs ucebnice, které pouzivate, skute¢né¢ komunikativni? Jak casto

si vytvarite vlastni materialy?

Dost. Jak jsem ftikal na zacatku, tak ucebnice se hodné posouvaji, hodné¢ tou
komunikacni formou se zabyvaji a to znamena, Ze i kdyz je tieba reading nebo listening tak

stejna bud’ v ndvaznosti, nebo pied tim nez se uplné néjaka tahle dovednost zac¢ne délat, tak



stejné je néjaké povidani, néjaké interview, ,,zamyslete se nad timhle®, ,,jaké jsou vase nazory*,
pak se tieba tim readingem zkontroluje, pak na to je zpétna vazba, n&jaké cviceni, které fika
,zareagujte na to, co jste si ted’ precetli®, ,,zareagujte ve dvojicich nebo ve skuping®, takze je
toho dost a fekl bych, ze ty ucebnice jsou délané Sikovné a bude to ¢im dal bych ekl lepsi a

lepsi.

12. Jaky vliv ma podle Vas statni maturita na podobu Vasich hodin? Vnimate ji spiSe jako cil,

nebo limitujici faktor pro rozvoj mluveni.

No tak my jsme zrovna ted’ v ramci takovém mezidobi a kdy ve scesti si fikdme, co s tou
maturitou, protoze spousta déti, opravdu vétSina, je nad trovni Bl a maji sklddat maturitu.
Maturita je stale uroven B1, to znamend Ze kdybychom jsme méli s tim se spokojit a ucit porad
ucit az do ¢tvrtdku, do maturity B1, tak je to limitujici, ale my uz jdeme nad to, protoze my uz
trénujeme studenty na B2 a i C1 a maturita viceméné¢ je cilem vystupu stfedoskolského studia,
ale asi zase ty anglictiny, doufam Ze se s kolegynémi tieba néjak potkdme az budete mluvit
s nimi, tak ten cil to uz jako neni, tam co se tyka mluveni tak bych fekl, Ze to neni urcujici ta
maturita narozdil od mluveni. Jestli je v né€em maturita urcujici, tak je to slovni zdsoba, coz
¢im véEtsi zasoba, tim lepsi projev, to jako rozhodné, ale Ze by pfiprava na maturitu specidlné
rozvijela mluveni a byla by cilem, ale to bych fekl, Ze jako skoro ne. A limitujici faktor asi taky
bych tekl, Ze ne, ale rozhodné to neni ani jako cil no, trosku jsme ji uz pferostli, studenti ji
pterostli, jak fikdm, pfirozené jejich prostiedi, kdyz ja jsem maturoval pted 20 lety, bude to
v kvétnu 20 let, tak to jejich prostiedi, ve kterém se pohybuji je naplnéno tou anglictinou o 300
% jinak, nez jsem to mél ja a takze zkratka oni Uroven Bl oni uz davno pfertstaji. Takze
maturita a rozvoj mluvent, asi tak mluveni na uréita témata. Ze tfeba maturitu vnimam jako, ja
osobn¢ ji vnimam tak, Ze jestli je potieba na maturitu se néco ucit, tak rozhodné to neni
shopping, neni to housing, neni to my family, to umi opravdu dneska v primé&, by odmaturovali,
kdyby si to vytahli. Ale tam jsou potom témata jako biograficka jako Amerika, Praha, Australie,
Novy Zéland, tak tam je potieba to podlozit néjakymi faktografickymi znalostmi a ty umét
zapojit do té své promluvy, kterd trva 3 az 4 minuty, ale Ze by trénovani na maturitu mélo za cil

porozmluvit, nemyslim si.
Interview 2
1. Jak dlouho jiz vyucujete anglicky jazyk a jak se obvykle ptfipravujete do hodiny?

Tak angli¢tinu vyucuji od roku 92 takze uz hodné hodné dlouho, samoziejmé mezitim

jsem byla par let na matefské, ale jinak v 92. A jak se obvykle pfipravuji, co se ty¢e ndvaznosti



hodin, podivam se, ale letos je to mimotadné obtizné, protoze 1 kdyz si ¢lovék samoziejmée déla
ptipravy, samoziejmé kazda tida je jind, takze se dojde bud’ tam, kde jsem si to pfipravila, nebo
vrhneme a skon¢ime troSicku né¢kde jinde atd. Tak si to zapiSu, ale pfesto, j& mam 4 skupiny,
které jedou to samé, takze letos to je opravdu mimofadné narocné, protoze to si opravdu
nemuiZzete pamatovat. Prosté to potom poznéte v praxi, pokud udélate néco s jednou skupinou,
tak vite, co se tam piimo feklo na té hodin¢, kde jste skoncili, co kdo tfeba kde udé€lal chybu,
ale kdyZz mate 4 skupiny, tak teda opravdu je clovék zmateny jak velka. TakZe to, no a fikam,
opravdu, nez ¢lovék pozna tu skupinu, tak se pfipravuje, ze si néjak udela casovy rozvrh, pak
chvilinku se to méni, protoze opravdu kazda ta skupina je jinak rychlej$i no a pak se to casem
ptizpusobi, to ¢lovek poznd no. Takze tak, ale samoziejmé ta promyslenost, ty struktury hodiny

urcité je potieba, aby to mélo néjakou navaznost.

2. Kdyz srovnate dnesni pedagogickou praxi s obdobim, kdy Vy sama jste byla zdkem, jak se

podle Vas proménila role ucitele v hoding?

Pan kolega, se kterym jste pfed chvilkou mluvila, se narodil ve chvili, kdy ja maturovala,
takze to je piesné o tom, takZe ja jsem samoziejmée byla Zakem za minulé éry, takZze razantné.
Jsem nastupovala 5 let poté, co sice uz to bylo po revoluci, to je pravda, ale pfeci jenom to plus
minus, bylo takové podobné, protoze tenkrat jesté ty ucebnice, vlastné my jsme jeli ucebnici
takovou, kdyz to teda vezmu, kdyZ jsem studovala angli¢tinu na gymnaziu, tak to bylo, mozna
bych ji tady jesté nasla, takova jako pro jazykové skoly a tam to bylo tivodni cviceni, na tom
jeli slovicka a pak tam byla samoziejmé¢ gramatika a soucasti toho, jestli tam bylo tfeba
jednominutové cviceni na poslech, tak to bylo jako vSechno. J4 jsem potom zacala studovat
anglictinu ve 20 letech a my jsme ty usi neméli zvyklé, ndm konec koncti pani profesorka na
gymnaziu jednou za pul roku pustila néjakou pisnicku od Beatles a jsme prosté byli hotovi
radostné, Ze mame takovou pecku, jsme si zpestfili vyuku, fikdm naSe generace, my jsme jeli
na Mr. Prokop, Mr. Smith, protoze tam byl vzdycky Cech, co mluvi s Angli¢anem, takze ty
ucebnice dneska, prosté to je pestré samoziejm¢, mnohem komunikativnéjsi atd., ale
samoziejmeé studenti, jak jsou, my jsme opravdu se ucili s tim, protoze nas tenkrat nenapadlo
za socialismu, kdyZ se nemohlo nikam jezdit, Ze bychom to vyuzili jako pro prakticky zivot.
My jsme se to ucili, protoze nas to bud’ bavilo, nebo nebavilo. Tak nékdo musel a nékdo chtél,
takze m¢ jazyky vzdycky bavily, dobfe jsem se to ucila, takze se mi angli¢tina libila, upIné jsem
si teda nemyslela, Ze se tim budu Zivit teda. No a dneska, fikdm, odsud to maji studenti pestiejsi,
ale jak tiké klasik, pokud je to nezajima do 5 nebo do 10 vtefin, tak ja tomu fikam ,,vyklikani®,

prosté z téch tableti a tak, tak stejné jim je to malo, co si budeme.



3.V jaké mife se podle Vas v dneSnim Ceském Skolstvi uplatiiuji tradi¢ni metody jako frontalni

vyuka, zkousSeni u tabule, prace s uc¢ebnici...?

Protoze samoziejmé ty spoleCenské védy, tam mam celou tiidu, ucebnice je, ale ja
nechci, aby koukali do ucebnice, protoze tam nejsou zadna interaktivni cviceni, takze ja si
pfipravuju vyuku samoziejmé diiv, to byla jen u€ebnice, zadné jiné materidly, tak dneska
samoziejmé¢ vyuzivame internet atd. co to jde, ChatGPT ndm samoziejmé taky pomiize ve
spousté véci a takze ja si pripravuju prezentace, ale samoziejme jim to promitnu, ale neni to o
tom, ja teda nechci, ale oni to tak vétSinou stejné délaji, ja nevim, jakou mate zkuSenost Vy ze
svych studii, Ze oni jako poslouchaji s Vami, ale nic si nenapiSou a pak teda, kdyZ pustite slide,
tak v tu ranu pfestanou vnimat a za¢nou opisovat ty fadky. TakZe snazim se, nez to tam dam ten
slide, tak chci, kdyZz jim to je trosku blizké ze Zivota, aby si na to pfisli sami. Dejme tomu, Ze
jsem vcera, jestli mizu dat piiklad vylozené ze vcerejSka, tak jsme zacali brat formy a typy
stati a formy vlady, no tak jsem alespon dala, Ze kdyz si vezmou Svédsko, Dansko, Velkou
Britanii, Japonsko na jedné strané a na druhé strané Cesko, Slovensko, Polsko, tak nékdo tam
pfisel na to, Ze to bude asi republika, monarchie, tak jsme si plus minus fekli, o ¢em je republika,
o ¢em monarchie, a fikdm, oni sedi, koukaji, nikdo nic a kdyz tam t'uknu, tak tam za¢nou néco
psat, takze fikam, je to samoziejmé frontalnéjsi nez anglictina, o tom zadna, na druhou stranu,
jak se zménily, nevim jestli SVP nebo RVP, v kazdym piipadé asi SVP, tak difiv Vy jste jests
zazila, ze jely spolecenské védy az do ¢tvrt’dku a my ted’ musime zemépis, déjepis, spolecenské
védy atd. udélat za dva roky, takze je to straSn¢ nabouchané a na néjaké mimo aktivity absolutné
neni c¢as, jesté¢ kdyz Vam spousta hodin odpadne, takze realita. TakZe tam ¢lovek opravdu musi
jet a tyhle aktivity opravdu takové, které by ¢lovek chtél a diiv mohl je zaradit, tak ted’ si musi
nechavat na semindf opravdu pro ty zéjemce. TakZe tak, no a angli¢tina, samoziejm¢ vyuzivani
ucebnic, to vyuzivame, o tom zadnd, protoze moje zkusenost, kdyz tieba uz mame takové to,
jak méme dané, Ze se musi probrat do urovné Intermediate ucebnice a pak uz to zalezi na uciteli,
co si zvoli za metody a kdyz tam ta ucebnice neni, tak ta zkusenost je, Ze ti studenti to maji tak,
ze takovy volnéjsi pocit, Ze ,,1aZzo plazo* se dé€la a jako nic, takze opravdu ta ucebnice je takovy

pravodce, takze tak.
4. Kdybyste m¢la popsat svou idedlni hodinu angli¢tiny, jak by vypadala?

Ja bych ji postavila hlavné na idedlnich studentech, to znamena, ze vSichni chtéji a v tom
ptipad¢ by to bylo Upln¢ jiné, nez je klasickd hodina teda. Kromé toho, ze by nds nic nehnalo
atd. obcas taky, pokud se vyskytne takova hodina navic, takze tahle skupina je fajn, takze tam

je Clovék nemusi nutit, Vy jim date aktivitu a v tu rdnu jedou atd. Nevim teda jestli vSichni



radostné, ale v kazdém ptipadé nemusite kolem nich litat, byt ,,drab* a vnimat, jestli mluvi
anglicky, nebo jako jasné to je, protoZze jsou skupiny, hned za¢nou mluvit Cesky, takze
samoziejm¢ idedlni hodina, délat to na to téma, takhle musi samoziejmé Clovek probrat
gramatiku, protoze asi jste to slySela od kolegyn, jestli na to narazily, Ze mame vlastné 3 hodiny.
Jad mam 2 a kolega Americ¢an ma 1 hodinu. Je to skv¢lé, ale my ty dvé hodiny, protoze on s nimi
nedéla podle ucebnice a pro nés teda tohle zvladnout za ty 2 hodiny tydné&, jesté¢ Vam do toho
odpadaji hodiny, je teda jako opravdu sebevrazedné. Takze tak, ale jinak samoziejm¢é idedlni
hodina, vim to j4, kdyz ¢lovek jezdi na néjaké kurzy, Skoleni, seminafe s rodilym mluvéim,
nebo tak, tak ty aktivity, ze by ¢lovék délal jenom to, co ty studenty bavi, to by byla idealni
hodina, protoze ptfedpokladam Ze v tom piipad¢ by se zapojili a délali maximalné, ale zase na

druhou stranu, ne kazdého bavi néco jiného, ne kazdému se zavdecite.

5. Jak z Vaseho pohledu vypadé idealni rovnovéha mezi plynulosti a ptesnosti? Preferujete

mluveni s moznymi chybami nebo piesnost v jazyce?

To je mozna zrovna takové téma, na které narazime, protoze jak mam teda ty 2 hodiny,
a hlavné na mé¢ je tam s nimi probrat slovni zasobu a gramatiku, tak specidlné ted’ 2, 3 roky
pfichazeji do prvaku néktefi Zaci ne uplné s jako, Ze to je docela slaba troven, ale pak tady jsou,
ze opravdu skvéle mluvi. Co se tyce plynulosti, i tfeba slovni z4soba, ale oni moc nefesi
gramatiku, takZe ja narazim troSicku na to, Ze maji pocit, Ze vlastn¢ jako dobry a ted’ my
probereme a zopakujeme gramatiku, protoze jsme d¢lali zakladku — pfitomné ¢asy, pak minulé.
Jediné, co pro n¢ bylo nové, byl predminuly ¢as dejme tomu a pro n¢koho predpiitomny
prib&hovy ve srovnani s tim Simple. No a jako néktefi, je to vidét, prosté¢ tam maji Spatné
znamky, protoZe se neuci, protoze maji pocit, ze to az tak uplné neni a je pravda, ze kdyz
samoziejm¢ mluvi v hoding, kdyz tam, protoze my jedeme podle Insight, nevim jestli jste tu
ucebnici vidé€la, tak ta je opravdu hodné komunikativni, vzdycky to téma je uvedené, vzdycky
3, 4 otazky aby si to oni diskutovali, pak si to spolu fekneme, pak oni si tfeba ¢tou ¢lanek, aby
oni teda porovnali néjaké ty své nazory s tim ¢laneckem, s tim obsahem atd., zase vétSinou pak
je takova jako zpétna vazba, jak vidi ten ndzor autora a opravdu to je hodn¢ komunikativni
ucebnice. TakZe kdyz mluvi tady, tak tam tu gramatiku netes$im, ale pokud jim zaddm ukol,
kdyz jsme tieba probrali ty minulé ¢asy Simple, Continuous a Past Perfect, tak jsem jim zadala,
tam bylo cviceni, kde teda maji vypravovat o svych né¢jakych prazdninach a maji tam pouzit
vSechny ty tii ¢asy. No a pokud to je pfipraveny slovovy projev, tak tam jsem tu ptesnost
vyzadovala. Oni se divili, Ze i kdyZ mluvili minutu, takze nedostali jednicku, protoZe to prosté

nebylo gramaticky, bylo tam prosté spousta chyb a tak, nesplnili vSechny ty body zadani atd.



takze tak. Rikdm, pokud je to opravdu, Ze maji projevy, ze zvladli ten gramaticky jev, tak tu
presnost vyzaduji, ale kdyZ mluvi normalné, tak samoziejmé tam ¢lovek podporuje to, aby

hlavné mluvili.
6. Vnimate rozdil v ochoté komunikovat u mladsich zaka oproti zaktim vysSich rocnika?

Zase to je na skupiné urcité a taky na jejich tirovni, takze loni jsem tieba méla Sikovnou
primu, takze tam, dejme tomu, dv¢ tfetiny komunikovali opravdu, ale obecné ti mladsi
komunikuji tak prima, sekunda a pak mozna jestg, ale to nemtzu Uplné€ srovnat, protoze to uz
je delsi doba, ale pokud v tercii tak do ptlky tercie, ale pak jak ptichazi takova ta opravdu jo
puberta, tak oni pfestanou s Vami komunikovat. Pamatuji kdysi, kdyz pfiSel pan zastupce na
hospitaci: ,,Ale oni s Vami nemluvi®, tak fikdm: ,,No jo, to je ale tercie.” To prost¢ opravdu do
t¢ doby to je i tfida, kterd s vami povidala, tak najednou takhle a jako chvili to trva teba ta
tercie do pulky kvarty. Pokud je né&jaka vyjimka, tak je to vyjimka, kterd potvrzuje pravidlo.
Samoziejmé, ze muze byt skupina, kde jsou opravdu komunikativni, maji mezi sebou skvélé
vztahy a potfebuji povidat, ale méloktefi, takZe opravdu tak ten rok, rok a ptl a u té€ch starSich
zalezi na tom samoziejme, jak fikam, jestli jsou si jisti v tom projevu, tak vic komunikuji nez

ti, co se boji, protoZe hledaji slovicka atd. takze tak.
7. Myslite si, Ze diiraz na komunikaci lépe pfipravuje zaky na redlny Zivot v zahrani¢i?

Urcité, protoze hlavné budou komunikovat. Samoziejmé budou psat, co se tyce té
gramatiky, tak fikdm, zaprvé jsme na gymnaziu, takze od nich vyzaduji, aby nemluvili jako
,hotentoti* a fikdm: ,,V zivoté prosté, pokud budete, tak ptedpokladam, ze plijdete na vysokou
Skolu, budete zastavat vySsi posty a chce to, kdyz budete mit business partnera, tak abyste
mluvili na ur¢ité Grovni a ne jenom jak pes, nebo ruce, nohy, oni maji za kazdym druhym tfetim
slovem like, jako asi to znate jestli chodite, to je opravdu, ja uz jsem si zvykla, ale kdyz jsem
to poprvé 3, 4 roky zpatky slySela, tak opravdu na konverzaéni soutézi, kdyz ndm to ty déti,
kdyz mluvi normélng, tak to tak moc jako, ale ti, co mluvi, tak to like tam jako tu vycpavku
opravdu davaji, takové to ,,jako* prosté. No, takze urcit€¢ samoziejme ta komunikativnost, ale
samoziejmé 1 ten pisemny projev je taky potieba, alespoii na tom gymplu no, ale samoziejmeé
ta komunikace je to hlavni. Ja fikdm, samoziejmé ta komunikace, protoze hlavné, jo oni tieba,
proto davam dtiraz j& teda opravdu na vyslovnost, takze ja, kdyZ opravdu mluvi, tak j& jim tu
vyslovnost opravuju, fikam: ,,Délam to pro Vas“ v dobrym, protoZe taky, jakmile feknete
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ptikladu ze Zivota, protoze jsem zazila, jak jedna pani to fekla kratce, ptala se: ,,Is this...”, chtéla



fict teda sheep a fekla mine, ten rodily mluv¢i troSicku zcepenél, o cem mluvi, takze jim davam
diiraz, oni ale vétSinou jako odkyvaji, ale uz to pak nezopakuji, protoze si fikaji: ,,To stacilo
takhle jako jo“. Rikam, opravdu jako budete mluvit tak, aby Vam oni rozuméli, takZe ur¢ité, na

tu komunikaci jo. Ja si myslim, Ze komunikace je velice dilezita teda no.

8. Jakou ¢ast hodiny tvoii primérné komunikativni aktivity v ramci vSech aktivit? V ¢em vidite

nejvetsi prekazku pii snaze ucit vice komunikativné?

No, ned4 se samoziejme fict v kazdé hodiné, protoze kazda hodina je zamétend na néco,
takze, dejme tomu, kdyZ se to zaméfuje na gramatické jevy, tfeba jim tam promitnu né&jaké
obrazky, aby fekli, co vidi na tom obrazku, kdyz je Cas, tak n¢jaké otazky alespoi se sousedem,
aby v parové nebo skupinové praci si sdélili néco o sobé a pouzili tam ty Casy, ale tfeba piiklad.
J& jsem vcera ve tfetdku, takova slabsi skupina, délame ted’ka Expressing the future, a tak jsme
tam méli Present Continuous, will, a going to, a tak jsem to hodila aktivitku, Ze si napiSou tfi
otazky, kazda teda, aby fekli jeden ten Cas, a Ze potom budou délat surveye, anebo Ze se zeptaji
souseda a oni to tvofili jenom ty tfi véty, jak jsem je obchazela, aby to méli dobfe, tak to trvalo
¢tvrt hodiny, takze jako opravdu ten plan hodiny si miiZzete udélat, ale pak to skoncite nékde
uplné jinde, protoze samoziejmé je nechcete nechat v téch chybéch a oni to tam opravdu jako
hézeli teda, takze jako samoziejmé, ale primér minimalné by to mé¢la byt ta tietina, ale fikam,
zalezi na tom, pokud i tam jsou né&jaké, ja nevim, Casti téch lekci, kde to je na speaking, no, tak
je to dvé tietiny, sami tam délaji n¢jaka cviceni nebo poslouchaji nebo dopliuji a jinak, tak jako
minimaln¢ ta tfetina se snazim, aby alespoil v tom uvodu trosicku néco, kdyz uz nic jiného, tak
jim tam hodim na tabuli slovicka, jeden se oto¢i zady a ja napiSu na tabuli slovicka, jeden
definuje a druhy hada a pak se vyméni, takze alespoii, ja nevim, aby téch 5 minutek mluvili,
pak tfeba holt, kdyZ musime délat tu gramatiku, ale zase alespon trosku, aby v té gramatice zase

mluvili, aby to nebylo jen dopliiovani cvi€eni v ucebnici no.

9. Co se Vam osobné nejlépe osvédcilo, kdyz ptistupujete k vyuce zdkt komunikativnim

piistupem?

No hlavné nechavat mluvit mezi sebou, protoze ve chvili a jako moc, j& jako vim, Ze
prosté clovek ma chodit kolem nich a jako to, jenomze ve chvili, kdyZ se k nim pfiblizite, tak
oni se prosté¢ stydi délat chyby atd. takze spise je opravdu nechat, i kdyz dé€laji velké chyby, tak
aby opravdu mluvili, tak radsi se snaZzit opravdu ty usi nastrazit a zaplat’ pan bth, u¢im vétSinu
hodin v malych tfidach, takze sly$im, plus minus, o ¢em si mluvi, hlavné at’ opravdu mluvi

anglicky.



10. S jakymi reakcemi na komunikativni aktivity se setkavate u zakt nebo jejich rodic¢t?

Existuje podle Vas stale tlak na ,,tradicni* zptsob vyuky?

J& bych tekla naopak, Ze oni by spiSe kdyztak hlavné mluvili atd. a pravé né&jaka ta
gramatika, rodice, to je néco jin¢ho, ted’ jsme méli rodicék, tak rodice samoziejmé nekteti Vam
feknou, Ze je jasné, ze chapou, Ze jsme na gymplu, a Ze potiebuji i tu gramatiku, ale décka si to
teda nemysli, takze ty jsou naprosto v pohod¢ s tim komunikativnim pfistupem, ti by chtéli
mluvit, fikam, nejlépe Cesky, takze to by nebylo o anglicting, ale tlak na ,tradi¢ni zptsob to

jako rozhodné jako nevidim, Ze by nékdo na tom trval.

11. Do jaké miry jsou podle Vs ucebnice, které pouzivate, skute¢né komunikativni? Jak casto

si vytvarite vlastni materialy?

No, jak jsem Vam fikala, tak to je pravé ten Insight, to je opravdu dobra knizka. Kazda
ta ¢ast toho, vidite, tady sice budou pak ¢ist, ale tady je vzdycky: ,,Co myslite*, maji diskutovat,
obrazky, pak teda prectou, porovnaji a zase react, takze to je kazda ¢ast té ucebnice. Tady taky,
gramatika se tady jako prezentuje, ale zase maji zacit mluvenim, takze tady taky maji
diskutovat, takze tady poslech, ale témét vzdycky to zacina tim What do think, takze opravdu

si myslim, Ze ta ucebnice na tohle je dobra, na tu podporu té komunikace.

12. Jaky vliv ma podle Vas statni maturita na podobu Vasich hodin? Vnimate ji spiSe jako cil,

nebo jako limitujici faktor pro rozvoj mluveni?

Takhle, zalezi zase na skupindch, pokud jsou ti zaci slab$i a cht&ji maturovat, tak
samoziejmé tam musime jako tomu podrobit, aby ndm nevycetl: ,,Vy jste nas na to nepfipravili,
ale prost¢ pokud jsou Sikovné;jsi, tak tam se kolegové zamétuji na to, ze vlastné si délaji ty FCE
atd., takze jako u obou samoziejmé rozvijime mluveni. Prosté to je opravdu individudlni, podle
potieby té skupiny teda jsou, ale jako ja nevidim maturitu jako rozhodné limitujici faktor pro
rozvoj mluveni a samoziejmé u téch, co tam jako chtéji tu maturitu délat a jsou slabsi, je to
opravdu hlavng, aby to uméli, tak samoziejmé ten cil tam je, d€lame Cteni, poslechy. To délame
s nimi akorat, Ze to neni k t¢ maturité, ten cil je n&jaky certifikat, ale ani jedno, ani druhé

nevidim jako limitujici faktor, to urcité ne.
Interview 3

1. Jak dlouho jiz vyucujete anglicky jazyk a jak se obvykle ptfipravujete do hodiny?



Vyucuji od roku 2009 a ptipravuji se ne moc doptedu, tak hodinu dopiedu, protoze mé
vzdycky napadne néco, co se muze prolozit ta ucebnice, takze ¢irou hodinu tak hodinu doptedu,

déle ne.

2. Kdyz srovnate dnesni pedagogickou praxi s obdobim, kdy Vy sama jste byla zdkem, jak se

podle Vas proménila role ucitele v hoding?

Myslim si, tak za mé to byly jenom ucebnice, pracovni sesit a nic vic, takze se to
proménilo hodné, ono to neni az tak moc let zpatky a ted’ vlastné ted ucitel miize vyuzit spoustu
prostiedki, jak tu vyuku zpestfit, jako internet, prosté vSechno, rizné kvizy, aplikace na
procvicovani, takze se to zménilo si myslim rapidné, tak kolik jsem méla let ve skole, no skoro
30 let od maturity to skoro bude, takze zménilo se to jako rapidné, ze ten ucitel uz neni ten
sttedobod pofad, ale uz ma jakoby spoustu moznosti, jak tu hodinu naplnit, vyplnit. Myslim si,
ze to je zazivngj$i a lep$i, myslim si, Ze to ty studenty i vic bavi, protoZe jsem to nesnaSela —
sedit, pracovni sesit, uéebnice a opravdu nic jiného. Zadny extra material, prost& nic. TakZe to

se zménilo hodné no.

3.V jaké mife se podle Vas v dneSnim Ceském Skolstvi uplatiiuji tradi¢ni metody jako frontalni

vyuka, zkousSeni u tabule, prace s uc¢ebnici...?

Urcité jsou potieba, ale tfeba my v jazycich, ta ucebnice, ta frontalni vyuka je potieba.
Kdyz se vyklada nova latka, nebo cokoliv. ZkouSeni u tabule, to je spi$ pfiprava na ty zkousky,
ze bych vylozené nékoho zkousela z ptitomného ¢asu to uz neni, to se zkouselo asi diiv. A
ucebnice samoziejm¢, musi to mit n&jaky fad, takze ta ucebnice je zéklad, frontdlni vyuka
vlastn€ s ucebnici je, ale tak je spousta metod, kdy se pravé vyuziva i skupinova préce,
vyhledévani a spousta jinych metod a metody se doporucuje ted’ stfidat, takze nemit celou
hodinu frontdlni vyuku. Protoze ty déti v n€kterych pfedmétech to maji tak ty jazyky, mame
takové oteviené nizky, Ze jim miiZzeme umoznit, Ze to neni jen ta frontalni vyuka. Klidné¢ miizou

1 stat, béhat, 1 pohybové aktivity zaradit.
4. Kdybyste m¢la popsat svou idedlni hodinu angli¢tiny, jak by vypadala?

Idealni hodina anglictiny, ona v kazdé tiid€ je ta hodina jind, ale idealni je, kdyz mizu
ptedat néco z praxe, tteba kdyz miizu mluvit o spojenych statech, kdyz jsou do nich zamilovani,
byla jsem tam hodnékrat, takze jim mzu vypravét i néco z toho zékulisi a zajima je to, kdyz

tam tfeba n¢kdo chce studovat. Predat jim néco vic z praxe nez jenom monoténni definice a



tak, jim dat néco z praxe, néco ze sebe. To je pro m¢ idealni hodina, kdyZ se miizu realizovat a

miZzu jim dat, ze jsem néco zaZzila, nékde jsem byla, néco doporucit a tak.

5. Jak z Vaseho pohledu vypadé idealni rovnovédha mezi plynulosti a ptesnosti? Preferujete

mluveni s moznymi chybami nebo piesnost v jazyce?

Samoziejmé& mluveni s moznymi chybami, protoze kdyz se ty chyby hodné opravuji,
tak se ty déti boji mluvit, boji se, ze to feknou Spatné, takZe to nefeknou radsi vibec. Takze
preferuji mluveni s chybami a na konci na ty chyby upozornit, ale urcité nezastavovat kazdou
vétu, protoze oni se potom prosté boji mluvit a neradi mluvi, takze urcit¢ s moznymi chybami,
kdyz tém vétam je rozumét, kdyZz to neni Gplné, ze tam nasekd blbost, jsou tam prosté normalni

chyby, které nebrani porozuméni, tak jsem za to rada, ze mluvi. Prosté¢ mluvi, mluvi, mluvi.
6. Vnimate rozdil v ochoté komunikovat u mladsich zaka oproti zaktim vysSich rocnika?

J& bych to takhle nesortovala do skupin, je to vzdycky v povaze téch lidi. Samoziejmé
ti mladsi zaci mluvi vic, protoze se méné¢ stydi, ale je to takové fifty fifty, pokud nechce mluvit,
tak nebude mluvit, ani mladsi ani star$i. Nékdo zase mluvi az moc, takze spis ta ochota je u téch
mladSich nez ti starsi, ti se neboji a ti starsi uz se boji, co feknou, co na to feknou ti ostatni,

takze tam je urcité ta ochota, u téch mladsich je vétsi.
7. Myslite si, Ze diiraz na komunikaci lépe pfipravuje zaky na redlny Zivot v zahrani¢i?

Stoprocentné. Speaking je prosté dilezity, samoziejmé musi umét to ostatni a speaking
je proste zéklad, aby si pravé poradili v téch béznych situacich, Zze zada clovek situaci, ze jsi
prosté ve mesté a ztratil ses, musis se dostat na namésti, ted’ si musi najit ochotné lidi, kteti mu
pomohou ale najdou spis§ ty mladsi nez ty starsi, ty skupiny, které jim pomohou, takze urcité.

Stoprocentné.

8. Jakou ¢ast hodiny tvofi primérné komunikativni aktivity v ramci vSech aktivit? V ¢em vidite

nejvetsi prekazku ucit vice komunikativng?

U mé to tvoii kazdou hodinu minimalné 10 minut, Ze to mame bud’ word maps speaking,
nebo pak, kdyZz piSeme néjaky test tieba, nebo néco, tak uz na konci dam speaking tieba 10 min,
ale u me to je soucast kazdé hodiny. TakZe tam pak zahrnu tieba tu gramatiku, tfeba to délame,
tak to je soustiedéni na to, ale speaking je kazda hodina, takze tam zakézu mluvit ¢esky a musi
mluvit jenom anglicky a kdyz tam slySim ceStinu, tak fikam ,,Ty mu nerozumis, you dont

understand him* a necham je v tom, aby byli v tom jazyce.



9. Co se Vam osobné nejlépe osvédcilo, kdyz ptistupujete k vyuce zdkt komunikativnim

piistupem?

Mné se osvédcilo, kdyZ komunikuji s nimi, ze nad nimi nestojim a ja si tieba pfisednu,
jestli to je takhle minéné, takze jsem jakoby soucast té komunikace, takze jsem chvilicku tady
s témi dvéma a pak jdu zase k nim a oni se neboji, Ze ja jsem soucast, nejsem tam ten, co stoji

a pozoruje kazdé slovo, co feknou, tak tohle. To se mi osvédcilo si myslim.

10. S jakymi reakcemi na komunikativni aktivity se setkavate u zakl nebo jejich rodic¢t?

Existuje podle Vas stale tlak na ,,tradicni* zptsob vyuky?

Ne, neexistuje, spis jsou radi, ze komunikuji a Ze jedou na dovolenou a chlubi se jim,
co se naucili. Prosté komunikuji a ti rodice jim pak feknou, ze komunikuji a Ze to zvladli, Ze to
domluvili, a to je za m¢ prosté plus. Reakce pozitivni. Taky vlastn€ ti rodice jsou tfeba mdj
ro¢nik, jsme stejné stafi, takZe oni zazili to samé, takovy ten nudny jazyk, co se vlastné
pfechazel zruStiny na anglictinu, ja jsem byla takovy ten pfelomovy rocnik, kdy zacala
anglictina v paté tfidé, zacali ji uclit ucitelé nektefi, kteti uméli, takze si myslim, jsou za to
vdééni no. Oni se jim ty déti taky moc nesvétfuji doma no. Ti rodi¢e nejsou moc informovani,
co jako angli¢tina, probiraji do detailu. Ale asi by to ocenili, si myslim, Ze to je ta moje generace

takova nebo kolem mé, takze by to asi ocenili, Ze se to zménilo, Ze to ma takovy jiny smer.

11. Do jaké miry jsou podle Vs ucebnice, které pouzivate, skute¢né komunikativni? Jak casto

si vytvafite vlastni materialy?

Tam je cast vzdycky speaking v té€ ucebnici a jsou tam n¢jaké cviceni, ale samoziejme
to nestaci a za me je to opravdu jenom ta berlicka podle které, jakym smérem, nebo ten plan,

jak se pijde, ale mam spoustu materialii jako svych.

12. Jaky vliv ma podle Vas statni maturita na podobu Vasich hodin? Vnimate ji spiSe jako cil,

nebo jako limitujici faktor pro rozvoj mluveni?

To spi$ jako cil a u nés je ta statni maturita, to je vlastné troven B1, takZe u nas Gplné
minimum. My spi§ jdeme nad statni maturitu, B2, C1 zkousky, prost¢ B2 vétSinou, takze
podobu to mé, protoze ty knizky jsou ptizplisobené, aby se naucili ty jednotlivé Casti tvorit, ale
pak kdyZ na ni pfipravujeme, tak pouzivam z Cermatu ty starsi testy anebo Cambridge testy B1
jsou vlastné¢ Cermat, podle nich udélal ty testy, se inspiroval témi testy, takze uc¢ime je popis
obrazku, prosté vsechno, co tam je, takze je to ovlivnéné, protoze tou maturitou budou koncit

vétSinou. Polovina z nich, ted’ zhruba polovina kon¢i klasifikovanou maturitou ve ¢tvrtaku,



zbytek si udéla ty zkousky, takze stejné didakticky test piSou, takZze jo, a to mluveni a ty obrazky
tam jsou ty dialogy prave a témata. Je to cil asi. Je to ten limit, to nejnizsi, co musi umét, ale je

to vlastné cil, aby to uméli. Je to asi oboji néjakym zptisobem, asi oboji.
Interview 4
1. Jak dlouho jiz vyucujete anglicky jazyk a jak se obvykle ptfipravujete do hodiny?

Anglicky jazyk bych tekla 15-20 let, pfesné¢ Vam to nepovim. Jak se pfipravuju do
hodiny, to zaleZi na tom, jestli je to hodina standardni hodina vyuky jazyka, nebo je to seminarni
hodina, ale pfipravuji si materidly, hledam si reSerSe na internetu, procitam, zalezi, jestli je to
ucebnice, kterou jedeme poprvé, nebo je to materidl, ktery je pro ucitele, tam hledam pfidavné
materialy, zélezi na tom, kdyZ to jsou seminarni véci, pfipravy tieba k tématim, kterd jsou
faktografickd, tak tam clovék musi dohleddvat jako aktualni informace, aby ta data

nezastaravala, takze se to li§i hodinu od hodiny.

2. Kdyz srovnate pedagogickou praxi s obdobim, kdy Vy sama jste byla zdkem, jak se podle

Vs promeénila role ucitele v hoding?

J& bych fekla, Ze ten ucitel, nebo se snazime byt vic takovymi témi prostfedniky a
provazet ty studenty na cesté jejich vzdélanim, nabizet jim vic interaktivni komunikativni
pfistup trochu. Asi daleko méné pfisni, nez byli nasi kolegové, a to nefikam, Ze to bylo Spatné

nebo dobie, prosté je to jiny ten pristup.

3.V jaké mife se podle Vas v dnesnim ¢eském Skolstvi uplatituji metody jako frontalni vyuka,

zkousSeni u tabule, prace s ucebnici...?

Tézko asi posoudim celé Ceské Skolstvi, kdyZ to vezmu na svych hodinéch, tak je to
v malé mife, ja tieba u tabule nezkouSim vlbec. S ucebnici pracuji, protoze si myslim, ze
zejména v téch klasickych hodindch angli¢tiny by ¢lovék mél mit n&jakou strukturu a kostru,
ale pak se Clovek musi prosté pfidat to maso a svaly, to, co déla zivé to télo. A frontalni vyuku
se snazim, vyuzivam ji, ale fekla bych v mife, kterd je nezbytné nutna a kombinuji ji tfeba

s partnerskou vyukou, praci ve skupinach, s kolaborativni formou vyuky.
4. Kdybyste m¢la pospat svou idedlni hodinu angli¢tiny, jak by vypadala?

To si myslim, Ze by byla hodina, kde by se mluvilo jen anglicky, vétSinu toho speaking

by méli zaci, kde by pouzivali to, co se uz naucili nebo co se uc¢i a diraz by byl kladen na



fluency, a ne accuracy a kdyz, ta je, bych fekla, samoziejmé taky nutnd probrousit, zejména u

vyssich urovni.

5. Jak z Vaseho pohledu vypadé idealni rovnovédha mezi plynulosti a ptesnosti? Preferujete

mluveni s moznymi chybami nebo piesnost v jazyce?

Jé& preferuji mluveni s moznymi chybami, s tim ale kdyz jsou to, jak my fikdme chyby
pod urovni nebo opakujici se chyby, tak si je napiSu a pak ddvam zpétnou vazbu, abychom se
tteba vyvarovali. Nemam uplné rada to, ze chyby se pfejdou a pokud to jsou chyby, kde vim,
ze by uz to Zaci méli znat, jim neddvat zpétnou vazbu, protoze se pak potad vracite a motate ve
stejnych chybach. Myslim si, ze je dobré, nepferusovat okamzité, aby se nedemotivovali v tom,
aby mluvili, ale dat jim néjakou zpétnou vazbu a zkousSet je posouvat postupné. Ale nedélam

to, Ze bych jim skékala do fec¢i. Délam to potom.
6. Vnimate rozdil v ochoté komunikovat u mladsich zaka oproti zaktim vys$Sich rocnika?

Asi ano, u mladsich zakl jsou vSeobecné spontannéjsi a nevim, jestli je to pfistupem
ceského Skolstvi, ale u téch starSich se to prosté zabije pak ta ochota komunikovat, spontanné

reagovat, nebo je to jako prosté jenom vékem, ze ndm zlenivi ti Zaci obcas.
7. Myslite si, Ze diiraz na komunikaci lépe pfipravuje zaky na redlny Zivot v zahrani¢i?

No to urcité. Ja, kdyz to vezmu ze svého pohledu, my jsme v podstaté ptechazeli tou
gramaticko-piekladovou metodou a ja, kdyz jsem poprvé pfijela do zahranici, tak jsem si
prvnich 14 dni fikala, Ze jsem se ucila Gplné jiny jazyk, protoze jsem nebyla schopna pomalu
ze sebe dostat néjakou souvislou vétu a porozumét. Ale na druhou stranu, po 14 dnech to spoji,
sepne a vyuzila jsem tu gramatiku, kterou jsem se naucila. Dneska zase ti zaci ptijedou a jsou
schopni v podstaté okamzité reagovat, ale je pravda Ze n€kdy 1 po mésici slySite porad ty stejné
chyby a je to takové, Ze bych fekla, ze to fakt chce v té vyuce tu vyvazenost t€ ptesnosti a

plynulosti, aby se to tak pak pekné pospojovalo v redlném Zivoté.

8. Jakou ¢ast hodiny tvofi primérné komunikativni aktivity v ramci vSech aktivit? V ¢em vidite

nejvetsi prekazku pii snaze ucit vice komunikativné?

To se asi nedad fict Uplné jednoznacné, protoZze madate hodinu, kterd je vyloZené
komunikativni a pak mate hodiny, kdy tfeba predstavujete novou gramatiku, kde je to vic o
procvicovani. Ale kdybych to méla fict, tak se snazim alespoii to mit 50 na 50, ale fikdm jsou

hodiny, kde je vic prezentace, cviCeni, procviceni a pak ale dalsi hodina je o komunikaci. Tak



asi tak. A v ¢em vidite nejvétsi prekazku pii snaze ucit vice komunikativné. Mozna je to ten

strach, Ze je prost€ nenauc¢ime gramatiku, kterou musi umeét asi.

9. Co se Vam osobné nejlépe osvédcilo, kdyz pfistupujete k vyuce zdkt komunikativnim

piistupem?

Rekla bych nechat je komunikovat ve skupinich se svymi vrstevniky, protoZe oni jsou
tam daleko oteviengjsi, citi se ve vétsim komfortu, nemaji pocit, ze je nékdo opravuje, ze nékdo
cekd na jejich chybu, coz je taky, bych fekla, takovy nesvar ¢eského skolstvi. Ja fikam: ,;ja
nechci, co vy neumite, chci zjistit co umite a to, prosim Vas, prezentujte.“ To si myslim, ze je
idedlni, kdyz davate ty studenty do malych skupin se svymi vrstevniky a jste tam jenom jako

tichy pozorovatel a pak jim date zpétnou vazbu.

10. S jakymi reakcemi na komunikativni aktivity se setkavate u zakt nebo jejich rodic¢t?

Existuje podle Vas stale tlak na zptsob tradicni vyuky?

Nemyslim si, j& si myslim, Ze ti Zaci jsou spokojeni, kdyz se komunikuje, n¢kdy zejména
kdyz je to s dirazem, ze budeme psat pisemku, tak prosté potiebujeme to mechanické cviceni
nékdy udélat, ale nesmi to byt 45 minut. To Vas Gplné zni¢i a zabije. TakZe n¢kdy tradi¢ni
vyuku, mozna vic nez zaci, by vyzadovali rodice pfi takovém tom nécviku, ale neméam pocit,

ze by tam byl n&jaky tlak.

11. Do jaké miry jsou podle Vs ucebnice, které pouzivate, skute¢né komunikativni? Jak casto

si vytvafite vlastni materialy?

Tam si myslim, ze méme v angli¢tin¢ médme obrovskou vyhodu, ze ta studnice materiald,
kam my mizeme $dhnout, je velikd a ta anglictina tou svoji strukturou to vyloZen¢ umoziuje,
komunikativni pfistup. Nezabyvate se pady, koncovkami, tak jak némcina, tam je to mnohem
teéz81. Takze tam, si myslim, Ze ucebnice jsou komunikativni, at’ uz pouzivame Solutions, nebo
ted’ka mame Formulu a jednu, to si nevzpomenu ted’ka na ten teti ndzev. A vlastni materidly,
nefekla bych Ze Casto, vytvarim si je, kdyz je potieba, spis jako doplikovy materidl nebo spis

v seminarnich hodinach.

12. Jaky vliv ma podle Vas statni maturita na podobu Vasich hodin? Vnimate ji spiSe jako cil,

nebo jako limitujici faktor pro rozvoj mluveni?

Na to Vam asi uplné neodpovim, protoze pro nas maturita neni cilem, my sméfujeme

k mezinarodnim zkouskdm hodné a ti studenti jdou minimalné na B2 spis Cl1, letos i na C2,



takZze maturita pro nds prestava byt cilem na arovni tieba prvniho ro¢niku, kde uz vime, Ze

bychom vSichni udélali a jdeme dal. TakZe maturita nas nelimituje.
Interview 5
1. Jak dlouho jiz vyucujete anglicky jazyk a jak se obvykle ptfipravujete do hodiny?

Takze anglictinu vyucuji 8 roki ve Skole a celkové asi 20, protoZe jsem piedtim ucila
v riznych jazykovych kurzech a vefejnost a ve firmach a déti a tak. Takze celkové ve skole asi

20 roku, ale ve Skole 8.

2. Kdyz srovnate dnesni pedagogickou praxi s obdobim, kdy Vy sama jste byla zdkem, jak se

podle Vas proménila role ucitele v hoding?

Myslim si, Ze ta role je potad dost podobna, ale ptidala se takova slozka, Ze ten ucitel
by m¢l zprostfedkovavat znalosti a dovednosti a dal taky usmérnovat ty studenty, nabizet jim
jiné pohledy a tfibit jim vkus, tim, Ze jim, protoze oni uz sami toho dost znaji z riznych zdroji

z internetu atd., z médii. Ucitel by m¢l jim ukazovat, jak si vybrat ty spravné informace.

3.V jaké mife se podle Vas v dneSnim Ceském Skolstvi uplatiiuji tradi¢ni metody jako frontalni

vyuka, zkousSeni u tabule, prace s uc¢ebnici...?

Myslim si, Ze se uplatiuji stale hodné&, ale myslim si, Ze to neni vzdycky Spatné, ale

mély by se vic propojit s témi komunikativnéjSimi pfistupy nebo metodami.
4. Kdybyste m¢la popsat svou idedlni hodinu angli¢tiny, jak by vypadala?

Takze idedlni hodina, nikdy ji nemam, protoze vzdycky to je jenom ¢astecné, se mi to
podaii ten idedl toho docilit, ale je to hlavné tak, ze tam je pratelskd atmosféra, legrace,
spoluprace s témi studenty, ale soucasné ma né&jaky smysluplny cil a strukturu ta hodina a
studenti na té idedlni hodiné poznaji, Ze ma smysl se ucit, takze je to takova hlavné spoluprace

s témi studenty.

5. Jak z Vaseho pohledu vypadé idealni rovnovéha mezi plynulosti a ptesnosti? Preferujete

mluveni s moznymi chybami nebo piesnost v jazyce?

Preferuji spiSe mluveni s chybami, protoZze od toho se potom muze tenhle student

smérovat k opraveni téch chyb a takze urcité preferuji mluveni pted tou spravnosti a myslim si,

vvvvvv

k tomu, aby si uvédomovali ty chyby, které délaji nebo nedostatky které maji a sami se je diky



tomu, Ze maji piilezitosti mluvit, sami se je snazili vlastn¢ opravit, nebo se jich zbavit, téch

nedostatk.
6. Vnimate rozdil v ochoté komunikovat u mladsich zaka oproti zaktim vys$Sich rocnika?

Ne, to vliibec nevnimam. Myslim si, Ze ta schopnost komunikace studentii zdvisi na tom,
jakou maji vybavenost, jakou maji slovni zdsobu a zb&hlost v tom jazyce a soucasné, jestli maji
dost prostoru si rozmyslet, o ¢em budou mluvit a dal, jestli ty mluvni aktivity jsou pfipravené

k jejich schopnostem, zajmtim atd.
7. Myslite si, Ze diiraz na komunikaci lépe pfipravuje Zaky na redlny Zivot v zahrani¢i?
Ur¢ité, to souhlasim. Ano.

8. Jakou ¢ast hodiny tvoii primérné komunikativni aktivity v ramci vSech aktivit? V ¢em vidite

nejvetsi prekazku pii snaze ucit vice komunikativné?

Zalezi na tématu a skladbé té hodiny na co se ta hodina zaméfuje. Mam to spis tak, Ze
mam hodiny zamétené na gramatiku a hodiny zamétené na slovni zasobu, hodiny zamé¢fené na
poslech a tfeba na to mluveni, takze vlastné Casto se stane, Ze kdyZ probirdme gramaticky jev,
tak se k tomu mluvnimu projevu, nebo k t¢ komunikaci dostaneme az tteba dalsi hodinu a vic
se to pak zaméfuje na to mluveni, takze to je spi§ takhle oddélené. Piekdzku vidim v
nedostate¢né slovni, a hlavné myslenkové, vybavé téch studentl, pokud vlastné oni nemaji
dostatecnou slovni zdsobu a nemaji napady, na co by se ptali, nebo o ¢em by mluvili, tak prosté
nemuze byt komunikace, vazne. Z mé strany je to tak, kdyz to nepfipravim uplné vhodné, n€kdy
se to ¢lovéku nepodafi anebo se netrefim do té nalady studentl, nebo se to prosté nevydaii plné
dobte naplanovat. Jinak, kdyz tam smysluplnost je, navazuje to na to, co délame a taky jesté
jsou prekazky v tom, Ze oni mezi sebou maji n¢jaké vztahy a nechtéji pfed sebou mluvit, takze

to je dalsi ptekazka, kterd brani tomu mluveni.

9. Co se Vam osobné nejlépe osvédcilo, kdyz ptistupujete k vyuce zdkt komunikativnim

piistupem?

Tak nejvic se mi osvédcilo to, Ze je potfeba vymyslet takova témata, kterd je zajimaji,
ktera jsou jim blizka, jejich véku, jejich realité¢ zivota a vyskytuji se tfeba v jejich redlném
Zivoté, jsou to tfeba problémy, které oni fesi a je to pfirozenéjsi se k tomu vyjadfovat pro né.
Pak je dulezité, aby studenti, kdyZ maji komunikovat, aby byli na podobné jazykové tirovni

spolu a méli taky mezi sebou ty dobré vztahy a taky aby byli na komunikaci zrali. Aby prosté



meéli trpélivost, vyslechnout si toho druhého, ptat se ho, méli napady, jak se ptat, méli zdjem

vlastné o toho druhého, takze na tom to asi stoji.

10. S jakymi reakcemi na komunikativni aktivity se setkavate u zakt nebo jejich rodic¢t?

Existuje podle Vas stale tlak na ,,tradicni zptsob* vyuky?

Podle mé ne, spis si myslim, Ze vSichni to docela oceniuji, kdyZz se mluvi v téch hodinéch,
jak rodice, tak studenti. Takze si myslim, Ze to chtéji spiS otocit, odklon od té spravnosti. Takhle

to vnimam alespon, Ze neradi se uci pravidla a radi komunikuji.

11. Do jaké miry jsou podle Vs ucebnice, které pouzivate, skute¢né¢ komunikativni? Jak casto

si vytvafite vlastni materialy?

Jé& si myslim, ze u¢ebnice jsou velice komunikativni, jsou tak koncipované, aby tam byly
spousty, n¢které jsou lepsi a nékteré horsi samoziejmé, je tam hodné téch mluvnich aktivit, je
jich tam hodné zatazenych, ale i piesto, Ze tam jsou, tak si pfipravuju opravdu velice Casto
vlastni materialy a vlastni plany téch mluvnich aktivit, protoze to prosté¢ délam na miru tém
studentiim, je tfeba navazeno to, co jsme dé¢lali minule, ne vzdycky se uc¢ebnice da vyuzit, ale

myslim si, ze dneska jsou ucebnice skvéle nastavené.

12. Jaky vliv ma podle Vas statni maturita na podobu Vasich hodin? Vnimate ji spise jako cil

nebo limitujici faktor pro rozvoj mluveni?

J& si myslim, Ze mé viibec statni maturita jako neovliviiuje nijak, protoze toho o ni moc
nevim, ona je na urovni B1, si myslim, udéland a my mame studenty B2 az C1, takze ja viibec
s tim nepfijdu do styku. J& vim, Ze je velice jednoducha pro naSe studenty, ale na druhou stranu,
pokud jsou studenti na niz§i Grovni, pokud maji kam stoupat k t¢ maturité, tak je to asi
v poradku, ale moc o tom nevim. JeSté jsem nemcéla piilezitost si projit tfeba ty testy, ty
didaktaky, takze to jsem si jeSt¢ nijak nestudovala, protoze jsem to jesSté nepotiebovala. Ti
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je to v poradku asi.



