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ANNOTATION

This thesis adresseses the issue of making use of IPA in teaching English to young learners.
The theoretical part introduces terminology related to phonetics and IPA, but also with the
specifics of teaching English to young learners, and discusses the suitability of using IPA with
young learners. The practical part contains combination of interview and teaching to explore

the use of IPA at primary school, and presents designed materials corresponding with findings.

KEY WORDS
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NAZEV

Vyuziti IPA ve vyuce anglictiny na 1. stupni

ANOTACE

Tato bakalafska prace se zabyva vyuzitim IPA ve vyuce angliCtiny na prvnim stupni.
Teoreticka ¢ast predstavuje terminologii spojenou s fonetikou a IPA, ale také charakteristické
znaky souvisejici s vyukou anglického jazyka na prvnim stupni, a diskutuje o vhodnosti vyuziti
IPA s zéky prvniho stupné. Prakticka ¢ast obsahuje kombinaci rozhovoru a vyuky za Gcelem
zjisténi zptisobll vyuky pomoci IPA na prvnim stupni, a néasledné pfedstavuje materidly

vytvofené v souladu se zjiSténimi.

KLICOVA SLOVA
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INTRODUCTION

Teaching English pronunciation should be part of all English language courses. While older
learners may have difficulty acquiring pronunciation, young learners are capable of achieving
a higher level of proficiency concerning pronunciation since they are at a developmental stage
known as the critical period (Cameron 2001, 13). This is accompanied by the issue of which
techniques, methods, or tools to incorporate into class to teach English pronunciation to young
learners who are at the outset of learning English. One possibility is to integrate the
International Phonetic Alphabet (IPA) into class. Thus, this bachelor thesis aims at exploring
how the IPA can be used to teach English pronunciation to young learners, and design materials

utilising the IPA.

With respect to the structure of this thesis, it consists of theoretical and practical part. The
theoretical part is divided into three chapters. The first chapter deals with phonetics and the
IPA. In particular, it specifies terminology with regards to fields addressing pronunciation,
phonetics and phonology. Furthermore, the chapter focuses on phonemes and their relation to

Teaching English pronunciation. Lastly, the chapter describes the IPA and what it comprises.

The second chapter is directed at young learners. Firstly, it concentrates on factors affecting
young learners' instruction, particularly, on the age, characteristics of young learners, and the
role of a teacher with young learners. Secondly, subchapter 2.2 explores the specifics of first
and second language acquisition with young learners. The last subchapter addresses the issue
of teaching English pronunciation to young learners. Specifically, it is targeted at the view of
pronunciation as a psychomotor skill, the importance of teaching English to young learners,
the use of the IPA with young learners, and how phoneme manipulation may enrich the use of

IPA with young learners.

The last chapter of the theoretical part concerns itself with discussion of the use of the IPA at
the start of learning English. Namely, the first subchapter deals with the development of
English pronunciation at primary level of education in relation to RVP and CEFR. In addition,
the suitability of the IPA at primary level of education is discussed. In the second subchapter,

the focus is shifted towards available pronunciation activities with the use of the IPA.



The practical part aims at designing materials for teaching English pronunciation to young
learners with the use of IPA based on research findings. It begins with the introduction of
research aim, objectives, methodology, data analysis and interpretation. Next, the practical part
explains what an interview is, its types and creation of interview questions which is followed
by analysis and interpretation of data collected in interviews concerning how the IPA symbols
can be used in class. Then, there is a lesson preparation utilising information from the
theoretical part as well as a theory of lesson preparation in the process of designing lessons and
materials with the IPA for young learners. Subsequently, analysis and interpretation of the data
collected during teaching the lessons ensue. Lastly, materials for teaching English

pronunciation with the IPA are presented.
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THEORETICAL PART
1 Phonetics and the IPA

1.1 Pronunciation

Pronunciation comprises salient speech components which vary from the individual sounds
that constitute speech to the manner in which meaning is conveyed (Hewings 2004, 3). It is
crucial to realise that each language has its own system of pronunciation. Thus, when learning
a foreign language, Kenworthy (1987, 4) reports that it is advisable to pay heed to potential
dissimilarities in order to limit unnecessary mispronunciation errors stemming from the

pronunciation model people acquired first in their lives.

1.1.1 Phonetics and Phonology

The two fields exploring pronunciation are phonetics and phonology. Kelly (2000, 9) claims
that Phonetics focuses on the physical reality of speech sounds. Furthermore, Davenport et al.
(2010) divide it into subdisciplines which address the individual areas. In particular,
articulatory phonetics which concerns itself with sound production, auditory phonetics dealing
with sound perception and acoustic phonetics covering the physics involved (Davenport et al.
2010, 2). Gut classifies the subgroups of phonetics in the same way (2009, 6). However, Kelly
(2000) adds two additional subdisciplines with respect to phonetics. Namely, physiological
phonetics studying anatomical, neurological, and physiological attributes of speech and
perceptual phonetics which is concerned with the perception of speech by the brain (Kelly
2000, 9). Phonetics explores the production, properties and perception, whereas phonology
focuses on the combination of sounds and their mutual relations (Davenport et al. 2010, 2).
Moreover, Gut (2009) explains that phonology is separated into segmental and suprasegmental.
Suprasegmental phonology is associated with features of pronunciation such as intonation,
stress or connected speech in contrast to segmental which is concerned with phonemes (Gut

2009, 7).

1.1.2 Phonemes

To have a better understanding of the smallest speech components, it is vital to identify a
phoneme. Roach (2009, 32) describes phonemes as abstract sound units which may be
produced in slightly different ways. However, this definition is incomplete as it omits the

semantic function of a phoneme. By comparison, Underhill (2005) in his introduction to Sound
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Foundations defines phonemes as the smallest sounds that can communicate different meaning.
Likewise, Kelly (2000, 1) argues that phonemes are the different sounds within a language
which allow a change in meaning if one phoneme is replaced by another. Furthermore,
Hewings (2004, 3) observes that many of the challenges faced by learners of new languages
are related to differences in the phonemes occurring in the first and the target language. To
demonstrate, in British English there are 44 phonemes whereas in Czech there are only 39.
Hence, such discrepancies should be attended when teaching pronunciation in order to avoid
common errors. Lastly, it should be noted that there is a difference between phonemes and
graphemes. In other words, the relation between spelling and sound is not always clear.
Therefore, a grapheme can be represented by various phonemes, for example, the letter a in

fate, pat and wash (Gontijo et al. 2003, 136).

1.2 IPA

Before its use in the practical part, it is essential to determine what the IPA is and what it
consists of. The International Phonetic Alphabet (IPA) was designed by phoneticians to
establish a direct relationship between the sounds and written symbols of any language (Celce-
Murcia et al. 2010, 3). Moreover, The International Phonetic Association posits that it is
feasible to analyse speech into a sequence of segments that can be further specified by an
articulatory target (1999, 6). Hence, the IPA enables teachers to focus on individual speech
sounds in a language. With regards to English, the standard varieties are: General American in
the United States of America and Received Pronunciation or BBC English in the United
Kingdom (Gut 2009, 52).

1.2.1 Consonants

Hewings (2004, 3) contends that the IPA comprises 24 consonants and 20 vowels in British
English. It is possible to focus on individual phonemes or group them based on similarity. Such
similarity is influenced by the place and manner of articulation (Underhill 2005, 2). According
to Kelly (2000, 47), there are six categories based on the manner of articulation with regards

to consonants: plosives, nasals, fricatives, affricates, laterals, and approximants.
Brown (2014) explains that both plosives and nasals are produced when there is a full closure

between the articulators. Nevertheless, plosives also entail a velic closure which stops air from

escaping through the nose (Brown 2014, 33). While /k/, /g/, /p/, /b/, /t/, /d/ are recognised as

12



plosive sounds, nasals are /m/, /n/, /n/ (Gut 2009, 53). Even though such sounds have a similar
manner of articulation, they are not identical owing to their various places of articulation. In
particular, /p/, /b/, /m/ are bilabial, /k/, /g/, /y/ are velar, and /t/, /d/, /n/ are classified as alveolar
(Celce-Murcia 2010, 61). In addition, there is another distinguishing feature regarding the
production of sounds based on the vibration of vocal cords. Brown (2014, 33) reports that
consonants can be either voiced or voiceless. While /b/, /d/, /g/, /n/, /m/, /y/ fall into the category

of voiced, /p/, /t/, /k/ are voiceless.

The next category comprises fricatives and affricates. Roach (2009, 39) explains that fricatives
are distinct consonants occurring when air moving through a narrow passage results in a hissing
sound. They can be labiodental (/f/, /v/), dental (/8/, /8/), alveolar (/s/, /z/), palatal (/f/, /3/) or
glottal /h/ (Celce-Murcia 2010, 61). Similarly, Brown (2014, 47) affirms that affricates are also
produced with a hissing sound; however, the closure is made between the tongue and the roof
of the mouth. Thus, both affricates (/t[/, /d3/) have a different place of articulation, specifically,
they are palatal (Celce-Murcia 2010, 61).

Finally, Brown (2014) points out that the last group, approximants, is composed of the
following voiced sounds: /1/, /j/, /w/, /r/. While /j/, /w/ and /t/ are central approximants, /1/ is a
lateral approximant (Brown 2014, 50). The lateral sound is made when the air flows along the
sides of the tongue (Kelly 2000, 52). It contains two varieties of the phoneme /1/. First, the dark
/1/ standing before a consonant, second, the clear /l/ preceding a vowel (Roach 2009, 48-49).
By comparison, the central approximants are produced without obstruction to the airflow,
despite the fact that two articulators move towards one another, in particular, /t/ is post-

alveolar, /w/ labio-velar and /j/ is palatal (Kelly 2000, 53).

1.2.2 Vowels

Brown (2014, 23-24) suggests that vowels can be classified by vertical and horizontal position,
lip position, vowel length and monophthong versus diphthong. Furthermore, Gut (2009, 61)
argues that regarding the location of the tongue, vowels can be close, mid, open (vertical
position) or front, central and back (horizontal position). Close vowels are /1/, /i:/, /v/, /u:/, mid
vowels include /e/, /o/, /3:/, /5:/, and open vowels are /&/, /a/, /a:/, /v/ (Kelly 2000, 31-33).
Additionally, Roach (2009) offers three possibilities with regards to the lip position: rounded,

spread and neutral. For instance, /u/ is produced with rounded, /1/ with spread, whereas /o/ with
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neutral lip position (Roach 2009, 13). With respect to vowel length, it can be either short as in
/v/, or long /u:/. Lastly, it is noteworthy that all vowels are voiced (Brown 2014, 29).

The last group of sounds in the IPA is diphthongs. Roach (2009, 17) says that diphthongs are
sounds consisting of a movement between two vowels, moreover, they are similar to long
vowels in length. Brown (2009, 27) adds that diphthongs represent only one sound despite the
fact that they are composed of two symbols. Firstly, there are 8 diphthongs in English which
can be divided into two subgroups: closing and centring (Kelly 2000, 34). Secondly, Gut (2009,
62) argues that regarding closing diphthongs, the second vowel such as /1/ is more closed than
the first one, whereas centring diphthongs end in the central vowel /o/. Lastly, Kelly (2000, 35-
36) describes that the centring diphthongs are made up of /19/, /v9/, /ea/, by contrast, the closing
diphthongs end either in /1/ (/ev/, /o1/, /a1/) or in /u/ (/av/, /av/).

14



2 Young Learners

2.1 Aspects of Teaching Young Learners
2.1.1 Age

When defining young learners, it is clear that the matter of age is inevitable. Slattery et al.
(2001, 4) suggest that young learners can be identified as children between the ages of 7 and
12. However, this is a considerable age gap. Nunan offers even a broader gap and points out
that it is not practical to regard them as one group solely by the factor of age (2011, 2). It is
mainly due to the fact that different, individual characteristics in relation to language
acquisition can be observed within such a wide age group. For example, studies of immersion
language learning reported that children at ages 7 to 8 focus more on sound and prosody while
children from the age of 12 to 14 concentrate more on cues of word order (Cameron 2001, 15).
Thus, it is pivotal to be specific about age group determination in order to avoid an occurrence

of differences stemming from the aspect of age.

2.1.2 Characteristics of Young Learners

It has been touched upon in the previous paragraph that distinguishing characteristics occur
with learners of different age groups. Shin and Crandall (2014, 25) comment that young
learners are physically active, receptive to new ideas, imaginative, easily distracted, egocentric
and social. Similarly, Brewster et al. (2002, 27) concur that children need to expend a lot of
physical energy, that children have a propensity to be self-oriented and preoccupied with their
world, but also that they can be easily bored and distracted when their curiosity is not properly
aroused. Taking such information into consideration enables us to personalise learning. For
instance, it is possible to employ shorter activities to promote curiosity in learning, or to utilise
body exercises to fulfil their need for physical activity. Not only is it beneficial to be familiar
with features which enhance young learners' performance, but also with factors which diminish
it. Namely, Pinter (2017) claims that younger learners have lower levels of awareness of their
processes of learning, their ability to write and read has not yet been fully developed and they
possess restricted knowledge about the world. Therefore, it would be ineffective to require
them to manage their own learning, or complete complex writing or reading tasks. In other
words, being knowledgeable about the traits that young learners possess allows one to tailor

instruction to their needs Pinter (2017, 3).
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Even among learners of the same age various individual qualities may occur (Cameron 2001,
20). Hence, importance should be attached to differentiation between general and personal
traits. According to Pinter, teachers frequently perceive that each child enjoys different
activities (2017, 14). Thus, it is vital to identify which stimuli need to be provided to create an
efficient learning environment. Such conditions can be observed by considering and
incorporating the knowledge of different learning styles and multiple intelligences. Brewster
et al. (2002) explain that the theory of multiple intelligences was produced by Howard Gardner.
There are eight intelligences observed by Gardner: linguistic, logical-mathematical, spatial,

kinaesthetic, musical, interpersonal, intrapersonal, and naturalist (Brewster et al. 2002, 34-35).

It has been indicated that young learners thrive on being physically active which is directly
connected to kinaesthetic intelligence. With respect to their physical activity, there is a teaching
method called "Total Physical Response" (TPR) which helps learners acquire a new language
with the support of observation and repetition of body movements which are performed by a
teacher (Slattery et al. 2001, 23-24). Even though TPR may be engaging for young learners in
general, it may be beneficial to be aware of the means to activate the other intelligences. Word
smart learners appreciate reading, writing, discussions, number smart learners relish
experiments and puzzles, picture smart learners take advantage of visual materials, music smart
learners learn through listening activities, people smart learners capitalise on social interactions
and cooperative activities, self-smart learners prefer working on their own, and nature smart
learners rejoice in outdoor activities (Shin et al. 2014, 38). As evidenced by the examples
above, there are differences among individual learners even if they are of the same age.
Therefore, being aware of such differences provides further information which can be

implemented to establish a suitable learning environment for the entire class.

2.1.3 The Role of a Teacher with Young Learners

Pinter (2017) points out the significance of developing social and affective strategies in young
learners. Specifically, the role of teachers as they should create a positive learning environment
full of encouragement, build children's motivation as well as confidence, foster self-esteem by
focusing on their strengths rather than weaknesses, provide positive reinforcement and be full
of praise concerning their accomplishments (Pinter 2017, 113-114). In other words, teachers
should be sensitive to individuals in regard to their social development. Furthermore, Kang

(2006) argues that the teacher should aid young learners with comprehension. For instance, by
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using colourful visuals, toys or objects which also help with capturing and holding young
learners’ attention (Kang 2006, 3). In relation to young learners’ attention, Kang (2006) points
out that young learners have short attention spans, therefore, the teacher should not spend more

than 10 minutes on one activity, and transition from one activity to another should be swift.

According to Harmer (2007), the teacher functions as language model to his learners, in
particular, the teacher should be able to use appropriate speed, and sustain a natural rhythm as
well as appropriate intonation patterns when speaking. For example, teachers can draw
learners’ attention when reading in a compelling way (Harmer 2007, 117). Additionally, Kang
(2006) comments that when planning activities for young learners, it is vital to bear in mind
that the activities are similar in content, thus, it is recommended using thematic units which
comprise a series of activities or lessons centred around the same topic so that the learners are
provided with a sufficient amount of context (Kang 2006, 4). Furthermore, Harmer (2007)
claims that exposure is of paramount importance in language teaching, thus, teachers should
provide enough comprehensible input for their learners. Even if the learners do not grasp every
single word, they still comprehend the idea which is essential for their language development
(Harmer 2007, 118). With respect to young learners’ comprehension, Kang (2006, 6) explains
that teachers should not worry about using L1 in regard to complex expressions and instructions

since such complexities could be a cause of discouragement in young learners.

2.2 Specifics of L1 and L2 Acquisition in Young Learners
2.2.1 L1 Acquisition in Young Learners

Brewster et al. (2002) describe four theoretical viewpoints concerning language development.
However, only two of them have profound implications for first language acquisition. First, a
cognitive-developmental view (Brewster et al. 2002, 19). Bauman-Waengler (2016) reports
that before a child utters a first word, it goes through prelinguistic stages. These include cooing,
2-4 months, vocal play, 4-6 months, and babbling, 6-12 months (Bauman-Waengler 2016, 110-
111). It is possible to detect production of different speech sounds at each stage. In the cooing
phase, the child pronounces back vowels and consonants, for example, /u/, /o/, /k/, /g/, during
the babbling phase, it produces /p/, /b/, /m/ sounds, and when babbling, it reduplicates syllables
such as /mama/ (Lanza et al. 2008, 5). Furthermore, Sander (1972) designed a chart to
demonstrate the expected average age at which the individual sounds are produced. For

instance, speech sounds /p/, /m/, /h/, /w/ should be acquired by the age of 4, whereas /v/ and
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/8/ are not fully developed before the age of 8 (Sander 1972, 62). Lastly, the speech sound
production affects the child’s intelligibility. By the age of 2, the child’s estimated intelligibility
is approximately 50%, and full intelligibility is observed from the age of 5 (Koch 2018, 75).
Second, a social-interactionist view (Brewster et al. 2002, 19). When learning the first
language, children become confident communicators at home due to the support of their parents
who help them start and maintain a dialogue; nevertheless, such conversations are based on the
shared immediate context (Pinter 2017, 28). Thus, they acquire the language in contextualised
situations. In contrast, the second language is primarily used in the classroom, therefore, it is

crucial that the teacher provides a sufficient amount of learning opportunities (Cameron 2001,
12).

2.2.2 L2 Acquisition in Young Learners

The L2 learners are more cognitively developed since they already have some experience with
language learning (Brewster et al. 2002, 19). Nonetheless, this may influence the way in which
they acquire a new language. The Competition Model of linguistic performance is a theory
explaining how the first language may have an impact on the acquisition of other languages
(Cameron 2001, 14). It may pertain to features of grammar as well as pronunciation. For
instance, if learners encounter the 'th' sounds which do not occur in their first language, they

will try to replace them with sounds they are familiar with such as /t/ or /d/ (Lightbown and
Spada 2013, 68).

In addition, Gordon (2007, 48-49) reveals that young learners are capable of acquiring the
second language in a similar fashion as their mother tongue if they are exposed to naturalistic
input. Lightbown and Spada (2013, 22) posit that it is closely related to what scholars call the
Critical Period Hypothesis which suggests that humans can gain certain knowledge provided
that they are at a developmental stage known as the critical period. Such information can be
applied to pronunciation and young learners. Pinter (2017, 37) asserts that young learners are
intuitive and responsive to the sounds and rhythm of new languages, moreover, they relish
emulating new sounds. Similarly, Cameron (2001, 13) says that young learners are likely to
accomplish a higher level of proficiency concerning accent. Thus, young learners are within a
critical period that permits them to obtain better results regarding the development of their

pronunciation.
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2.3 Teaching English Pronunciation to Young Learners

2.3.1 Pronunciation as a Psychomotor Skill

To realise what means can be utilised in teaching English pronunciation, it is crucial to identify
its educational objectives. Pasch et al. (1998) note that educational objectives can be
categorised into three domains: cognitive, affective and psychomotor. In particular,
pronunciation as, for example, learning an instrument is classified as a psychomotor skill since
each mechanical skill which can be improved by repetition is psychomotor (Pasch et al. 1998,
51). Thus, teaching English pronunciation involves many methods, techniques and strategies

employing repetition as well as imitation.

2.3.2 The Importance of Teaching English Pronunciation to Young Learners

Kelly (2000, 11) argues that frequent errors in both segmental and suprasegmental features of
pronunciation may impede communication. Likewise, Lane et al. (2010, 2) assert that with
regards to all areas of language, unintelligibility most commonly stems from incorrect
pronunciation or word choice. Furthermore, Ur notes that teachers should ascertain that their
learners are able to distinguish between and use the similar sounds in English to avoid a
hindrance to communication, for instance, /1/ and /i:/ (2012, 128). With respect to young
learners, Nixon et. al (2005) claim that it is simpler to teach and correct their pronunciation at
an early stage before they acquire bad pronunciation habits. Moreover, children in primary
schools are well-equipped to imitate sounds as well as less bashful than older learners (Nixon

et al. 2005, 9).

Kenworthy (1987) postulates that many learners of a new language have difficulty perceiving
the sounds they hear and produce as each language has its distinctive features regarding sound
production. Therefore, learners should be provided with ample opportunity to hear all the new
sounds to surmount any major difficulties (Kenworthy 1987, 45). Similarly, Adams et al.
(1998, 1) affirm that learners pay attention to the meaning of the utterance as a whole rather
than focus on the sounds of phonemes they produce or listen to. It is also argued that phonemes
are meaningless, thus, it may be unnatural to pay heed to them, moreover, they are not easily
distinguishable in running speech, therefore, it may be difficult for young learners to
comprehend what to listen for (Adams et al. 1998, 71). Hence, phonemic awareness instruction

should include developmentally appropriate activities stimulating curiosity and
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experimentation with the target language, furthermore, it should not be incidental, but

intentional (Yopp et al. 2000, 132).

2.3.3 The Use of the IPA with Young Learners

There is a wide variety of didactic techniques and tools regarding English pronunciation
instruction. However, the focus will be on the techniques which utilise the IPA symbols. All

these techniques are pointed out during the creation of the materials in the practical part.

Firstly, Kelly (2000, 16) points out drilling which involves the teacher providing a model for
the learners to imitate. To facilitate the process, the teacher can use audio-visual aids such as
sound-colour charts or pictures (Celce-Murcia 2010, 10). Moreover, drilling can be either
choral or individual. Choral drilling enables learners to gain confidence and pronounce the
drilled item anonymously, whereas individual drilling allows the teacher to discover how
successful learners are in it (Kelly 2000, 16). The teacher can project an interactive IPA chart
onto a whiteboard and point at the individual IPA symbols while he reads them aloud and
learners follow his example. In addition, children are brilliant at imitation, thus, drilling is an

appropriate activity for their pronunciation development (Nixon et al. 2005, 9).

Secondly, Celce-Murcia (2010, 9) points out the minimal pair drills which are used for teaching
sound discrimination. In other words, minimal pairs are word pairs varying in only one
phoneme, for example, bit and pit (Hewings 2004, 3). However, Nunan (2003, 117) explains
that there are also contextualised minimal pairs providing additional context such as showing
pictures or drawings of the words. Therefore, it is possible to use flashcards with pictures of

minimal pairs and present them to young learners.

Thirdly, Adams et al. report that young learners take advantage of exploring how their voices,
mouth and tongue positions change with each sound (1998, 71). Thus, it is possible to employ
slow motion speaking to demonstrate how the articulators move when producing the individual
speech sounds (Nunan 2003, 118). It can be incorporated into class to supplement drilling

exercises of the [PA symbols.
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2.3.4 Phoneme Manipulation

Yopp et al. (2000, 134) report six ways to manipulate phonemes: matching, isolation,
substitution, blending, segmentation, and deletion. Being aware of various ways of phoneme
manipulation increases the number options the teacher has when utilising the IPA symbols in

class as they develop different cognitive skills.

Firstly, Yopp et al. mention 'matching' which involves comparing two words and determining
if they begin with the same sound, for instance, cat and kite. Anderson and Krathwohl (2001,
31) observe that such an activity is directed at the cognitive process dimension of understand,
specifically, comparing as learners need to decide whether the given phonemes are the same.
Secondly, 'isolation' concentrating on one specific phoneme in a word, for example, what is the
first sound in the word 'bug’ (Yopp et al. 2000, 134). Thus, it also focuses on the cognitive
process dimension of understand, particularly, classifying since learners have to identify the
given phoneme (Anderson and Krathwohl 2001, 31). Thirdly, Yopp et al. (2000, 134) note
'substitution’ which entails replacement of a phoneme, and a creation of a new word such as
replacing the first phoneme in the word ‘rain’. In this case, it is targeted at the cognitive process
dimension of apply, due to the fact that learners are expected to adopt a specific procedure in

a given situation (Anderson and Krathwohl 2001, 31).

Furthermore, 'blending' involves fusing individual phonemes to produce a new word, for
instance, /p/-/l/-/er/-/n/ (Yopp et al. 2000, 134). In other words, learners need to put the
individual parts together to produce a new structure, thus, it is aimed at the cognitive process
dimension of create which is the highest category of cognitive processes (Anderson and
Krathwohl 2001, 31). Next, 'segmentation' is the opposite of blending, it concentrates on
determining which phonemes constitute a word, for example, dog (Yopp et al. 2000, 134).
Since it involves dividing a whole into its individual components, it is related to the cognitive
process dimension of analyse (Anderson and Krathwohl 2001, 31). Lastly, Yopp et al. (2000,
134) comment that 'deletion' is focused on omitting one phoneme to obtain a new word such

as saying the word "meat"' without the initial phoneme /m/.
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3 Discussion of the use of IPA at the start of learning English
3.1 The Development of English Pronunciation in Primary Education

3.1.1 RVP

It is crucial for teachers to explore what the curricular documents state in order to adjust their
instruction in accordance with the expected outcomes. RVP (2021, 26) postulates that children
at primary level should have acquired the basic pronunciation habits, comprehension of the
relation between sounds and their visual representations, moreover, they are expected to gain
passive knowledge of the phonetic symbols. Thus, the learners should be capable of

recognising the symbols when they see them.

3.1.2 CEFR
By comparison, CEFR (2020, 134) observes a category “Phonological control” which is further

classified into three categories: overall phonological control, sound articulation and prosodic
features. Each category has its own definition based on its level from Al to C2 (CEFR 2020,

134-135). For young learners, level Al is relevant.

Overall phonological control for Al states “pronunciation of a very limited repertoire of learnt
words and phrases can be understood with some effort by interlocutors used to dealing with
speakers of the language group; can reproduce correctly a limited range of sounds as well as

stress for simple, familiar words and phrases” (CEFR 2020, 135).

Sound articulation for Al reports “can reproduce sounds in the target language if carefully
guided. Can articulate a limited number of sounds so that speech is only intelligible if the
interlocutor provides support, e.g. by repeating correctly and by eliciting repetition of new

sounds (CEFR 2020, 135).

Prosodic features for Al note that “Can use the prosodic features of a limited repertoire of
simple words and phrases intelligibly, in spite of a very strong influence on stress, rhythm
and/or intonation from the other language(s) they speak; their interlocutor needs to be

collaborative” (CEFR 2020, 135).

22



3.1.3 Suitability of the IPA at Primary Level of Education
CEFR (2020) does not mention any requirements of knowledge of the IPA symbols at primary

level, instead it targets at the reproduction and articulation of sounds when carefully guided
and offered support. In contrast to CEFR (2020), RVP (2021) creates an opportunity for
teachers to incorporate the IPA symbols into class, in particular, their passive knowledge.
Likewise, Harmer (2007, 251) contends that teaching the IPA symbols may be beneficial if the
learners are expected to learn to recognise rather than produce the symbols, in addition, Harmer
suggests incorporating the symbols gradually into class via varied pronunciation games and
tasks. Similarly, Doldkova (2019, 9) asserts that it is sufficient for young learners to recognise
the symbols, and the teacher should not teach them to write the symbols since written
production of the symbols is taught at universities. Thus, the instruction of the [PA symbols at
primary school is suitable when focusing on the recognition rather than production of the

symbols.
3.2 Available Pronunciation activities with the Use of IPA

3.2.1 Primary Pronunciation Box

The first textbook to be discussed is Primary Pronunciation Box. The book is divided into three
levels based on age. It consists of 55 activities, each states its type, pronunciation focus, time

and material required, furthermore, it suggests what the teacher should do before and in class.

Primary Pronunciation Box uses simplified version of the IPA symbols to represent sounds,
however, the individual activities can be modified, and the simplified symbols may be replaced
with the IPA symbols (Nixon and Tomlinson 2005). Level 1 is focused on learners between
the ages of 7 and 8 (Nixon and Tomlinson 2005, 3). Both selected activities are related to
matching as described in the previous chapter (Yopp et al. 2000, 134). Firstly, the activity
"Sound Stickers" is aimed at distinguishing sounds /tJ/ and /[/, however, the material uses "ch"
and "sh" (Nixon and Tomlinson 2005, 23-24). Secondly, the activity "Vowel Pictures" is
directed at matching individual sounds with their correct visual representations, specifically,
the learners are expected to sort words with pictures into one of the following columns "a, e, i,
o, u" (Nixon and Tomlinson 2005, 30). To utilise the IPA with such this particular activity, it
would need to be modified by deletion of the written representations of the words, retaining
only the pictures and matching them with appropriate IPA symbols /&/, /e/, /1/, /v/, /a/ instead

of “a, e, 1, 0,u".
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3.2.2 Jolly Phonics

Lloyd et al. (1995) produced seven workbooks each focusing on improving learners' reading
and spelling skills, moreover, the workbooks use as the previous source simplified version of
the IPA symbols to represent sounds. To demonstrate, there is an exercise instructing learners
to write the first sound under each picture (Lloyd et al. 1995, 17). Therefore, it is directed at
isolation as explained in the previous chapter (Yopp et al. 2000, 134). Such exercises could be
altered by replacing the simplified symbols with the IPA symbols and help raise learners’

awareness of the individual symbols.

3.2.3 Phonological Awareness Skills

Phonological Awareness Skills is a set of five books organised by the focus of phonological
awareness skills which are closely linked to phoneme manipulation that has been discussed in
chapter 2.3. Nevertheless, it does not directly utilise the IPA symbols. Pullen (2019) provides
games and activities for the whole class, small groups and pairs with full instructions and
supporting worksheets suitable for beginning readers. For instance, the first part of book 5
addresses phoneme segmentation in 25 activities. Pullen presumes that the most efficient way
to teach this skill is by modelling, i.e. being slow, clear and correct before increasing the speed
of the sound production; in addition, it is pointed out that the teacher should always practice
segmenting sounds orally rather than just familiarising learners with the written representation
of the individual sounds (2019, 2). It is also argued that making use of visual support such as

pointing to pictures facilitates memory of sounds (Pullen 2019, 2).

Lastly, Pullen (2019, 7) believes that young learners should not be introduced to concepts they
cannot comprehend, and the activities should be designed to engage as many senses as possible,
for instance, in activity 7 (Break it up) the teacher utters a word and children are to divide it
into sounds. Simple CV, VC or CVC words such as me, nut or game are suggested, moreover,
the teacher asks children to clap or stamp their feet every time they hear a new sound in a word
(Pullen 2019, 7). Such segmentation activities could be modified by using the IPA chart and
pointing to the symbols as young learners say the individual sounds. Thus, it would serve as

choral drilling as described in chapter 2.3.3 (Kelly 2000, 16).

3.2.4 Oxford Phonics World

Oxford Phonics World is a book series of five instalments., and it is classified in alphabetical

order, for example, a/b/c, d/e/f and so forth. Hence, it is possible for the teacher to focus on the
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sounds one by one. However, it does not use the IPA symbols as "a" is /&/, ¢ is /k/ etc.
(Schwermer et al. 2015, 10). Nonetheless, if the IPA symbols were used instead, Oxford
Phonics World would offer a wide variety of activities. For instance, in Unit 2 /d/ would be
introduced via the following exercises: "Listen and repeat where the symbol is shown, listen,
point and repeat, trace, write and say, which one begins with the /d/ sound as well as listen and
chant" (Schwermer et al. 2015, 12-13). Thus, it takes advantage of matching and isolation
phoneme manipulation processes. Furthermore, Schwermer et al. (2015) introduce the sounds

employing basic vocabulary related to food, animals, body etc.

3.2.5 Pronunciation Basket

Pronunciation Basket contains a whole chapter dedicated to sound practice, offering a wide
variety of activities and materials tailored for young learners utilising the IPA symbols;
furthermore, Dolakova (2019) supplies instructions, providing advice and suggestions on the

use of the individual materials.

The chapter addressing sound practice begins with the introduction of the phonetic chart,
offering printable materials, a one-page phonetic chart functioning as an overview as well as
phonetic symbols mats which can be combined to create a word learners have difficulty
pronouncing (Doldkova 2019, 9). Thus, the phonetic symbol mats can be used both to isolate
or blend speech sounds (Yopp et al. 2000, 134). In particular, Doldkova (2019, 9) points out
several activities with the phonetic symbol mats, for example, a team competition in which one

team makes a word and the other guesses it, and vice versa.

In the second part of the chapter, Doldkova (2019) draws attention to how various materials
can be utilised to teach the IPA symbols. The learners may select a handmade shopping basket
with an IPA symbol on it and are asked to determine all the pictures containing the sound
(Dolékova 2019, 10). Similarly, Doldkova (2019, 11) recommends creating mittens with the
IPA symbols which may help with sound recognition as the learners are expected to raise their

hands when they hear the sound that is on the mittens.

Another method proposed in the Pronunciation Basket relates to colour phonics, deriving
inspiration from Primary Pronunciation Box; in other words, Doldkova (2019, 12) uses colours
to teach vowel sounds, associating each vowel with one colour, for example, orange /v/, brown

/av/ etc. Likewise, Doldkova suggests activities for individuals such as colouring picture
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worksheets in which young learners use colours representing the individual sounds;
additionally, a board game in which the learners are to determine which sound to use in a word

when landing on a field of a certain colour is mentioned (2019, 12-13).

Next, Doldkova puts forward games for sound discrimination, for instance, “step forward” in
which the learners receive 5 cards before forming a queue at the other side of the room, and
when the teacher utters a sound appearing on one of their cards, they take two steps towards
the teacher, the first learner reaching their destination may call out sounds in the following
round (2019, 14). To teach the difference between contrasting sounds such as /k/ and /g/,
Dolakova (2019, 15) suggests a fly swat game where the learners listen to words and attempt
to hit the correct fly in line with the sound. Hence, Pronunciation Basket includes a plethora of
activities which are targeted at matching and sound discrimination (Yopp et al. 2000, 134).
Lastly, additional sound games and worksheets for practice are provided at the end of the

chapter.

3.2.6 Conclusion

In most cases, the pronunciation activities appearing in textbooks cannot be used to teach the
IPA symbols they do not incorporate them directly. Instead, they rely on simplified version of
the IPA symbols similar to alphabet letters to help students connect sounds with their visual
representations to lay solid foundations for learners' reading skills as evidenced in Jolly Phonics
(1995), Phonological Awareness Skills (2019), or Oxford Phonics (2015). However, even these
materials can be used for teaching the IPA symbols, if the teacher devotes an effort to
modifying them. By comparison, Pronunciation Basket by Dolakova (2019) is the only source
employing and providing a whole host of activities with the IPA symbols. Thus, inspiration for
teaching English pronunciation with the IPA can be drawn from it without any necessary

modification.
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PRACTICAL PART

4. Research Aim and Objectives

Thomas and Hodges (2010, 65) report the research aim is commonly only one, and it is a
statement revealing the general purpose of a research project, in contrast to the research aim,
research objectives are specific statements noting the salient issues to be discussed in a research
project Therefore, it is of great importance to state the aim and objectives clearly to ascertain

the relevance of the research.

The research aim is to design materials for teaching English pronunciation to young learners
with the IPA based on research findings. The first research objective is to find out how the IPA
symbols can be used in class. The second research objective is to design lessons and materials
using the IPA to teach English pronunciation in class. In addition, the designed materials build
on the information from the theoretical part as well as on the data from the practical part. The

third research objective is to find out how the learners react to the use of the IPA in class.

4.1 Research Methodology

The type of research selected for this paper is qualitative. Qualitative research is an effort to
understand situations and their uniqueness in a particular context, moreover, the main
instrument for data collection and analysis is the researcher who adopts an inductive approach
to garner data to create concepts, or theories (Sharan 2002, 5). Likewise, Auerbach et al. (2003,
16) claim that qualitative research utilises analysis and interpretation of data to discover
descriptive, meaningful patterns of a specific phenomenon. In addition, Denscombe (2010,
273) maintains that qualitative data may be in the form of words or images and can be obtained

via a variety of research methods.

Qualitative research does not have only one possible data collection method. Sharan (2002, 12)
notes that there might be only one data collection method employed, however, it is possible to
use more methods to gather data. Mills (2014, 71) reports that qualitative data collection
methods include, for instance, observation, interview, visual recordings and so on. For the
purposes of this bachelor paper, the data collection methods selected are semi-structured
interview, which is further described in the following chapter, and teaching which consists of

lesson preparation, creation of lesson materials, and reflection of the lesson included in the
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lesson plan. The data analysis and interpretation of interviews and teaching are explained in

the following subchapter.

4.2 Data Analysis and Interpretation

Once the researcher has collected enough data, it is essential to properly analyse it. Denscombe
(2010, 283) posits that analysis requires a detailed examination of the text and entails a gradual
process of coding and categorising the data. In particular, Creswell et al (2018, 268-272)

describe qualitative data analysis as a sequence of the following steps:

1. Organise and prepare the data for analysis. This entails transcribing interviews, writing up
field notes.

2. Read or look at all the data. This step offers an opportunity to get a general sense of the
information and to reflect on the overall meaning.

3. Start coding all of the data. This process involves organising the data into categories and
labelling them with a term.

4. Generate a description and themes. This step involves the coding process to produce a
description of the studied phenomenon and its major findings.

5. Representing the description and themes. Conveying the findings of the analysis, for

instance, by a discussion describing a chronology of events.

All these steps are followed in the analysis of the data collected in the interviews and teaching.
Moreover, when the analysis is complete, the researcher should interpret the data. Interpretation
of data in qualitative research entails procedures such as summary of the overall findings,

discussion of a personal view of the findings and their limitations (Creswell et al. 2018, 273).
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S Interview

Firstly, it is vital to determine what an interview is. According to McDonough et al. (2008,
182), an interview is a basic research tool involving face-to-face interaction. However, an
interview should not be mistaken with a conversation. Denscombe (2010, 172) explains that
despite evident, superficial similarities between an interview and a conversation, there are three

key principles which a research interview needs to comply with:

- The interviewees have to grant their consent to the interviewer. Thus, conducting an interview
unbeknownst to the other party severely violates the research ethics.

- Unless stated otherwise by the interviewee, everything said is recorded. Therefore, the whole
interview talk is for the record.

- Even though the degree of control performed by the interviewer may vary, the agenda for the

discussion is established by the researcher.

Taking such principles into consideration, it is clear that interviews and conversations are not
identical. Moreover, Harmer (2007, 416) adds that it is useful to record the interview for further

use.

5.1 Types of Interview

Secondly, it is necessary to select an appropriate type of interview. Mills (2014, 77) claims that
there are three main types of interview: informal ethnographic, structured formal and e-mail.
By comparison, McDonough et al. (2008, 182) classify different types of interview: structured,
semi-structured and unstructured. Nevertheless, Denscombe (2010, 174-178) provides the most

elaborate categorisation:

- Structured interviews. Such interviews are suitable for standardisation since they provide
identical questions and limited-option answers. Thus, structured interviews are used to gather
large volumes of data.

- Semi-structured interviews. This type of interview includes a clear list of questions to be
addressed. Still, the semi-structured interview allows the interviewer to examine interviewees'
ideas in broader context. Thus, eliminating limited-option answers.

- Unstructured interviews. In this type of interview, the interviewer introduces the topic and

allows the interviewees to develop their ideas freely without any intrusion.
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- One-to-one interviews. This type of interview involves only two participants and offers
substantial benefits. First, it is comparatively simple to arrange it. Second, the opinions and
viewpoints conveyed come from one source. Third, an interview between two people is
relatively easy to control. Lastly, it is significantly easier to transcribe a recorded interview
involving only one interviewee.

- Group interviews. In contrast to one-to-one interviews, it offers more views and opinions to
the interviewer, however, it is more complex regarding organisation and transcription.

- Focus groups. Such interviews comprise a specific topic and focus on how it is viewed by a
particular group of people. Focus groups are distinguishable for having a focus to the session,
placing special emphasis on interaction in the group, and having a moderator who functions as
a facilitator of the discussion.

- Internet interviews. This type of interview has the advantage of undertaking research without
the need to travel. If both participants have the required equipment, then they can carry out a

face-to-face interview without regard to their location.

Furthermore, it should be pointed out that these types of interviews overlap in certain regards.
Thus, I selected the combination of semi-structured, one-to-one, internet interview. Even
though both respondents have the same list of questions, the questions are open-ended and
provide enough leeway to avoid limited-option answers. The interviews are one-to-one as they
offer major benefits as stated above. Lastly, the interviews are conducted via internet since the

interviewees are from distant areas.

5.2 Creating Interview Questions

Driscoll et al. (2010, 1) state that when carrying out an interview, it is crucial to concentrate on
framing pertinent questions. Thus, there are a few principles to pay heed to when designing
interview questions. Driscoll et al. (2010, 1) explain that the research should avoid the

following:

- Biased questions. Forcing the respondent to answer in a certain way, predetermined by the
interviewer.

- Questions assuming what they ask. It is similar to biased questions as it involves eliciting
intended responses in the interviewee.

- Double-barrelled questions. Posing two different questions simultaneously.

- Wordy questions. Such questions may result in confusion and produce unreliable answers.
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- Confusing questions. The questions should always be clear.
- Questions not relating to what the research wishes to learn. All the questions should be

pertinent to what it is they are researching.

All these principles were followed throughout the preparation of questions used in the

interview.

5.3 Research Sample

It was stated in the original research plan that it would comprise combination of observation
and teaching. However, Observation was substituted by interview on account of insufficient
number of suitable lessons for observation. It is also worth mentioning that it was not easy to
find two interviewees who would be willing to participate in the research. Therefore, both
interviews were conducted via Microsoft Teams due to the location of the interviewees as one
is from Brno, and the other one from Pardubice. Furthermore, it is crucial to point out that the
second interviewee does not incorporate the IPA into class anymore. In addition, it must be
noted that both interviewees were familiarised with the research aim and topic and granted their
consent to record the interview for the purposes of this bachelor thesis. Transcriptions of the
interviews can be found in the appendix. Specifically, interview 1 (Appendix 1, 56). Interview

2 (Appendix 2, 59).

5.4 Interview Analysis and Interpretation

The first question directed at the interviewees was regarding the suitability of teaching the IPA
symbols to young learners. The first interviewee said that Czech has a slightly different system
of vowels and consonants so the learners should be aware of the difference from the outset,
whereas the second interviewee mentioned that she does not think it is suitable anymore.
Moreover, the second interviewee pointed out that she used to incorporate the IPA symbols to
explain pronunciation of specific words to learners, however, now suggests that the learners
use various translators when searching for vocabulary which inform them about pronunciation

via listening.

The second question relates to the introduction of the IPA to class for the first time. Interviewee
1 reported that she does not begin using the IPA until the third year. In addition, she explains
that the first two years consist only of the audio-oral course once a week. However, Interviewee

1 describes that in the third year the learners begin working with exercise books containing a
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wealth of pre-printed materials, including vocabulary with phonetic transcription. Even though,
she adds that some vocabulary does not include the phonetic transcription, for instance, words
containing /&/. In such cases, the teacher explains it to the learners, and they begin to use it
once they learn to write it down. By comparison, the second interviewee did not use to
introduce the IPA to class until the fourth or fifth year. Furthermore, Interviewee 2 emphasised
that she definitely would not teach it to third year learners. Lastly, the second interviewee notes
that the third-year learners knew such symbols existed, but they did not pay any special

attention to it.

In the third question, the interviewees were asked about how much they spend using the IPA
in class. The first interviewee claimed that it is highly dependent on the age of learners. Firstly,
the learners learn to write a new symbol when they encounter it, then, they revise the symbols
together with vocabulary in the exercise books. In the fourth year, the learners attempt to
recognise the target sound, for example, if they hear /&/ in the word 'cat'. In the fifth year, the
learners are presented with vocabulary they are not familiar with and try to write it down using
the IPA symbols. Thus, the learners are provided with an opportunity to producing the IPA
symbols after two years of passive learning. In particular, Interviewee 1 pointed out speech
sounds such as /0/, /0/, /&/ for this type of activity. By contrast, Interviewee 2 explained that
they devouted some attention to it in relation to its introduction when children encountered the
IPA symbols for the first time to realise that such symbols exist. Specifically, the second
interviewee mentioned she capitalised on cross-curricular relations to arts by drawing the
symbols with the learners. Then, they returned to it only concerning pronunciation when the

learners asked how to pronounce a particular word, or symbol.

The fourth question was targeted at determining which symbols to begin with when using the
IPA. The first interviewee reported that they begin with explaining and practising the most
commonly mispronounced sounds. Moreover, the interviewee adds that it largely depends on
what habits have the learners acquired in the first two years during the audio-oral course. Thus,
interviewee 1 believes that the teacher of the audio-oral courses should provide a good model
for the learners to follow. Otherwise, specific examples include /&/, /o/, /6/, /d/, /1/ a /i:/.
Similarly, Interviewee 2 used to begin with the introduction of simple symbols which resemble

the sounds they represent such as /1/ a /i:/. Gradually, more complex symbols were introduced.
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Question 5 was aimed at exploring possible favourite materials with the IPA. Both interviewees
offered concise answers. While Interviewee 1 likes the textbook called 'Happy Street’ which
has chants focused on various phonemes at the end of each unit, Interviewee 2 used to enjoy

using calligraphy.

The sixth question was focused on any recommendable activities with the IPA. The first
interviewee points out an aforementioned activity in which the learners are expected to use the
IPA symbols to create a word uttered by the teacher. The interviewee presumes that the learners
perceive it as a challenge, moreover, adds that they make an effort to achieve correct
pronunciation since they consider a little competition. By comparison, the second interviewee

mentions calligraphy.

Additionally, the interviewees were enquired about potential difficulties the learners may
experience when using the IPA. Interviewee 1 reported the difference between /1/ and /i:/.
Additionally, she added /ov/ and /o/. Otherwise, the first interviewee believes that the learners
are able to grasp the rest quite quickly. Likewise, interviewee 2 claimed that the learners are
capable of dealing with the symbols quite well. However, she notes that the forms the learners

do not know such as /tJ/ and /d3/ cause more difficulty to them.

Next, the interviewees were offered a chance to make any additional comments with respect to
teaching the IPA to young learners. The first interviewee pointed out that it is a shame that
there is little training regarding pronunciation of primary school teachers. The interviewee
underwent training which was entirely in English. Thus, the interviewee thinks that primary
school English teachers are discouraged from participating since they get a feeling they do not
stand a chance of understanding it. In other words, interviewee 1 believes that such teachers do
not have a command of English necessary to attend such courses. Interviewee 2 presumes that
it is unnecessary to teach the IPA symbols at primary school, and if so she would not place any
special emphasis on them. Finally, during the interviewes both interviewees reported that more

attention should be devouted to teaching the IPA at lower secondary school.

Both interviewees noted that they use or used the IPA in relation to the introduction of new
vocabulary, during vocabulary revision, or as the symbols emerge in class for the first time. In
the theoretical part, chapter 3.1.3, it was stated that the instruction of the IPA at primary school

should be focused solely on recognition. Neither of the interviewees confirm this theory as they
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both mentioned the learners also produce, write, or draw the symbols. Nevertheless, the first
interviewee pointed out that this happens only at the end of primary school, and the first two
years of using the IPA are targeted at recognition. The interviewees have differing views on
when to begin teaching the IPA. The first interviewee introduces it in third year, whereas the
other interviewee used to introduce it no sooner than in fourth year, moreover, the second
interviewee is now of the opinion that it should not be taught at primary school at all since it is
additional load on the learners. The viewpoints regarding which sounds to start with also
differentiated. The second interviewee suggested beginning with simple sounds resembling the
symbols, by contrast, the first interviewee starts with the most commonly mispronounced

sounds. Sounds which cause more difficulty to young learners are, for instance, /1/ and /i:/, or

/tf/ and /d3/.
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6 Lesson Preparation

When preparing a lesson, the teacher considers various scenarios. Scrivener (2005, 109) argues
that planning is a thinking skill which consists of prediction, anticipation, organising, and
simplifying. Similarly, Harmer (2007, 370) notes that it is vital to take into account what stages
a lesson will involve and how the teacher will address the progression from one activity to
another. Furthermore, Ur (2012, 21-22) claims that there is a wide variety of features in which

a lesson may differ:

- Tempo. Activities may be swift or slow.

- Organisation. The learners may work individually, in pairs, in groups, or as a whole class
with the teacher.

- Material. The lesson may be based, for instance, on a coursebook, or on materials provided
by the teacher.

- Mode and skill. Activities may be performed in written or spoken form, concentrating on
different language components or skills.

- Difficulty. Activities may be simple or challenging.

- Topic. The language-teaching point and the non-linguistic topic may vary in different
activities.

- Active-passive. Learners are either actively engaged in the lesson, or they are required to

adopt a more passive role.

In addition, Ur (2012, 22) adds that with young learners the lesson should contain shorter and
more varied components. Likewise, Harmer (2007, 371-373) points out the following crucial

background elements for lesson preparation:

1. Aims. The intended outcomes of teaching, what the teacher hopes the students will be able
to do, not what they are going to do. Suitable aims should follow the SMART model, thus,
aims should be specific, measurable, achievable, realistic, timed. Moreover, a lesson is usually
composed of a certain number of specific aims resulting in one overall aim.

2. Class profile. A class description informing us about the learners, for example, their learning
styles, behaviour, age, etc.

3. Skill and language focus. Determining what the learners are going to learn.
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4. Potential learner problems and possible solutions. A good plan predicts potential difficulties
and offers ways of addressing them. Furthermore, it includes additional materials in case the

lesson proceeds faster than expected.

Next, Scrivener (2005, 109) observes one more area in this regard. Particularly, the tasks and
teaching procedures. In other words, in what sequence will the learners learn the target
language item, and what activities will be employed by the teacher to accomplish it. Thus,

Scrivener (2005, 115-116) suggests the following sequencing of lesson components:

- Restricted exposure. The first stage in which the learners encounter the target language item
for the first time.
- Clarification. In the second stage, the teacher explains the target language item.

- Restricted output. In the final stage, the learners try using the language for themselves.

It is, therefore, called the 'present-practise' type of lesson in which the learners first encounter
and then practise using new language items (Scrivener 2005, 116). Additionally, when planning
more than one lesson, Harmer (2007, 375) reports that unforeseeable issues may arise despite
thorough preparation, thus, it is essential to modify the lesson plan according to what happens

in class.

6.1 Background to the Lessons

I designed two lesson plans; however, it must be said that these are two microteaching sessions.
In other words, each lesson has only 10-12 minutes as noted in both lesson plans. Each lesson
focuses on different speech sounds, nevertheless, there is a direct link between them. It is also
essential to point out that the knowledge from the theoretical part and from the previous chapter
has been combined during the preparation of the plans. This connection will be described and

explained in the following section.

I will direct attention to some common features appearing in both plans. In particular, aims,
instructions, organisation, role of the learners, time needed, class profile, language focus and
teaching procedure. Firstly, aims were designed according to the SMART model as described
in chapter 5, and contain more specific aims, objectives, which develop the overall aim. With
regards to instructions, they are given in Czech since it is a microteaching lesson, instructions

in English could lead to incomprehension and loss of precious time as noted in chapter 2.1.3
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teachers should not worry about using L1 in regard to complex expressions and instructions
since such complexities could be a cause of discouragement in young learners (Kang 2006, 6).
With respect to organisation, the interaction patterns employed are individual or pair work,
depending on learners' preference, group work and whole class to the teacher. The role of the
learners is predominantly active as they are actively engaged in the individual activities as
mentioned in chapter 5. The required time in relation to individual activities is mainly
dependent on the characteristics of young learners. As pointed out in chapter 2.1.3, young
learners have short attention spans (Kang 2006, 6). In addition, in chapter 2.1.2 it is argued that
young learners can be easily bored and distracted (Brewster 2002, 27). Therefore, none of the
activities is expected to take more than 4 minutes. All activities in both lesson plans are also
similar in content, so the learners make better sense of it as described in chapter 2.1.3.
Interaction patterns in the lesson plans are employed in a similar manner to Harmer's shorthand

symbols to indicate who communicates with whom (Harmer 2007, 374).

Secondly, the lesson plans relate to the specifics of young learners. The plans especially build
on the fact that young learners are in the critical period which means that they are at a
developmental stage when it is easier to acquire correct pronunciation as explained in chapter
2.2.2, thus, being intuitive and responsive to speech sounds. Moreover, in the same chapter it
is reported that young learners enjoy imitating new sounds (Pinter 2017, 37). Similarly, in
chapter 2.1.1 it is said that children at ages 7 to 8 focus more on sound and prosody.
Additionally, it is pointed out in chapter 2.3.2 that young learners are less bashful than older
learners. Thus, the created activities aim at taking advantage of these traits. Thirdly, it has been
mentioned in chapter 2.3.1 that pronunciation is classified as a psychomotor skill. Therefore, I
selected activities which make use of repetition. Particularly, choral drilling which allows
young learners to gain confidence and pronounce the drilled items anonymously, moreover, it
capitalises on young learners’ ability to imitate as described in chapter 2.3.3. Next, the lesson
plans include contextualised minimal pairs activities which target words varying in only one
phoneme, and provide additional context, specifically, pictures of the target items, also
explained in chapter 2.3.3. Furthermore, it is claimed that young learners capitalise on
exploring how their voices, mouth and tongue position change with each sound as noted in
chapter 2.3.3 (Adams et al. 1998, 71). The activities also involve slow motion speaking to
demonstrate how the articulators move when producing the individual speech sounds, chapter
2.3.3 (Nunan 2003, 118). Hence, it is incorporated into the lesson to supplement the drilling
exercises of the IPA symbols as illustrated in chapter 2.3.3. Finally, regarding teaching
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procedure, the lessons comply with the sequencing of lesson components as explained in
chapter 5 (Scrivener 2005, 115-116). Thus, each lesson plan has the following structure. First,
the learners encounter the target language item for the first time, restricted exposure. Second,
the target language item is explained to the learners, clarification. Third, the learners try using

the language themselves, restricted output.

Lastly, the micro-teaching lesson plans are connected to the expected outcomes in the RVP and
CEFR. As stated in the RVP (2021, 26) children at primary level are expected to acquire basic
pronunciation habits, in addition, they should gain passive knowledge of the phonetic symbols,
chapter 3.1.1. With respect to CEFR (2020, 135), the learners at A1 level, which is relevant for
primary level of education, should be able to reproduce sounds in the target language if
carefully guided as well as articulate a limited number of sounds with the support of the
interlocutor, for instance, correct repetition of the sounds. Thus, the aims of the individual
lesson plans are stated in line with these expected outcomes. Furthermore, the individual
activities and materials are aimed at the cognitive process dimension of understand since the
learners are expected to recognise as well as distinguish between the sounds as noted in chapter

2.34.

6.2 Lesson 1

After pondering which symbols to introduce in the lessons, I came to the realisation that it may
be beneficial to concentrate on the speech sounds pointed out in the interviews as commonly
problematic for learners. In the first interview, the interviewee said that the difference between
/1/ and /i:/ causes difficulty to learners (Appendix 1, 56). Likewise, in chapter 2.3.2 of the
theoretical part it is discussed that sounds such as /1/ and /i:/ may result in a hindrance to
communication if neglected. Therefore, the language focus of the first lesson is on the
differentiation of /1/ and /i:/. It is also notable that I used Oxford Phonics (2015) and Tree or
Three (2007) as inspiration when selecting which lexical items will be employed in the lesson

plans. Finally, the materials used in the lesson plan were created by me (Appendix 3, 61).

The first activity functions as a warm-up to the whole lesson plan. The first stage of the plan
aims at introducing the target language items to the learners and preparing them for the
following activities. The learners are familiarised with the aim of the lesson, specifically, their
attention is drawn to learning the difference between two similar sounds /1/ and /i:/.

Furthermore, the learners are given handouts in which they find contextualised minimal pairs
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(Appendix 3, 65). There are pictures representing the minimal pairs. The first pair is sheep and
ship, and the learners guess which is which. Next, the teacher tells the learners the correct
answer, and uses mats with the IPA symbols to illustrate the difference between /1/ and /i:/
(Appendix 3, 63-64). Special emphasis is placed on demonstrating the difference in vowel
length since /1/ is a short vowel and /i:/ is long as described in chapter 1.2.2. During the
explanation phase, the teacher also uses slow motion speaking to facilitate as a way of
exaggeration to make the difference obvious as noted in chapter 2.3.3. In addition, such
exaggeration could help capture and hold learners’ attention. Lastly, the learners are

encouraged to imitate the teacher’s actions.

As a follow-up, there are two more contextualised pairs in the handout, mill and meal, bean
and bin (Appendix 3, 65). The learners try to determine which one contains /1/ and which /i:/,
with the support of the teacher as in the previous activity. After guessing and correction by the
teacher, the whole class drills the individual contextualised minimal pairs. Stopping at each
pair and stressing the difference in length. Again, slow motion speaking can be incorporated if

need be.

The final activity of the lesson plan is inspired by Pronunciation Basket (2019) and Primary
Pronunciation Box (2005). Namely, by activities utilising colour phonics. Such activities make
use of colours to teach sounds, for example, associating each vowel with one colour as noted
in chapter 3.2.5. The learners are provided with handouts which contain four pairs of words
supported with visual support. However, it is essential to point out that these are not minimal
pairs. During the first activity, the learners were presented with phonetic mats on which /1/ was
blue, whereas /i:/ was red. Therefore, in this activity they are supposed to, in pairs or
individually, assign blue /1/ and red /i:/ according to which sound the individual words with
pictures contain (Appendix 3, 67-68). When the learners are finished, they will check their

answers with the teacher, and the teacher will correct them if necessary.

Lastly, it is suitable to be prepared for potential problems and know how to solve them. I
anticipate time-related problems which can be resolved by checking the watch and have clear
points in time where the individual lesson stages have to end. Moreover, it is possible the
learners will be uncertain what to do. Thus, I will try to monitor the class and provide support
where needed. Lastly, the lesson plan includes information on how the lesson went (Appendix

3, 62).
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6.3 Lesson 2

As in the previous lesson plan, I used information from the interview to select which symbols
to opt for. In the second interview, it was noted that symbols such as /tf/, /d3/ cause more
difficulty to young learners (Appendix 2). Hence, the language focus of the second lesson plan
is on the differentiation of /f/ and /t[/. Furthermore, I drew inspiration from Oxford Phonics
(2015) and Tree or Three (1982) when choosing vocabulary for the lesson plans. Finally, the
phonetic mats used are inspired by Doldkova and her Pronunciation Basket (2019), the

remaining materials were designed by me (Appendix 4, 69).

The first activity involves a direct link to the previous lesson since the learners will be working
with the same lexical items, even though it has to be pointed out that one new is added (shop).
The approach adopted in this activity is similar to the one in the previous lesson plan, therefore,
it serves as an introductory stage for the following activities. Firstly, the learners are acquainted
with the aim of the lesson, particularly, their attention is directed to the difference between two
similar sounds /f/ and /t[/ (Appendix 4, 71-72). Secondly, the learners are provided with
handouts containing visual representations of words with /[/ and /t[/ (Appendix 4, 73). The pair
of words used to demonstrate the difference is ship and chips. After the teacher pronounces
both words, the learners are to match them with one of the pictures. The teacher corrects the
learners if necessary. Then, the teacher takes the phonetic mats with /[/ and /tJ/ and emphasises
/7 in ship and /t[/ chips so that the difference is noticeable, moreover, the learners repeat after

him (Appendix 4, 71-72).

In the following activity, the learners continue working with the handout from the previous
stage (Appendix 4, 73). They are supposed to match the given pictures with either /[/ or /tf/.
The learners can do this task on their own, or in pairs according to their preference. They are
instructed to stop talking and put down their pens when they are finished. Once they are done,
the learners check their answers with the teacher. After the answer check, a short drill revision

of the given items follows to consolidate the difference between /[/ and /tf/.

In the last activity, the learners receive another handout (Appendix 4, 74). In the handout, there
are two columns, one with /t[/, and the other with /[/. Each column provides an example of a
word containing the sound. The teacher reads aloud lexical items already used in the previous

activities, plus a few new ones to check if the learners hear the difference since they are
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supposed to write the words down in the correct column. When the teacher is finished reading
the intended vocabulary, the learners may compare, check their answers in pairs. Finally, the

learners check their answers with the teacher.

Finally, I expect that the last activity may present difficulty to the young learners they might
not be able to cope with. Thus, it may be necessary to stress the sound, or repeat a particular
word several times. Moreover, if there is a word they do not know how to write, then it may be
better to draw a picture representing the word into the right column instead of writing the word
down incorrectly. Even though it must be said that this activity is not aimed at spelling. Lastly,

the lesson plan includes information on how the lesson went (Appendix 4, 70).

6.4 Research Sample

I contacted several schools in Ceska Lipa with no initial response. After several attempts, I
managed to establish communication with ZS Slovanka and arranged to conduct the teaching
there. Additionally, it is vital to point out that the learners had not had any prior experience
with the IPA symbols, despite the fact that they have English classes since their first year at
school. Both lessons were carried out with twelve third-year learners. The teacher explained

that the phonetic symbols are not introduced until the fifth year.

6.5 Teaching Analysis and Interpretation

In the first lesson, the learners showed that they are capable of understanding the IPA symbols
if they are contrasted next to one another as with the selected contextualised minimal pairs.
The learners immediately positively reacted to the drilling activity, moreover, it developed into
a chant which had not been predicted, however, the learners appeared to enjoy that, and were
even able to continue associating the correct IPA symbol with the words without my support.
With respect to the colour phonics activity, half of the class completed it spotlessly, four
learners were uncertain about 1 to 2 words, and two learners had more difficulty fulfilling it.
Moreover, two words were unfamiliar to the learners, despite the fact that they were carefully
selected from A1 level materials as described in the lesson preparation. The pace of the learners

varied, therefore, the time needed for the activities should be modified accordingly.
In the second lesson, the learners had experience from the previous lesson, therefore, they

immediately understood what to focus on. Even though two learners did not comprehend the

instructions to the following activity, thus, I provided extra support to them. Otherwise, the rest
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of the class had no difficulty completing the task. However, the third activity was not as
successful since the learners did not know how to write two of the selected words. The problem
was solved by drawing pictures of the unfamiliar words. Thus, it is essential to select
vocabulary the learners can write or choose drawing instead. On balance, the activities and

materials were met with positive reactions, especially colour phonics from the previous lesson.

Both lessons were targeted at sounds which were noted by the interviewee as problematic for
young learners. However, the learners displayed they could understand the sounds quite easily
when supported by teaching methods such as contextualised minimal pairs, slow motion
speaking or drilling to contrast them alongside. In addition, it is vital to point out that all the
activities were directed at sound recognition and discrimination as stated in the theoretical part.
Nevertheless, what proved to be problematic was the use of unfamiliar words to the learners.
Therefore, it is crucial to choose vocabulary that the learners are familiar with, for instance, the
vocabulary which they learned in previous lessons. Another important aspect is the pace of the
class which should be modified so that the learners are not bored or distracted. Furthermore,

the activity which received the best response by the learners was colour phonics.
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7 Materials for teaching English Pronunciation with the IPA

In this chapter, teaching materials which are based on the combination of information from
both the theoretical and practical part are presented. Furthermore, all the materials are aimed
at recognition and discrimination of the IPA symbols, and not their production as explained in

chapter 3.1.3.

7.1 Boxes and Flashcards

The first material utilises colour phonics and is intended as a follow-up to introduction and
explanation of /&/ and /e/ (Appendix 5, 75). The teacher needs two boxes to use this material.
One with green /&/ on it, and the other one with yellow /e/. The sheet of paper is supposed to
be cut into pieces according to the individual words with pictures. The teacher picks one
flashcard after another, saying the word out loud and asking the learners where they would put
the card. For instance, the first flashcard is bag which contains the sound /&/, therefore, it would
be placed in the green box. The learners can also do this activity in pairs; however, more boxes

are required since each pair needs two.

7.2 Colouring Flags

The second material also employs colour phonics (Appendix 6, 77). Particularly, the learners
are given a worksheet with five blank flags. Above the flags, it is shown that each sound has
its own colour, specifically, blue /1/, red /i:/, green /&/, and yellow /e/. The teacher has a set of
words prepared for each flag. The learners start with colouring the topmost stripe and continue
downwards. For example, if the teacher says six, the learners colour the given stripe in blue,
because six contains /1/. It can be modified by using different lexical items to the suggested.

The learners can also do this activity in pairs once they gain confidence in it.

7.3 IPA Bingo
The last material is bingo (Appendix 7, 79). The material includes only the IPA symbols which

have already been used in the other materials. However, it is notable that there are significantly
more possible combinations with more symbols, especially, once the learners have been
familiarised with all of them. Additionally, the basic format for bingo is 3x3, therefore, three
symbols are used twice since | worked with only 6 symbols. The learners are expected to cross
out the symbol they hear in a word said by the teacher. With regards to the number of symbols,
it might be a good idea if the learners are asked to shout bingo only when they get a T-shape.
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Similarly to the previous materials, there is a set of suggested words for use which have already

appeared either in the lessons, or in the materials from chapters 6 and 7.
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CONCLUSION

The topic of this bachelor thesis was the use of IPA in teaching English to young learners as
they are at a developmental stage enabling them to obtain better results regarding
pronunciation. The aim of the thesis was to explore how the IPA can be implemented into

young learner's English class, and design materials utilising the IPA.

The theoretical background of phonetics and phonology, and the IPA were examined in the
first part of the thesis. Specifically, the components constituting the IPA as well as the aspects
which need to be taken into consideration when teaching with the IPA such as place and manner

of articulation.

In the second part of the thesis, the specifics accompanying teaching young learners in general
as well as teaching English pronunciation to them were discussed. In particular, young learners
are at the age when they focus more on sound and prosody, their attention spans are short, they
are well-equipped to imitate sounds, their comprehension may be increased by using colourful

visuals, however, they have lower levels of awareness of their own processes of learning.

The final chapter of the theoretical part was directed at the discussion of the use of the IPA at
the start of learning English. Particularly, the discussion concluded that the instruction of the
IPA symbols at primary school is suitable when focusing on the recognition rather than
production of the symbols. Furthermore, the chapter explored the availability of pronunciation
activities with the use of the IPA, and the majority of sources must be modified since they do
not incorporate the IPA symbols directly. The only available source which does not need any

modification is Pronunciation Basket by Doldkova (2019).

The practical part aimed at designing materials for teaching English pronunciation to young
learners with the use of IPA based on research findings. The first research objective was to find
out how the IPA symbols can be used in class. The data collection method selected for this
objective was interview. Both interviewees noted that they use or used the IPA to explain
pronunciation of new vocabulary as well as during its revision. Interviewee 1 pointed out
activities focusing on the individual sounds through chants, whereas Interviewee 2 used to
utilise calligraphy. Lastly, the first interviewee said that the learners spent two years focusing

on recognition of the symbols before producing them.
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The second research objective was to design lessons and materials using the IPA based on the
information from theoretical part and data from the practical part. The microlessons contained
materials concentrating on contrasting sounds /1/ and /i:/, /[/ and /tf/ through, for instance,
contextualised minimal pairs, drilling or colour phonics. Lastly, the activities were directed at

sound recognition and discrimination.

The third research objective was to find out how the learners react to the use of the IPA in class.
The learners showed they could understand the difference between two sounds quite easily
after the use of contextualised minimal pairs, slow motion speaking and drilling. To
demonstrate, in the final activity of the first microlesson featuring colour phonics, six learners
completed the task spotlessly, four learners were uncertain about one to two instances, and two

learners had more difficulty with the task.

The final chapter of the practical part presents description of three additional materials for
teaching English pronunciation with the IPA to young learners based on the information from
both theoretical and practical part. Furthermore, the materials build on the materials used in the
lessons and offer a possibility of proceeding with the introduction of other symbols. Lastly, all
the activities are aimed at recognition and discrimination of the IPA symbols, and not their

production as discussed in the third chapter of the theoretical part.
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RESUME

Tato bakalafska prace se vénuje tématu vyuziti [IPA ve vyuce anglictiny na prvnim stupni.
Cilem této préace je vytvorfit materidly k vyuce anglické vyslovnosti pomoci IPA na zakladé
zji$téni vhodnosti a moznosti vyuziti. V zavéru prace jsou prezentovany materialy k vyuce IPA
na prvnim stupni, které vznikly na zaklad¢ kombinace odbornych poznatkii z teoretické Casti,
a dat z Casti praktické. Konkrétni informace obsazené v této bakalaiské praci jsou rozvedeny v

nasledujicich odstavcich.

K vyuce anglického jazyka neodmyslitelné patii i vyuka spravné vyslovnosti. Prvni kapitola se
zabyva stanovenim teorie spojené s fonetikou a fonologii, jelikoz kazdy jazyk ma sva specifika
ohledné vyslovnosti. O danych rozdilech a jejich nasledcich na vyuku vyslovnosti, napiiklad
ohledné fonémd, se Ize docist v prvni Casti prvni kapitoly. Druhd ¢ast prvni kapitoly se
zaméfuje na vysvétleni pojmu IPA, a z ¢eho se skladd. Konkrétné poskytuje teoretickou

zakladnu ohledné toho, kde a jak se jednotlivé fonémy tvofi.

Druha kapitola teoretické ¢asti se zabyva zaky prvniho stupné€. Zejména popisuje aspekty, které
by mély byt zohlednény pfi vyuce zakt prvniho stupné. Prvni ¢ast druhé kapitoly vymezuje
zaky z hlediska véku, uvadi charakteristické znaky, které jsou typické pro vyuku zakt prvniho
stupné. Zaroven popisuje, jakou roli, pfistup, strategie, ale i techniky miize ucitel vyuzit pii
vyuce zakl prvniho stupné. V druhé casti této kapitoly se ¢tenat mize dozvédét nejen o
rozdilech v akvizici prvniho a druhého jazyka u déti prvniho stupné, ale také o zdvodnéni,
pro¢ maji zaci prvniho stupné lepsi podminky pro osvojeni dobré¢ vyslovnosti v cizim jazyce.
Posledni ¢ast druhé kapitoly rozviji dulezitost vyuky spravné anglické vyslovnosti u zaka
prvniho stupné, a uvadi konkrétni techniky, které mohou byt pouzity pifi vyuce anglické
vyslovnosti pomoci IPA na prvnim stupni. V neposledni fadé¢ zkouma dals$i moznosti, které se
uciteli nabizi, pro vyuku pomoci IPA podle pokrocilosti z hlediska kognitivniho rozvoje

prostiednictvim fonémové manipulace.

Tteti kapitola teoretické Casti je cilena na diskusi o vhodnosti a moznostech vyuziti IPA v
uvodu vyuky a studia anglického jazyka. Jmenovité pojedndva o o€ekavanych vystupech ve
vyuce anglického jazyka z hlediska vyslovnosti podle Spolecného evropského referenc¢niho

ramce pro jazyky (CEFR) a statniho kurikuldrniho dokumentu pro zakladni vzdélavani (RVP
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ZV), ktery je relevantni pro tuto bakalafskou praci, jelikoz vyzkum, ktery je obsazen v
praktické ¢asti byl vykonan na zakladni $kole v Ceské republice. Déle je diskuse zaméfena
zejména na rozsah, v kterém by Zéci prvniho stupné méli pracovat s IPA. Druhd ¢ast teti

kapitoly se orientuje na dostupnost a zaméteni aktivit pro vyuku anglické vyslovnosti s IPA.

Po teoretické Casti nasleduje ¢ast praktickd, ktera zacina stanovenim hlavniho cile, ktery je
doplnén cili dil¢imi. Hlavnim cilem praktické ¢asti je tvorba materiali pro vyuku anglické
vyslovnosti zakl prvniho stupn€ pomoci IPA na zaklad¢ zjisténi. Prvnim dil¢im cilem je zjistit,
jak je mozné vyuzit IPA ve vyuce anglického jazyka na prvnim stupni prostfednictvim dvou
rozhovoridt s ucitelkami prvniho stupné na dvou riznych ceskych zdkladnich Skolach, v
Pardubicich a v Brné. Druhym dil¢im cilem je vytvofit mikrovyucovaci jednotky, které
obsahuji materialy pro vyuku IPA, které byly vytvofeny na zaklad¢ kombinace poznatkl z
teoretické a praktické ¢asti. Tietim dil¢im cilem je zjistit, jak Zaci prvniho stupné, konkrétné
tieti tiidy, ktefi nemaji zddné predchozi zkuSenosti s IPA, reaguji na moznosti jejiho vyuziti
pfi vyuce anglické vyslovnosti. Uvodni kapitola praktické ¢asti také popisuje typ a zvolenou
metodologii vyzkumu. Ta zahrnuje nejen metody sbéru dat, ale i zvoleny postup pfi analyze a

interpretaci ziskanych dat.

Druhé kapitola praktické ¢asti se zabyva rozhovorem. V ivodu je vysvétleno, co je to rozhovor
a jaké zasady by mély byt dodrZeny pii jeho pouziti. Dale jsou uvedeny typy rozhovord, selekce
typti rozhovoru a nasledné zdivodnéni. Nésleduje vysvétleni postupu, ktery byl zvolen pii
procesu tvorby otdzek pro rozhovor. V predposledni ¢asti kapitoly je poskytnut struény popis
vyzkumného vzorku, soucasti této podkapitoly jsou také odkazy do piilohy na transkripce obou
rozhovori. Posledni ¢ast této kapitoly se vénuje analyze a interpretaci dat vyplivajicich z
rozhovori. Zde se ¢tenaf mize seznamit s tim, kdy se zac¢ind s vyukou IPA na prvnim stupni,
kolik ¢asu je vénovano vyuce IPA v ramci jednotlivych hodin, s jakymi symboly je mozné
zacit, které symboly pfedstavuji pro zaky prvniho stupné nejvétsi potize, ale také o pohledu na

vhodnost vyuziti IPA ve vyuce anglického jazyka na prvnim stupni.

Treti kapitola praktické c¢asti poskytuje vhled na postup, ktery byl zvolen pii tvorbé
mikrovyucovani a materiald. V prvni ¢asti jsou zminény faktory ovlivilyjici pfipravu a
planovani hodin. Co vic, popisuje kli¢ové prvky, které by kazda ptfiprava hodiny meéla
obsahovat, jedna se naptiklad o cil hodiny, charakteristiku tfidy nebo zaméfeni z hlediska

jazyka. Nasledné¢ uvadi, jak lze poskladat jednotlivé komponenty v rdmci vyucovaci jednotky
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pti vyuce novych véci. Dalsi ¢ast této kapitoly vysvétluje spoleény komentai a zasady pro
tvorbu obou hodin s n¢kolika konkrétnimi odkazy na teoretické poznatky z teoretické ¢asti.
Dvé navazujici podkapitoly vysvétluji specifické piiklady propojeni teoretické casti s
praktickou pfi tvorbé jednotlivych mikrovyucovani a materiali. Soucasti jsou i stru¢né odkazy
na tvrzeni z rozhovort. Zavér kapitoly obsahuje stru¢né predstaveni vyzkumného vzorku s
analyzou a interpretaci dat ziskanych béhem vyuky, coz zahrnuje i komentar ohledné konkrétni
uspésnosti z aktivity na konci prvniho mikrovyucovani. Mimo to, rozebira obtize, které béhem

vyucovani nastaly a nabizi jejich pficiny.

ZavereCna kapitola celé¢ bakalaiské prace predstavuje popis tii dodatecnych aktivit s IPA
symboly, které 1ze pouZit pro vyuku anglické vyslovnosti se zaky prvniho stupné. VSechny tyto
zminéné aktivity byly vytvofeny na zakladé poznatkii z teoretické a praktické ¢asti prace, a
jsou soucasti ptilohy. Co vic, zminéné aktivity jsou urcitym navrhem, jak by bylo mozné dale
pokracovat ve vyuce jednotlivych symboll. Dvé ze tii uvedenych aktivit vyuzivaji metody
pfifazeni jedné barvy k jednomu symbolu s tim, ze prvni aktivita je zamyslena k vyuziti po
predstaveni danych symbolt u€itelem. Pro zbyvajici aktivity uz zddné nové symboly piedstavit
neni potfeba, coz ma za nasledek, ze Zaci jiz znaji dostatek symbolil na to, aby si byli schopni
zahrat zakladni bingo ve formatu 3x3. Zavérem je dilezité uvést, Ze na zaklad¢ diskuse v
zaveru teoretické Casti prace jsou dané aktivity zaméfeny pouze na pozndni a rozpoznani

konkrétnich IPA symbold, a ne jejich tvorbu, psani.

49



BIBLIOGRAPHY

Adams, Marilyn Jager, Barbara R. Foorman, Ingvar Lundberg and Terri Beeler. 1998.
Phonemic Awareness in Young Children: A Classroom Curriculum. 13th ed. Baltimore: Paul

H. Brookes Publishing Co.

Anderson, Lorin W., David R. Krathwohl. 2001. A Taxonomy for Learning, Teaching, and
Assessing: A Revision of Bloom's Taxonomy of Educational Objectives. London: Pearson

Education.

Auerbach, Carl F., and Louise B. Silverstein. 2003. Qualitative Data: An Introduction to

Coding and Analysis. New York: New York University Press.

Baker, Ann. 2007. Tree or Three? 2nd ed. Cambridge: Cambridge University Press.

Bauman-Waengler, Jacqueline. 2016. Articulation and Phonology in Speech Sound Disorders:

A Clinical Focus. 5th ed. London: Pearson Education.

Brewster, Jean, Gail Ellis, Denis Girard. 2002. The Primary English Teacher’s Guide. 2nd ed.

Harlow: Pearson Education Limited.

Brown, Adam. 2014. Pronunciation and Phonetics: A Practical Guide for English Language
Teachers. New York: Routledge.

Cameron, Lynne. 2001. Teaching Languages to Young Learners. Cambridge: Cambridge

University Press.
Celce-Murcia, Marianne, Donna M. Brinton, Janet M. Goodwin and Barry Griner. 2010.
Teaching Pronunciation: A Course Book and Reference Guide. Cambridge: Cambridge
University Press.
Council of Europe. 2020. Common European Reference for Languages: Companion Volume

with New Descriptors. Strasbourg: Council of Europe.

50



Creswell, John W., and J. David Creswell. 2018. Research Design: Qualitative, Quantitative,
and Mixed Methods Approaches. 5th ed. Thousand Oaks: SAGE Publications Inc.

Davenport, Mike, S.J. Hannahs. 2010. Introducing Phonetics and Phonology. 3rd ed. London:
Hodder Education.

Denscombe, Martyn. 2010. The Good Research Guide: For Small Scale Social Research
Projects. 4th ed. Maidenhead: Open University Press.

Dolékova, Sylvie. 2019. Pronunciation Basket. Dubicko: INFOA.
Driscoll, Dana Lynn, and Allen Brizee. 2010. "Creating Good Interview and Survey Questions"
https://lah.elearningontario.ca/CMS/public/exported _courses/HSP3U/exported/HSP3UUO1/

HSP3UUOI/HSP3UUO0IA03/ teacher/CreatingGoodlInterviewandSurveyQuestions.pdf

Gontijo, P.F.D., I. Gontijo, R. Shillcock. 2003. "Grapheme-Phoneme Probabilities in British
English." Behavior Research Methods, Instruments, & Computers 35 (1): 136-157.

Gordon, Tatiana. 2007. Teaching Young Children a Second Language. Westport: Praeger.

Gut, Ulrike. 2009. Introduction to English Phonetics and Phonology. Frankfurt am Main: Peter
Lang AG.

Harmer, Jeremy. 2007. The Practice of English Language Teaching. 4th ed. Harlow: Longman.

Hewings, Martin. 2004. Pronunciation Practice Activities: A Resource Book for Teaching

English Pronunciation. Cambridge: Cambridge University Press.
International Phonetic Association. 1999. Handbook of the International Phonetic Association:
A Guide to the Use of the International Phonetic Alphabet. Cambridge: Cambridge University

Press.

Kelly, Gerald. 2000. How to Teach Pronunciation. Harlow: Pearson Education Limited.

51



Kenworthy, Joanne. 1987. Teaching English Pronunciation. Harlow: Pearson Education

Limited.

Koch, Carol. 2018. Clinical Management of Speech Sound Disorders: A Case-based Approach.

Burlington: Jones and Bartlett Learning.

Lane, Linda. 2010. Tips for Teaching Pronunciation: A Practical Approach. Harlow: Pearson

Education Limited.

Lanza, Janet, Lynn K. Flahive. 2008. Communication Milestones. East Moline: LinguiSystems,

Inc.

Lightbown, Patsy, Nina Spada. 2013. How Languages are Learned. Oxford: Oxford University

Press.

Lloyd, Sue, Sara Wernham, Lib Stephen. 1995. Jolly Phonics Workbook 1. Buckhurst Hill:
Jolly Learning Ltd.

McDonough, Jo, and Steven McDonough. 2008. Research Methods for English Language
Teachers. New York: Routledge.

Mills, Geoffrey. 2014. Action Research: A Guide for the Teacher Researcher. 5th ed. Harlow:

Pearson Education Limited.

MSMT. 2021. Riamcovy vzdélavact program pro zdkladni vzdélavani. Praha: MSMT.

Nixon, Caroline, and Michael Tomlinson. 2005. Primary Pronunciation Box. Cambridge:

Cambridge University Press.

Nunan, David. 2003. Practical English Language Teaching. New York: McGraw Hill.

Nunan, David. 2011. Teaching English to Young Learners. Anaheim: Anaheim University

Press.

52



Pasch, Marvin. 1998. Od vzdelavaciho programu k vyucovaci hodiné. Praha: Portal.

Pinter, Annamaria. 2017. Teaching Young Language Learners. 2nd ed. Oxford: Oxford

University Press.

Pullen, Noeline. 2019. Phonological Awareness Skills Book 5: Phoneme Segmentation,

Phoneme Substitution and Phoneme Reversal. New Ross: Prim-Ed Publishing.

Roach, Peter. 2009. English Phonetics and Phonology: A Practical Course. 4th ed. Cambridge:

Cambridge University Press.

Sander, Erik K. 1972. "When Are Speech Sounds Learned?" Journal of Speech and Hearing
Disorders 37 (1): 55-63.

Schwermer, Kaj, Julia Chang, Craig Wright, Laurie Thain. 2015. Oxford Phonics World 1.
Oxford: Oxford University Press.

Scrivener, Jim. 2005. Learning Teaching. 2nd ed. Oxford: Macmillan Education.
Shin Kang, Joan. 2006. "Ten Helpful Ideas for Teaching English to Young Learners." English

Teaching Forum 43 (2): 2-7.

Sharan, Merriam. 2002. Qualitative Research in Practice: Examples for Discussion and

Analysis. New York: John Wiley & Sons Inc.

Shin Kang, Joan, Joann Crandall. 2014. Teaching Young Learners English. Boston: National

Geographic Learning.

Slattery, Mary. 2001. English for Primary Teachers: A Handbook of Activities and Classroom
Language. Oxford: Oxford University Press.

Thomas, David R., lan D. Hodges. 2010. Designing and Managing your Research Project:
Core Skills for Social and Health Research. London: SAGE Publications Ltd.

53



Underhill, Adrian. 2005. Sound Foundations: Learning and Teaching Pronunciation. Oxford:

Macmillan Publishers Limited.

Ur, Penny. 2012. 4 Course in English Language Teaching. Cambridge: Cambridge University

Press.
Yopp, Hallie Kay, and Ruth Helen Yopp. 2000. “Supporting Phonemic Awareness

Development in the Classroom.” The Reading Teacher 54 (2): 130-43.
http://www.jstor.org/stable/20204888

54



APPENDICES

APPENDIX 1 Interview 1 transCription........ccccuveeeeeeeeiivireeeeeiciiieeeeeeeiieeeeeeeens 56
APPENDIX 2 Interview 2 transCription........cccuveeeeeeeeiurieeeeeeeeiiieeeeeeeevveeeeeeennns 59
APPENDIX 3 Lesson plan 1 and related materials...........cccccoeeiiiiniiinennnnnns 61
APPENDIX 4 Lesson plan 2 and related materials............ccccoeeeiiiiniiieennnnnn. 69
APPENDIX 5 Boxes and Flashcards..........cccccoovoiiiiniiiininiiceeee e, 75
APPENDIX 6 Colouring Flags..........ccccvviriiiiiiiiieeeiieeeee et 77
APPENDIX 7 IPA BINZO......uiiiiiiiiieeeiiee et eeieee et eieee e eaee e s eireessereee e 79

55



APPENDIX 1
INTERVIEW 1 TRANSCRIPTION
Datum: 10.5. 2022.

1. Pro¢ je podle Vas vhodné, aby si zaci 1.stupné€ osvojili znalost fonetické abecedy?

"Tak je to urcite predevsim z ditvodu, ze cestina ma trochu jiné souhlasky i samohlasky,
fonémy. TakzZe nase ceska abeceda je neumi popsat tak, jak by mély opravdu byt. Takze uz z
toho duvodu, aby ty déti od zacatku vedely, ze tam by mélo byt néco jiného receného, i kdyz

uplné zpocatku asi nejsou schopni to tam vikat tak, jak to je."

2. Kdy zacinate s vyukou IPA symbola?

"V podstaté mame od prvni tridy anglictinu, a prvni druha tiida mame jednu hodinu
tydné, mame audio-oradlni kurz. Tam ani moc nepiseme, tudiz nepiseme Zadné slovnicky, ani
nic podobného. Ani nepouzivame IPA symboly. Ale od treti tridy, kdy uz mame tri hodiny tydné
tak jak je bezné, zavedeme takovy slovnicek, nicmeéné ne takovy ten klasicky uplné, ale spoustu
vecl tam madme predtistenych, zdci do ného doplnuji, dopisuji. A mame tam slovicka uvedené
Jiz s fonetickym prepisem. Ale u nékterych ne, a prave to u téch slovicek, kde se dostavame
teprvé poprve do kontaktu s /®/. Takze my si ho vysveétlime, ukazeme, naucime se ho psat, jako

pismenko v pisance, a pak ho zacneme pouzivat. Avsak je to az u 3. tridy."

3. Jak casto a kolik ¢asu vénujete vyuce IPA symboll v ramci jednotlivych hodin?

"To zdlezi na tom, ve kterém je to rocniku. Ze zacatku se to ucime tak, jak se s tim
setkame poprve, tak to predstavime, a pak to bereme, Ze to deti umi napsat. Oni si to zapisi do
slovnicku, a my se k tomu v ramci opakovani slovni zasoby vracime. A potom takhle postupné
jedeme, kde ve 4. tride uz postupné znaji ty jednotlive tvary hlasek, ale porad to neni na nejaké
profesionalni urovni. Pordd se to snazi opsat, nebo zkousime, ze jim reknu spravnou vyslovnost,
jestli napriklad u slova cat poznaji a slysi, Ze se tam nachazi /&/. V 5. trideé se zdatnejsimi
studenty polozZim néjaké slovicko, které zaloZené neznaji, a oni maji zkusit IPA symboly napsat.,
Ze sami zkousi, jestli by to byli schopni zapsat. Volim takové hlasky, které jsou uplné jine,
napriklad 10/, 18/, /&/. Nicméne, je Skoda, Ze se tomu nevénuje vetsi pozornost na 2. stupni, kde

na to ucitelé tolik nedbaji.”
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4. S vyukou kterych symboll za¢inate?

"Mame vytistéenou tabulku s prehledem symbolii ve velkém formatu, a my si to ukazeme,
jak je to jiné, co rikame Spatné, a snazime se to nacvicit. To jsou ty zakladni, zalezi, jaké zaklady
zakladnich slovicek jako dog ¢i cat, tak je vyuka mnohem jednodussi. Proto je potreba, aby i
ucitele anglického jazyka 1. a 2. trid, kteri vedou audio-oralni kurzy méli spravnou vyslovnost.
Jinak zaciname s témi nejpouzivanéjsimi fonéemy jako jsou /&/, /3/, /6/, 10/, /1/ a /i:/. Pouzivame

ucebnici Happy Street, ktera ma nakonci kazdé lekce basnicku zamérenou na néjaky fonéem."
5. Méte néjaké oblibené materidly na vyuku IPA?
"Spise ne. Kromé jiz zminénych prostredkii momentalné nic jineho nepouzivam."
6. Jakou mate oblibenou aktivitu s [IPA symboly, kterou byste doporucila?

"Ano, uz jsem to zminila. Rikam jim slovicka, které neznaji, oni to berou jako tezkou
hru, Ze zrovna nic nedelame do anglictiny. A pak soutezi v tom komu se podarilo trefit nejvice

spravnych znakii. To je hrozné bavi. A i je potom videt, Ze se snazi o tu spravnou vyslovnost."
7. Vsimla jste si, ze n€které symboly délaji vetsi problémy pochopit?

"Samoziejme, typicky /1/ a /i:/. Nejcastéjsi asi véc, kterou resim je /av/, Zakim déla
probléem si uvedomit /a/ na zacatku. Zbytek Zakiim veétsinou nedélaji problém, jsou schopni to
pochopit rychle. Spise vidim problém v tom, Ze zaci prebiraji nespravnou anglickou vyslovnost

ze zdrojii jako je napriklad TikTok, kde je kazdy schopen si cokoliv namluvit."
8. Maté n¢jaké jiné poznatky ohledné IPA symbolil na které jsem se nezeptal?

"Sama bych chtéla zminit to, Ze je strasna Skoda, Ze je uplné minimum skoleni, které se
k vyslovnosti délaji. Ja mam za sebou to, co délala Masarykova Univerzita pred Covidem, takze
asi 3 roky zpatky, a bylo to celé popsané anglicky, tim padem ten prvostupiiovy ucitel od toho

da ruce pryc, protoze ma pocit, zZe tomu celou dobu nebude rozumeét. A neni, ani se neciti tak
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jazykove vybaven, aby na takové Skoleni sel. Pritom si myslim, Ze je to absolutni zaklad, aby
zaklady byly polozeny spravné. A povazuji to za nejstézejnéjsi. 1 kdyby ucitel na 1.stupni
nenaucil Zaky témér nic jiného nez spravnou vyslovnost, tak by to byl velky uspéch. A jsem

rada, Ze se touto problematikou nékdo zabyva."

58



APPENDIX 2
INTERVIEW 2 TRANSCRIPTION
Datum: 26.5. 2022

1. Pro¢ je podle Vas vhodné, aby si zaci 1.stupné€ osvojili znalost fonetické abecedy?

"Tak ted’ uz si myslim, Ze to uplné vhodné nemusi byt, protoze se uci jinym zpusobem.
A fonetika uz neni uplné tak dulezita, kdyz si hledaji slovni zdasobu, jelikoz si ji hleddji pres
riizné prekladace, které jim to uz sdeli poslechem, takze pro mé v tuhle chvili uz vlastné tyto
symboly nejsou diilezitée, ale drive jsem je pouzivala k tomu, aby si to slovicko pak umeéli

spravné precist, a aby potom na tom mohli zalozit svoji vyslovnost.”

2. Kdy zacinate s vyukou IPA symbola?

"Zacinala jsem v 4. nebo 5. tride drive urcité ne, protoze tenkrdt jsem to pouzivala
mozna na zacatku 4., a pak 5 tridy. Drive ne. Ve 3. tridé urcité ne. Tam se sice slovni zasoba
psala kdysi davno, jesté tieba do slovnickii. Zdaci védéli, Ze tyto symboly existuji, ale nijak jsme

s nimi nepracovali.”

3. Jak casto a kolik ¢asu vénujete vyuce IPA symbolll v ramci jednotlivych hodin?

"Ne ani tak v ramci jednotlivych hodin, ale v ramci prvniho seznamovani vitbec s tim,
Ze néjakeé symboly existuji. Takze jsme vyuzili mezipredmétove vztahy ve vytvarné vychove, ze
Jjsme si je kreslili, a pouzivali jsme je jako kdyz se pise cinsky, timhle tim zpiisobem jsme s tim
pracovali. A pak uz jsme se k tomu vraceli jenom v ramci vyslovnosti, kdyz se mne sli zeptat,
Jjak se to cte, tak jsme si to pripomnéli. Ale jinak jsme se tomu nijak nevénovali. Jiz to nepovazuji

za dulezitou véc na 1. stupni.”

4. S vyukou kterych symboll zadinate?

"To uz si uplné nepamatuji. Mozna jsme zacinali s téemi, co jsou jednoduché a snadno

vvvvvv

urcite pismeno, tak s temi jsme zacinali. Konkrétné, moznd treba /1, prosté ty, které jsou téemer

shodné s temi pismenky, které pripominaji. Ale vazné bych tomuto v tuhle chvili vénovala

59



pozornost az na 2. stupni, aby se s tim seznamili, Ze to existuje, ale na prvni stupen bych to v

tuhle chvili uz vitbec nedavala. Povazuji to za zbytecne."

5. Méte néjaké oblibené materidly na vyuku IPA?

"Nic kromé toho, co jsem jiz zminila, a to propojeni s mezipredmetovymi vztahy s

vytvarnou vychovou, konkrétné kaligrafii.”

6. Jakou mate oblibenou aktivitu s [IPA symboly, kterou byste doporucila?

"Kaligrafii."

7. Vsimla jste si, ze n€které symboly délaji vetsi problémy zaktm pochopit? Které?

"Urcite. Napriklad /tf/, /d3/. Tyto tvary, které neznaji. Tak s tim méli vétsi problem. Ale
Jjinak ne. Oni si jsou schopni s témito vécmi celkem dobre poradit, kdyz jim z toho clovek
neudela bubaka, a nestrasi je, tak oni si s obrazkami umi poradit. Takze kdyz to pojmeme jako
obrazky, tak to pro né problém neni."

8. Maté n¢jaké jiné poznatky ohledné IPA symbolil na které jsem se nezeptal?

"Tak uz asi jenom znovu zopakuji, ze bych to na 1. stupen nezarazovala, popripadé bych

tomu nekladla néjaky velky diiraz, protoze to z mého pohledu na prvni stupen nepatvi, jelikoz

to deti na prvnim stupni zbytecné zatézuje."
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APPENDIX 3

LESSON PLAN 1 AND RELATED MATERIALS

Class: 3.B

Time: 10-12 minutes

Date: 31.5.2022

Overall aim: By the end of the micro-teaching session, the learners will be able to distinguish

between /1/ x /i:/ with little to no hesitation.

Activity Material and Time Interaction Objectives
aids needed patterns
1. Giving examples | MATERIAL 1 |2-3 T-S 1. To introduce the
of minimal pairs | TMATERIAL2 | minutes learners to the difference
related to /2/ x /i./. between /1/ x /ii/ and
prepare them for the
following activities.
3-4
MATERIAL 2 minutes T-S
2. Drilling 2. To raise awareness of
45 the difference between /1/
minutes x /i:/ by repetition.
MATERIAL 3 pair
3. Assigning correct /individual 3. To check whether the
colour to pictures. work + T-S | learners can tell the

difference between /i/ x

/i:/.

Anticipated problems: Exceeding the expected time limit, unclear instructions.
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How the lesson went:

In the first activity, [ was surprised by how quickly the learners could differentiate between the
two target sounds /1/ and /i:/. They particularly enjoyed the drilling phase in which they first
repeated after me, and it developed into some sort of a chant as the word pairs rhymed. Then,
the learners were saying the words without my help. Six learners were able to complete the last
activity with colour phonics spotlessly, four learners hesitated with determining one or two
sounds, and two learners had difficulty fulfilling the task, thus, I tried to help them. Besides,
the lexical items chosen for the activities were familiar to the learners, apart from zip and ink.
I asked if anybody knew what they mean, and one learner raised her hand, and explained the
words to the class. It also has to pointed out that they liked colouring the pictures as well as the
fact that some learners were very fast, completing the task much sooner than others. Therefore,
the time needed for the individual activities may be modified according to the pace of the class,
however, the lesson did not exceed the expected time limit. Lastly, when I finished teaching
the activities, I remained in the class and watched what the learners do with the teacher. I
learned that they were learning to count to twenty, and it occurred to me that many of the
numbers contain the sounds /1/ and /i:/. Therefore, it would be possible to teach the [PA symbols

through vocabulary they have just learned.
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MATERIAL 1
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MATERIAL 2

SHIP

SHEEP

MILL

MEAL

BIN

BEAN
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http://clipart-library.com/free/black-and-white-sheep-pictures.html
https://www.vectorstock.com/royalty-free-vector/sail-ship-black-and-white-pictograph-icon-vector-31611951
https://www.dreamstime.com/healthy-food-delicious-ingredients-black-white-healthy-food-delicious-
ingredients-bread-beeg-steak-salad-image151533910
https://www.123rf.com/photo_146989516_stock-vector-windmill-linear-icon-black-and-white-vector-
illustration-of-a-mill-.html

https://www.pinterest.com/pin/445715694344054596/

https://www.colourbox.com/vector/recycle-bin-vector-6041787
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MATERIAL 3

blue /v/ or red /i:/

Rl
CHEESE CHIPS

INK KEY

https://www.dreamstime.com/black-cheese-icon-vector-illustration-cheese-icon-black-outline-design-vector-
illustration-image139461324
https://www.dreamstime.com/black-white-potato-chips-line-icon-fast-food-logo-white-background-black-white-
potato-chips-line-icon-fast-food-logo-image 149154844
https://www.shutterstock.com/cs/search/similar/50523364

https://illustoon.com/?id=5960
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blue /1/ or red /i:/

)

LK

LEAF MILK

' w
\O/ [ | Il
‘\.n' 3
= =
TEACHER VAl g

https://www.pinterest.com/pin/178244097743367366/
https://www.istockphoto.com/cs/vektor/mléko-tetra-brik-ilustrace-gm1144506870-307717985
https://www.alamy.com/stock-photo-teacher-teaching-at-class-coloring-book-page-141964736.html
https://www.nicepng.com/ourpic/u2q8q8t4ilu2ilo0_black-and-white-zipper-clipart-clipart-images-of/
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APPENDIX 4

LESSON PLAN 2 AND RELATED MATERIALS

Class: 3.B

Time: 10-12 minutes

Date: 1.6.2022

Overall aim: By the end of the micro-teaching session, the learners will be able to differentiate

between /¢// x /f/ in familiar vocabulary.

Activity Material and aids Time Interaction Objectives
needed patterns
1. Introduction to new | MATERIAL 4 +|2-3 T-S 1. To introduce /tf/ x /[/ via familiar
sounds with a link to the | MATERIAL 5 minutes Vocabulary from the preVlous lesson.
previous lesson
2. To match pictures of familiar
2. Matching exercise MATERIAL 5 3-4 individual o
) . vocabulary with either /tf/ or /f/.
minutes or pair work
+ T-S
3. Putting words in /tf/ and | MATERIAL 6 4-5 group work 3. To consolidate the recognltlon of
minutes +7-S /tf/ and /f/ in relation to familiar

/f/ columns.

vocabulary.

Anticipated problems: difficulty of the last activity, time needed.
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How the lesson went:

Most of the learners had already known what to expect and concentrate on since they
remembered the previous class. Thus, the introduction of two new sounds did not
present any major issue to the learners. Nevertheless, two learners did not comprehend
the instructions to the matching activity, so I tried to explain it to them again. The rest
of the class had no difficulty connecting the pictures with the correct sounds.
Unfortunately, there was a problem with the third activity as anticipated in the lesson
description. The learners did not know how to write two of the selected words.
Therefore, I told them to draw pictures instead in one of the columns. However, such
information is best known by the teacher who is well aware of what they have already
learned, therefore, it is advisable to use vocabulary the learners have been dealing with
lately in such activities as, for example, numbers in relation to counting to twenty, or
use drawing instead. On the whole, the activities were met with positive reactions
Lastly, the learners expressed their interest to have more lessons focused on the teaching

of the IPA symbols with the use of colour phonics.
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MATERIAL 4
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Dolékova, Sylvie. 2019. Pronunciation Basket. Dubicko: INFOA.
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MATERIAL 5

http://clipart-library.com/free/black-and-white-sheep-pictures.html
https://www.vectorstock.com/royalty-free-vector/sail-ship-black-and-white-pictograph-icon-vector-31611951
https://www.dreamstime.com/black-white-potato-chips-line-icon-fast-food-logo-white-background-black-white-
potato-chips-line-icon-fast-food-logo-image 149154844
https://www.dreamstime.com/black-cheese-icon-vector-illustration-cheese-icon-black-outline-design-vector-
illustration-image139461324
https://www.alamy.com/stock-photo-teacher-teaching-at-class-coloring-book-page-141964736.html
https://www.123rf.com/photo 75584896 grey-and-white-shop-storefront-facade-icon-image-vector-illustration-
design.html

73



MATERIAL 6

example: chips example: ship

Words used: chocolate, fish, shoe, child, chicken, T-Shirt, cheese, shop

74



APPENDIX 5

BOXES AND FLASHCARDS

APPLE

PEN

CAT

BAG

TEN

VEGETABLE

BREAD

o
Q
=

HAND
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https://www.pngitem.com/middle/hToJxwT buy-my-bag-pouch-clipart-black-and-white/
https://www.pinterest.com/pin/440438038538539532/
https://www.vectorstock.com/royalty-free-vector/pen-design-icon-cartoon-isolated-black-and-white-vector-
25757284

https://www.pinterest.com/pin/625015254508361515/
https://www.vectorstock.com/royalty-free-vector/black-silhouette-of-bread-in-white-background-vector-
14264032

https://www.123rf.com/photo 17478640 vegetable-illustration-black-outline-on-white-background.html
https://clipart.me/istock/black-and-white-number-ten-248802

https://www.123rf.com/photo 133829855 human-palm-outline-stylized-handprint-trace-black-and-white-line-
art-icon-vector-illustration.html

http://clipart-library.com/free/fathers-day-clip-art-black-and-white.html
https://freepikpsd.com/free-egg-clipart-egg-black-and-white-collection-black-and-white-egg-png/235335/
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APPENDIX 6
COLOURING FLAGS

blue 1 x red i: x green 2 x
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Suggested words:
1. six, , sheep
2. , ship,

3. meat, cat, teacher
4. , milk,

5. biscuit, , tea
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APPENDIX 7
IPA BINGO

0 |t

Suggested words for use:

meal, mill, bean, bin, key, leaf, milk, ink, shop, bag, cat, pen, apple, bread, vegetable, ten, hand,
dad, egg, hair, biscuit, tea, head, meat, shoe, T-Shirt, chocolate, child
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