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Introduction

Like the three previous monographs (/novdcie a trendy vo vyucovani
cudzich jazykov u Ziakov mladsieho skolského veku, 2008; Cudzie jazyky
a kultarry v modernej Skole, 2009; Modernization of Teaching Foreign
Lnaguages: CLIL, Inclusive and Intercultural Education, 2010), the present
book Current Issues in Teaching Foreign Languages includes the results of
some of the latest research activities in the field of language pedagogy in the
Czech and Slovak Republic.

Language pedagogy as aninterdisciplinary and integrative pedagogical
theory studies and formulates the best ways to communicate the latest
knowledge in English language studies into educational processes at various
types and levels of schools. In other words, language pedagogy intermediates
the knowledge of “mother sciences” (English linguistics, applied linguistics,
literary studies of literatures written in English, studies of the cultures of
English speaking countries, etc.) from inner academic community to outer
audience, here to teachers and learners of English (for the definition of the
relationships between “branch pedagogies” and “mother sciences”, see
Janik, T. — Slavik, J.: Vztah obor — vyucovaci predmét jako metodologicky
problém, In Orbis scholae, 2007, ro€. 1, ¢. 1, s. 54-66. ISSN 1802-4637).

Although it seems that the range and scope of problems studied by
language pedagogy have not changed dramatically during recent years, it is
obvious that some of them have become more dominant and urgent than
other ones. Nowadays the research focus has been on the areas of teaching
foreign languages to specific learner groups (learners with special educational
needs, very young and young learners, learners with specific professional
needs, etc.), implications of psycholinguistics, sociolinguistics and
neurosciences for teaching foreign languages, and searching for the most
effective ways of evaluating learning outcomes. These areas are reflected in
10 chapters of the present monograph.



The editor and the authors of the monograph would like to express their
gratitude to the reviewers of the issue, doc. PhDr. Magdaléna Bild, CSc. and
PhDr. Katerina Veseld, PhD., whose valuable notes helped improve the text
and its focus. Special appreciation is due to doc. Svétlana Hanusova, Ph.D. for
her collegial support and help with securing the monograph’s publishing.

Editor



EXPERTNOST UCITELE CIZiCH JAZYKU SE ZRETELEM K VYUCE ZAKU
SE SPECIALNiMI VZDELAVACiIMI POTREBAMI

Véra Janikova

Expert — expertnost

Expertnost (expertise, die Expertise) oznacuje vynikajici vykon jedince
v uréitém oboru/oblasti jeho pusobnosti. Vyzkum expertnosti zkouma od
zacatku 70.let minulého stoleti procesy zpracovani informaci v souvislosti
s fungovanim paméti, znalostni zakladnou a schopnosti feSit problémy
jedincl-expertll. Ve velmi ¢asto citované definici Posnera (1988) je expertem
oznacovana osoba, kterd v urcitém oboru/na urcitém poli dosahuje trvale —
tedy ne ndhodné nebo jednorazové — vynikajicich vykon(. Tato definice stavi
experty do srovnani s jinymi osobami, zpravidla s tzv. novici, ktefi v dané
doméné dosahuji nizsich vykond, stoji zpravidla na pocatku své profesni
drahy, nemaji dostatek zkuSenosti v dovednostni roviné a vykazuji jisté
deficity i ve znalostni zakladné (ale experty se stat mohou).

Toto kontrastivni srovndvani expertl a novicl predstavuje Ustfedni
metodu vyzkumu expertnosti (napf. Voss, Fincher-Kiefer, Green & Post,
1986). Na zakladé srovndvani jsou ziskdvany nové poznatky o rozdilech
a shodach v kognitivnich strukturdch a procesech zpracovavani informaci
expertl a novicd. Nebot nabyvani expertnosti je chapano jako proces uceni
(osvojovani znalosti) a procvi¢ovani/nacviku (rozvoj a osvojovani dovednosti).
Kontrastivni srovnavani tak dovoluje i pfes jeho prlifezovou povahu rovnéz
(normativni) vypovédi o procesu ziskavani/nabyvani expertnosti.

Studie zabyvajici se kontrastivnim srovndvanim ukazuji, Ze experti se
vyznacuji zejména rozsahlymi znalostmi, velkymi zkuSenostmi ve styku
s (typickymi) poZadavky kladenymi na vykon urcité profese (tzv. domény),
efektivitou a nizkou cetnosti chyb a omyll. Podle de Goota (1965) byla
zvlastni schopnost dosahovat vynikajicich vysledkd u expertd zaznamenana
jako predmét vyzkumu nejdfive u hracd sachu. Jiz jednoduchy pamétovy test
ukazal vyznamné rozdily mezi expertem a novicem/popt. zacateénikem pfi
hie v Sachy: Pokusnym osobdm byla na 10 sekund prezentovana Sachovnice
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s urcitym rozlozenim 28 Sachovych figurek. Za¢atecnici a méné zkuseni jedinci
si poté vzpomnéli na presné postaveni 2—7 figurek, zatimco Sachisté-experti si
dokdzali vybavit postaveni témér vsech figurek ve smyslu celkového obrazu
dané Sachovnice.

Pro vysvétleni rozdil(l v kapacité/vykonu paméti mezi experty a novici
vyvinuli Chase aSimon (1973) teorii, kterou nazyvaji pattern recognition
(rekognice struktur). Podle této teorie vnimaji experti konfiguracni stimulus
(jako napf. umisténi figurek na Sachovnici) ne jako nahromadéni jednotlivych
figurek, ale jako vyssi strukturovany celek — dospéli tak k vySSimu typu
strukturovanych znalosti. Tyto znalosti byly konstruovdny pomoci relaci mezi
jednotlivymi figurkami (napf. prostorova blizkost, stejnd barva). Chase
a Simon (1973) zjistili, ze pamétové relevantni struktura obsahuje 3—4 figurky.
Jeden expert uvedl, Ze se podle svého nazoru naucil nékolik tisic téchto
struktur a ulozil si je s konkrétni ,etiketou” (znakem) v dlouhodobé paméti.
Jestlize se tedy tento expert podiva na pozici na Sachovnici s 28 figurkami,
rozpoznd najednou vice struktur. K Uspésnému zvladnuti této pamétové
Ulohy mu staéi, kdyz si vyvold ve své kratkodobé paméti jejich ,etikety”
(znaky) a vyufZije jich pfi vybavovani si z paméti pfi rekonstrukci figurek.
Matematicky vidéno staci, kdyz je v paméti uchovano jenom 7 struktur — ne
tedy 28 figurek — a to je v souladu s magickym poctem 7+2 jednotek (Miller,
1956). Pfi feSeni pamétovych Uloh bez Sachovnice (tedy v pedagogickém
pojeti bez znalosti oborového obsahu) vsak pamét expertl nebyla lepsi nez
pamét novicd.

V fadé dalSich vyzkum( bylo potvrzeno, Ze experti se oproti novicim
vyznacovali nejen vétSim poctem strukturovanych a tim padem i dostupnych
znalosti, ale i tim, Ze tyto znalosti byly zdroven kvalitativné rozdilné. Znalosti
experta jsou vice propojeny s konkrétnim jednanim, s konkrétni cinnosti,
pricemz se dynamicky méni, obsahuji tempordlni aspekty, které umoznuji
flexibilné jednat vnovych situacich. Tyto aspekty jsou podminény
zkuSenostmi, coZz poukazuje na pedagogické implikace. Pro urceni znakl
experta nestacéi pouze testovani/ provérovani toho, jak zkoumani jedinci resi
jisté ulohy, které nejsou ukotveny ve specifickém kontextu, ale vétsi
pozornost je tfeba vénovat konkrétnim postuplm, které umoznuiji zjistit jejich
dovednost je fesit v konkrétni situaci. V této souvislosti vznikly nové sméry ve
vyzkumu expertnosti, v nichz se prosazuji pristupy, které kladou do popredi
praktické dovednosti a reflektované uvédoméni si vlastni expertnosti.
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Pfiklon k praktickym znalostem a dovednostem a reflexi profesniho
jednani se odrazi vradé vyzkum(, pricemZ se vnich vychazi ztradice
experimentalniho pfistupy v psychologii uceni. Spickovy vykon se vysvétluje
predevsim jako vysledek procesu ucleni spoleéné s dlouhodobym
(reflektovanym) tréninkem. Jako pfiklad zde miZeme uvést vyzkumy v oblasti
dosahovani S3Spickovych vykonl ve srovnavacich studiich u hracld na
violoncello (Kraemer, 1991, Biografie a kaZdodenni Zivot hudebnika
z povoldni). Vyznamnou proménnou zde byl faktor ¢asu (napriklad omezeni
volného c¢asu pro cviceni na nastroj), rozsah a intenzita cvic¢eni/tréninku.
Vyzkumny vzorek tvofily 3 skupiny violoncellist, vyuZito bylo smiSeného
designu vyzkumu, pfiéemz prevladaly metody biografické:

e polostandardizované rozhovory o hudebni biografii respondentd,
o strukture, rozsahu a ¢asovém rozlozZeni jejich cvic¢eni (tréninku) ¢innosti
a o planech rozvoje svych cilG;

e denik (1 tyden, kazdy respondent);

e na zavér rozhovoru byly srespondenty sestaveny jejich tabulkové
Zivotopisy hudebné vyznamnych udalosti, na kterych se aktivné podileli.
Vsichni respondenti se nachazeli v 2. fazi rozvoje své expertnosti, tedy

stali na zacatku své profesionalni kariéry, zacinali si sami kontrolovat cviceni
arozsah tréninku. Jednalo se o studenty Vysoké skoly umélecké v Berling,
z ¢ehoZ prvni dvé skupiny studovaly ve stejném oboru a jednotlivi ¢lenové
byly nominovani svymi vyucujicimi za ,,nejlepsi“ (hojna ucast a Sance uspét na
mezinarodnich soutézich a v mezinarodni konkurenci). Treti skupina byla
tvofena Ucastniky vzdélavaciho kurzu/studia uciteld hry na violinu, které
nevyzadovalo zvlastni vstupni predpoklady. VSechny skupiny byly paralelni
vzhledem k véku (primér 23 let) a pohlavi. Vysledky jednoznacné potvrdily
statisticky vyznamnou shodu mezi reflektovanym regulovanim ¢asu a rozsahu
tréninku a Spickovym vykonem.

Zavérem uvadime charakteristiku praktickych znalosti experta tak, jak je
koncipoval Eteldpelto (1993):

e  praktické znalosti maji svou zakladnu v praxi, jsou konstruovany pfi
praktickém reseni problémua v readlnych pracovnich kontextech v pribéhu
delsiho casového Useku, pricemz se zdroven uskuteciuje reflexe
a ovérovani znalosti jiz nabytych;

e praktické znalosti jsou subjektivni rekonstrukci znalosti v oblasti dané
domény;
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e  praktické znalosti predstavuji znalosti o procedurdlnich dovednostech
s vysokym stupném aplikovatelnosti;
e  praktické znalosti jsou vazany na dany kontext, jsou Uzce spojeny
s motivujicimi nebo omezujicimi rdmcovymi podminkami;
e  praktické znalosti lze oznadit jako znalosti tacitni, které nelze bez
prislusnych opatreni verbalizovat.
Jednou z cest k osvojeni praktickych znalosti spociva ve vyuzivani
zkusenosti, které byly prozity v relevantnich epizoddch v ramci dané domény.
Nasledujici kapitola je vénovana struénému nastinu konstruktu ucitel-
expert a vybranym otdzkam expertnosti ucitele obecné a adaptivnimu
modelu uditele experta se zietelem k vyuce cizich jazyk( u zak( se specidlnimi
vzdélavacimi potfebami.

1 Ucitel expert

Z mnoha empirickych vyzkum@ ke kvalité vyuky (napf. Helmke, 2003,
2006; Handt, 2003) vyplyva, Ze profesné dobre pripraveny uditel se svym
stylem wvyuky patfi k rozhodujicim ciniteldm ovliviiujicim jak procesy
vyucovaciho procesu, tak i procesy uceni zakd a jejich vysledky. Ztoho
vyplyvajici zavér, Ze hlavnim Ccinitelem ovliviujicim kvalitu vzdéldvaciho
procesu je ucitel, je jiz po dlouha léta vSeobecné prijatym konsenzem, ktery
tvofi jedno z hlavnich vychodiskek souc¢asného pedeutologického vyzkumu,
ktery se se zvySenou pozornosti zaméruje na otazky spojené s profesionalizaci
ucitele. Klicovym tématem se zde stdva vyzkum ucitele-experta a ,expertni
vykon ucitelské profese” (PiSova, 2010, s. 242).

Polozime-li si otazku, co oznacuji pojmy ucitel — expert a expertni vykon
ucitele, miizeme se pfi hledani odpovédi obratit k vySe uvedenym obecnym —
ne na konkrétni doménu (profesi) zamérenym charakteristikdm. Zaroven je
na tomto misté treba upozornit na to, Ze pojem expertnost se zacina
vyznamné etablovat i v pojmovém aparatu ¢eského pedagogického diskurzu.
Ericsson (2006, cit. in PiSova, 2010, s. 243) vztahuje expertnost
,k charakteristikam, dovednostem a znalostem, které odlisuji experty od
zacatecniki ¢i méné zkusenych jedinclG.” Expertnost je vnimana jako
naucitelnd, pficiny jsou spatfovany ve zkusSenosti, praxi a v (inteligentnim)
osvojovani rozsahlych znalosti.

Ucitelem — expertem je podle Grubera (1994) a Berlinera (2004)
kvalifikovany, zkuSeny a kvalitni vzdélavatel, kterého respektuji jeho Zaci
i odborna verejnost, své zaky vzdélava i vychovava, zajima se o jejich potreby,
respektuje jejich individualni predpoklady kuceni amd bohaté znalsoti
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vyuéovaného predmétu. Bromme (2008, s. 159) rozumi pod pojmem
expertnost ucitele ,,znalosti a dovednosti vztahujici se k profesi ucitele”. Toto
pojeti je charakteristické pro psychologicky zaméreny vyzkum konani ucitele.
V pedagogickém a sociologickém vyzkumu k ucitelské cinnosti hovofime
o profesnich znalostech a dovednostech a o povolani ucitele jako o profesi.
Znalosti a jedndani ucitele — experta stoji v pfimé souvislosti s pozadavky, které
jsou na ného kladeny. Teoretickd rekonstrukce pozadavkd na kvalitniho
ucitele se opira o poznatky empirickych vyzkuma k podminkam uceni se ve
Skole.

1.2 Profesni znalosti a dovednosti uditele — experta
Bromme (2008, s. 163-164) upozornuje na to, Ze pedagogicko-
psychologicky vyzkum vyuky pomérné dlouho ignoroval jeji obsahy

a soustfedoval se na oborové specifické zplsoby jednani. Adaptivita ucitelovy

konativni cinnosti spociva v zasadé vrozhodnutich, vnichZz se navzdjem

propojuji oborové obsahové a na zdka zamérené aspekty. | studie zabyvajici
se kategoridlnim chapanim procesu vyucovani ukazuji propojeni oborovych

a didakticko-metodickych aspektl. Empirické analyzy vyuky dale prokazuji, ze

i pfi identickém kurikulu Ize identifikovat velké rozdily v didaktickém pfistupu

pfi  Uspésném uceni (ibid.). Tyto =zavéry wupozoriuji na vysoce

individualizované a integrované profesni znalosti ucitele, které se konstruuji

v pribéhu jeho pracovni kariéry. Jedna se o obecné a oborové didaktické a

psychologické znalosti spolecné se specifickymi subjektivné zabarvenymi

zkusenostmi z vyuky. Pro vzdélavani ucitelll je tfeba vytvofit takové modely,
které danou integraci expertnich znalosti umoziuji. V ndvaznosti na

Schulmana (1986) hovori Bromme (2008, s. 164) o nasledujicich znalostech

kvalitniho ucitele: znalosti oboru, kurikuldrni znalosti, znalosti filozofie

Skolniho predmétu, znalosti zobecné didaktiky, oborové specifiké

pedagogické znalosti a diagnostickou kompetenci.

e Znalosti oboru. Vdaném pripadé se jednd se o znalosti vyucovaného
oboru — content knowledge (napf. pro ucitele némdciny se jedna
o znalosti germanistické filologie a sociokulturnich skutecnosti).

e Kurikuldrni znalosti. Pro vyuku relevantni koncepty se nemohou opirat
pouze o znalostni zakladnu pfislusnych védeckych disciplin, mnohem
vyraznéji se v nich odraZeji predstavy o obecnych vzdélavacich cilech,
které spolecné sucivem a metodicko-didaktickym konceptem tvofi
zaklad kurikularnich dokumentd.
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e  Filozofie skolniho predmétu. Pod timto pojmem Bromme (2008) rozumi
presvédceni, ktera se dotykaji nabyvani, promén a reflexe znalosti, které
maji byt ve Skole v daném predmété zprostfedkovavany. Ve vyuce cizich
jazyki mulZeme vtéto souvislosti uvést napfiklad promény pfi
zprostredkovavani sociokulturnich aspektd, kdy v nedavné minulosti byla
pozornost zamérena na faktografické znalosti (tzv. kognitivni pFistup pri
zprostfredkovani redlii), pricemZ vsoucasné dobé se faktografické
znalosti stavaji pouze pomocnymi obsahy. Hlavnim cilem se stava rozvoj
interkulturni kompetence, nacvik strategii interkulturni komunikace,
vychova kporozuméni jinym kulturdm tak, jak jej definuje tzv.
intekulturni pfistup pri zprostfedkovani redlii (srov. Pauldrach, 1992).

e  Znalosti zobecné didaktiky. Sem ftadime znalosti o planovani vyuky,
interakci ve Skolni tfidé, strategiich vyuky apod.

e  Oboroveé specifiké pedagogické znalosti (tzv. pedagogickd znalost
obsahu— pedagogical content knowledge). Tyto znalosti jsou
orientovany na specifika organizace vyuky daného oboru. Empirické
analyzy ukazuji, Ze kvalita a rozsah téchto znalosti mohou mit vyznamny
vliv na Uspésnost zakl pfi jejich uceni. Proto se oborova didaktika musi
stat nezbytnou soucasti studijnich pland pro pfipravu budoucich ucitelq,
v nasem pripadé didaktika cizich jazyka.

e Diagnostickd kompetence. Pod timto pojmem rozumime schopnost
ucitele ohodnotit Zakovské vykony (napf. pomoci znamek), ale
i schopnost ucitele vnimat arozpoznat popf. pomoci metod
pedagogicko-psychologické diagnostiky individualni predpoklady zaku
k uceni, jejich silné islabé stranky, nabidnout jim vhodné ucebni
strategie, a to vSe v souladu s jejich kognitivnim vyvojem.

1.2.1 Diagnosticka kompetence uéitele cizich jazykd jako souéast
expernosti pfi praci s Zaky se specidlnimi vzdélavacimi potfebami
Expertni vykon ucitele cizich jazykG vzhledem kjeho préci szaky
s poruchami uceni a chovani vyZzaduje velmi Sirokou znalostni a dovednostni
zakladnu. Kromé znalosti oboru spole¢né s pedagogickymi znalostmi oboru,
kurikularnich znalosti a znalosti filozofie pfredmétu je nezbytné, aby si osvoji
rovnéz odpovidajici znalosti zoblasti specidlni pedagogiky, vyvojové
psychologie, vyvoje teci, neurolingvistiky, psycholingvistiky a pedagogické
diagnostiky, které vytvareji zakladnu pro rozvoj ucitelovy diagnostické
kompetence. Nebot pro efektivni ana Zika zaméfenou organizaci vyuky
nezbytné patfi schopnosti zjistit, jak se zdaci uéi a jaké predpoklady k uceni
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z hlediska fyziologického i psychologického Ize u nich identifikovat, umét poté
tento stav interpretovat a vyvozovat z toho potiebné zavéry. Zaroven je treba
zjistovat, co zaci k danému céasovému okamziku umi, popf. neumi, jak si
osvojili obsahy uciva — v naSem pfipadé daného ciziho jazyka. Pfitom by
nemély byt chyby vnimany jako ,hlaseni“ nedostatk(, ale jako ndavod
k dalSimu kroku pfi Zakové individudlnim osvojovani jazyka. Dalsi vyznamnou
funkci diagnostické kompetence (ve smyslu hodnoceni) je také poskytnuti
zpétné vazby samotnym Zakam ijejich rodicim, coZ je vhodné doplnovat
i sebehodnocenim Z7akd. Tyto zpétné vazby davaji uditellm podnéty
k pozorovani a reflexi vlastni vyuky, kiniciaci ovérovani rliznych vyukovych
postupll ucitele a vyvozovani zavérd pro jejich inovaci, tzn. Ze napoméhaji
rozvijet ucitelovu adaptivni expertnost (viz nize).

Hlavnim cilem pedagogické diagnostiky uzakll se specidlnimi
vzdélavacimi potfebami je ziskat potfebné a spolehlivé informace o jejich
procesech uceni se cizim jazykim. Tyto procesy uceni, ,pomoci nichZ si
jedinec rozsifuje, koriguje a pfehodnocuje své znalosti, dovednosti i zpisoby
jednani jsou analyzovany v rliznych psychologickych disciplinach. Procesy
uceni, které umoznuji ziskavani arozSifovani znalosti, lezi ddle v centru
pozornosti zejména kognitivni psychologie a stavaji se Castym predmétem
vyzkumu v oblasti inteligence. Jiz prace Piageta ukdzaly pfimé souvislosti mezi
chybnym feSenim problému a kognitivnimi procesy” (Ricken, 2009, s. 476).
V 80. letech minulého stoleti se ve specidlné pedagogické psychologii etabluje
pojem diagnostika procesu uceni (diagnostic assessment, dynamic
assessment) a je ve vyznamné mire vyZzadovana i od ucitell cizich jazyka,
pfiemZ se postupné stava jednim zobsahl uciva vramci vysokoskolské
pripravy idalSiho vzdélavani. Tato diagnostika by méla byt chdpana jako
systematické a reflektujici pozorovani procesit uceni vSeobecné nebo
konkrétné sohledem na zachazeni pedagoga s predmétem vyuky. Jako
kritéria posuzovani pri pozorovani Zzak( se specidlnimi vzdélavacimi
potfebami pfi jejich uceni se cizim jazyklm je tfeba volit jejich individualni
s prihlédnutim k psychickému i fyzickému vyvoji zaka).

Podle Rickenové (2009, s. 447-478) muZeme rozlisit v obecné roviné
rizné typy pedagogické diagnostiky, k nimZ tato autorka fadi: diagnostiku
vyvoje vykonu, diagnostiku predpokladi k uceni a dilCich kompetenci,
diagnostiku variability podminek kuceni a diagnostiku zaméfenou na
strategie uceni.
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Diagnostika vyvoje vykonu. P¥i této diagnostice se vychazi z predpokladi,
Ze procesy uceni musi byt odvozeny od vysledk( ucéeni. V tomto pfipadé
je tfeba zjistovat zmény ve vykonnosti zdka a vzdy dle potfeby realizovat
potfebné intervence. Vykony zakul jsou v tomto pfipadé prezkoumavany
pomoci Uloh, jez maji shodnou strukturu (v jazykové vyuce napfriklad pfi
prezkouseni pokroku ve schopnosti porozumét slySenému textu vsichni
Zaci resi ulohu s vybérem spravné odpovédi).

Diagnostika predpokladii k uceni a dil¢ich kompetenci. Cetné studie
k vyvoji vykonu ve Skole prokdazaly vyznam predpokladli Zaka k uceni
ajeho dil¢ich kompetenci (mysleno je zde napf. problémy pfi psani
a Cteni: dysgrafie, dysortografie a dyslexie), pficmZ poruchy uceni
koreluji s predpoklady k uceni. Jako priklad Ize uvést osvojovani psané
podoby jazyka, které je ovliviiovano schopnosti fonologického
uvédomovani jiz v predskolnim véku, coZ Ize diagnostikovat. Tyto obtize
se mohou projevit i pfi osvojovani ciziho jazyka a ucitel by mél ziskat
alesponn  zdkladni znalosti odané problematice tak, aby mohl
v cizojazy€né vyuce adaptovat své postupy ametody se zfetelem
k potfebam i predpokladim téchto Zakd. K nastrojim pro diagnostiku
tohoto typu existuje fada model(l, které mouho pomoci Uloh rdzného
typu diferencované posuzovat vykony 7aku.

Diagnostika variability podminek k uleni. Procesy uceni a jejich zmény
byvaji ovlivnény i v pfipadé, jestlize se méni podminky. V daném ptipadé
je cilem diagnostiky zjistit, jak sestavit ulohy tak, aby bylo jejich feseni
UspéSnym. Nabizi se zde napfiklad opakovani Uuloh, predlozeni
Castecného reSeni nebo demonstrace feseni. O Zacich s poruchami uceni
tak mGzZeme ziskat informace, které presahuji rozsah vysledku ziskanych
pfi bézném vysetfeni pedagogicko-psychologickou poradnou, navic uzce
propojenych s u¢enim se cizimu jazyku.

Diagnostika strategii uceni. Hlavni metodou této diagnostiky je analyza
chyb ¢i chybnych feseni. Ta vede k hypotézam o tom, jaké strategie byly
pouzity k reseni jednotlivych uloh. Jestlize napfiklad hodnotime kvalitu
psaného projevu, lze poté odvodit, zda si Zak vybavuje uloZené predstavy
o slové nebo prevadi hldsky na pismena a opira se o pravidla pravopisu.

Diagnostickd kompetence ucitele cizich jazykG Uzce souvisi

s heterogenitou Skolni tfidy, ve které se uci spolecné s ostatnimi i Zaci
s poruchami uceni, popf. se specialnimi vzdélavacimi potfebami. Degenova
(1999, online) oznacuje Zaky s poruchami uceni za ty, ,jejichz vyvoj byl
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zpozdén a ktefi se svym zplsobem uceni lisSi od vétSiny svych spoluzakd
a ktefi si obtizné osvojuji obsahy uciva i na zakladé problematickych
socialni a v fadé pripad( i kognitivni vyvoj, u¢i se pomaleji a mohou se u nich
projevovat narusena komunikacni schopnost (zplsobena riznymi poruchami
uceni) jiz v materském jazyce. Podle Degenové (1999, online) miZeme chéapat
pojem poruchy uceni jako synonymum pro selhdni ve Skole, kterd jsou
pripisovana tém zaklm, ktefi nepredvadéji ocekdvané vykony. K této skupiné
Zakd fadime casto zaky s vyvovobymi poruchami uceni, které maji negativni
vliv na osvojovani cizich jazyk( v radé aspektd. Tyto poruchy musi uditel cizich
jazykl vnimat a spravné diagnostikovat, popf. o nich védét tolik, aby je byl
schopen rozpoznat.

Diagnostickd kompetence v rdmci expertniho vykonu uditele je zdsadni,
nebot procesy uceni jsou Uzce spojeny s individudlnimi predpoklady zakd.
Proto je tfeba, aby ucitel ve vyuce véas diagnostikoval moznosti uceni svych
zakl, optimisticky je interpretoval asvym stylem vyuky intervenoval ve
smyslu podpory jednotlivych Zakd pomoci adaptivni organizace vyuky
(srov. Weinert, 1972, cit. in Drieschner, 2011, s. 112). Aby ucitel dokazal
adaptovat své vyukové metody v zavislosti na konkrétni vyukové situiaci a na
specifickych zvlastnostech a potrebach 7akl dané cilové skupiny, musi si v co
nejvétsi mire rozvijet tzv. adaptivni expertnost.

1.3 Adaptivni expertnost ucitele cizich jazykl se zietelem k Zakiim se
specialnimi vzdélavacimi potirebami

Pozndavani expertniho vykonu ucitelské profese se dostava do popredi
zajmu pedeutologického vyzkumu koncem minulého stoleti, pficemz v ném
muiZeme rozlisit dva pristupy: 1. staticky (zkouma expertnost a expertni vykon
jako stav) a 2. dynamicky/procesudlni, ktery je zaméren na poznavani procest
vyvoje expertnosti ajejich determinanty (PiSova, 2010, s. 245). Vramci
statického pristupu Hatano alnagaki (1986) rozlisuji expertnost adaptivni
(Adaptive Expertise, anpassungsfdhige Sachkenntnis) aexpertnost rutinni
(Routine expertise, Rutineexpertise), pricemz oba pojmy jsou davany do
protikladného postaveni. PisSova (2010, s. 246 podle Bransford a kol. 2005)
uvadi, Ze ,,adaptivni experti jsou (...) schopni jadrové kompetence v zavislosti
na kontextovych poZadavcich ménit. (...) Model rozvoje adaptivni expertnosti
a optimalni cesty k jejimu dosaZeni (tzv. optimal adaptability corridor — OAC;
Bransford a kol., 2005, s. 49-52) predpokladd vyvazeni dlrazu na obé
dimenze: tj. na procesudlni Ucinnost ainovaci“. Hatano a Inagaki (1986)
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oznacuji adaptivni expertnost jako schopnost uditele flexibilné volit vyukové
metody a strategie tak, aby byly pfizpisobeny individudlnim schopnostem
a individudlnim predpokladidm kuceni Z7ak(. Adaptivni experti chapou
a uvédomuiji si, pro¢ voli dany novy postup a pro¢ zadny ztéch, ktery jiz
pouzili, neni vnové situaci efektivni. Rozdily mezi obéma pojetimi
expertnostmi mGzZeme vidét v tom, Ze i kdyZ jsou rutinni experti schopni jim
dlvérné znamé problémy resit rychle a presné, vyznacuji se pouze omezenou
schopnosti vyrovndvat se s problémy a situacemi novymi. Adaptivni experti
jsou naproti tomu schopni nalézat feSeni nova, pro néz tvori zdklad jejich
znalosti oboru.

Nasledné se budeme vénovat tzv. adaptivni cizojazy¢né vyuce se
zfetelem k zakdim se specianimi vzdélavacimi potiebami (tj. Zakd s poruchami
uceni achovani), pficemz jako jednu zklicovych metodicko-didaktickych
zasad povazujeme diferenciaci a individualizaci vyuky.

2 Adaptivni cizojazyéna vyuka uditele cizich jazykl se zietelem k Zakiim

se specidlnimi vzdélavacimi potfebami
Jak bylo uvedeno vyse, neoddélitelnou soucasti adaptivni expertnosti
ucitele cizich jazyk(l, je jeho diagnostickd kompetence. Na Zdka zamérena

a adaptovana vyuka si vyZaduje vyuzit na zakladé pedagogické diagnostiky

ziskané informace osilnych aslabych strankach zak( pro didakticka

rozhodovani. Ke slabym strankam mnoha zaka Ize bezesporu zafadit poruchy
uceni a chovani, jeZz maji nejriznéjsi biologické ¢i psychologické priciny

i projevy (srov. napf. Sellin, 2004; Sigutova, 2002; Janikova, Bartoriovd, 2003;

Janikovd, 2007a, 2007b, 2008a, 2008b, 2008c, 2009, 2010). V odborné

literatufe nalézame rGzné kategorizace poruch uceni achovani, které

negativné ovliviiuji proces uceni se cizim jazykim. Jedna zmoZnych
kategorizaci vzhledem k osvojovani ciziho jazyka predstavuji nasledujici tfi
skupiny:

1. Dyslexie, dygrafie, dysortografie, které znamenaji zasadni poruchy pfi
¢teni, v pravopisu a v pisemném projevu.

2. Poruchy pozornosti a chovdni (ADS) a poruchy pozornosti a hyperaktivita
(ADHS). Obecné rozSiteny pojem ,poruchy chovani“ je v odborné
literatufe zastoupen terminem ADHD (Attention Deficit Hyperaktivity
Discorder) — porucha pozornosti spojend s hyperaktivitou. A jak lze
jednoduse tyto poruchy charakterizovat? Z mnoha definici vybirame
charakteristiku Zelinkové (2003), kterd poruchy chovani oznacuje jako
vyvojové poruchy, jez se projevuji danému véku nepfiméfenym stupném
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pozornosti, hyperaktivity a impulzivity. Tyto obtiZze jsou chronického
charakteru a nelze je uspokojivé vysvétlit na zakladé neurologickych,
sensorickych, motorickych nebo emociondlnich problém0 ¢i mentalni
retardace. Tyto deficity se nejmarkantnéji projevuji u déti mladsiho
Skolniho véku, pficemz Zaci se musi hodné a ¢asto pohybovat a rusi
spoluzaky i prabéh celé vyuky.

Vyvojové poruchy reci (narusend komunikacni schopnost) mohou velmi
vyrazné narusit proces osvojovani cizich jazyk(, coZ se projevuje ve
fonologicko-fonetické, lexikalni i gramatické roviné (srov. Lechta, 2002;
Franke, 2008). ,Naruseny vyvoj feCi je druh narusené komunikacni
schopnosti. Je to Siroce chdpana kategorie zejména pro mnozstvi pficin,
které jej zplsobuji, a bohatstvi symptomd, jimiZ se projevuje. Chapeme
ho jako systémové naruseni jedné, vice anebo vSech oblasti vyvoje feci
(rozvijeni jazykovych schopnosti) u ditéte sohledem na jeho
chronologicky vék” (Mikulajova, Kapalkova, 2002, s. 33, in Lechta, 2002).
Narusena komunikacéni schopnost se projevuje jako vrozena vada fedi
nebo ziskana porucha feci (Lechta, 2003, s. 18). Toto naruseni se
pfirozené projevuje i pfi komunikaci v cizim jazyce, pficemz v této oblasti
hovofime o specifické formé narusené komunikacni schopnosti v cizim
jazyce, nebot Zaci jsou pritom konfrontovani s jinym jazykovym kédem.
A vyzkumy ukazuji, Ze nedostatky v osvojeni gramatiky ¢i slovni zdsoby
materského jazyka a deficity v ostatnich slozkdch feci v pripadé
nedostatecného rozvoje brzdi proces osvojovani ciziho jazyka a zvySuji
cetnost chyb. Tito Zaci trpi ddle narusenou schopnosti sluchové percepce
a potizemi s paméti, ¢asto pouzivaji nevhodné kognitivni i metakognitivni
ucebni strategie a potiebuji mnohem vice ¢asu na zpracovani informaci
i vypracovavani uloh.

Jestlize nejsou vcas tyto problémy isjejich pfi¢inami rozpoznany

(diagnosticka kompetence ucitele cizich jazykd), zacinaji Zaci velmi rychle
zaostavat, zaznamenavat spiSe neulspéchy atim ztraceji motivaci k dalsSimu
uéeni. Nebot uceni ve stejném tempu za stejnych podminek pro vsechny
odpovida vidy pouze jedné casti skupiny Ci tfidy. Pfipomerime napfiklad
rozdilné ucebni typy jako vizudlni, auditivni nebo hapticky, které jsou pfi
pouzivani jednostranné zamérenych vyukovych metod znevyhodfovany. Aby
ucitel pfizpUsobil svij styl vyuky nejriznéjsim predpokladim k uceni vsech
7akud ve tridé, musi realizovat adaptivni, diferencovanou a individualizovanou
cizojazycnou vyuku.
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2.1 Diferenciace jako jedna z hlavnich zasad adaptivni cizojazycné

Dfive nez se budeme vénovat diferenciaci jako hlavnimu principu
cizojazy¢né vyuky uzdk( sobtizemi pfi uceni, dotkneme se otazek
diferencovaného pfistupu ve vyuce cizich jazyk( obecné. | zde rozliSujeme
diferenciaci vnéjsi a vnitfni. Vnéjsi diferenciaci rozumime zfizovani Skol
srozSitenou jazykovou vyukou, diferencované zaméreni nékterych
paralelnich tfid na zakladni i stfedni Skole nebo Sirsi vyuZivani nepovinného
uceni jazykiim. Na tomto misté se zamérime na diferenciaci vnitrni, kterou se
rozumi takova organizaéni a metodicka opatieni, jez umoznuji uplatiiovat
rozdilny pristup k zZaklm uvnitf jedné tfidy nebo skupiny. Tento pfistup se
mUZe tykat riznych stranek cizojazycné vyuky, pficemz jej lze realizovat podle
raznych kritérii. Hovofime-li o otdzkach vnitfni diferenciace v cizojazycné
vyuce, je tfeba zminit celou fadu faktord, které v této souvislosti sehravaji
vyznamnou roli, pficemz nepUsobi izolované, ale ve vzajemném
spoluptsobeni. Schwerdtfegerova (2001, s. 107-118) mezi né fadi:

- ramcové podminky;

- ucivo/témata;

- zaddni dlohy;

- organizaéni formy vyuky;

- Uroven osvojeni jazyka;

- ucebni typy;

- ucebni strategie a kognitivni styly.

Podle Jelinka (1969) k nim mlzZeme pfiradit dalsi faktory, jako napriklad
tempo osvojovani latky nebo kvantita udiva. Individualni a diferencovany
pristup k Zakim se mlZe dale projevovat pfi zadavani domacich ukold, pfi
hodnoceni nebo vsirsim kontextu ve vyuce u Zakd se specidlnimi
vzdélavacimi potfebami. Pro lepSi nazornost nasledné prodrobnéji
predstavujeme vybrana kritéria pro realizaci vnitini diferenciace, jez jsou
relevantni pro cizojazyénou vyuku.

Diferenciace podle tematickych okruhi

PFi tomto typu diferenciace se uciteli nabizeji dvé zakladni moznosti:

a) Ucitel voli spole¢né szaky témata, kterd jsou pro zaky zajimava
a motivujici a Zaci pak ve skupinach rozdilna témata zpracovavaiji.

b) Ucitel (popf. v diskusi s Zaky) zvoli néjaké téma. V tomto pfipadé pak
mohou Zaci:
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- ve skupiné nebo ve dvojicich zpracovavat jeden text a plnit stejné
nebo rozdilné ulohy nebo

- ve skupiné ¢i ve dvojicich zpracovavat téma pomoci rtiznych druht
textl nebo vizudlnich prostfedkl (napf. kratky pfibéh, novinova
zprava, fotografie, statistika apod.).

Diferenciace podle rozdilnych zaddni uloh

| tento zpUsob diferenciace lze nazorné dokumentovat na praci s textem, pro

kterou se nabizi fada moznosti, mj. dvé nasledujici:

a) Ucitel nakopiruje text a rozstfiha jej na nékolik ¢asti, které pak rozdéli
mezi zaky (jednotlivé nebo do dvojic). Kazdy Zak (popfr. dvojice) si svij
Usek textu precte a Ustné struéné prezentuje jeho obsah. Zaci se poté
pokusi sestavit sprdvné poradi jednotlivych ¢asti textu.

b) Ucitel nakopiruje text a Zak(m jej rozda, pricemz odstfihne jeho konec.
Zaci jeho konec sami vytvafi a nasledné porovnaji s origindlem.

Diferenciace vzhledem k organizacnim formdm vyuky
Realizace diferencovaného pfistup vyzaduje uplatfiovani a kombinaci rlznych
organizacnich forem vyuky — frontalni, skupinovy a individudlni zpUsob prace.
Cilem je podpora individudlnich schopnosti a zajma zak( a eliminovani izolace
jednotlivca v tfidnim kolektivu.

Za jednu z velmi uc¢innych organizacénich forem podporujicich individudlni
a diferencovany pfistup kzakim je povaZovano uceni na stanovistich
(Janikova, 2006). Zakim se zde oteviraji moZnosti uplatnéni své
samostatnosti, kterd je praktikovana napfiklad ve volbé poradi fesSeni
jednotlivych Uloh nebo samostatné volbé strategii pti feseni uloh. Pfi této
formé vyuky jsou na rdznych mistech ve tfidé ulozeny rozli¢né ulohy, které
Zaci individualné, ve dvojicich ¢i malych skupinkach postupné resi. Pfitom si
voli tempo i poradi. Pomoci rliznych typd uloh, pracovnich listi, u¢ebnich
¢innosti a individualni volby strategii k jejich feSeni je Zakim poskytnuta
Siroka nabidka moznych pfistupl k ucivu a jeho zpracovani. Tato metoda také
poskytuje prostor pro aktivizaci zdka, aplikaci ¢innostné orientované vyuky
(pfi vhodné volbé material(l) i multisenzorického uceni.

Diferenciace vzhledem k uc¢ebnich typim

Kazdy clovék preferuje urcity zplsob uceni, ktery je pro néj nejefektivnéjsi
cestou k zapamatovani a osvojeni novych véci. Kazdy zak ma tyto ucebni typy
rizné nakombinované a ty se v pribéhu Zivota mohou c¢astecné meénit.
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Absolutni pfirazeni kjednomu typu tedy neni moziné, jednd se spise

o smiSené typy s prevahou urcitého aspektu. F. Vester (1997, s. 90) uvadi

rlzné typy:

1. typ vizudlni, kterému v procesu uceni podstatnou mérou pomdaha vizudlni
predloha (text, obrazek aj.);

2. typ auditivni, kterému je vyraznym pomocnikem slySené slovo, slySeny

projev;

typ hapticky, ktery si musi véci ,,osahat”, ,prozkoumat®;

4. typ verbdlni, kterému pfi uceni nejvice pomaha slovni (i abstraktni)
vysvétleni;

5. komunikativni (interakcni), ktery se rad uci vsocidlnim kontaktu
s ostatnimi.

w

Jednodussi kategorizace rozlisuje tfi zakladni ucebni typy:

1. typ vizudini (viz vySe);

2. typ auditivni (viz vyse);

3. typ pohybovy (motoricky), pro ktery je dllezZité se pfi uceni pohybovat

a realné ¢innost vykondvat, hrat rlzné aktivity, néco vyrabét apod.

Pro vyuku to znamen3, Ze ucitel musi Zakiim poskytovat Sirokou paletu
cviceni a aktivit, ve kterych jsou jednotlivé ucebni typy zohledriovany.
Pohybovy typ lze napfiklad podpofit pomoci vyuziti pantomimy pfi opakovani
slovni zasoby, kdy Zaci nonverbalné (pantomimicky) prezentuji rizné vyrazy
spoluzakam, ktefi je poté v cizim jazyce pojmenovavaji.

Diferenciace vzhledem k trovni osvojeni jazyka

Pfi tomto typu diferencovaného pfistupu jsou napfiklad vyuzivdny v ramci
procvi¢ovani ucebni latky rozlicné pracovni listy, na nichz pokrocilejsi Zaci
vypracovavaji slozZitéjsi a komplexnéjsi ulohy nez Zaci méné pokrocili.

Diferenciace v kvantité uciva

Jak poznamenava Jelinek (1969, s. 55), moznosti diferenciace v kvantité uciva
se nabizeji pfedevsim v oblasti slovni zasoby a textového materidlu uréeného
k ¢etbé. U pokrocilejSich zakdi muzZe ucitel vyZadovat rozsahlejsi ustni
a pisemné projevy, pricemz tato vétsi narocnost se tyka i kvalitativni stranky
osvojovani téchto produktivnich, ale i receptivnich feCovych dovednosti.

Diferenciace vzhledem k tempu osvojovani latky

Tempo osvojovani latky je individualni, slabsim zakim je tfeba poskytnout

k ovladnuti latky delSi dobu. To znamena, Ze zaklm je pro splnéni urcitého
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Ukolu nabidnuto vice moznosti, z nichZ si Zaci vyberou tu, kterd nejlépe
odpovidd jejich tempu uceni (napf. pri vyuZiti metody ,uceni na
stanovistich”). DalSimi moznostmi jsou napf.:

a) Po precteni (poslechu) textu Zaci dostavaji diferencovany ukol vtom
smyslu, Ze si .mohou vybrat, zda budou vypravét obsah v materském
nebo cizim jazyce. Slabsim Zakim je dana pfileZitost potvrdit, jak textu
porozuméli, silnéjsim Zakim je nabidnuta moZnost k hovoru v cizim
jazyce.

b) Pfi probirani uciva zaméreného na rozvoj pisemného projevu pomoci
psani dopisu zdaci dostavaji diferencované zaddani k napsani podobného
dopisu: 1. kdo chce, obméni jen nékteré vyrazy nebo doplni nékteré
véty, 2. Zzadci vSak mohou napsat cely novy dopis samostatné
(srov. Jelinek, 1969, s. 55).

Diferenciace vzhledem uzivdni ucebnich strategii

Uspéch pfi uceni se jazyku zéleZi také na tom, do jaké miry Zaci uzivaji pro né

efektivni uéebni strategie, a to kognitivni, pamétové, kompenzaéni, socialni,

afektivni i metakognitivni. Napfiklad pfi praci s textem m{Ze ucitel nabidnout

7akam r@izné (tedy diferencované) moznosti pro zpracovani jeho obsahu. Zaci

jej mohou shrnout:

- v Ustni podobé;

- vpisemné podobé;

- v podobé dramatizace;

- vpodobé jiného druhu textu, kdy Zaci na zakladé obsahu precteného
textu vytvori napt. plakat pro predndasku k danému tématu, dopis, ¢lanek
do novin apod. (Rampillon, 1996; Schrader, Naef, 1996; Chudak, 2007;
Janikova, 2008a, 2010).

2.2 Diferenciace vzhledem k Zakiim s poruchami uceni a chovani

Vsechny vyse uvedené zpUsoby diferenciace jsou relevantni i pro Zaky
s poruchami uceni a chovani, tedy Zaky se specidlnimu vzdélavacimi
potfebami. Diferencované a individudlné zamérené aktivity pro tyto Zaky je
tfeba sestavovat na zakladé rliznych typu obtiZi pfi uéeni se jazyku, které jsou
zpUsobeny poruchami uéeni. Jak jiz bylo uvedeno, projevuji se jejich poruchy
tim, Ze pracuji pomaleji, mivaji oslabenou kapacitu paméti, Spatné se
soustredi, maji deficity fonologického charakteru, ¢asto pouzivaji nevhodné
uCebni strategie, maji obtize v oblasti sluchové a zrakové percepce, coz
souvisi s obtizemi pfi porozuméni poslechového i ¢teného textu. Problémy
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mivaji rovnéz s pravopisem i sestavovanim cizojazyéného textu. Diferenciace
se tak stdvd nezbytnou soucasti metodicko-didaktického konceptu vyuky
cizich jazyk( a na tomto misté bychom radi zdlraznili dalsi specifické aspekty
diferencované a na s poruchami uceni orientované cizojazyéné vyuky, kterymi
jsou: ucebni materidly, kooperace a individudIni pracovni tempo, metodické
varianty pfi zpracovdvdni uloh a atmosféra ve tfide.

Ucebni materidly. Moderni u¢ebni materidly pro jazykovou vyuku jsou
Casto pestrobarevné, srlznymi typy a velikostmi pisma, s mnoha
fotkami i ilustracemi. V obecné roviné tento fakt mlze zvySovat zajem
a motivaci Zak(, u Zakl s rGznymi poruchami uceni to vSsak mUzZe zpUsobit
i obtiZe pfi ziskavani informaci a celkové zapficinit ,,chaos” pfi uceni. Pfi
sestavovani pracovnich listl pro tyto Zaky je proto tfeba v kontextu
principu diferenciace a individualizace dodrzovat jista pravidla, jako
napf. uzivani pokud mozno jednotného typu pisma, vyhybani se Sedym ¢i
jinym barevnym podkladim pro verbalni text nebo dbani na dostate¢nou
velikost pisma.

Spoluprace a individudlni pracovni tempo. Empirické vyzkumy i samotna
edukacni praxe prinaseji mnozstvi doklad(i o tom, Ze takové organizacni
formy vyuky, pfi nichZz Zaci mohou spolupracovat a sami si organizovat
praci, poskytuji vSem Zakim mnoho novych podnétll k uceni. Patfi k nim
rizné kooperativni formy vyuky jako uceni na stanovistich, skupinova
prace i projektova vyuka.

Metodické varianty pfi zadavani dloh. Ucivo nebyva zpracovdvdno viemi
zaky stejné. Proto je tfeba formulovat ucebni ulohy tak, aby jejich zadani
poskytlo dostatek prostoru i pro zaky s rozdilnymi predpoklady k uceni.
Napfiklad mGzeme zaky v pfipadé, Ze zadanou ulohou je napsani dopisu,
upozornit to, Ze si mohou sami zvolit zpUsob zpracovani. Nabidnuty jsou
celé tridé tfi mozZnosti: 1. v predloZzeném dopise pouze zménit oznacena
slova, 2. v predlozeném dopise mohou doplnit neukoncené véty,
3. napsat cely dopis samostatné.

Atmosféra, misto pro uceni, motorika. Pozitivni a pratelskd atmosféra ve
tridé sehrdva pfi procesu uceni velmi vyznamnou roli. Zejména pro zaky
trpicimi zvySenou hyperaktivitou a snizenou schopnosti pozornosti je
zvlast vhodné pti sestavovani uloh uvédomovat si fakt, ze ne kazda uloha
musi byt feSena vsedé a ve Skolni lavici. PfedevSim oteviené formy
vyucovani jako projektova vyuka ¢i uceni na stanovistich apod. umoziuji
ucit se i na jinych mistech ve tfidé popf. i mimo ni. U¢eni mohou nejen
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zaklm s vyvojovymi poruchami uéeni a chovani zpfijemnit a usnadnit
pohybové a relaxacni aktivity (Janikova, Sorger, 2010).

2.3 Individualné zamérena cizojazyéna vyuka se zfetelem k Zakim
s poruchami chovani

Jestlize se zabyvame Zzdky se specifickymi poruchami uceni, neméli
bychom ztratit ze zfetele ani otazku poruch chovani, nebot obé tyto oblasti
spolu casto velmi Uzce souvisi. Zelinkova (2003) rikd, Ze se sice jedna o dva
typy na sobé nezavisejicich poruch, nicméné existuje fada jedinct, u nichZ se
objevuji soucasné. Poukazuje rovnéz na fadu vyzkumd, které potvrzuji, zZe se
jednd zhruba o jednu ctvrtinu téchto déti. Napriklad Barkley (1990, cit. in
Zelinkova, 2003, s. 198) zjistil, Ze 20-25 % déti s poruchami chovani ma
i problémy se ¢tenim a porozuménim textu a du Paul (1994, cit. in Zelinkova,
2003, s. 198) diagnostikoval mezi détmi s poruchami chovani 20-40 % déti
s dyslexii. Tyto poruchy negativné ovliviuji jak vlastni uéeni zaka, tak i celou
»,dramaturgii“ vyu€ovaciho procesu ve tfidé, v naSem pfipadé vyuku ciziho
jazyka.

Prace sdétmi sporuchami chovani — zvlasté pak, pokud jsou
kombinovdny s poruchami uéeni — je velmi ndrocna. | pro cizojazyénou vyuku
muizZeme dnes jiZz najit vodborné literature rfadu obecné formulovanych
doporuceni, z nichZ Ize vychazet pfi realizaci konkrétnich postup(, jez témto
Z7akim osvojovani ciziho jazyka mohou usnadnit. K nejosvédcéenéjsim
doporucenim lze zaradit nasledujici:

e  Klima ve tfidé by mélo vykazovat pfijemny, harmonicky a klidny dojem.
73k s poruchou chovani by mél sedét v blizkosti ucitele a klidngjsich
a koncentrovanych spoluzakl. Mél by mit rovnéz dostatek prostoru pro
praci a pomucky.

e  Pfi praci na konkrétni Uloze by tento Zak mél mit v dosahu pouze ty
pomlcky, které praveé potrebuje.

e Ucitel by mél byt disledny pfi kontrole provadéni pfimérené narocnych
ukolt a tolerantni k projeviim poruchy.

e Ucitel by mél primérené stridat aktivity a zarazovat relaxacni cviceni.

e Pro tyto zdky je treba vytvofit prehledné, strukturované a ne
,nebezpecné” prostredi k uceni. Zasadnimi principy jsou v tomto pfipadé
jednoznaénost a konsekvence. To znamend, Ze zak musi byt vcas
informovan o spravném a nespravném chovani, byt za né odménén, ale
i sankcionovdn, pfiéemz na nevhodné chovani je tfeba ihned reagovat.
Pravidelné ritudly (viz nize) ve tfidé a v béhem vyucovaciho procesu,
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stejné jako stabilni chovani uditele zakiim pomahaji orientovat se ve
vyucovani a mohou zmirnit projevy nepfiméreného chovani.

e Vyznamnym faktorem je pochvala. Zéka je tfeba okamZité pochvdlit za
projevy pfiméreného chovani. Je moiné vyuzit prostredk(l a cinnosti,
které md Zak rdd a je o nich moiné spolecné s ucitelem diskutovat
a sestavit jejich seznam. DileZita je také pochvala ihned po splnéni
ukolu.

e Cinnosti spojené se soutéZivosti a rychlym pracovnim tempem nejsou
pro tyto Zzaky vhodné, podporuje se pfi nich pravé nezadouci
impulzivnost.

e  Déti s poruchami chovani rovnéz negativné vnimaji nové a neocekavané
prvky. Jsou si mnohem jistéjsi ve svych tzv. ,stereotypech”, kterym
rozuméji, a které jim dodavaji pocit, Ze rozumi okolnimu svétu a okolni
svét rozumi jim.

e Ulohy pro tyto déti je tfeba formulovat precizné, déti jim musi
bezpodminecné porozumét, nemaiji byt ptilis Casové ndrocné.

e Velmi dulezité je béhem wvyucovaciho procesu rozvijet socidlni
kompetence zZak(, vytvaret pozitivni klima tfidy. Vhodnou metodou je
dobte organizovana skupinova vyuka.

e Rovnéz posilovani pocitu vlastni identity, pozitivniho sebehodnoceni
patfi k hlavnim dkolim préace ucitele s témito Zaky (srov. Train, 1997;
Pokorna, 2000 a 2002; Zelinkova, 2006).

Jak bylo uvedeno vyse, mohou ritudly pro zaky s nejrliznéjsimi typy obtizi
pfi uceni predstavovat vyznamnou pomoc. Pod pojmem ritudl rozumime
urcité jazykové formulace, gesta ¢i jednani pojici se k urcité situaci. Plvodné
se s nim setkdvdme v naboZenském kontextu, své uplatnéni postupné nasel
i ve Skolnim vyucovani. Je tfeba zminit, Ze ritudly nebyvaji vidy pedagogy
pfijimany v pozitivnim duchu. Napfiklad Meyer (1990, s. 191) ve své publikaci
»Vyukové metody” fika: ,Ritudly vytvari kalkulovana ocekdvani pro jednani
7akd i uciteld, slouzi demonstraci moci instituce (Skoly i samého ucitele),
stejné jako potlacovani zajm(, fantazie a motorickych potreb zak(.”

Toto chdpani vychdzi z pojeti Skoly jako instituce, kterd realizuje ritualy
v represivnim a spiSe strach nahanéjicim smyslu. Zejména v souvislosti s Zaky
s poruchami uceni a chovani je tfeba tomuto negativnimu vnimani ritualQ
postavit jejich pozitivni ucinek. A jestlize si mizeme odpovédét kladné na
otazku, zda rizné ritualy mohou mit vliv na vytvareni pozitivniho (pracovniho)
klimatu ve tfidé, je jejich promyslené vyuzivani ve vyuce ptfinosné. Mimo jiné
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proto, Ze pravidelné ve stejné formé se opakujici ¢innosti, ¢asto obsahuijici

emocionalni naboj, posiluji koncentraci a vzdjemnou sounaleZitost zaka.

Z4dnad kultura, zadna spolecenska forma a zivotni faze ¢lovéka se bez urcitych

ritudld neobejde. Pro Zaky jsou divérné znamé ritualy velmi dllezité, jsou pro

né znamenim toho, Ze jsou zapojeni do spole¢ného déni ve tfidé, davaji jim

vétsi jistotu a dobry pocit v tfidnim kolektivu (srov. Winkler, 1994).

Pro Zaky s poruchami uceni a zvlasté pak chovani je dllezité stfidat
béhem vyucovaci hodiny aktivity a faze, kdy je tfeba zvysSené pozornosti
a faze, kdy je zakim umoznéno uvolnéni a kratky odpocinek. A pravé ritudly
mohou vyznamnym zplisobem prispét ktzv. rytmizaci Skolni vyuky (srov.
Hahn, 1991). Charakteristickymi rysy pro ritualy ve vyuce jsou:

e  Pusobi jako signdly. Ritudly jsou symbolickym jednanim, které je jejich
Ucastniky okamzité pochopeno a davaji signal pro dalsi ¢innost.

e Ritualy musi byt s Zadky nacvi¢ovany a pravidelné praktikovany.

e  Ritudly usnadnuji proces uceni, nebot jakmile jsou s jejich formami zaci
jednou seznameni, nemuseji se jim pfi dalSim pouziti pfi zprostfedkovani
novyvh obsah( uciva znova udit.

e  Ritudly mohou podporovat u 7zakd schopnost dohody s ostatnimi a tim
socialni kompetenci.

e  Ritualy podporuji celostni uceni, uceni se vSemi smysly. Nejsou totiz
vazané pouze na ,slovo” ale patfi sem aktivity spojené s pohybem
a vsemi smysly.

e  Ritualy pfispivaji k posilovani soustfedéni a uvolnéni se v ¢asto narocném
Skolnim dnu a vytvareji pozitivnéjsi a produktivnéjsi pracovni atmosféru.

| jazykova vyuka je oteviend realizaci nejrliznéjSich rituall, znichz
mnohé se jiz staly automatickou soucasti jazykové vyuky. | vni se
v ritualizované podobé napftiklad:
- zahajuje a ukoncuje vyucovaci hodina;
- udrzuje disciplina a organizuji se ¢innosti;
- Zz4ci hlasi o slovo ¢i omlouvaiji;
- pfipominaji rizné svatky (velikonoce, vanoce) ¢i narozeniny zak( ve tridé

apod.

Zvlasté u zak( mladsiho skolniho véku se v jazykové vyuce doporucuje
v ritualizované podobé pracovat spisnickami ¢ bdasnickami, jako ritual
mizZeme oznadit také pouzivani loutky (panenka, kasSparek apod.), ktera
rozumi jen cizimu jazyku a také jim mluvi, ¢imZ dochazi k usnadfiovani rozvoje
komunikace v cizim jazyce a posileni emocionadlni roviny.
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V podobé ritudld muiZeme také pracovat snacvikem slovni zasoby

a kratkych vét, tzv. frazi béiné kazdodenni komunikace (Jak se dafi? Kolik je

hodin? Kudy se dostanu na nadraZi? apod.). Pfi jejich pravidelném zavadéni

do vyucovacich hodin si Zaci 1épe zapamatovavaji jazykovy materidl, ziskavaji
vétsi jistotu pfi jeho uzivani vkomunikaci, mnohem soustfedénéji

a intenzivnéji pracuji. Zaroven se rychleji a uc¢innéji ,,ponofi” do ciziho jazyka,

vnémz je vyuka vedena. V nasledujicich pfikladech je uvedeno nékolik

namétl pro jazykovou vyuku.

1. Spolecny zacdatek hodiny v kruhu. Na smluveny signal (napf. slovni vyzva
k vytvoreni kruhu nebo jenom kruh symbolizujici gesto) Zaci vytvofi na
zacatku urcitych hodin kruh a postupné se kratce v cizim jazyce vyjadtuji
k zvolenym tématim (napf. kazdy fekne, co minuly den délal; co by si
pral dnes délat; co se mu podafilo; kde byl o vikendu apod.) Pfi takto
organizovanych (ritualizovanych) aktivitach se Zdaci ocitaji v situacich,
které dobre znaji (stereotypy), které je neprekvapi a mohou se lépe
soustfedit na procvi¢ovani jazyka.

2. Spolecny konec hodiny v kruhu. To samé lze organizovat v urcitych
intervalech na konci hodin. Tyto ritudly mohou plnit rGzné cile a pomoci
symboliky byt upfesfiovany. Naptiklad pro ritudly uréené k hodnoceni
hodiny muze ucitel po dohodé s Zaky vyuZivat nasledujicich symbol(: @
© . Na kartu vétsiho formatu si namaluje jeden ze symboll a kdy? jej
ukdze, znamena to, Ze se maji vyjadrit k tomu, co se jim v dnesni hodiné
libilo © nebo nelibilo ®. Opatfi-li tento symbol Cislici, znamena to, Ze
Zaci maji tuto aktivitu vykonavat ve dvojicich nebo skupinach s ¢islem
urcenym poctem zaka. Stejné tak si na konci hodiny mohou Zaci
spole¢né zopakovat pisnicku, basnicku ¢i oblibenou jazykovou hru.

3. Ritudly spojené s obnovenim koncentrace a zmirnénim unavy (relaxace).
Nejen zaky s poruchami uceni a chovani miZe postihnout Gnava spojena
se sniZzenim pozornosti. | zde mohou pomoci velmi jednoduché ritualy
nejriznéjsiho typu. Jsou to aktivity, které jsou pfimo zamérené k vyse
uvedenému cili a méné na jazykovy materidl (napf. tzv. kratké rozcvicky
nebo dechova cviceni). Avsak i v nich se Zaci scizim jazykem
konfrontovani, nebot uditel vsechny pokyny uvadi v daném cizim jazyce.
Zvlasté pro hyperaktivni Zaky maji tyto Cinnosti velky vyznam, protoze
jim zdroven pomadhaji uvolnit nahromadénou energii. A protoZze vSechny
pokyny ucitel uvadi vcizim jazyce, je zaroven procviCovan poslech
s porozuménim.
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Zavérem je treba vyzvednout fakt, Ze pro Zaky s poruchami chovani
a zaky hyperaktivni jsou velmi vhodna jazykova cvic¢eni spojena s pohybem.
Nebot uéeni spojené s pohybem zlepsuje jeho kvalitu, pomaha stimulovat,
motivovat, uvolnit se a zZaklm tak usnadnuje pfistup k jejich potencidlu udit
se. Vzhledem k uceni se jazyku napomaha k automatizaci jazykového uciva
a jeho pouzivani v realné komunikaci (srov. Janikova, 2007b).

3 Jak ucitelé néméiny ziskavaji expertni znalosti pro vyuku u zaka se
specidlnimi vzdélavacimi potfebami: vyzkumné setreni

Otazky expertnosti uciteld v oblasti cizojazy¢né vyuky se v diléich
aspektech odrazeji v celé fadé dosavadnich vyzkum( specidlni pedagogiky
i vyzkumQ procesd uceni a vyucovani jazyk(. Jako efektivni se ukazuje
integrovany pristup ktomuto védeckému baddani, ¢éehoz dokladem je
vsoucasné dobé na Pedagogické fakulté Masarykovy univerzity reSeny
Vyzkumny zamér ,MSMO0021622443 ,Specidlni potrfeby Zdku v kontextu
Ramcového vzdélavaciho programu pro zdkladni vzdéldavani“, v jehoz rdmci se
jedna pracovni skupina zabyva specifiky vyuky cizich jazykQ u Zakd se
specialnimi vzdélavacimi potfebami. V souvislosti s feSenim tohoto projektu
jsme realizovali vyzkumné Setfeni, v jehoZ jedné ¢asti jsme zjistovali, jak
efektivni vyuku u Zakd se specifickymi poruchami uceni (vice Janikova,
2007a). Nasledné predstavujeme cile a design vyzkumného Setfeni a jeho
parcidlni vysledky, které se tykaji znalostni zdkladny vybraného vzorku
respondentl s ohledem na jejich vyukovou ¢innost u vySe uvedené cilové
skupiny Zaka.

Metodologie a design vyzkumu

Vroce 2007 bylo provedeno deskriptivni vyzkumné Setifeni (vice viz
Janikova, 2007a), jehoZ cilem se stalo zjisténi zdkladnich adajl tykajicich se
soucasného stavu ve vyuce némciny u Zaka se specifickymi poruchami uceni,
mj. bylo zjistovano i to, jakym zplsobem ziskavaji tito ucitelé potfebné
znalost, rozvijeji si metodicko-didaktické kompetence a jaké formy podpory
preferuji.

Tento deskriptivni vyzkum byl proveden na zakladnich skolach v Brné
a Jihomoravském kraji, jeho hlavnimi vyzkumnymi otdzkami jsou:
1. Jak jsou pocetné zastoupeni Zaci sidentifikovanymi specifickymi

poruchami uéeni ve vyuce némdiny v bézné tridé (dle principu integrace).
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2. Jak probihd spolupriace ucitell némciny sodborniky a odbornymi
pracovisti (Skolni psycholog a pedagogicko-psychologicka poradna).

3. Jak funguje spolupréce s rodici pri reseni problému zakl se specifickymi
poruchami uceni?

4. Jakym zplGsobem se mohou ucitelé némciny dale vzdélavat v oblasti
prace s détmi s poruchami uceni v obecné roviné i konkrétné v jazykové
vyuce?

5. Co by ucitelé némciny privitali pro zefektivnéni své pedagogické cinnosti
vzhledem k jazykové vyuce:

Udaje byly sbirany prostfednictvim dotazniku, vjeho? prvni &asti se
zjistovaly obecné udaje o respondentech tykajicich se kvalifikovanosti uciteld
némciny, dosaZeni stupné vzdélani, délky jejich pedagogické praxe, pohlavi
ucitele.

Dalsi ¢ast dotazniku, kde se respondenti vyjadiovali k zadanym otazkam
na urcité Skale odpovédi a ¢dstec¢né pak doplriovali informace formou volnych
odpovédi, se zabyva zjiStovanim nasledujicich ddaju:  kolik  zaka
s identifikovanymi poruchami uceni bézné (integrované) tridy v danych
jazycich, jak funguje spoluprace s psychologem, pedagogicko-psychologickou
poradnou a rodici, zda, kde a jak ucitelé jazyk( ziskali vzdélani v oblasti
specifickych poruch uceni v obecné roviné, zda se ddle vzdélavaji vdané
oblasti se zretelem na specifika spojena s u¢enim se cizimu jazyku a jakou
formu pomoci by pfivitali. Davody pro uvedeni téchto poloZek jsou
nasledujici:

Polozka bézZnd trida sintegrovanymi Zdky s SPU zjistuje, kolik Zaka
s identifikovanymi poruchami uceni se v jednotlivych rocnicich ve vyuce
némciny vyskytuje, coZz ma pak mimo jiné zdsadni vliv na pfistup ucitele
k vyuce a k zakam.

Polozka spoluprdce s psychologem si vytyCuje za cil zjistit, zda na
vybranych skolach pracuje Skolni psycholog a jak uditelllm pomaha pfi reseni
problému. Jeho role patfi v sou¢asném pojeti skoly k daleZitym osobnostem,
které mohou ,,na misté” a s dlivérnou znalosti konkrétnich situaci poskytnout
uciteli dcinnou pomoc.

Polozku spoluprdce s pedagogicko-psychologickou poradnou jsme
zaradili proto, Ze pouze odborné provedend diagnostika pedagogicko-
psychologické poradné spolecné s pozorovanim a naslednou diagnostikou
ucitele muize vést k uspokojivéjsSim vysledkdim pfi praci s zaky se specialnimi
vzdélavacimi potfebami ve vyuce némciny. Jejim cilem je vSak nejen

30



diagnostikovat, ale zaroven uciteli poskytnout pomoc pfi hledani optimalniho
pristupu i pro uceni se cizimu jazyku.Vysledky vysSetfeni na odborném
pracovisti nam poskytne kromé faktickych informaci o pracovnich
charakteristikach ditéte i naméty, jak pfistupovat k zdkovi, ¢eho se vyvarovat
a co naopak zdlraznit. Jaké zkuSenosti maji osloveni uditelé némciny s touto
instituci pak ukazuji nize uvedené vysledky.

Polozka spoluprdce s rodici zjistuje, jak funguje ¢i nefunguje spoluprace
Skoly (v nasem pfipadé konkrétné uciteld némciny) s rodici, jaké jsou divody
pro to, kdyz tato spoluprace neni na potfebné urovni. Tésnd spoluprace
srodi¢i a hlavné jejich zajem o pomoc svym détem pfi pfekonavani riznych
potizi pfi uéeni patfi k velmi daleZitym predpokladiim pro dosazeni Uspéchu.

Polozka dalsi vzdéldvani v oblasti problematiky specifickych poruch uceni
obecné i konkrétné ve vyuce némciny mda za cil zjistit, zda existuje
v soucasnosti nabidka seminafli a kurzd daného typu, jak ji ucitelé némciny
vramci svého dalSiho vzdélavani vyuZivaji a jak jsou tato setkdni uciteli
hodnocena.

Polozka pro vyuku némciny u Zaku se specidlnimi vzdéldvacimi potfebami
bych pfivital/a (preferovand pomoc) vyjadfuje potreby uditeld némcdiny
k tomu, aby mohli uUc¢innéji a efektivnéji pracovat ve své vyuce szaky se
specifickymi poruchami uceni.

Administrace dotazniku byla provedena klasickym zplsobem, a to
zasilanim postou. Osloveno bylo 100 zakladnich skol Brné (vSechny Skoly)
a 100 skol v Jihomoravském kraji (ndhodny vybér) a na nich pak konkrétné
ucitelé némciny. Ti pak dotazniky stejnou cestou zasilali zpét.

Navratnost dotaznikd byla pomérné vysokd (123 dotaznik(, tj. 61 %).
Tento pocet vSak nemohl byt pro vyzkumné Setfeni plné vyuzit, nebot 34
z 123 navracenych dotaznikd byly opatfeny pouze poznamkou, Ze na dané
Skole vyuka némciny zrGznych ddvodd neprobihd (jednalo se zejména
o malotfidky a mensi skoly venkovského typu s nizkym poctem 7ak( obecné,
kde je realizovana pouze vyuka anglictiny).

V konec¢ném vysledku mohlo byt vyuZito 89 dotazniki z 89 skol
(tj. 44,5 %) s udaji od 97 respondentd, nebot na nékolika oslovenych skolach
plsobi vice nez jeden ucitel némdiny.

Vybrané vysledky vyzkumu
V souvislosti s tématem tohoto ¢lanku uvadime vysledky, které se
dotykaji dalSiho vzdélavani ucitell v otazkach nabyvani popf. rozsifovani
expertnich znalosti k dané problematice formou seminara dalsiho vzdélavani,
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pficemZz zde respondenti vyjadfovali isvé subjektivni hodnoceni téchto
setkavani (ad 1) a zdroje, které ucitelé preferuji pfi ziskavani vyssi kvalifikace
(ad 2).

Ad1)

Nasledujici graf ukazuje, Ze se ucitelé ve vétsi mife nezucastnuji seminard,

v nichZ by se mohli dale vzdélavat v dané oblasti. DvodU pro tento fakt maze

byt nékolik, fada z nich vyplyva z vysledku tohoto Setreni:

1. Z vysledk(, které poskytly obecné informace o respondentech vyplyva,
Ze vétsina téch, kteri ukoncili vysokoskolské vzdélani v poslednich letech
a maji kratkou pedagogickou praxi, se méli moznost seznamit s danou
problematikou jiz béhem svého studia a nepocituji tak potfebu se
v soucasnosti v ni dale vzdélavat.

2. Téchto seminar(l se zucastnuji nejcastéji ucitelé s delsi pedagogickou
praxi, pro které jsou tyto seminare zaroven doplnénim deficit( znalosti
v teoretické oblasti.

Seminar

Oano

Ene

Vcelém vyzkumném vzorku bylo respondenty uvedeno celkem
62 rliznych seminard, které tito absolvovali vramci dalSiho vzdélavani
v souvislosti s vyukou u Zaka se specifickymi poruchami uceni. Pficemz je
tfeba poznamenat, Ze néktefi respondenti neabsolvovali doposud Zadny
odborny seminaf, jini se jiz zicastnili seminard nékolikrat. Pfevazina vétsina
téchto seminard byla zamérena na problematiku téchto poruch z obecnéjsiho
hlediska, které ucitelim rozSifovaly teoretické znalosti v oblasti dané
problematiky a ¢aste¢né nabizely konkrétnéjsi rady pro pedagogickou praxi.
Nicméné se vramci dalsSiho vzdélavani objevuji seminafe nabizejici

podrobnéjsi vhled do problematiky vyuky cizich jazykd u Zaka se specifickymi
poruchami uceni.
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Vzhledem kvyuce némciny jsme zaznamenali i pfes upadajici zdjem
o uceni se némciné potésujici fakt, a to ten, ze v nedavné minulosti byla
uciteldm némcdiny nabidnuta fada specidlné zamérenych seminaru, které si
kladly za cil usnadnit ucitelim praci s Zaky se specifickymi poruchami uceni ve
vyuce némciny a tak vice motivovat jak ucitele samé tak i jejich Zaky.

Formou volnych odpovédi poté respondenti hodnotili pfinos seminari
pro jejich pedagogickou praxi i vlastni osobnostni a profesni rlist. Ve velké
vétsiné bylo hodnoceni pozitivni, coz svédci o tom, Ze tato setkani maji velky
vyznam a je tfeba je naddle organizovat a nabizet pedagogické obci.
Nejcastéji se v pozitivnim hodnoceni objevuji nasledujici oblasti:

- vyména zkusenosti a moznost konzultace s ostatnimi pedagogy;

- ziskani konkrétnich namétud pro vyuku a u¢ebnich materidl(;

- osvojeni efektivnich metod pfi praci s zaky s poruchami uceni;

- doplnéni a rozsifeni znalosti o dané problematice.

Je pfirozené, Ze se v hodnoceni objevuji i kritické pripominky, které pak
mohou poslouZit pro zkvalitnéni obsah( téchto seminara do budoucna. Mezi
nejcastéji zminované deficity patfilo:

- priliSné teoretizovani s minimdlnim vztahem k ,,zivotu®;

- malo konkrétnich namétl pro praxi.

Pfedchazejici zavéry dopliiujeme vybranymi autentickymi pozitivnimi
a negativnimi pripominkami respondentu, jeZz ilustruji reflektujici pfistup

ucitelll k obsahiim danych seminaf( (Janikova, 2007a):

pozitivni stranky kritické ptipominky
Poznala jsem specidlni metody prdce | Pouze teorie — hrozné. Praxe je
s témito détmi. Uvédomila jsem si, co | naprosto jina.
kterd porucha znamenda. Uvédomila
jsem si, Ze je tfeba kazdé dité posuzovat

individuainé.

Materidly pro praktické Ccinnosti ve | Nékolik mélo byt zaméfeno na vyuku
tridé. Konkrétni priklady do praxe. jazyka, ale nakonec jsme se dozvédéli,
Nabidka hravych ¢innosti v NJ. jaké jsou SPU, jak se u z4akd projevuji —

to, co lze precist kdekoliv. Ztrata casu.
Porovnani a vyména  zkuSenosti | Pfednasejici Casto zUstavaji pfi teorii,
s ostatnimi pedagogy. uvadéji malo prikladl do praxe.
Ucastnici seminaf méli o problém
zdjem a navzajem se obohacovali
zkusenostmi.
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Celkové vziti se do situace téchto Zaku,
jejich  myslenkovych procest, vztahu
k u€eni a zpUsob, jak tyto Zaky hodnotit.

Poznala jsem uskali téchto déti, naudili
mné pracovat s nimi a vidét jejich svét.

Ad 2)

Polozka ,preferovand pomoc” (pro vyuku némciny u Zdki se specidlnimi
vzdéldvacimi potfebami bych privital/a) ukazuje, co by ucitelé némdiny
potfebovali pro usnadnéni a zlepSeni své pedagogické Cinnosti v jazykové
vyuce u dané cilové skupiny zakd. Nabidnuty jim byly tti zakladni oblasti:

vice metodicko-didaktickych material( pro vyuku;

vice specializovanych metodicko-didaktickych seminar v ramci dalSiho
vzdélavani;

vice odborné literatury se zamérenim na didaktiku cizich jazykl
a poruchy uceni.

NiZe uvedeny graf transparentné ukazuje preferovanou polozku, kterou

jsou metodicko-didaktické ucebni materidly pro vyuku. Rovnéz specializované
seminare respondenti povazuji za dileZitou soucast pomoci. Davodl pro
nizky zajem o dalsi odbornou literaturu muize byt vice. Na zdkladé tohoto
Setfeni i individudlnich rozhovor( s vyucujicimi k dané problematice je
muizZeme shrnout do ¢tyr oblasti:

a)

b)

c)

d)

Ucitelé, ktefi ukoncili své vysokoskolské vzdélani v poslednich letech byly
jiz béhem studia konfrontovani s danou odbornou literaturou, kterd jim
poskytla teoreticky vhled do problematiky.

Ucitelé se pomérné aktivné ucastni rliznych typld seminard v ramci
dalSiho vzdéldvani, kde jsou seznamovani i s odbornou literaturou.
Ucitelé sice uzndvaji odborné texty, ale maji ¢asto pocit, Ze pro vlastni
vyuku jim podavaji velmi malo podnét( (viz také vysledky polozky ,dalsi
vzdéldvani“).

Odborné literatury je dostatek.
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Preferovana pomoc

Omaterialy
Eseminare
Oliteratura

Kromé téchto tfi druhl pomoci se uditelé formou volnych odpovédi
mohli vyjadrit k tomu, co by jesté pfivitali. Na tomto misté uvadéli zejména:

- moznost vytvoreni skupin Zaku, ktefi vyZaduji specialni pfistup;

- mensi vyukové skupiny;

- ukazkové hodiny;

- PCprogramy;

- vice didaktickych pomucek pro tyto Zaky, které by byly soucasné

cenoveé.

| kdyz vyzkumné Setfeni bylo provedeno vroce 2007, ukazuje se
i v soucasnosti, Ze v dané oblasti ucitelé doposud postradaji nékterd opatreni,
jez by jisté prispéla ke zvySeni kvality jejich prace v jazykovém vzdélavani zaka
se specidlnimi vzdéldvacimi potfebami anapomohla ke zvySeni jejich
kompetence k realizaci adaptivni vyuky. Za vSe jmenujme stale neuspokojivou
nabidku diverzifikovanych uéebnich material( a pom(cek.

Zavér

Studie byla vénovana vybranym otazkam spojenym s aktudlnimi trendy
v pedagogickém a oborové didaktickém vyzkumu, knimZ bezesporu patfi
vyzkum expertnosti v profesi ucitele', ktery se v poslednich letech zacina
razantné rozvijet predevsim v souvislosti s problematikou profesionalizace
ucitelského povoldni. Expertnost ulitele se projevuje v jeho deklarativnich
znalostech, které tvori nezbytnou zakladnu pro vhled do proces uceni
avyucovani a ucinné procedurdlni znalosti a dovednosti. Pro vyuku ciziho

* Dokladem podpory vyzkum( daného charakteru je projekt ,UCitel-expert: jeho charakteristiky

a determinanty profesniho rozvoje (na pozadi cizojazyéné vyuky)”, (GAP407/11/0234), ktery je feSen na
PdF MU. Autorka je spolutesitelkou tohoto projektu a ¢lanek vznikl v souvislosti s jeho fesenim.
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jazyka u zaka se specidlnimi vzdélavacimi potfebami je tedy treba, aby si

takovy uditel-expert osvojil strukturované znalosti v oblasti celé rady

odbornych disciplin, jakymi je vlastni obor, pedagogika (véetné pedagogické
diagnostiky a specidlni pedagogiky), psychologie uceni, vyvojova psychologie,
vyvoj Tte€i, obecna aoborovd didaktika, ale ipsycholingvistika

a neurolingvistika. Poté musi byt schopen na daném teoretickém zdakladé

reflektované adaptovat svoje vyukové postupy a metody, evaluovat je a Cinit

zavéry, na kterych poté vyuku ddle inovuje.

Pro ucitele ciziho jazyka jako experta pfi praci szZiky se specidlnimi

vzdélavacimi potifebami je nutné, aby si ve zvySené mire uvédomil fakt, Ze

neni vidy rozhodujici kognitivni dimenze jeho expertni vyuky, ale vyznamnou
roli zde sehrdvd naopak dimenze emocni asocidlni. Zavérecny strucny
prehled vybranych doporuceni pro kvalitni adaptivni cizojazy¢nou vyuku

u dané cilové skupiny zakl v sobé tyto tfi dimenze vzajené propojuje.

e Ucitel cizich jazykl je schopen zaklim s poruchami uceni a ovani vytvofit
takové podminky, aby mohli osvojovani ciziho jazyka prozit jako
subjektivni konstruktivni proces.

e Ucitel cizich jazyk( si uvédomuje, Ze vétsina 7akl s poruchami uceni je
schopna se i pres své deficity naucit cizimu jazyku. Pokud vsak vyuka
neni jejich individudlnim ucebnim predpokladim pfizpGsobena
anemohou byt v dostatecné mire kompenzovany jejich deficity,
nemohou byt jejich osvojované znalosti upeviiovdny a dovednosti
automatizovany. Pracovat ve vyuce ,kompenzacéné” znamend vynalozit
co nejvice Usili pro to, aby zaci s poruchami uéeni dosahly pokud mozno
takovych vysledkd, jako Zaci intaktni (Sellin, 2004, s. 35).

e  Krealizaci adaptivni vyuky patfi i adaptace pokynl k vypracovani uloh,
které musi byt jasné asrozumitelné, v pripadé potfeby je musime
opakovat (pfi Ustnich ulohach). Dllezité je, aby Zaci vidy pochopili, co
maji délat, a protoZe ,nejplisobivéjsi“ je vlastni hlas, Zaci si jej mohou
sami opakovat.

e  Ucitel ciziho jazyka by mél uplathovat metody diferencovaného
aindividudlné zaméreného vyucovani, neaplikovat vyukové metody
pausalné. Nebot k adaptivni kompetenci ucitele cizich jazyk( patfi
schopnost vytvareni takovych fazi transferu, v nichz je osvojované ucivo
didakticky zpracovano a poté aplikovano rlznym zdsobem a v rlznych
situacich (srov. Rautenhaus, 2005, s. 90).
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Ucitel ciziho jazyka by mél v dostatecné mire respektovat fakt, ze
pratelska atmosféra ve tfidé je pro zdky s obtizemi pti uceni jednim
z rozhoduijicich faktor( majicich vliv na jejich Uspéch a zvySeni motivace.
Ucitel ciziho jazyka si musi uvédomit, Ze zejména Zaci s vyvojovymi
poruchami uceni se svymi odliSnymi zplUsoby smyslového vnimani se jen
velmi obtizné naudi pomoci béinych vyukovych metod psat, dcist
a pocitat. Problémy s psanim a ¢tenim v materfském jazyce se poté
zpravidla objevi i pfi u€eni se cizimu jazyku.

| ucitel cizich jazykd by mél Zakiim se specialnimi vzdélavacimi potrebami
ve vyuce ukazat sv(j zajem oné, projevit velkou davku trpélivosti
a porozuméni.

Neni vhodné hovofit — zvlasté pred samotnymi Zaky — o poruchdach uceni
jako o nemoci, nebot se jedna o biogenetické pficiny, za néz neni zadny
jedinec zodpovédny.

Ucitel cizich jazykG by mél o problémech spojenych s poruchami uceni
pfi osvojovani ciziho jazyka informovat rodice, ktefi si tak mohou vytvorit
realité odpovidajici predstavu o uceni svych déti avénovat jim vétsi
prozornost, mit s nimi vice trpélisvosti a vice jim pomahat.

I ve vyuce cizich jazykQl by se mély hledat a vyzvedavat u téchto zaki
jejich silné stranky a zvlastni schopnosti, coz vede k posilovani jejich
sebevédomi. Neméné dulezitd je vzdjemna dlvéra mez ucitelem
a zakem.

Pochvala i za malé Uspéchy je neobycejné vyznamnd a méla by prichazet
ze strany ucitele co nejcastéji. Srovnavani s ostatnimi Zaky by mélo byt
vylouéeno (srov. Janikova, Bartoriova, 2003).

Neni vhodné hovofit — zvlasté pred samotnymi Zaky — o poruchdach uceni
jako o nemoci, nebot se jedna o biogenetické pficiny, za néz neni zadny
jedinec zodpovédny.

Ucitel cizich jazykG by mél o problémech spojenych s poruchami uceni
pfi osvojovani ciziho jazyka informovat rodice, ktefi si tak mohou vytvorit
realité odpovidajici predstavu o uceni svych déti avénovat jim vétsi
prozornost, mit s nimi vice trpélisvosti a vice jim pomahat.

I ve vyuce cizich jazykQl by se mély hledat a vyzvedavat u téchto zaki
jejich silné stranky a zvlastni schopnosti, coz vede k posilovani jejich
sebevédomi. Nemeéné dulezitd je vzajemnd dlivéra mez ucitelem
a zakem.
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eV neposledni fadé by mél ucitel myslet i na diferenciaci domacich ukoltd
a nepretézovani téchto zakl v domaci pfipravé.
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Anotace

Jednou zklicovych vyzev soucasné didaktiky cizich jazyk( a pedeutologie
realizovat cizojazyénou vyuku zamérenou na Zdka. Prispévek se zabyvd
vybranymi aspekty problematiky ucitele — experta v otdzkdch integrace Zdaki
se specidlnimi vzdéldvacimi potfebami v kontextu inkluzivni vyuky cizich
jazyka. Vedle strucného ndstinu konstruktu expertnosti, adaptivhiho modelu
expertnosti ucitele a jeho integrované znalostni zdkladny pro cizojazycnou
vyuku udané cilové skupiny Zdku budou predstaveny principy
diferencovaného vyucovdni s konkrétnimi pfiklady cviceni a vysledky
empirického vyzkumu.

Kli¢ova slova
expertnost, ucitel — expert, vyuka cizich jazykd, specidlni vzdeéldvaci potreby,
diferencovand vyuka, vyzkum

Abstract

One of the key challenges of present-day foreign language methodology and
pedeutology as well as of their respective researches is to look for answers to
the question how to teach successfully in a pupil-centered way. The present
paper discusses several aspects of the issue of foreign language teacher
expertise with regard to integrating pupils with special needs within the scope
of inclusive FLT. Following a brief outline of the construct of expertise,
adaptive teacher — expertise and the integrated knowledge basis for this kind
of FLT, the principles of differentiated teaching with several examples of
teaching techniques and results of a empirical research will be introduced.

Keywords
expertise, teacher — expert, foreign language teaching, special educational

needs, differetiated teaching, research
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HOPING AGAINST HOPE IN PRIMARY ELT

Zuzana Strakova

Introduction

English language is a part of primary education in Slovak schools and
there has been a lot of discussions about pros and cons of this change.
Transformation of educational system in Slovakia has brought a completely
different situation to teaching foreign languages. Even though a few years
ago the Ministry of Education planned to start with compulsory teaching of
foreign languages from primary school year three today the situation is
different. It is only English that will be taught as the first foreign language.
However, the preparation of teachers which started in 2009 involves also
teachers of e.g. German, French or Russian who will not be able to teach
these languages at school after finishing this training.

The policy of Ministry of Education seems to be rather inconsistent even
though the arguments the minister offers for changing the decision of his
predecessor are understandable — if we focus on one language the results
might be more positive since we will not have to take into consideration
variety and diversity in teaching different foreign languages.

However, the most serious problem in incorporating the ideas of change
into Slovak educational system is the lack of sufficient number of qualified
teachers in the field of primary education. There are many schools where
lower secondary teachers of English teach also at primary level. Even though
that is better than having non-qualified teachers teaching, there is too much
lower secondary interference in such cases which might be demotivating for
young learners. That is especially typical for teaching grammar and in testing
learners in general. Lower secondary teachers do not know the
characteristics of young learners and they often do not choose appropriate
techniques for helping learners learn since something that works for older
learns might cause problems to the younger ones.

On the other hand lower secondary teachers of English have usually
better command of the language and that can be helpful for the learners who
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need a lot of target language exposure. The training of primary teachers who
need to learn English as well as learn how to teach it might help those
teachers who already have had some learning experience. However, the
complete beginners or the so called false beginners can hardly manage the
language on such level which is desirable for a teacher who is supposed to be
an example for young learners. Therefore the results of this requalification or
“fast track” training are questionable at the moment and there is a worry that
this training can actually make the situation worse since a lot of “qualified”
teachers of low quality will be in practice.

Benefits of teaching English at primary level

When we want to consider the benefits of an early start it is important
to state at the very beginning that this issue is rather complex and there are
several problematic areas. One of them is the area of measuring the
outcomes of the learning process. Published data which come from different
socio-political contexts (Cameron, 2001; Lightbown, Spada, 1999; Lojova,
2005) indicate that children who experience an early start benefit most in the
area of listening comprehension and pronunciation, however, learning
systematically grammar of the language seems to be hindered due to the
underdeveloped abstract thinking of early learners. As Cameron (ibid., p. 17)
highlights “receptive skills are likely to remain ahead of productive skills, and
grammatical knowledge, which is linked not just to language development
but to cognitive development, is likely to develop more slowly for younger
learners.” This fact has to be taken in consideration not only when planning
activities for early language learners but also when selecting which areas
should indicate the progress made. That seems to cause a lot of confusion,
especially among teachers of lower secondary level who take over young
learners and feel there should be a lot to build on. However, often their
expectations put on the young learners in the area of production are
unrealistic and therefore unmet. Foster-Cohen (1999, p. 9) uses the
distinction of “competence” and “performance” which was introduced by
Chomsky and which reflects the problem of what children can do with the
language in contrast of what they actually do in some situations (Strakova,
2009).

Another benefit of learning language at primary level is that learners can
make use of language acquisition. Children can acquire the language to which
they are exposed without much effort in systematizing the knowledge about
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the language. Most definitions of learning describe it as a conscious process
of mastering new facts, information or skill mostly through formal
instruction. Language acquisition, on the other hand, is frequently defined as
a process in which learners master facts, rules or skills subconsciously,
unaware of the reception process and without the connection to formal
instruction. This distinction, proposed by Krashen (1982), has had a
considerable influence on teaching foreign languages. The acquisition seems
to be crucially important especially in the early age although Krashen
suggests that even adults may benefit from it to certain extent. Ellis (1997,
p. 3) defines the second language acquisition as “the way in which people
learn a language other than their mother tongue, inside or outside of a
classroom”. In this context he uses the term ‘second’ not to contrast with the
term foreign but to express that whether people learn languages through the
direct experience — living in the country, or as the result of the classroom
instruction, “it is customary to speak generically of second language
acquisition” (Strakova, 2009).

Language acquisition, however, becomes reality on condition that
learners are exposed to the target language sufficiently. Children need to see
and hear sufficient amount of examples so that their brain can systematize
language samples and derive the rules of how something is used and in what
circumstances. That is true about both first and second/foreign language
acquisition. While conditions for first language acquisition are clearly and
easily imaginable the conditions for foreign language acquisition are more
difficult for teachers to depict.

The first problem is the amount of time allocated for teaching languages
at primary level. One lesson per week means absolutely no chance for
children to immerse into the language in order to acquire it. Not even one
lesson every working day would be enough in comparison how much time
children spend exposed to language when their acquire their mother tongue.
On the other hand even though the time is limited — in general it is one or
two lessons first two years and three lessons in year 3 and 4 — the most
important seems to be what teachers do to support acquisition of the target
language in the classroom. As the most crucial for language acquisition seems
to be:

e Listening to the (high quality) target language
e  Reading picture books (with assistance)
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e  Using language in natural contexts (experiential learning)

e  Using/recycling language in a variety of contexts
While building a course on these premises we have to keep in mind that

in order to get young learners interested in class activities we need to stir

their internal motivation. This means we need to plan for such activities
children like and naturally incline to even while acquiring their mother
tongue. It is not enough for them to have a textbook and a practice book.

They need to experience learning through games, songs, stories etc.

Another important aspect of teaching English which needs to be present
if we want children to benefit from early learning experience is knowledge of
the teachers of how language develops and what stages a child has to go
through while learning a language. Language development of early language
learners is divided into several periods. We need to respect the specificity of
each of these periods. They are similar to the periods of language
development of a child acquiring the mother tongue. However, they differ in
length, especially in the initial stage.

1. silent period —is hardly ever respected by the teachers since they try to
get children speak already during the very first encounter with the target
language. However, there are clear signs of this period present in child’s
hesitative and non-responding behaviour during the lesson. This means
we need to give more time to the child to get acquainted with the
language and see more examples on which they could build their
confidence. It is never effective to push the child too much. We should
rather offer more examples of the language so that the child can gain
the confidence.

2. reproductive period — seems to be one of the longest periods in the
school environment. It is the period when the child responds to the
stimuli usually repeating what was said by the teacher or other children.
The child speaks or writes although it is not real production. Children
need a lot of examples and guidelines in order to achieve a task.

3. repro-productive period — is usually reached in the higher levels of
primary education. Children still need a lot of examples and cues,
however, they are able to modify them and say something what they
really want, i.e. what is true about themselves.

4. early production period — this is the typical borderline of the primary
education where children are able to produce pieces of spoken and
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written communication after sufficient practice of certain language

samples.

5. productive period — starts after child’s development of abstract thinking
has been completed, i.e. usually at the lower secondary level. The child is
able e.g. describe the picture using certain cues whether in written or
spoken form or perform a dialogue in a familiar situation.

Understanding this natural language development can help teachers to
state realistic aims for their teaching as well as realistic expectations from
their learners. Even though the length of each stage is not the same and
often the silent period is limited by teachers’ effort to involve students in
using the language from the very first lesson still we need to know that each
child has to go through a period of accepting the language as an operating
mode. There are many examples of children who hesitate to speak English at
first lessons not because they might be less able than others but simply for
the reason that they need a longer period to adapt to the foreign language
environment and they need to see more examples of how people around
them function in that language. It would be, therefore, unwise to set the
expectations too high and ignore that before production of the language
there has to be a long period of language reception and that the courses at
primary level have to focus their attention at activities which support it.

Being clear on the above mentioned principles, i.e. being aware of the
child’s cognitive, psychological, physical and social development as well as
the development of language, will allow the teacher to start building positive
attitude of children towards learning a foreign language in general. This will
set good basis for real language learning which starts later on when the child
is mentally ready to learn the language and about the language.

However, since we are talking about the school learning, there is one
more aspect which can influence building of positive attitude — evaluation of
learners’ progress. Young learners are getting used to measuring of their
performance and yet it is very difficult for them to be clear on what is
expected of them. Therefore, the teacher has to make the criteria of
evaluation clear to them in such a way that it is understandable for them.
Moreover, traditional methods of evaluation might not be the most effective
or young learners even though they are often favoured by teachers. As Pinter
(2006, p. 132), quoting Rea and Dickins and Rixon’s research findings,
indicates “a great majority of primary English teachers in many parts of the
world used paper and pencil tests as major tools of assessment” and that the
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teachers who participated in their research “used a narrow range of grammar
and vocabulary tests in single sentence exercises”.

Another feature which has to be taken into consideration is that young
children do not develop mentally in the same way — some mature earlier,
some later. Some children are able to cope with the given school tasks earlier
some children, on the other hand, need more time to adjust to school life and
to understand the rules of the teacher and the requirements of evaluation. It
is essential to remind ourselves of the fact that things with young learners
take much more time than with older learners and in the same way it is
impossible to transfer the testing techniques and evaluation requirements
from higher levels and apply them to classes with young learners. This
transfer, however, seems to be quite a common thing, as mentioned above,
especially in schools where teachers of lower secondary level teach at
primary level as well. Such practices can have a negative influence on
motivation of young learners since they might find it impossible to meet the
requirements of the teacher and to cope with the assessment tasks
(Strakovad, 2009).

Traditional evaluation usually gets learners write tests (with typical tasks
such as “fill in”, “multiple choice”, or “translation” tasks), which are rather
structured and though they can be easy to set and to correct, what teachers
actually learn about the child’s progress is rather limited and cannot
demonstrate the full potential of the child. Furthermore, isolated exercises
require higher mental processes and can be tiring and stressful for children.
This is why some teachers seek different ways of feedback and try to avoid
traditional assessment tools (such as paper-and-pencil testing).

One way of applying alternative approach towards assessment and
evaluation of young learners is the so-called authentic assessment or child-
friendly evaluation when evaluating young learners. Pinter (ibid., p. 133), for
instance, argues that child-friendly evaluation might be more suitable for
young learners because “in order to understand what children have learnt,
teachers may need to use a variety of assessment methods. If traditional
pencil and paper tests need to be used because of institutional restrictions,
they should be considered together with other methods such as self-
assessment, portfolio assessment, or observations, in order to get a more
complete and more reliable picture of children’s achievements.” What
supports these arguments even more is that children at age six to ten is still
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at pre-production stage and cannot demonstrate sufficiently what they can
do with the language using traditional tools of assessment.

What it all comes down to is that instead of measuring the gained knowledge
or skill teachers should seek the ways of developing confidence and positive
attitude of children through non-threatening environment and constant
encouragement in order to avoid hesitance, worry and negative self-esteem.

Problematic aspects of teaching English at primary level

The main worry, as it has already been mentioned, remains the concern
about the qualified teaching. There is a lot of effort put into eliminating the
lack of qualified teachers. Universities as well as the Ministry of Education are
running different programmes for primary school teachers who are qualified
for general teaching at this level but lack the qualification to teach English.
These teachers demonstrate a high level of creativity and competence for
working with young learners. They have a tendency to transfer activities
which are successful in learning other subjects into English and thus direct
the learning process to the real needs of young learners. On the other hand
their level of language command is in general rather low so they fail to
provide necessary model and exposure of children lacks high quality language
samples. These teachers need a lot of language support and refreshment
courses so that they can constantly develop and improve their language
competence.

Besides that they need a lot of examples of good practice and tried-out
experience which can be shared among teachers. Building a programme for
young learners of foreign language needs to incorporate key principles which
would enable the enhancement of early start benefits. Cameron (2001,
p. 19), e.g. mentions principles such as:

e awareness of how children try to construct meaning;

e awareness of space children need for language growth;

e understanding that language in use carries cues to meaning that may not
be noticed;

e understanding that children’s foreign language learning depends on
what they experience.

Teachers have to be clear on how to apply these principles in every-day
teaching. Most of them, however, rely on textbooks they use and believe that
textbook authors have done that for them. Deep understanding of conditions
for acquiring the language should be the prime aim of training courses where
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teachers should master the ability to systematically plan for reaching
language aims.

Another worry that has to be expressed is connected to qualified lower
secondary teachers who are involved in primary ELT. Their command of
language is much higher, however, they lack the understanding of primary
learners’ age specificity. As it has already been mentioned, these teachers
have a tendency to overlook the difference between the acquisition and the
learning process and expect that young learners will demonstrate the same
skills as older learners. It is difficult for them to imagine how to introduce a
language structure without explaining the rules. These strategies and
techniques — such as using context for inductive teaching — should therefore
become the prime focus in training courses for lower secondary level which
aim to extend their qualification also for primary level.

Tertiary education of teachers-to-be with specialisation on teaching
foreign languages seems to clash with traditional understanding of what
should be a part of educational package for language teachers. Universities in
Slovakia tend to keep to traditions and find it difficult to understand that
teachers undergoing training or requalification might have different needs
than undergraduate students with no experience of teaching. Therefore, we
hear a lot of complaints from various sides that courses which aimed to solve
the problems with the lack of qualified primary teachers are not extremely
successful.

Examples of good practices

What teachers in the training courses appreciate, on the other hand, is
first-hand experience and samples of how-to-do-it. It is important to pass
over this experience so that teachers get clear examples of how to build up a
language course systematically.

The national syllabus in the past did not give teachers clear guidance
how to approach early language learners, how much and what kind of
exposure to include or even what kind of outcome is reasonable to expect.
Instead it purely enumerated parts of language which were to be learnt
making no distinction whether it was meant for reception or production. That
very often resulted in insisting on producing prescribed elements of language
with no understanding how to master them with this age group.

A longitudinal research conducted during the period of six years at
primary school with early language learners was an experiment of
implementation of the above mentioned principles. It disclosed how
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important it is to target the programmes carefully as to whether children are
taught the things they actually can learn. Experiential learning, the research
piloted in several classrooms, confirmed that the target skills and
competences were long-lasting if the learners underwent the process of
sufficient exposure in a variety of appropriate contexts.

The experiment was levelled and the level one corresponded to the
second year of schooling, level two corresponded to the third year of
schooling and level three was designed for the fourth year of schooling.

The focus and the main aims at the level one were to help learners to
become aware of the differences between the mother tongue and English.
Children were regularly — after mastering the meaning of new words —
exposed to a systematic approach in which the teacher introduced the
written form of selected word-sets. The teacher used the phonics training,
word recognition and matching activities. Children were guided to main
principles of pronunciation in safe stress-free environment. The outcome of
the programme was a picture dictionary with pictures of words they have
learnt and multiple writing of each word as well as a simple sentence for each
word.

Level two brought a real experience of book reading where children had
a chance to read a set of books, guess the meaning of unknown words and
keep a record of books read. The focus of this level was on pronunciation
training, reading comprehension, guessing from the context as well as
developing of reading strategies (skimming, scanning).

The assignment given once a month consisted of four minibooks in an
online library. The books were very simple — there were words or a sentence
accompanied by pictures demonstrating the meaning. Children were asked to
read the books at home for the meaning and then approach the teacher for
pronunciation of unknown words. After reading the book aloud to the
teacher and presenting their reading diary record they received a reading
stamp for the book.

The reading programme designed for level three consisted of two parts.
The first one was as an in-class activity where children read a story book
divided into parts. Reading was organised in Reading Days which were
repeated regularly. Learners worked on the meaning of the passage first and
could use a dictionary to discover the meaning of new words. The outcome of
this part was a Reading diary (picture 1) which included selected new words
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(children could decide which ones they wanted to record) and a brief
summary (the summaries were up to three sentences long).

Transcript: “Miller says: Look at my daughter! She can spin straw into
gold. Here is the king. The king says: Oh, can she? The king takes her to his
castle. Here is a little man. She gives him her necklace and he spins all the
straw into gold” (An excerpt from a Reading Diary record of a 9-year-old
pupil, year four).

Moreover, the experiential aspects can be in a modern school supported
by information communication technologies which remain very popular
among the young generation. The research group of young learners
confirmed that new technologies enable expansion of the learning process to
the out-of-class environment where children were engaged in activities
without any help and guidance of the teacher. Besides Reading Days learners
continued with online reading assignments from previous level. The learners
were registered for an on-line reading programme and were given a set of
assignments — reading a book, listening to a recorded version of the book,
answering the quiz questions — corresponding with the topics children were
focusing on. There was a choice of books and a variety of levels of difficulty
within each assignment and children could choose which book they wanted
to read. Children had a limited period for completing assignments which
corresponded to topics children were focusing on. Children had a chance to
go their own pace — more advanced learners could immediately choose more
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difficult books, and the less advanced could get to them later when they were
ready. The online programme allowed the teacher to monitor individual
learners’ progress since every activity (number of readings, number of quiz
points, number of retakes...) was recorded and displayed to the teacher. This
example demonstrates how young learners can gain much more personalised
exposure to the target language than a 45 minute period under the
supervision of a teacher allows.

The results and experience gained from this experimental project
disclosed encouraging findings which support the initial hypothesis that the
development of reading as a skill needs to be levelled and tailored to the
instant needs and abilities of young learners taking into consideration all
pedagogical and psychological aspects of their mental development. Such
reading programmes can help learners widen their word stock, immerse into
the language which is mentally close to their environment and their interests.
They also help learners to proceed from receptive to productive stage in their
learner development much earlier. The following sample records from the
Reading Diary demonstrate how regular activities help children build the
ability to produce the language they want. While at the beginning (see
sample above) children mainly copied sentences from the book they were
reading, later on, in years 5 (picture 2) and 6 (picture 3) they were able to use
language more efficiently.

Transcript: “This book is about children around the world. There is
Chang-Young and he is ten. His family lives in apartment. His favourite food is
barbecued beef. There is Natasha. She lives in Moscow, Russia. She loves to
eat pancakes. She likes ballet dancing. | like this book because: There is a
ballet dancer” (a record of a 10-year-old pupil, year five).
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Transcript: ,,Ancient Egyptians lived on the banks of the Nile river. They had
a king called pharaoh. Ancient Egyptians believed in next life. They believed
that somevone /sic/ who died he need some objects in next life. Ancient
Egyptians believed in sun god. They believed that the king is related to the sun
god. After the king died, his body was preserved so that it would not rot. The
preserved body is called mummy. King’s tomb was inside the pyramid.
Pyramid was built when king was yet alive. It looks like sun’s shaining /sic/
rays. There were statues, paintings and many gold things inside the pyramid.
There were many tunnels inside pyramid to trick anywone /sic/ who tried
to steal things from the thomb. The great and famous pyramid at Giza. It has
more than 2 million blocks of stones. The statue called Sphinx guard the
pyramids. It has a face of king and body of a lion. By studying ancient
Egyptians we can learn about their culture, what they ate and what they
wore. And we can learn that they had great culture (an excerpt from

a Reading Diary record of an 11-year-old pupil, year six).

ﬁ‘m,mm,j4, T |
M«Gm o Ay |
M&wr@amm&w%w |
; L ok faumens mea/Lqm\ Abar |
E { Pﬁi(\'ﬂﬁ M‘m’{“ﬂﬁmlmu&’mw of dcm Nl
=44 - plakes alld Glinvgeand Ao
,}LpﬁnG‘{ﬁ\d.oélaAmjﬂm&%dﬂ fwaa {
i Jua: omcinh Gpgubions . o _|
Wit Grgpbiesn ool s of L,i ke A ]
iy, Rinea, %ﬂ!&ada%& @M’Uzoff«ﬁamoﬂ ng, MQ,% w‘ﬂ,lwm G\ g0t eam foaniy|

Ancient [f

ancital btbteed o e, e dhod. fy Gad grad cubluns.
M\wcd\ ki muw;m b,

i o, B Mwwb Hossr parrrohs -
M«Mﬁw & o oeh, Bt bliton Laaky . e,

) ﬂ%ﬂd,&cﬂwm wh. a‘glin ga?_)‘ foen
\am oy qu/‘owfd eodbol | bl Mmmj
/i/L/DU'UUJOLV\%. :f‘;/ d,ﬂmdﬂm M\ cﬂu-'wmﬁ
rnfﬂz&m %mﬁq Aowk smn impicy | | pebt ad”
MWMM* MMJ\MM)ZFLUL‘/MEE;] J‘.’er W“

b s gl alse, I foos $40 @ cnly  uting. Qo tebied |
(ﬁmij J‘:ir&q&%: me(n/(w/; L 44"‘1;“" ?"4:7;1?7‘;‘/\ “""Cg"{ff'uu Ak A{#
ownd iy aﬂdﬂmmaa jimaide Iy o yww

Reading programmes if conducted regularly with clear focus can offer
natural contexts for the target language as well as desirable variety of these
contexts. Children step beyond the textbook limits and have achance to
acquire words they would otherwise never come across. At the same time
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such activities offer exposure to the (high-quality) target language which sets
the basis and stimulation for both acquisition and learning. Last but not least
they represent meaningful activities for learning about the world around.

Summary

Introduction of early start into the system of education in Slovakia can
be viewed as positive and beneficial for the learners only when it is
accompanied by a qualitative change of approaches to teaching young
learners. The factors which influence the success in learning need to be
considered thoroughly by educators who design training and qualification
programmes for teachers. The key principles underlying good practices of
early language learning must not only be incorporated into the documents
but they need to be understood and accepted by the teachers themselves in
order to reach desirable outcomes.

Many opponents of early language learning claim that the process of
introducing foreign languages into primary level is too demanding and the
effort is no worth. It would be difficult not to agree on this point especially
after naming all problematic aspects above. It really is difficult to guarantee
high quality of foreign language education in conditions where there are so
many constraints. It seems that the most problematic point is that teaching
foreign languages has become a compulsory for all primary schools. If left on
the decision of each school director the start of foreign languages teaching
would reflect more realistically the conditions which schools have. Those
schools where there is no lack of qualified teachers and which have had some
experience with teaching foreign languages even in the past might continue
teaching with ease. On the other hand if the school faces crucial problems
such as e.g. no English language teacher for primary level at school, teaching
could have started in year five. Global decisions — whether for or against
teaching of foreign languages at primary level — seem to be extremely
problematic in Slovak environment and they seem to bring more constraints
than opportunities.

However, the case study results presented in this article point to a very
important fact. If teaching process is set appropriately, keeping all principles
of early language learning in mind, the results can be rewarding for both
teachers and learners. Children have positive attitude towards learning the
language, they have confidence in their skills and will probably proceed more
promptly in the following years. This stage of early learning is absolutely
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essential as pre-production stage and children cannot produce the language
unless they have spent enough time in pre-production stage. Therefore year
five as a starting point for the development of productive skills can only be
successful if children have received enough language samples in familiar and
understandable contexts. If it does not happen before year five teachers
might not have enough time to immerse children in the foreign language and
bring them to the production level. Moreover, very early they will have to
cope with age constraints — children becoming less and less communicative in
pre-puberty age.

To sum up, losing opportunity to start with early language learning
would deprive children from using potential for natural learning and natural
use of language in a given context. Even though nowadays excluding English
from the school syllabus from grade one is probably out of discussion —
school directors cannot afford it because of the pressure from parents. Every
school is trying to start from year one although the state educational
programmes prescribes compulsory learning from year three. The point,
however, is that now it is responsibility of each school director not only to
have a qualified teacher in the classroom but a teacher who understands how
children learn in general, how children learn foreign languages and who are
able to implement this understanding into meaningful and systematic
practice.
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Abstract

The article describes the situation in teaching English at primary level in
Slovak schools. The author considers both benefits and constraints of
introducing English language as a compulsory subject to primary education.
The most serious concern is the lack of qualified teachers but at the same time
the author underlines the lack of tried-and-tested experience which would be
available to teachers. Even though there is an effort to help teachers become
qualified for teaching at primary level there are many problematic issues
concerning target group of teachers, especially the level of their language
command. On the other hand the author appreciates the possibility to start
teaching foreign languages to early language learners since there are a lot of
benefits learners can gain. The author describes a case study where young
learners involved in meaningful learning experience demonstrate how far
such experience can take them.

Keywords
teaching English language at primary level, learning foreign languages, young
learners, teachers of foreign languages
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THE IMPORTANCE OF TEACHING FOREIGN LANGUAGES TO BABIES
WITHOUT INHIBITIONS

Lucia Jechova

The world and the society have changed very much in the last 20 years.
Many teachers and parents agree that children are somehow smarter than
they themselves were at their age. A child’s genes have not changed during
these years, but children have much more possibilities to develop, expanse
and multiply their intelligence than their parents and grandparents used to
have.

Parents and grandparents used to give their descendants only the
knowledge they had, but nowadays there are many possibilities that let
children learn much more than their own parents and relatives know. There
exist, for example, many maths courses for babies and very young children
(e.g. see http://www.mathriders.com/Mathjogs-Methodology-a.php?a4=1),
baby sign-language courses (e.g. see http://www.singandsign.com, or
http://www.babysigns.cz/sk/znakova_ rec_sk.html), music courses (e.g. see
http://www.yamahaskola.cz/sk) and also language courses (e.g. see
http://www.helendoron.sk or http://www.vsevedko.sk/vzdelavanie/jazykove-
skoly-a-kurzy) for different age groups. Language education is nowadays
possible to perform from very early age, already from antenatal phase (e.g.
see http://www.moveoneinc.com/expat-echo/blogs/health-blogs/pre-natal-
courses-in-english).

Language education in the Slovak Republic is mainly focused on English
language because of the home demand. There exist many language schools
offering language courses and also “bilingual” kindergartens® for children.
These are available from the age of three or four but the teaching-learning

> We found 20 kindergartens in Slovakia which call themselves ,bilingual”, but these are usually just
kindergartens with several hours of English language every day. There are only two kindergartens with
English or American native teachers (Forel in Bratislava, www.forel.sk and ELC in KosSice, www.elc.sk), but
these teachers are not educated in pedagogy.
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process should start much sooner and parents may and they are also willing
to start teaching their children much sooner>.

Home teaching is one of the possibilities how to develop the basic
language skills of a child. Not every parent is able to teach his or her child
alone. Parents who decide to teach their children have to be very careful
because their mistakes become bad habits of their children. They usually
think that teaching them something (what they know and how they know) is
much better than teaching them nothing. On the other hand, expectations of
some of them are too high. That is why parents are not always successful in
teaching their own children. But it is not so easy to analyse why their
teaching is not always effective (see Hornakova, 2005).

One of the reasons is the non-systematic way of teaching children. Most
of the parents are not educated in this field nor experienced. They are
teaching their children only intuitively or according to nonprofessional, most
of the time doubtful, instructions from internet or from other “experienced”
parents (Stefanik, 2000).

When parents try to teach their children systematically, speaking in a
foreign language to their own child can cause several problems. To make it
work effectively, a parent has to speak the foreign language all the time. It
means he or she has to be very good at the particular foreign language. To
speak to an own child only in English usually means loss of emotional
connection that can be only given in the native language of the parent,
through songs, chants and cuddling in the mother tongue. (Sorace, Ladd,
2004) It is natural that the emotional side is much more connected with
mothers. It is a bit easier for fathers to speak with their child in another
language, but as it is known from the praxis, a child’s relationship with the
parent speaking another language, being not a native in it, is a bit different —
more reserved (Harding-Esh, Rilley, 2008). Of course, everything depends on
the parents’ involvement, on how they force their child, on the behaviour,
family atmosphere as well as on the genetic potential of the child.

Bilingual education process of home teaching is only effective when it is
done properly, regularly, without any exceptions in mother tongue. The other
way how to do it is to take it as a game with a child. You can sometimes just

3 According to statistics we have done, there were 509 students at the age of 3-19months and 1960
students at the age of 2-3years in Helen Doron Early English courses in Slovakia in the last 5 years. This is,
of course, just one of several schools. For comparison, at Bilingvi school in Trnava and Bratislava Petrzalka
(Bilingvi vzdeldvacie centrum, http://www.bilingvi.sk/wordpress/) are 90 children at the age of 20months
to 3 years.
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switch to the foreign language during playing some games or during eating,
or you can let the child to watch some TV programmes® in the foreign
language, etc. There exist also the way called “English with puppet” when a
parent uses a puppet which is speaking a foreign language all the time. This is
a good way how to differentiate the time of speaking in a foreign language
and the mother tongue. It is easy but enough understandable for a child.

But what to do when the child does not want to play in English? Our
experience from coaching parents to speak English with their children is that
the teaching process is usually the most effective when one of the parents is
speaking in a foreign language all the time, almost from the child’s birth but
in this case they have to put much effort into the education. The child has its
own personality. It tries to make things as easy as possible, and it also “fights”
with their parents in many ways. Children at some age (usually at the age
between three and five) start to ignore one of the parents — usually the one
speaking the foreign language — or at least they answer in their mother
tongue (Allen, Marotz, 2002).

What can we do about it? It is possible to try different techniques but we
must keep in mind that a child cannot be forced because the situation is
probably going to be even worse (Ri¢an, 2006). One of the ways how to go
through this phase is to play that you do not understand their language. It
means that the parent will answer only when the child asks him or her in
English. And here comes the state when the game turns into a serious thing.
And that is something what most of the children do not like very much. This is
the possibility when strict parents are using their children to reach their high
ambitions.

Parents could also be a bit more democratic and let the child speak
whatever language it wants at that time. They can answer in the same
language the child speaks, or they can speak only in the foreign language.
There does not exist any research dealing with the importance of
differentiating languages, or with making time or place borders between their
usage. We have not come across any child having a problem in changing
languages during our four years research.

¢ Watching fairy tales or TV programmes are activities just for getting passive knowledge of foreign
language. To let the child watch without any introduction of vocabulary may have any effect just for highly
talented children. In other cases, kids become familiar with the language, but they are going to get just
passive knowledge of the foreign language. Watching fairy tales or TV programmes is much more suitable
for older kids with some basic knowledge of foreign language, not for beginners and babies. Infants and
babies are usually not very interested in watching TV; they need to play actively with their parents.
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At the beginning the learning process of babies is the effect usually very
visible and the parents have big expectations, but it is natural that it later
becomes less visible. It does not depend on how strict the parents are, but on
kid’s intellect, talent and will, way of teaching the foreign language, regularity
of teaching the language, etc. (Zahalkova, 2000). It is just one of the learning
phases when a child comes to a deeper knowledge which kids are sometimes
aware to show more spontaneously than earlier.

Another obvious problem that can happen when raising a bilingual child
is that when a child starts to attend a kindergarten, it starts to use its mother
tongue prevailably. It can happen that the child will be soon much better
than its parent because children are able to progress much faster than the
non-native adult (Horrakova, 2009). Many parents like to search for English
kindergartens, private lessons done by native speakers, native au-pairs,
language schools or whatever that can retain and develop the child’s foreign
language knowledge. The implementation of these kids very problematic in
the Slovak milieu. Private classes are very rare and they are not the best for
such small kids, maybe just in the au-pair way. On the other hand, there are
not enough native speakers with correct English usage in Slovakia and even
less of them are able to work with babies and infants. They are not educated
in pedagogy or linguistics and not many of them are experienced. It is
definitely a great idea to sign an infant with a good basis of the foreign
language learned from home into a language school. But there are two things
to consider. Imagine what could happen in the case, if you have, for example,
a three years old child with a quite good basis of foreign language® and you
would like to enrol it into a language school. As we have mentioned earlier,
most of the language schools start their programmes for kids at the age of
four or five years. Even if they start at the age of three, these kids are
beginners. Now, you have to consider whether the three years old child with
a quite good basis of foreign language would attend the classes with almost
the same age group or with another group of the same language level. When
we start to study pros and cons we find out that learning a language is not
only about learning the vocabulary, phrases, contexts, etc. It is also
influenced by the school environment, group of learners, teacher, methods,
curriculum, teacher’s approach, schoolmates etc. We can say that the

It is very hard to say which child is bilingual. A three years old child with a quite good basis of foreign
language does not mean a bilingual child, see Meisel (online, 2011).
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psychical cosiness of the child is important in the same way as the knowledge
of the teacher, suitability of the method and content (Allen, Marotz, 2002).

There is another possibility — the three years old child with a quite good
basis of foreign language will attend an English kindergarten, but these are
not available in every city® and not for everybody because of very high prices
and no demand. But here comes the possibility of team learning in natural
way through games and natural programme in a foreign language. Children
learn more in a team play than in the individual teaching process
(Hanspachova, Randova, 2005). Babies learn a lot from the parents, but older
children gain much more knowledge from another person — from the teacher
or from his or her schoolmates. They are highly motivated in competition
with peers (Jakabci¢, 2002). When kids come to the age of going to a
kindergarten, they start to speak their mother tongue more and they find out
it easier in some cases. They start to be better in it very soon as they use it
much more often and they also speak in their mother tongue with other kids.
They are losing the motivation for learning and speaking two languages. They
do not care that they will need it in the future and taking it as a game may
not be such a such fun anymore if they cannot use it with another kids.

Despite the above mentioned facts, we would like to emphasize the
benefits of bilingualism according to Hakuta’s (1987) research to show huge
plusses of learning a foreign language as early as possible. He compares
bilingual and monolingual children in his research and he finds out that the
bilingual children:

e exhibited more creativity;

e excelled at problem solving;

e achieved richer and more inventive oral and written communication;

e displayed a better grasp of grammar;

e scored higher in certain intelligence tests.

So, how to do it then? Should the children be taught foreign languages
from a very early age in Slovakia? When to start with their teaching? What
should they be taught?

Teaching vocabulary is not everything. It is also important to teach them
an intercultural knowledge (Reid, 2009), traditional songs, chants, lullabies,

® We found twenty English kindergartens in databases and eleven of them are situated in different parts of
Bratislava, one in Dunajskd Luzna, one in Zahorska Bystrica, one in Trencin, one in Senec, one in Trnava,
one in Piestany, one in Prievidza, one in Zilina and one in Kosice. It means that they are situated mainly in
Bratislava and in the western part of Slovakia.
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things that they will need for real life, things that are appropriate for their
age, for their physical, psychical, psycholinguistic development (Stranovska,
2010).

There exist some very purposeful groups of parents and also teachers,
who are trying to teach babies and infants in a school way. They are adapting
books and their content for earlier ages than they were composed for, they
are usually authoritative, because they are not able enough to take teaching
and learning process like a never ending game. When the information about
our world are presented in a factual manner — children do not only store
these information, but the process of learning develops the connections for
their future cognitive development. Teaching babies English, an
encyclopaedic knowledge, baby-sign language or whatever else, has to be a
fun game for them and they will love learning in this way (Hamamdjian, 1981).

Do not limit children! Do not set borders! Very young children do not
have borders for their knowledge, they just learn whatever they like and
when you do not limit, but support them, you can multiply their intelligence
at a very early age. You can offer them a better future.

Yet, why should be children taught foreign language so early? Why
cannot they start in kindergartens or at primary schools? Our generation
started with Russian language or German language at primary schools and we
are able to use them ‘good enough’. At first, if you realize that a child’s brain
is growing mostly till the age of six and that the child starts to learn a foreign
language at this age or few years later, it seems to be a waste of time and
potential. According to Helen Doron’s research (2010), there are six basic
problems of teaching a second language traditionally at schools:

1. Students are expected to master all aspects of language (we mean

here reading, writing, speaking, grammar, pronunciation) simultaneously.
The first problem mentioned by Doron is obvious at those primary schools
where English is taught from the third grade. According to the Slovak
curriculum, children are listening, reading, speaking and sometimes writing.
Despite the fact that they are taught basic vocabulary they are training all
four skills at once. They are so different that they stimulate different areas of
the brain and this is very difficult.

2. Students do not get enough individual speaking time.

The current classroom situation — forty-five minutes lessons with at least
fifteen students in a group with different foreign language knowledge is not
an easy situation. Even a well experienced teacher would have a big problem
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to solve this situation. It causes then that a student does not hear his voice in
the foreign language, so he does not get any opportunity to practice and the
teacher is not correcting mistakes if they are any’.

3. Students do not receive enough direct feedback.
This problem is much connected with the previous one. Overcrowded
classrooms and also impersonal environment of language laboratories cannot
be compared with direct feedback that infants and toddlers receive from
their loving parents.

4. Pronunciation suffers.
There is a lack of native speakers in Slovakia and when there are some, they
are usually teaching older students at secondary schools. It is quite late for
teaching pronunciation at that stage. We also miss recordings made by
natives. If the children do not learn the pronounciation properly from the
very start, it is later very hard to improve it. The other factor is that the
aptitude of the brain for language acquisition is severally reduced after the
age of six (Johnson, Newport, 1989). Children who start to study English after
the age of six have usually serious problems with pronouncing several
sounds, especially in English.

5. Inhibition leads to failure.
The older they are they more likely they become shy and frightened of
speaking in front of the classroom. The problem is also in the content of the
books. Students are usually able to read and write in English, but they are, for
example, not able to order the food in the restaurant or to ask for the
directions. They feel anxious in speaking, reading, they are much afraid of
mistakes and not prepared for real life, real situations in English speaking
countries.

6. Traditional education models focus on correction.
Our educational model is focused on memorisation, regurgitating facts. What
is much worse that the feedback is, because of lack of time and space, limited
to correcting mistakes, checking homework or writing tests. It causes limits
and anxiety and sometimes it looks like that the students are corrected every
time they open their mouth. It seems to be easier and more comfortable.

From Piaget’s time®, the research of human brain developed a lot.
Several researches showed that the human brain is growing most till the age

7 The students of the Department of Language Pedagogy and Intercultural Studies at the University of
Constantine the Philosopher are highlighting this problem in their praxis sheets very often.

¥ In 1950’s Piaget and his peers came with the theory that infants are just passive creatures, taking in very
little information from their enviroment.
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of six. Our and mostly the baby’s brain is producing many neurons. When
there are connections not developed between them, neurons are lost. It is a
very easy formula — “use it or lose it”. What does this mean? If a baby starts
to use its brain as soon as possible, its neuron connections are joining
together what means that the brain gets developed better. When there are
created at least the basics of the knowledge in very early age of the child,
there are created keystones for its later development. It means that when
the child starts learning English at the baby age, it can reach much higher
level as an adult, but not only in that particular language, or school subject.
The data now show that a human’s intellectual capability is shaped not just
from his or her genetic potential, but also from the early brain stimulation
that leads to the creation of neural pathways. As more pathways are added,
the potential for storing and retrieving information is increasing. As Sears
(1993) declares, by the age of one, the brain doubles its brain volume and
attains sixty percents of its ultimate adult size. This is the basic foundation of
mental capability that determines how a child will succeed at school, how it
will be able to absorb new information throughout an active lifetime, or how
adaptable is he or she going to be — for example in a job. Compelling is the
body of evidence suggesting that the lack of early language development
leads to extreme limitations in brain functions, too. Those rare children
‘raised-by-wolves” grow into adults who suffer from stunted speech
capability and serious developmental problems. These cases show that adults
who were deprived of strong mother-tongue language development may
never be able to speak the basic mother tongue fluently.

Many professionals and also parents are nowadays much interested in
sources informing them about new results of several researches, about new
possibilities of developing their child’s brain, they do as much as possible to
do everything to provide better, or at least easier future for their children.
There are much more books in our market available even in Slovak
translations, there are more alternative ways of bringing up and educating
children in Slovakia, what means that the demand is growing.

One of the hugest and most successful teams in the world interested in a
child’s brain development is The Institutes for the Achievement of Human
Potential in the USA. When we have a look at Domans’ research (1994) about
the human brain, we find out that the largest growth of human brain is from
birth to 9th month and then to 231* month (19 years). It means that teaching

° Children raised without sufficient human interaction (see McGill, 2006, p. 274).
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a child “as soon as possible” really means to teach him or her right from the
birth, or even earlier. But how could this be done? What is the principle of
acquisition in teaching languages to infants? In order to teach effectively and
to understand children and their needs, the teacher or the parent has to be
aware of several theoretical principles and the most essential aspects such as
concepts of language acquisition, phases of language development or specific
features of very young learners. This knowledge can form the basis of a
successful teaching-learning process. One of the latest books by G. and J.
Doman How Smart is your Baby? shows a complex system of how to reach
the highest level of intelligence of the child by stimulating all reflexes (light
reflex, startle reflex, Babinski reflex, grasp reflex), movement of arms and legs
without bodily movement, birth cry and crying and by supporting all
competences (visual, auditory, tactile, mobility, language and manual
competence). The results shown in the tables of the Institutes Developmental
Profile (Doman, Doman, 2006, pp. 44-45) are unbelievable in comparison
with children we bring up just intuitively (see Tables 1 and 2: The Institutes
Developmental Profile).

Let us focus just on language acquisition through comparing several
theories concerning language acquisition in general. Scientists and linguists
are carrying out complex tests and experiments to show how the ability to
understand and use a language is formed. Firstly, there is a debate on how
much of this capacity is based on our genetics and how much is acquired via
environment and language experience. According to Knezek, “Language
cannot be completely genetic. Humans speak a wide variety of different
languages, and very young children of any race or ethnic background can
learn to speak and understand any of these if exposed to appropriate models
at the proper time in development” (Knezek, 2009). Obviously, our ability to
communicate is an interaction of nature and nurture what means that both
genetics and environment contribute to our final language competency.
Chomsky claims that the mechanism of language acquisition formulates from
the innate processes. This means that there are certain specific parts of our
brain that have evolved in order to produce (and understand) a language. In
our view, it is important to be aware of the complexity of a human’s ability to
communicate which means understanding the importance of all its features.
Nature-nurture interaction can be viewed as a precondition of the language
acquisition process. However, the process itself is another issue of linguistic
debates.
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Tab. 1: The Institutes Developmental Profile 1

PREDOMINANT VISUAL AUDITORY TACTILE
BRAIN STAGE COMPETENCE COMPETENCE COMPETENCE

of

PP

MIDBRAIN and within a configuration | meaningful d

SUBCORTICAL
AREAS

14 Mon. | Meaningful appreciation | Meaningful appreciation | Meaningful appreciation

The Developmental Profile may not be reproduced in whole or in part without special permission of Glenn J. Doman®, 8801 Stenton Ave., Wyndmoor, PA 19038 USA.
© Modilied 1964, 1971, 1877, 1980, 2003

In order to describe and analyze the process of language acquisition and
its aspects we provide the most influential models most of which were made
by popular linguists and psychologists. In the 1960s Skinner claimed that
language acquisition is an imitation-reinforcement process. He argued that
the children acquire the language simply by imitating the speech of the adults
around them. When they produce a good imitation, their parents reward
them with smiles and praise and if the imitation is poor they correct them. As
a result, children gradually adopt the adult’s speech. But years of observation
and studies have shown that Skinner’s model is undoubtedly wrong and what
is more, it seems to be impossible. The reason is that children often produce
structures or sentences they have never heard from adults. Chomsky
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suggests that language acquisition is a process of active construction —
children construct rules for language. And these rules are progressively

developing during several stages.

Tab. 2: The Institutes Developmental Profile 2

THE MOBILITY
INSTITUTES :
DEVELOPMENTAL
PROFILE
BY GLENN J. DOMAN

Creeping on hands and
knees, culminating in
cross-pattern creeping

Meaningful response

LANGUAGE

Creation of
meaningful sounds

Meaningful response

MANUAL
COMPETENCE

Prehensile grasp

Meaningful response

THE INSTITUTES FOR
THE ACHIEVEMENT OF
HUMAN POTENTIAL®

8801 STENTON AVENUE
WYNDMOOR, PENNSYLVANIA 19038

Vital crying in response
tothreats tolife

Most of the researches of this subject focus on newborns and infants.
However, there seems to be a pre-stage in language acquisition. Hawkins
claims that the process begins even before birth: “The prevailing opinion
used to be that newborns could not actively influence their production of
sound... even infants who are just a few days old have regional accents, which
are detectable in their cries. Babies are able to memorize their mothers’
speech patterns while still in the womb, and can later mimic the melody

patterns in their own vocalizations” (Hawkings, 2009).
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According to this study, there are traits in newborns “crying that are very
similar to the intonation and stress of their mothers” language. We find the
findings of this research to be a significant contribution to the general
knowledge about language acquisition as they provide a completely new
point of view on the issue.

After birth, newborns start to produce several sounds — they cry, babble
and play vocal games to experiment with their vocal tracts. Psychologists
Saffran, Senghas and Trueswell suggest (in Saffran et al., 2001) that the vast
majority of children go through the same identifiable phases of language
acquisition. They claim that these phases are in the same order but individual
ages of children differ (not all the children reach the particular stage at the
same age). The book Language: The Basics by Trask (1999) which provides
systematic and practical overview of all the stages — babbling begins around
the age of six months (“gagagagagag”, “mamamma-gagaga”) followed by two
significant stages called one-word-stage (between ten and twenty months)
and two-word-stage (between eighteen and twenty-four months). The one-
word-stage begins when a child starts to produce recognizable single words
slowly by adding new words to its vocabulary — this vocabulary does not
contain any grammatical words. A child’s vocabulary starts to grow much
more rapidly with the beginning of the two-word-stage — still very few
grammatical words or word endings. The vast majority of grammar is
embraced between the age of two and three and by the age of five the child
knows around ten thousand words and, practically, the whole grammar of
the language. Logically, some inaccuracies may appear in the child’s speech
(for example overgeneralization — foots instead of feet...) but these usually
disappear in the course of time. Moreover, these inaccuracies are
understandable as every child has to discover the whole system of grammar
of a particular language which is a very complex task — the child has to break
the stream of noise into separate words and syllables and these words have
to be organized into sentences by means of parsing.

Pedagogically, this knowledge is very essential, helpful and beneficial for
every teacher (also if it is a parent in a teacher’s role) of very young learners.
How can he or she adjust the methodology, attitude, teaching tools and
materials without having the most essential information about their linguistic
and cognitive development? What is more, all these theories, principles and
researches are one of the reasons why we are teaching foreign or second
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language to very young children at the pre-school age — we are building on
their natural predispositions and language readiness.

Some of the above mentioned theories are old and not really correct in
their whole range, but each theory has its piece of truth. We cannot
generalize all the time, because not each child, whose parents did prenatal
music stimulations, baby signing, language learning etc., is a child with
multiplied intelligence without any problems in school. There could also be
siblings behaving in the same way with different results. If we do not accept
the genetic make-up, personality of the child, abilities of the educator and all
other factors, we are not objective enough. But contemporary researches
forwarded our acquaintance a bit further.

Doron, as one of the longest time practicing teachers in the world,
emphasizes another side of a child’s acquisition: “For the initial period, the
infant appears to be passively absorbing sounds from the parents and others
in immediate area. In reality, the infant’s brain is already actively analyzing
the language and preparing for future speech development. Eventually,
associations are made between the sound and the meaning, either a concrete
noun (such as bottle) or a more complex, intangible concept (such as hunger).
In this natural immersion environment, the infant is not expected to study
grammar, understand linguistic structure, master pronunciation, learn to
read and write, or any of the kinds of the skills associated with formal
language training. The infant is absorbing the audio data, much as a sponge
soaks up water” (Doron, 2011, p. 39).

Language acquisition is of course more complex. It is not just an audio
input, but babies, infants and young learners are also exposed to exaggerated
enunciation, pitch, cadence, facial expression etc. It is almost unbelievable
that infants and young children are able to embrace language — such a
complex system, in such a short period of time and with such an ease. Why is
the learning of a foreign or second language so easy for children and so
complicated for adults? The answer (or at least a part of it) seems to be in the
existence of the so called ‘critical period’ in language learning. In an interview
with Ewalt in 2005 Chomsky explains: “There is a particular period of
maturation in which, with external stimulation of the appropriate kind, the
capacity will pretty suddenly develop and mature. Before that and later than
that, it is either harder or impossible... It could be that there is a critical
period for language acquisition, roughly from birth to around puberty, and
that if you do not learn language at that time, you will never learn it” (Bak et
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al., 2009). This does not mean that you are not able to learn a foreign or a
second language after the puberty — the concept of the critical period refers
mainly to language learning in general — a child needs to acquire some
language in order to be able to learn another one later. But of course, it is
much easier and natural to learn languages within this period because it
appears that our brain is more ready'’. Apart from the theory of neurons, the
brain of an adult seems to concentrate on the speech sounds of his or her
mother tongue. Besides, adults use completely different methods and
techniques when learning a foreign language — they tend to be very
deductive, analytical and they constantly compare the new language to their
mother tongue. We can observe that it is usually much harder for an adult to
develop the native-like pronunciation so the adult learners usually maintain
their first language accent. On the other hand, children at pre-school age
acquire the accent of a foreign language very quickly (Hornakova, Kapalkova
2005).

Now that we have found out why and a bit how we can teach a foreign
language to our children, there still remains a big problem, which is hidden in
the following question: What should | teach my baby? The problem is that
most of the parents and most of the teachers are not enough educated,
skilled and guided, they are not repeating the taught vocabulary enough
often, they do not sing appropriate songs for them, probably because they
know only a limited amount or they just think that English is just too difficult
or too easy for them. Many parents also lose their motivation when they do
not see enough feedback from their child.

As | have mentioned earlier, it is not only about teaching languages, but
also about teaching preverbal children rudimentary sign language,
stimulating their bodies, providing them music in their early life, etc. In the
case of the importance of sign language, simple signing allows children to
communicate basic needs and it reduces their frustration and aggression of
disability to say what is going on till their body is able to speak. But that is not
all. The research (Acredolo, Goodwyn, 1996, p. 76) shows that children who
learnt baby signing, where later much better in language tests at school. And
that is almost the same with teaching music to them, as with early maths
courses at their prenatal age, etc. That means, whatever you teach your child
in a playful way is an advantage for its future and when all the content is

% There is a theory that within critical period there are more neurons in brain to be used for language
acquisition and that after it, these neurons are used for another purposes (see Olle, 2009).
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combined in an appropriate and natural way, you can reach great results
(Hamamdjian, 1982).

Every activity properly done with a child is profitable, but why should
then parents pay for expensive language courses instead of choosing much
cheaper baby sign or music courses? Basic logic says that foreign language is
something very usable for the child’s future, but that is not all. It is not very
possible to behave a bilingual child in language course, it is not very possible
to do it also in English kindergarten, it is sometimes possible in well organized
mixed families, but till they do not live a half year in one country and a half
year in an English speaking country | would be pessimistic about bilingualism
of the children, too (see Pokrivéakova et al., 2008).

Let us have a look at the content through the only method offering
English for babies from their three months. Baby Best Start, the very first of
Doron’s Early English programmes follows Doman’s research in every detail.
It includes baby-signing, songs, rhythms, rhymes, music of language, chants,
traditional songs with intentionally developed ones, encyclopaedic
knowledge and connects it with the baby’s brain and body growth specifics,
massages, physical activities, emotional and sense development, which are
taught to parents so they can do them with their children during the classes
and at home too in order to stimulate and develop their bodies and skills. It
offers CDs for home hearing"* recorded by Doron, an English linguist, without
any unwanted accents which the children can meet anywhere in Slovakia. Its
complexity is emphasized by the fact, that it is not something what you can
buy in the shop and you use it. It is arranged as a ten months long course
leaded by a specially trained Helen Doron Early English teacher who teaches,
of course, children but also the parents, how to play with their children in
foreign a language and how to be effective in it, how to use baby signing and
all other things we have already mentioned and who is informing them what
is each activity they are doing good for. It is a very difficult process based on

" Helen Doron’s methodology is based on background hearing. We have to differentiate between listening
and hearing. Listening is the active process, when you sit near the tape recorder and listen to the song.
When you sit near a stereo and try to get all the words, to learn them, to memorize them in a very active
and hard way, you are listening. Hearing is very different. It is a passive process of hearing songs in the
same time you are doing something else. Children can hear the songs during playing, eating, getting
asleep, during any activity they like. The effect of listening is that the information is in your short memory
and you need a lot of tough repetition to forward it to the long-time memory. The effect of hearing is a bit
different. Systematic and long lasting hearing causes that the information gets to the long-time memory
and when you start to use it actively, you have it forever. That is why Helen Doron Early English prefers
hearing.
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different researches which is helping to multiply a baby’s intelligence in
cooperation with all important researches and aspects. We chose this
method for our research, because it contains most of the content that is good
and important to use. The second reason is that we are observing this
method and teaching with it actively for more than three years, so we have
experience, a research sample (about one hundred children at different ages)
and we are able to see and compare results.

One of the biggest part of Babies Best Start content are songs and
chants. The course teaches both parents and their children nice, rhythmical
songs based on all music styles (oriental music, Spanish rhythms, English
traditional songs, etc.) interculturally connected with not only the traditional
English environment.

The personal experience and observation research shows that every
child in every country acquires knowledge like a super dry sponge. They
absorb whatever knowledge in very high speed®. It is a fact that children can
and do absorb an incredible amount of information by the age of five.
Research has shown that about ninety percents of everything we learn in our
lifetime is gained by the age of five (Doman et al., 1994). It is the reason why
Babies Best Start can easily include also nonsense songs and chants.

All this is very usable for TEFL, so maybe that is the reason why Doron
adopted Doman’s method to help the children to acquire English language
through their daily life. According to Doman’s method you can teach your
babies and infants whatever you want to. You can teach them the production
of cars when you walk in the car park, name of the petrol stations when you
are driving around the town, kinds of trees in the park, kinds of birds flying or
living in your garden, all the flowers blooming in your flowerbeds. You can
even teach them names of vegetables or fruits when you are at the
supermarket. The salient point is that you can teach your child encyclopaedic
knowledge anytime, anywhere! “While | encourage you to teach your child
encyclopaedic knowledge, one should be beware of the fact that the focus of
education should not be mainly on the mastery of encyclopaedic knowledge.
As the information is expanding geometrically, it is just impossible for anyone
to teach a child to master all of it. Therefore, a parent or a teacher needs to
nurture the child to develop a desire for continuous learning and the skills on
how to master new information. One should also understand the importance

*2 Children learn about three hundred words and fifteen songs per year from the age of three months to
eighteen years.
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of teaching not just facts (BOI), but higher-order thinking skills as well as the
creativity, problem-solving and analytical skills” (ibid., p. 112).

Doman, after fourty years at the Institute, had learned that: "Every child

born has, at the instant of birth, a higher potential intelligence than Leonardo
da Vinci ever used" (ibid.). He strongly believes that it is easier to teach a one-
year-old child encyclopaedic knowledge than it is to teach it to a six-year-old
one. He tells the reader exactly how to give encyclopaedic knowledge to a
tiny child starting off at birth or at any time prior to six years of age. To
summarize his method about how to teach any child to acquire encyclopaedic
knowledge, the steps are the following:

1.

Identify the knowledge to teach your child. In an intellectual sense, it is
the knowledge from science to art, biology, geography, history, music,
language, literature, and everything else that matters to a man.

Once the divisions of knowledge have been identified, go further to list
ten categories in each of the division of the knowledge. For example, in
the ‘Biology' division, you can list categories such as mammals, birds,
reptiles, amphibians and etc.

Next, list the ‘bit of intelligence’ (BOI) under each category. For example,
under mammal category, you can list the bit of intelligence such as lion,
tiger, cow, wolf and etc. since knowledge is based on information which
can be gained only through facts. Presenting those facts (BOI) in a
properly way to a child will ensure this knowledge will literally grow in the
child's brain and they it will be the basis of all his or her future knowledge.
The characteristics of presenting the BOI in a proper way are: BOl must be
accurate, one item only (No other items in the background. You may have
come across poster board with many animals, this is NOT the proper way
to teach your child about ‘lion’ for example), specifically named, large,
clear and new (something your child does not already know). Essentially, it
is commonly known as a flash card.

You can create the flash card yourself. Collect the BOI from a magazine,
newspaper, journal and etc. Organize them into categories of intelligence.
Cut or obtain an 11" x 11" white cardboard. Glue the BOI on the front side
of the cardboard. Label the BOI on the back of the cardboard with a black
marker. Alternatively, you can find software for creating flash cards at
PowerFlashCard or you can purchase the flashcards from various online
shops.
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6. To teach a bit of intelligence. You position yourself and your child
comfortably facing each other. Show the cards about 18" away from your
child. Do it as a game. Move the back BOI in the stack (get a quick look at
the name you are about to say) to the front and say, ‘Tiger’. One second
for each card and no longer. You must present the BOI very, very quickly.

7. Begin with introducing five different categories with ten BOI in each. Make
sure you teach each category three times before the day ends. As your
child progresses, start to add more categories day by day until you do ten
different categories.

8. Ten days after you have reached all ten categories, begin to retire one old
BOI from each category daily. Place these retired BOI in your file for
another use later. Add one new BOI to each category daily to replace the
one your have retired. From this time on you continue to add one new BOI
per category daily or a total of ten new BOI daily. This is a minimum
number; you can introduce new BOI faster if you can. Don’t worry, the
capacity of the brain of a tiny child can hold them without any questions.

Doron does not just adopt Doman’s method. She tries to develop it, to
make it better, more useful for teaching English language conditions. She, for
example, combines this method with baby — sign language. It means that
children learn how to name vegetables or fruits plus they learn what signs are
suitable for each of them. She is also overlapping chants and songs with baby
signs or just with some movements that are working as signs as well.

She is, though, not developing only courses with teacher guides that can
be used by teachers. There is the system of courses and the teachers are
trained for every single course. She or better said her teacher trainers, who
are trained by Doron personally, are teaching future teachers (they also have
state exams) how to use and make props appropriate for every age. It seems
very easy, but for example the preparation of flashcards, how to make them
to be interesting for babies, is very difficult.

Her usage and range of flashcards is also based on G. Doman’s right
brain teaching method. He was the pioneer in the field of early childhood
education and he started to train brain injured children at the beginning of
20th century. He discovered the gradual development of brain injured
children. G. Doman’s baby flash card method is now applied in teaching
normal children with no brain injuries children at a very early age. The same
practice is used in Japan. It was developed and pioneered by Shichida. It is
called Shichida method in Japan (online).
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Doman’s and Shichida’s methods of early childhood education are
adopted all over the world. The main difference between the Doman’s and
Shichida’s method is the repeat rate. Doman focuses on impression. His baby
dot flash card method flashes for a few times and moves on. He treats dots,
words and pictures where all pictures are images to a child’s brain. Shichida
baby flash card method focuses on repeated flashes. Shichida flashes more
times to kids, and tries to let kids to memorize the pictures or images. It’'s up
to you to pick the focus, impression or memorising.

Many parents are usually scared when teachers start using flashcards as
quickly as it is advised by Doman and they also ask how can children
recognize for example the math dot cards in teaching them counting.
According to G. Doman’s book How to Teach Your Baby Math, you have to do
it that way, because babies are able to sense perceptions much quicker than
adults, they are not bored when it is done quick enough and the biggest
difference is that they are not counting dots as the adults. The just look at it
and they can recognize how many are there. This is the ability that only
babies have, the older children do not have it and that is a great example of
how babies can learn maths, or better said how maths may be included into
language classes.

We have discussed all important points connected with teaching babies
right from their birth. In the first part, we summarized most of the known
ways how the babies are taught and we showed pros and cons of all of them.
Later we tried to persuade those readers that are against teaching such little
babies foreign languages by scientific facts and researches that were done or
are still in process. We hopefully showed some of new sources that were
unknown for the readers. At the end of the chapter we partly answered to
the question of foreign language content by the example of one of Helen
Doron’s Early English method courses and commented all its particles. It is
very difficult to be complex and systematic in this huge issue, because there
are many part-researches, but not a single complex one. Most of the
scientific information is coming from abroad and that is, in our opinion, a
shame, because we also have a lot of educated and experienced scholars and
teachers in Slovakia. The other reason is that our circumstances are different
from the American ones, so our researches would probably reach different
results. We hope that this chapter stirs up the debate about the challenge of
teaching babies.
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Abstract

This chapter deals with the problem of teaching kids foreign language already
from their birth. There exist several ways of how to do it and this paper
comments most of the known ones. It brings a lot of advices for teachers,
parents and scholars, based on human brain development and language
acquisition researches. Reasons why to teach babies, possibilities how the
teaching process can be done and also what should the content of education
be made of are being discussed in it. Teaching babies is a very complex issue,
so one of the aims of this paper is to provoke a wider debate about this topic
in our national circumstances.
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CUDZOJAZYCNY TEXT A KONTEXT
V RECEPCII ZIAKA ZAKLADNEJ SKOLY

Eva Tandlichova

Ostatné roky si nevieme proces cudzojazyénej ,reformy” alebo tvorby
novej koncepcie vyucby cudzich jazykov predstavit bez citovania odporucani
Spolo¢ného referencného rdmca pre jazyky. Drzime sa hlavne toho, Ze treba
rozvijat vSetky kompetencie, teda hlavne komunikaéné, ale aj vSeobecné
a digitdlne kompetencie. Zdorazfiujeme koncentrdciu na Ziaka, buduceho
nositela apouZivatela jedného ¢i dvoch cudzich jazykov. Treba vsak
podotknut, Ze koncentracia na Ziaka, jeho potreby a predpoklady pre
osvojovanie cudzieho jazyka je uzko spatd s pochopenim procesu ucenia
a osvojovania cudzieho jazyka. Tento proces uz davno nechdpeme ako
izolovany ¢i sustredeny len na parcidlne aspekty osvojovania jazyka, ale
vieme, Ze tento proces mobze byt Uspesny len vtedy, ked prebieha
prostrednictvom  zmysluplného obsahu avzmysluplnej komunikacii.
Osvojovanie komunika¢nych a digitdlnych kompetencii v zrozumitelnom
kontexte a prostrednictvom zmysluplného textu zvyrazni (dufame) pozitivhu
motivaciu Ziakov. Mbzeme len suhlasit s Fredom Genesee, Ze ,authentic
communication provides areal social context for learning communicative
functions of the new language. In the absence of such authentic
communication, language can only be learned as an abstraction devoid of
conceptual and communicative substance” (Genesee, 2009). Samozrejme, Ze
v sUvislosti s reSpektovanim spolocenského kontextu, v ktorom sa jazykova
komunikacia odohrava je potrebné reSpektovat aj variabilitu tohto kontextu
atomu zodpovedajuce vyuzitie funkcii jazyka, ktoré musia tuto variabilitu
reSpektovat a odrazat. Domnievam sa tak, ako Fred Genesee, Ze ,language
varies even across academic domains so that different language skills are
needed in a mathematics classroom in comparison to ascience or history
classroom”. To by som podciarkla prave so snahou vyuzivat CLIL na zakladnej
Skole. Tu je vSak potrebné nestracat so zretela, Ze ,the differences include
not only specialized vocabulary but also special forms of expression related to
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specific academic domains... This means that knowing how to use language in
one context does not necessarily mean knowing how to use it effectively in
another” (Genesee, 2009).

So zretefom na vyssie povedané sustredime svoju pozornost v tejto praci
na text, jeho ulohu afunkciu pri rozvijani najma pocuvania a CcCitania
s porozumenim aj pri zapojeni digitdlnych médii. Budeme sa opierat aj
o materidl pripravovany vramci trojrocného medzindrodného projektu An
Integral teacher training for developing digital and communicative
competences and subject content learning at schools 502769-LLP-1-2009-1-
ES-Comenius-CMP.

1 Text v lingvistike a didaktike cudzieho jazyka

1.1 Zakladna charakteristika textu

Text bol oddavna predmetom zaujmu rétoriky a Stylistiky. Podla Findru
ypatri text kzdkladnym Stylistickym pojmom (..) a bol vo vyskumnom
programe Stylistiky od jej zaciatkov, i ked' sa spravidla chdpal iba ako vysledok
reCovej aktivity expedienta. Preto sa termin text casto pouzival ako
synonymum jazykového prejavu, prehovoru a najnovsie aj diskurzu” (Findra,
2004).

Termin text sa vztahuje na pisané ahovorené produkty, teda ustny
a pisomny prejav alebo komunikat. Podla Dolnika a Bajzikovej je ,text
relativne uzavrety komunikaény celok, ktory na zaklade obsahovej a iloku¢nej
Struktury plni propozi¢nu a pragmatickd funkciu“ (Dolnik, Bajzikova, 1998).
Mistrik na druhej strane podciarkuje, Ze ,text je jazykovo-tematicka linedrna
Struktura, ktora ma svoj obsah aaj zdmerné formdlne usporiadanie. Pod
zdmernym usporiadanim sa rozumie obsahova a formalna suvislost a zavislost
vedla seba stojacich vypovedi. (..) Text je sice uceleny a uzavrety celok,
predsa vsak ide pri nom v skutoc¢nosti o relativnu uzavretost. Je vidy oprety
o skusenost autora a prijimatela i o kontext” (Mistrik, 1985). Podla Hallidaya
a Hassana jazyk vzdy existuje vo forme textu, ktory existuje v Ustnej alebo
pisanej forme roznej dizky, ale ako jednotny celok. Je to v podstate jednota
jazyka v jeho poutZiti. Je to gramatickd jednotka vacsia ako veta, ale ktord sa
k nej vztahuje tak, ako sa veta vztahuje k inej vete v stveti, v skupine viet, Ci
k vetam v odseku. Mozno preto sa vacSina koncepcii lingvistiky pri praci
s textom zameriava na opis vety (Co je vo vyucbe cudzieho jazyka Casto ten
najjednoduchsi text, ale moze to byt aj len jedno slovo, napr.: Exit), a to bud'
od vety k textu, alebo od textu k vete.
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Zaujem o lingvistiku textu od jej vzniku méZeme sledovat v podstate
v dvoch zakladnych smeroch. Jedni badatelia chapu text ako jednotku, ktorej
vlastnosti mozno opisat priblizne rovnakym spdsobom arovnakymi
prostriedkami ako vetu. Druhy smer opisu textu je reprezentovany nazorom,
Ze text je jednotka orientovana smerom ku komunikovaniu, ktoré sa
konstituuje usporiadanim jazykového konania (Tandlichova, 1991).

Stretdvame sa aj s ndazormi, Ze prace z textovej lingvistiky si stanovuju
program, podla ktorého sa snaZia spojit nadvetnd syntax s parolovou
lingvistikou, tedriou komunikacie, ¢i performancie, pripadne s lingvistickou
pragmatikou. Podla Dolnika a Bajzikovej ,vyraz pragmatika (...) ma aj tieto dva
vyznamy: a) pragmaticky = vztahujuci sa na komunikaény (situacny) kontext,
b) pragmaticky = vztahujuci sa na recovu ¢innost, na recové akty” (Dolnik,
Bajzikova, 1998). Obaja autori upozoriuju na dva okruhy javov, ktoré suvisia
s fungovanim textu v komunikacii a ¢o je pre vyucbu cudzich jazykov velmi
podstatné, pretoze text, jeho vystavba, funkcia a uloha v komunikacii je
bazou pre efektivne rozvijanie komunikacnych kompetencii a Ustnej
i pisomnej komunikacie: ,,Prvy okruh zahfiia faktory a podmienky, od ktorych
zavisi fungovanie textu, realizacia jeho funkcii... Hladaju sa systémové vztahy
medzi textom a komunikacnym kontextom. (...) Druhy okruh zahffia javy,
ktoré sa dotykaju realizacie reCovych aktov chapanych v zmysle Standardnej
austinovej tedrie. Do popredia sa dostava iloku¢nd struktira textu, otazka
realizacie iloku¢ného potencidlu textu, ukazovatele jeho ilokucnej sily
a celkove podmienky Uspesnej ilokucnej realizacie textu (...) teda sa nazera na
text ako na recovy akt” (Dolnik, Bajzikova, 1998). Autori dalej pokracuju, pre
pedagogicki prax velmi doélezitou analyzou, Ze ,iloku¢ny akt je popri
lokuénom a perlokuénom akte jednym z komponentov re¢ového aktu a jeho
obsahom je to, ¢o pbévodca prehovoru jeho realizdciou robi, ¢o ma jeho
prehovor spésobit. (...) Intenénost recového aktu spociva v umysle jeho
povodcu dosiahnut tymto aktom isty ciel, ktorym je anticipované spravanie
adresata...” (Dolnik, Bajzikova, 1998). Inak povedané iloku¢nym aktom sa
vytvdra komunikacné prostredie pre aplikaciu komunika¢nych kompetencii,
ale aj jazykovych funkcii, pretoZze zdmerom méze byt prikaz, slub, informacia
a pod.

1.2 Textové jednotky

Text teda pozostava ztextovych jednotiek, ktoré su vysledkom
segmentovania textu na zaklade gramatickych a sémantickych vztahov. Kazda
z tychto jednotiek ma v texte svoju komunika¢nu hodnotu, ktorou sa formuje

85



komunikacna hodnota celého textu. ,Textové jednotky ako konstituenty
textu (textémy) su stavebnymi prostriedkami textu. Zakladnou textovou
jednotkou je veta ako systémova akomunikativna jednotka” (Dolnik,
Bajzikova, 1998).

Z hladiska horizontalneho ¢lenenia textu su vyssimi jednotkami, ako je
zakladnd textova jednotka odsek, kapitola aramcové casti textu. Odsek
z hladiska logickej vystavby textu bol a je predmetom skimania viacerych
autorov v anglofénnom svete. V lingvisticko-didaktickej literature sa odsekom
zaoberaju autori najma preto, Ze je povazovany za zdklad obsahovo-formadlnej
vystavby textu. PovaZuje sa zdkladného nositefa jadra informacie
prostrednictvom svojej ,topic sentence”, ktord sa dalej rozvija a prehlbuje
v rozvijajucich vetach daného odseku av myslienkovom obsahu dalSich
odsekov (Tandlichovd, 1991).

,V suvislosti s paradigmatickou organizdciou obsahovych zloZiek textu sa
hovori o hibkovej organizdcii textu alebo o koherencii, v suvislosti s jazykovo-
kompozi¢nou vystavbou textu sa hovori o povrchovej organizdcii textu alebo
kohézii. Pritom treba zdoraznit, Ze obsahové aformalne modely textu sa
vzajomne (funkéne) podmienuju, ateda ich nemozno od seba oddelovat;
funkéna prepojenost obsahovych a formalnych jednotiek textu sa manifestuje
vich horizontalno-vertikdlnej zviazanosti [podmienenosti, zavislosti] Tento
fakt Findra zvyraziuje tvrdenim, Ze na povrchovej urovni sa reflektuje situacia
v jeho hibkovej $trukturacii“ (Findra, 2004).

1.3 Vyutzitie pre pedagogicku prax

Pre pedagogicku prax a proces osvojovania cudzieho jazyka hladame
podporu nielen v lingvistickej tedrii,[pretoze ide o hovoreny alebo pisany
text] ale aj v pedagogicko-psychologickom pochopeni vnimania textu
v procese osvojovania cudzieho jazyka a pri uéeni sa. Analyzou hovoreného
a pisaného textu, ako aj pojednanim o procese vnimania a pochopenia textu
sa budeme zaoberat nizsie. Na tomto mieste chceme zdéraznit najma to, ze
text vhodny pre pedagogickd prax musi mat rovinu tematickd, obsahovu
a zodpovedajucu  jazykovd rovinu. Spolahlivy text ako médium
komunikacného kanadla medzi expedientom arecipientom v hovorenej
i pisanej forme musi predovsetkym
a) pomahat rozvijat vSeobecné kompetencie t.j. deklarativne vedomosti,

¢ize vedomosti o svete, ktory Ziaka obklopuje az ktorého cerpa tieto

vedomosti; zru€nosti a praktické schopnosti; interkultirne zruénosti

a praktické schopnosti; osobnostné schopnosti, schopnost ucit sa
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aStudovat; inak povedané su to kompetencie, ktoré nie su
charakteristické pre jazyk, ale su nevyhnutné pre r6zne ¢innosti, vratane
jazykovych; a komunikaéné kompetencie, t.j. lingvisticki kompetenciu,
sociolingvisticki a pragmaticki  kompetenciu; tieto kompetencie sa
aktivuju pri vykone rozliénych jazykovych ¢innosti;

b) respektovat fungovanie jazyka prostrednictvom integrovanych
jazykovych spOsobilosti a zruénosti v texte pocutom alebo precitanom,
ktorého pochopenie je vysledkom zloZitého mentalneho pochodu
kddovania a dekddovania informdcie s cielom odovzdat ju prijimatelovi
prostrednictvom pisanej alebo hovorenej reci (Tandlichova, 1991);

c) reSpektovat adresata, t.j. zZiaka zakladnej skoly, jeho potreby
a o¢akavania, ale aj jeho Uroven ovladania cudzieho jazyka, aby bol text
skutoénym médiom pre Spirdlovité rozvijanie jazykovych znalosti
a zruénosti;

d) respektovat aj zaujmy ziakov a vyucovacie ciele;

e) rozvijat Mikovu myslienku, Ze text zohladriuje poZiadavku odzrkadlit
,Skusenostny komplex, ako suhrn skusenosti, predstav a myslienok,
citov, zaujmov a podnetov, ktoré tvoria vo vedomi Cloveka isty celok
a ktoré su podkladom pre komunikaciu. Tento skudsenostny komplex je
vyberovou zakladrou pre konkrétny text...“ (Miko, 1980).

Takto chapany text podporuje udrzanie interakcie medzi uciteflom a ziakom,

Ziakmi navzajom, hovoriacim a posluchacom, pisatelom a Citatefom

v uéebnych situaciach v triede. Prostrednictvom takého textu sa zabezpecuje

percepcia a produkcia v cudzom jazyku.

2 Text v Ustnej a pisomnej forme komunikacie

2.1 Dve formy komunikacie

V nasej lingvistickej tedrii sa vtomto kontexte opierame najma o prace
Prof. Vachka, pretoze jeho prace sa iniciovali potrebu uvedomit si a popisat
podobnosti arozdiely medzi hovorenym apisanym textom. Vyvoj
vyucovacich metdd nie vidy reSpektoval vysledky vyskumov lingvistiky,
pretoze preferoval v podstate vzdy len jednu formu komunikacie kladuc doraz
bud’ na rozvijanie pocuvania ahovorenia (hovoreny text anapr. priama
metdda), alebo na rozvijanie Citania s porozumenim a analyzu textu (pisany
text a napr. gramaticko-prekladova, citacia metdda).

Pri sucasnom plneni komunikaéného ciela vyucby cudzich jazykov je
vhodné opierat sa o lingvistov, ktori respektuji podobnosti iodlisnosti
hovoreného a pisaného textu ¢i prejavu. Podla Vachka ,, pisand norma jazyka
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je systémom graficky realizovanych prvkov, ktorych dlohou je reagovat na
dany podnet staticky, sustreduje sa len na komunikaény aspekt pristupu
reagujuceho pouzivatela jazyka, zatial ¢o Ustna norma jazyka je systémom
zvukovo realizovatelnych prvkov jazyka, ktorych dlohou je reagovat na dany
podnet dynamicky, pohotovo a hned, vyjadrujuc nielen komunikacény akt, ale
aj emocionalny aspekt pristupu reagujiceho pouZivatela jazyka” (Vachek,

1973). Z toho vyplyva, Ze pisanad norma jazyka ma svoje opodstatnenie spolu

s hovorenou normou a v uritych situaciach sluzi na dorozumievanie jedna,

vinych druhd: obe teda plnia komunikaénu funkciu jazyka, obe su funkéne

komplementdarne. Pre vyucbu cudzieho jazyka z toho plynie po prvé, potreba
osvojit si obe formy komunikacie, ateda venovat im pozornost vo
vyucovacom procese hned od zaciatku, hoci prave tu [na zdkladnej Skole pri
plneni poZiadaviek drovne Al] dominuje hovorena forma komunikacie, teda
ustny prejav prostrednictvom hovoreného textu; a po druhé, nezabudat, Ze
vyucba cudzieho jazyka ako prostriedku [globdlnej] komunikacie je
kognitivno-komunikaénd, teda aj Ustny apisomny prejav sa realizuju
kognitivne v komunikacnom kandli. Pouzivanie [cudzieho] jazyka Uustne

i pisomne je velmi uUzko spaté smyslenim avnutornou recou, avsak

diferencovane, pretoze ide o dve formy jeho realizacie:

a) Ustne realizovany prehovor prostrednictvom hovoreného
[cudzojazyéného] textu predpokladd neustdlu stimulaciu a kontrolu
pritomnostou posluchaca, resp. Ziaka sustredeného na pocuvanie
s porozumenim alebo na realizaciu hovoreného[cudzojazyéného] textu
ucitelom ¢i spoluziakom. V tomto smere sa vnutorna rec¢ a vonkajsia rec
realizuju simultanne. Tvorca hovoreného[cudzojazy¢ného] textu reaguje
rychlejSie, pretoze formovanie ¢i verbalizacia prehovoru vo vnuatornej
reci ma velmi kratky interval a vyber verbalnych vyrazovych prostriedkov
je Uspornejsi, pretoze je moziné wvyuzivat, ako naznacuju Dolnik
a Bajzikovd, predovsetkym ,neverbalne prostriedky, pretoze tam maju
miesto, atak vyjadruju napr. vyznamy nielen, ale aj intonaciou alebo
mimikou a gestami“ (Dolnik, Bajzikova 1998). Ustny prejav je emotivnejsi
ako pisany prejav. V pisanom texte, kde neexistuje kontrola zo strany
prijimatela, ma predstih formovanie vo vnuatornej rec¢i dlhsi ¢asovy
interval pred momentom tvorby pisaného textu, v ktorom ,tvorca tiez
vyuZiva aj neverbdlne prostriedky, ktorymi su interpunkéné znamienka,
schémy, grafy, obrazky” (Dolnik, Bajzikova 1998). Avsak ani tak sa
v pisanom texte nepodari zachytit pocity, naladu a s vypovedou spaty
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vztah autora informacie a prijimatela prenasanej informacie. Nakolko
pisany text neobsahuje mimojazykovu vrstvu, je potrebné pri Stylizovani
viet starostlivo vyberat slova, presnejsie vyjadrovat svoje myslienky
a okrem toho pouzivat aj bohatsiu slovnu zasobu.

b) Ustna re¢ je svojou podstatou dialogicka. Toto predpokladd vysoky
stupen situacnosti Ustnej reci. Inak povedané kontext a situacia
dotvdraju obsah prehovoru. Prave vdaka mimike, intondcii a gestam je
Ustny prejav Uspornejsi. Na rozdiel od Ustnej reci pisomna rec je vo svojej
podstate monologickd. AvSak aj vpisomnej reéi sa stretdvame
s prikladmi konverza¢ného Stylu ato vpodobe dialégu v sustave
rozpravania v pisani a pod. No dialégy v rozpravani zostanu umeleckymi
vsuvkami. Tieto vsuvky vSak nepovazujeme za Ustnu re€ v pravom zmysle
slova. V porovnani s ustnym prejavom pisomné vyjadrovanie vyzaduje
vysoky stupen organizdcie vyrazovych prostriedkov na vyjadrenie zdmeru
autora vzmysle starostlivého vyberu gramatickych, lexikalnych
i Stylistickych prostriedkov aich zaéleneniu do odsekov. Zodpovedajuci
sled odsekov do komunikaéného celku so zretelom na vytvorenie takého
Stylistického utvaru, ktory je vhodny a plne reprezentuje zdmer autora,
materializuje jeho vnutornd re¢ aje kompatibilny s myslienkovymi
pochodmi i o¢akavanim prijimatela.

2.2 Hovoreny a pisany text v pedagogickej praxi

Vyssie uvedené lingvistické charakteristiky hovoreného a pisaného textu sa
premietli do Pedagogickej dokumentacie pre Urovne Al a A2, pretoZe ony su
ciefovym modelom ovladania cudzieho jazyka Ziaka zakladnej Skoly. Hovoreny
apisany text je obsahom pre rozvijanie komunikacénych zrucnosti
v komunikaénom kontexte a v ich integrite. Komunika¢ny kontext reSpektuje
sposobilosti, ktoré ,suvisia skomunikaénymi situdciami v Ustnom aj
pisomnom prejave azahffiaju aj reakcie vSetkych ucastnikov komunikacénej
situacie” (Pedagogickd dokumentacia, AJ udroven A1, 2009). Funkcie
komunikdcie su chapané ako ,zdkladné casti komunikacie, ktoré musi Ziak
ovladat, aby sa mohla komunikdcia vcudzom jazyku uskutocnit..”
(Pedagogicka dokumentacia, Al Uroven A1, 2009).

Tato komunikacia sa uskutoCriuje prostrednictvom 1. textu hovoreného cez
percepciu, t.j. po€Uvanie s porozumenim a cez produkciu, t.j. Ustny prejav vo
forme dialégu alebo monolégu; 2. textu pisaného cez percepciu, t.j. Citanie
s porozumenim, alebo cez produkciu, t.j. pisomny prejav. Vtomto zmysle su
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Specifikované vystupy na urovni Al a A2 v pedagogickej dokumentacii,

v nasom pripade anglického jazyka, takto:

Percepcia textu:

Urover Al: PodUvanie s porozumenim:

Uciaci sa:

- dokaZe rozoznat zname slova a najzakladnejsie slovné spojenia tykajlce
sa jeho samého, jeho rodiny a bezprostredného konkrétneho okolia, ked'
[udia hovoria pomaly a jasne;

- rozumie, ak sa hovori velmi pomaly apozorne, aak dlhSie pauzy
poskytuju ¢as na pochopenie zmyslu;

- rozumie jednoduchym pokynom, ktoré su pomaly a zretelne adresované
a dokaze porozumiet kratkemu jednoduchému popisu cesty.

Uroveri A2: Podlvanie s porozumenim:

Udiaci sa dalej zdokonaluje zruénosti rozvinuté na Urovni Al tak, aby:

- dokéazal naplnit konkrétne potreby na ziklade porozumenia podstaty
pocutého;

- porozumel slovnym spojeniam avyrazom vztahujicim sa na beiné
oblasti kazdodenného Zivota;

- porozumel zakladnym informaciam v kratkych zaznamoch, v ktorych sa
hovori o predvidatelnych kazdodennych zalezZitostiach;

- vedel identifikovat tému vypocutej diskusie;

- porozumel zdkladnym bodom v prejave témy, ktoré si mu zname;

- rozumel jednoduchym pokynom informativneho charakteru;

- pochopil vety, vyrazy a slovd, ktoré sa ho priamo tykaju.

Uroveri Al: Citanie s porozumenim

Uciaci sa:

- rozumie zndmym menam, ndzvom, slovam a velmi jednoduchym vetam;

- rozoznd zdkladné slovné spojenia vjednoduchych oznamoch
z kazdodenného Zivota;

- dokdze si pri jednoduchSom informacnom materidli a kratkych,
jednoduchych opisoch urobit predstavu o obsahu;

- rozumie kratkemu jednoduchému pisomnému popisu cesty.

Uroveri A2: Citanie s porozumenim
Udiaci sa dalej zdokonaluje zruénosti rozvinuté na Urovni Al tak, aby:
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dokazal vyhladat konkrétne informacie vjednoduchych printovych
materialoch;

vedel vyhladat Specifické informacie v zoznamoch avybrat znich
potrebné informacie;

rozumel beinym orientatnym tabuliam, oznadeniam a ndpisom na
verejnych miestach;

pochopil konkrétne informacie v jednoduchsich pisanych materialoch,
ktorymi prichadza do styku;

porozumel jednoduché osobné listy;

z kontextu kratkeho precitaného textu pochopil vyznam niektorych
neznamych slov;

vedel ndjst potrebné informacie v kratkych ¢asopiseckych textoch.

Produkcia textu
Uroveri Al: Pisomny prejav

Udiaci sa:

dokaze napisat kratky osobny list alebo pohladnicu;

dokaze vyplnit jednoduché registracné formuléare s osobnymi udajmi;
dokaze napisat jednoduché slovné spojenia a vety o sebe a inych fudoch,
vie si pisomne vyziadat informacie alebo ich podat;

vie napisat jednoduché slovné spojenia alebo vety a pouzit v nich
spojovacie vyrazy.

Ustny prejav: Dialdg

Udiaci sa:

dokaze komunikovat jednoduchym spbésobom za predpokladu, Ze jeho
partner v komunikacii je pripraveny zopakovat alebo preformulovat
svoju vypoved pri pomalSsom tempe reci, a Ze mu pomdze sformulovat,
¢o sa pokusa povedat;

dokaze klast aodpovedat na jednoduché otazky zoblasti jeho
zakladnych potrieb alebo na zname témy;

pouzivat jednoduché zdvorilostné formulacie;

vie predstavit seba a inych a reaguje, ked ho predstavuju;

rozumie kazdodennym vyrazom, ktoré si zamerané na uspokojenie
jednoduchych konkrétnych komunikaénych potrieb avie reagovat na
jednoduché informacie, ktoré sa dozvie;

rozumie otazkam a pokynom, jednoduchému popisu cesty, vie niekoho
o nieco poziadat a niekomu nie¢o oznamit.
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Monoldég

Udiaci sa:

- dokéaze vyuzivat jednoduché slovné spojenia a ucelenymi vetami opisat
seba, miesto, kde Zije, ¢o robi aludi, ktorych poznad (Pedagogicka
dokumentdcia, Al Uroven A1, 2009).

Produkcia textu

Uroveri A2: Pisomny prejav

Udiaci sa dalej zdokonaluje zru¢nosti rozvinuté na Urovni Al tak, aby vedel

- napisat kratke jednoduché poznamky z okruhu jeho zaujmov;

- napisat jednoduché osobné listy;

- zaznamenat kratky jednoduchy odkaz za predpokladu, Ze moze poziadat
o jeho zopakovanie a preformulovanie;

- struéne a kratkymi vetami predstavit a charakterizovat osoby a veci;

- napisat jednoduché vety a spojit ich zakladnymi konektormi;

- jednoducho opisat aspekty vSedného dna.

Ustny prejav: Dialdg

Udiaci sa dalej zdokonaluje zru€nosti rozvinuté na Urovni Al tak, aby dokazal:

- zapoijit sa do kratkych rozhovorov na témy, ktoré ho zaujimaju;

- pouzivat jednoduché zdvorilostné formy osloveni;

- sformulovat pozvania, navrhy a ospravedinenia, reagovat na ne;

- povedat, ¢o sa mu paci a ¢o nie;

- poziadat ordzne jednoduché informacie, sluzby aveci, alebo ich
poskytnut.

Monoldég
Udiaci sa dalej zdokonaluje zru€nosti rozvinuté na Urovni Al tak, aby dokazal:

- vjednoduchych pojmoch vyjadrit svoje pocity a vdacnost;

- jednoduchym spbésobom sa rozpravat o kazdodennych praktickych
otazkach,

- komunikativne zvlddnut jednoduché rutinné Ulohy s pouzitim
jednoduchych slovnych spojeni a viet;

- vyrozpravat pribeh, podat kratky jednoduchy opis udalosti a ¢innosti,
zazitkov zo Skoly avolhocdasovych aktivit vjednoduchom slede
myslienok;

- opisat svoje plany a osobné skusenosti (Pedagogicka dokumentacia, AJ
uroven A2, 2009).
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Tieto poziadavky pedagogickej dokumentacie, ktora vychadza zo
Spoloéného referentného ramca pre jazyky, by mala respektovat ucebnica
cudzieho jazyka, v naSom pripade anglického jazyka, pretoze ako upozornuje
aj Gavora ,Specifické texty, teda pedagogické texty ,Sité na mieru” Ziakovi
konkrétneho typu Skoly aktoré sleduju ciel dosiahnut vopred stanovené
zamery rozvoja ziaka. NajtypickejSim predstavitelom pedagogickych textov je
ucebnica” (Gavora, 1992).

Podla ndsho ndzoru jadrom Struktury ucebnice cudzieho jazyka je
vychodiskovy a doplnkovy text, ako aj verbdlne (cvicenia, aktivity, slovnik,
testy, apod.) a neverbdlne (obrdzky, grafy, mapky, tabulky) zloiky, ktoré
pomahaju tému textu rozvijat za aktivnej ,pomoci“ zZiaka ako pouzZivatela.

Vzhladom na vysSie uvedené konstatovanie apri reSpektovani
komunikativneho principu v sivislosti s textom mame vidy na zreteli jeho
Ustnu a pisomnu formu, teda pristupujeme k hodnoteniu textu z hladiska
lingvodidaktického. Toto hladisko umozriuje chapat text ako médium,
prostrednictvom ktorého sa deje interakcia medzi expedientom
arecipientom ustne apisomne, apomocou ktorého ma Ziak moznost
integrovat v samostatnom Ustnom a pisomnom prejave zvladnutie jazykovych
prostriedkov areCovych zrucnosti, ale aj funkcii jazyka akompetencii
kore$pondujucich s témou textu. So zretelom na to by mal byt text v uéebnici
zdrojom Standardnych gramatickych Struktdr alexikalnych jednotiek
fungujucich v jadre lingvistického systému. Je vSak nesporne motivujuce pre
Ziakov ak sa v ucebnici stretnU aj so zvlastnostami jazyka, ale v pravy cas
a v zodpovedajucom kontexte. Lingvisti a didaktici cudzich jazykov zd6raziuju
rozne aspekty textu (ucebnice). Podla Hallidaya (1976) jazyk vidy existuje vo
forme textu, ktory existuje v Ustnej alebo pisomnej forme ako jednotny celok.
Je to v podstate jednota jazyka v jeho poutziti. Je to jednotka vacsia ako veta,
ale ktora sa k nej vztahuje tak isto, ako sa veta vztahuje k inej vete v suveti,
v skupine viet ¢i kvetdm v odseku. Text vSak nie je iba zhlukom viet, ale
pomocou nich sa realizuje ako sémanticka jednotka.

Ako sme uviedli vyssie Dolnik a Bajzikova zdbraznuju dolezity fakt, Ze
koherencia je jednou zo zakladnych konstituénych vlastnosti textu. Délezité
pre cudzojazy¢ni vyucbu a pedagogicki prax je konStatovanie tychto
autorov, ze ,propozi¢nou funkciou je text preduréeny na to, aby si prijemca
skonstruoval propozi¢ny komplex v zmysle odosielatelovej intencie, a tak je
motivovana obsahovd Struktura textu. llokuénd Struktdra je motivovana
pragmatickou funkciou...” (Dolnik, Bajzikova, 1998). Tieto uzavery autorov
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maju pre pedagogicku prax velky vyznam, pretoze vyzdvihuju klic¢ovu ulohu
Ucastnikov komunikacie na realizacii obsahu textu v tomto procese.

Beric do uvahy fakt, Ze ucebnica cudzieho jazyka je didaktickym
prostriedkom mala by uditelovi prostrednictvom textu poskytovat moznost
volit zodpovedajice formy a metddy s cielom aktivizovat Ziakov skidsenostny
komplex dize ,suhrn skusenosti, predstdv a myslienok, citov, zaujmov
a podnetov, ktoré tvoria vo vedomi cloveka isty celok, a ktoré su podkladom
pre komunikdciu. Tento skudsenostny komplex je vyberovou zdakladriou pre
konkrétny text, determinuje rozsah, v ktorom sa méze dany text realizovat”
(Miko, 1980).

To znamena, Ze prostrednictvom textu sa uskuto€iuje podstata vyucby
cudzieho jazyka. Inak povedané dialogicky ¢i monologicky text je médiom,
ktoré pomaha formovat osobnost Ziaka, jeho citovo-vbélové vlastnosti
amoralne kvality. Chceme tym vsulade sMikom zvyraznit potrebu
nepodcenit ,detsky aspekt”, teda Ziakovo videnie, vnimanie sveta, v ktorom
Zije a na ktory ma svoj nazor, ktory mu umoznuje hodnotit javy okolo seba
podla svojej skisenosti. Ucebnica by mala poskytovat také texty a v nich témy
(nielen bezpecné azname) otvorené nazorom Ziakov aformovaniu ich
hodnotového systému so zretelom na vek Ziakov, stupen osvojenia cudzieho
jazyka a poznania mimojazykovej reality, ako aj schopnost vyuzit vedomosti
a znalosti s inych predmetov a Zivotnej skisenosti v mimoskolskych aktivitach
a kontextoch.

Zaroven by mal byt text koncipovany tak, aby sa vo vyu¢ovacom procese
mohli aplikovat aj principy komunikativneho pristupu, ktoré Repka (1997)
definuje takto:

- princip cielavedomosti;

- princip podriadenosti jazykovych prostriedkov ndcviku komunikaénych
zruénosti;

- situacny princip;

- princip autentickosti komunikaénych procesov;

- princip hodnotenia  komunika¢nej u¢innosti recipovaného (i
produkovaného jazyka vo vztahu k danym ciefom a Gloham.

2.3 Percepcia a produkcia v procese vnimania obsahu textu

Vnimanie hovoreného textu prostrednictvom pocuvania s porozumenim
je aktivny proces osvojovania cudzieho jazyka. Porozumenie pocutého je
vysledkom aktivneho uvedomovania fungovania jazyka pri prenose
informacie. Pri pocuvani hovoreného slova v materinskom jazyku je priebeh
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ovela jednoduchsi a percepcia obsahu hovoreného je menej zlozZitd ako pri
percepcii textu cudzojazy¢ného. Najma v pociato¢nom $tadiu, ked' sa uciaci sa
zoznamuje s fonetickou afonologickou strankou jazyka, jeho gramatikou
a lexikou, musi vynalozit ,velké” Gsilie pocas vnimania textu s cielom zachytit
a porozumiet podstatu prehovoru. Je to asi tak, ako hovori Brumfit, ze , if we
are to make sense of language use in education, the interepretation of
meaning is at least as important as the recognition of form. Yet the
interpretation of meaning will never be an objective activity, for meaning
depends on context and conventions but also on the interpretations of those
who read and listen and the intentions of those who speak” (Brumfit, 2001).

Uciaceho sa treba preto od zacliatku viest ausmerfiovat v procese
vnimania textu hovoreného najma preto, Zze pochopenie pocutého si vyzaduje
sustredenie, koncentraciu a uchovanie v kratkodobej pamaiti. Preto by
hlavhym cielom nécviku poclvania sporozumenim malo byt intenzivne
trénovanie pocuvania so zameranim na obsah aadekvatnu reakciu ¢i
demonstraciu porozumenia formou produkcie Ustnej odpovede alebo
komentara. Zo strany ucitela je preto potrebné intenzivne zaradit pocuvanie
do prdace vtriede, ato na urovni identifikicie a selekcie, ako aj postupne
pripravit uciacich sa na to, aby sa snazili porozumiet podstate informacie
a ignorovat niektoré nezname vyrazy a formulacie.

Podobne pri percepcii pisaného textu v procese Citania prebieha
vnutorny dialég medzi pisateflom a Citatelom, ktory je efektivny vtedy, ak sa
opiera o bezpecny kontext poznatkov sudvisiacich s témou textu, ale aj
o znalosti jazykovej matérie a Struktury textu. Prdca s pisanym textom je
o nie¢o jednoduch$ia, pretoze sa uciaci sa modze vracat k precitanému,
zamysliet sa nad obsahom precitaného, a tak zefektivnit process c¢itania
s porozumenim. Nasledne potom mozZe adekvatne reagovat produkciou
hovoreného textu dialogicky alebo v monologue, alebo produkciou pisaného
textu formou samostatného pisomného prejavu napr.v rozpravani alebo
opise. Formulovanie myslienok pisomne reSpektuje tri velmi dolezité
hladiska: psychologické hladisko, lingvistické hladisko a kognitivne hladisko.
Prave prostrednictvom pisaného textu formou citania s porozumenim sa
uskutoCiuje ucenie sa v najSirSej miere. Nakolko rozvijanie C(Citania
s porozumenim si vyzaduje nielen znalost formalnej matérie jazyka, ale aj
urcité poznatky mimojazykové, je Uloha ucitela rozhodujuca.

Ulohu ucitela chapeme v zmysle Vygotského ,zény najblizsieho vyvoja“
(Vygotsky, 1978), ktorej pochopenie umozriuje dospelému viest uciaceho sa
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alebo vytvarat podmienky pre efektivné ucenie sa, priéom dieta/ziak
neprijima usmernenia pasivne, ale aktivne spolupracuje s dospelym s cielom
osvojit si nielen techniku ditania, ale aj obsah citaného s cielom rozsifit si
vedomosti a zru€nosti vcudzom jazyku. Prave sustredenie na osobnost
uéiaceho sa cudzi jazyk na zékladnej skole s ciefom pochopit jeho vyvojové
osobitosti je pre vytvorenie vztahu k osvojovanou cudzieho jazyka klucové.
Inak povedané, ,to, co dité umi udélat dnes za spoluprace, bude umét délat
zitra samostatné. Proto se zdd pravdépodobné, Zze mezi uéenim a vyvojem ve
Skole je stejny vztah jako mezi zénou neblizsiho vyvoje a urovni aktualniho
vyvoje. V détském véku je dobré jen takové uceni, které predbihd vyvoj
a vede vyvoj za sebou. Ale udit dité je mozno jen tomu, ¢emu je jiz schopno se
ucit. Uceni je mozné tam, kde je moznost ndpodoby. To znamena, Ze uceni je
nutno orientovat na jiz dokoncéené cykly vyvoje, na nizsi prah uceni, avsak
uceni se opira ne tak o dozrdlé, jako o dozravajici funkce. Vidy zacind od
toho, co u ditéte jesté nedozrilo. MoZnosti uceni se vymezuji zénou jeho
nejblizsiho vyvoje” (Vygotskij, 2004). A tak, ako hovori Cummins, ,approaches
to learning associated with a transmission orientation reflexy these views of
language and knowledge in that learning is assumed to progress in a
hierarchial manner from simple content to complex.[...] This is consistent
with a Vygotskian view of learning that emphasizes the centralisty of the ZPD
where knowledge is generated through collaborative interaction and critical
inquiry...“ (Cummins, 2009).

Vtomto istom diele Cummins cituje Adu a jej aplikdciu vyssSie
povedaného na proces Citania s porozumenim v tom zmysle, Ze zmysluplny
obsah sa integruje s pouzivanim cudzieho jazyka vjeho Ustnej a pisomnej
forme anavy$e udiaci sa sU motivovani pouzivat svoje znalosti jazyka pri
rozvijani vSetkych zrucnosti v kontexte kritického myslenia. Ada Specifikuje
proces prace najma s pisanym textom uciacim sa v aplikdcii Styroch faz:

“Descriptive phase - he focus of interaction is on the information
contained in the text. Typical questions asked by the teacher have their
answers in the text itself. Ada points out that these are the usual reading
comprehension questions and that a discussion that stays at this level
suggests that reading is a passive, receptive, and in a sense, domesticating
process.

Personal interactive phase...in which learners are encouraged to relate
the basic information from the txt to their own experiences and feelings.
According to Ada this process helps develop children’s self/esteem by
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showing children that their experiences and feelings are valued by the
teacher and classmates.

Critical analysis phase...through this phase the learners are ready to
engage in a more abstract process of critically analyzing the issues or
problems that are raised in the text. This process involves relating what has
been presented in the text to broader social issues as well as drawing
inferences and exploring what generalizations can be made. [...] the analysis
will always reflect children’s experiences and level of maturity, and highlight
the fact that this process of critical inquiry involves learners using
higher/order thinking processes to deepen their comprehension of events....

Creative action phase ...the dialogue is oriented towards discovering
what changes individuals can make to improve their lives or resolve the
problem that has been presented” (Cummins, 2004, s. 49-52).

3 Hovoreny a pisany text ako uc¢ebny material

Neoddelitelnou sucastou textu ucebnice cudzieho jazyka su cvicenia,
aktivity arbzne ulohy, ktoré by mali pomahat nielen dotvarat tému textu
a obohacovat ju oZiakov skdsenostny komplex, ale dat mu priestor pre
pochopenie svojich Stylov ucenia, seba ako uciacej sa bytosti scielom
Uspesne riadit svoje ucenie, atak nadobudat viac sebavedomia
a samostatnosti v sebavzdeldvani. Tak bude podporené aj rozvijanie Ziakovej
motivacie Studovat cudzi jazyk. Vhodne volené aktivity pre simuléciu situacii
z realneho Zivota, hrania roli, ako aj pracu vo dvojiciach a skupinach by mali
umoznit Ziakovi rozvijat pracovné navyky v individudlnej, ale najma timovej
praci s ciefom pochopit Ulohu tolerancie k ndzorom inych, dlohu pocivania,
Ulohu riadenia aorganizdcie samostatnej prdce, a pod. V kontexte prace
s textom sme uviedli rozvijanie integrovanych zruénosti. V kontexte cviceni
a aktivit povazujeme za dolezité tie, ktoré pomahaju rozvijat prezentacné
techniky, napriklad pri praci na projektoch, ktoré su v sucasnosti tak v popredi
cudzojazycénej vyucby.

So zretelom na vy$Sie uvedené mozno zosumarizovat niektoré klucové
principy, ktoré by mali najst odraz vo vyucovacom procese, ale predovsetkym
v ucebnici cudzieho jazyka:

- reSpektovanie kulturneho kontextu;

- doraz na klucové pojmy;

- reSpektovanie predchddzajucich vedomosti a medzipredmetovych
vztahov;

- reSpektovanie kognitivnych poZiadaviek (kreativne myslenie);
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- zabezpecenie priestoru pre aktivne myslenie a spracovanie informadcii;
- reSpektovanie variability uéebnych stylov;
- reSpektovanie ulohy dlhodobej a kratkodobej pamate.

4 Zaverom

Na zdver prindsame niekolko prikladov aktivit na podporu vyssie
uvedenych teoretickych Uvah a)z ucebnic anglického jazyka pouZivanych vo
vyucovacom procese a b)pri vyuZiti IKT z pripravovaného CD pre vyucbu
anglického jazyka na zdkladnej Skole rieseného v ramci projektu Comenius.

A. Clothes

1 Listen, point and repeat.
Sweater  skirt  jeans socks shoes T-shirt

2 Listen and sing.
Toby and Tina’s new clothes

Look at Tina, look at Tina,

Oh, this can’t be trues,

She’s wearing orange socks and a blue hat too,
She’s wearing a lovely pink skirt,

And a green and yellow T-shirt!

Hey Tina, you’re so cool,
You’re cool, cool, cool!
Hey, Tina you’re so cool!

Look at Toby, look at Toby,

Oh this can’t true!

He’s wearing yellow jeans just for you,
He’s wearing a pink and yellow shoe,
He’s like a parrot in am zoo!

Hey Toby, you’re so cool,
You’re cool, cool, cool!

Hey, Toby you’re so cool!
(Join Us, 2006 ps. 34,35)
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3 Listen and stick (page 73) — Funny cut!

Na oboch strandch su akéné obrdzky a priestor, kde treba dolepit vyrok, alebo iné.
(Join Us, 2006, ps. 36, 37)

b) Activities with teacher’s notes from the Comenius project CD.

numbers, countries, days, months, seasons, indefinite article, some basic vocabulary,
alphabet.

A. Numbers

Suggestions for the teacher:

The objective of these activities is to practice numbers. Through practicing numbers
learners develop linguistic competence, as well as logical mathematical intelligence,
but also ability to learn through incorporation of new experience into their existing
knowledge. The cross curricular relations can be applied as well. Before the activity
use one of games with numbers or simple calculations in order to revise the
vocabulary learners will need. While/during the activity let learners decide whether
they will work together in pairs or individually and then let them follow the
instructions of the screen. Encourage them to ask questions if they are at a loss or
stuck. After the activity appreciate learners’ achievements and involvement.

1a. Listen and click on the number you hear. How many correct answers can you do
in a minute?

14 25 36 89 7 53 29 17 81 23

2a. Do the calculations. Write the correct answer in the space provided.
13+8=

100-37+15=

34-18+5 =

3a. Read and write the numbers.

Two, seven, twelve, seventeen, twenty-two,

Ninety-nine, ninety-three, ninety-four, eighty-eight, eighty-nine, eighty-three,
eighty-four,

B. Countries
Suggestions for the teacher:
The objective of this activity is to practice the names of countries. Through the

identification of individual countries the learners will develop sociolinguistic
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competence, as well as linguistic competence namely through language functions:
describing places and giving locations. The declarative knowledge, i.e. knowledge of
the world can be increased too. The cross curricular relations will be applied too.
Before the activity revise in Slovak what learners know about these countries. Ask
them to decide how the activity is going to be done in class: pair work, group work or
individually. While/during the activity let learners concentrate on the instructions on
the screen. After they have finished check how many correct answers they got and
what they have learned. L1 can be also used.

1b. Match the country with the corresponding picture. Move the name of the
country and insert it under the picture.

Egypt, France, Mexico, Italy, China, Holland, Russia, Slovakia, United States of
America, England

England France
Egypt China
Slovakia the U.S.A.
Holland Italy
Mexico Russia
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1c. Listen and write words you hear in the space provided. Pay attention to correct
spelling.
elephant, tourist, teacher, married, friendly, interesting, hair, beautiful, coffee, ruler

1d. Listen and write an indefinite article before the word you hear.

—apple — key

—— comb —egg

— uniform - —fly

—sland

—tie

English speaking countries (Meeting Sam and Mandy)

Suggestions for the teacher:

The objective of this activity is to develop listening comprehension and in such a way
develop linguistic competence including general competence, namely study skills, i.e.
to make effective use of the learning opportunities created by teaching situations.
Before the activity inform learners about the activity essence. Ask them to express
their opinion: what is Sam and Sally like? While/during the activity — just let learners

101



follow instructions on the screen till the successful end. After the activity ask learners
to express their opinions: whether they liked it or not?, how successful they were?, say
what they know about Sam and Sally.

le. Listen and put the dialogue into correct order.

Nice to meet you, Sam.

I’'m 12. And you?

Hi. My name is Sam and I’m English.

I'am 13 years old.

Hello. My name is Mandy. What’s your name?
Nice to meet you, Mandy. Where are you from?
I’m from Brisbane in Australia. How old are you?

2. Plurals, Nationalities, verb “to be” (questions), verb “have got”, vocabulary
(family)

C. Nationalities

Suggestions for the teacher:

The objective of this activity is to identify nationalities and in such a way develop
sociolinguistic competence because learners have to perform social dimension of
language use, i.e. linguistic markers of social relations. During the activity learners
will concentrate on listening comprehension. Before the activity explain the process.
Revise the nouns expressing nationalities and try to find out how can learners identify
them. L1 can be used. While/during the activity let learners cooperate in teams.
Monitor their progress. After the activity has been fulfilled ask learners to evaluate
their output — what have they learned?

1a. Listen and guess nationalities of Sam’s friends in the pictures.
D. Family members

Suggestions for the teacher:

The objective of this activity is to develop listening comprehension. The activity helps
to develop pragmatic competence through communicative functions, i.e. description
of people. It also develops general heuristic competence in the usage of new
technologies. Before the activity let learners speak about their own families.
While/during the activity let learners follow the instructions they hear and see on the
screen. After the activity let learners identify what they have learnt; L1 can be used
too. Appreciate learners’ outputs.
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1b. Click on the picture, listen and find out about Sam’s family. Drag the names of
family members to the persons.

SWTNSE SAM: I’'m not in this photograph because | was taking it. Do you know

who these people are?
- mother;
- father;
- uncle;
- sister;
- aunt;
- cousin.

Suggestions for the teacher:

The objective of activities 2b and 3b is to practice listening comprehension, i.e.
improve oral skills. These activities help to develop linguistic competence and general
competence: declarative knowledge. Before the activity explain the aim and what the
learners have to concentrate on. Use a vocabulary game to revise animal vocabulary.
While/during the activity let the learners work in pairs. After the activity check the
output and ask them to present their knowledge about the animals mentioned in the
video. Follow-up learners can learn to sing a song and in such a way improve their
musical intelligence.

NOTE: Here will be the webpage where the song can be found.

1a. Listen to the song and watch the video. Then answer the following questions.
What colour are the birds?
Where do penguins live?
How many kids do the rabbits have?

What animals do the people have?

1b. Mandy, Liza, Simon, Susan and Peter are describing their relatives. Listen to
them and click on the right picture. Work in pairs.
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E. English speaking countries

Use the picture clues and do the crossword.

10.

F. Self-reflection
Suggestions for the teacher:
Be sure the pupils think, write or negotiate with others what they have learned, which
activities they liked doing and which they were not so much motivated to do.
Self-reflection is /should be an integral part of foreign language learning in order to
develop self-esteem, critical thinking and learn how to summarize one’s own
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perception, feelings, achieved knowledge and skills. It is also a good feedback for how
much and how well a pupil has progressed in learning a foreign language.

Send an email to your teacher or your parents saying what you can do after having
done this section.
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Abstrakt

Autorka sa sustreduje vo svojom prispevku na text a jeho ulohu vo vyucbe
anglického jazyka na zakladnych Skoldch. Svoju pozornost sustreduje najma
na funkciu textu pri rozvijani pocidvania a ¢itania s porozumenim, nakolko
rozvijanie tychto zruc¢nosti je na zdkladnej skole klicové. Uvadza aj priklady
zapojenia digitalnych médii do tejto prace. Materidl sa opiera o trojrocny
medzinarodny projekt a existujicu pedagogicki dokumentdciu.

Klacové slova
text a kontext, recepcia, produkcia, komunika¢né kompetencie, Uroven Al
podla SERR, tedrie u€enia

Abstract

The author of this chapter has devoted her attention to text and its role in
teaching and learning of English in primary school. She focuses her attention
on the role of text and context in developing listening comprehension and
reading comprehension, as it is very important in teaching young learners. In
conclusion she gives examples which represent the output of the three year
international project and suggest the possibility to use digital media in the
teaching-learning process.

Key words
text and context, perception, production, communicative competences, Al
level in CEF, theories of learning
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UNDERSTANDING TEACHING LISTENING
AND READING COMPREHENSION SKILLS

Danica Gondova

Introduction

This article focuses on gaining listening and reading comprehension skills
in the target language in classroom conditions. We consider these two skills
to be very important because through aural and visual reception learners are
exposed to the target language, which is one of the three main conditions of
successful language learning. In addition to that reception and production are
both required for interaction. In order to be able to understand the messages
conveyed in a text learners need to be able to read widely not only at school
but also outside the classroom. They also need to build schematic knowledge
which helps them interpret texts meaningfully, and master top-down
strategies.

In the second part of the article we interpret and discuss results of the
research which we carried out in primary and secondary schools in the Zilina
Region in Slovakia. In the research we investigate if the traditional techniques
and activities teachers use in the classroom enable learners to gain secondary
receptive skills and if they help learners to develop all components of the
communicative competence.

1 Understanding listening and reading

Definitions of listening and reading comprehension have changed over
time in agreement to the concepts of learning a language. Nowadays they are
“viewed as an expanding set of knowledge, skills and strategies which
individuals build on throughout life in various situations and through
interaction with their peers and with the larger communities in which they
participate” (OECD, p. 46). In order to become successful listeners or readers,
learners need not only to understand, but also reflect on various texts so that
they can achieve their goals in the personal, public, occupational and
educational domains (CEF, 2007, p. 45) and can in this way improve their
knowledge, reach their potential and become valid members of the society.
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As mentioned above, the exposure to the target language is one of the
three conditions of successful language learning. Before learners are asked to
produce the target language, they need to hear or read it first. This of course
means that the classroom communication is carried out in the target
language, and learners are encouraged to listen and read widely in order to
achieve the communicative competence. M. Coulthard (1985, p. 147) defines
the communicative competence as a set of four sub-competences:
grammatical, sociolinguistic, discourse and strategic. The Common European
Framework (CEF, 2007, p. 13) differentiates linguistic, pragmatic and socio-
linguistic competences. The linguistic competence includes “lexical,
phonological, syntactical knowledge and skills and other dimensions of
language as a system, independently of the sociolinguistic value of its
variations and the pragmatic functions of its realisations” (CEF, 2007, p. 13). It
is emphasised that “this component... relates not only to the range and
quality of knowledge... but also to cognitive organisation and the way this
knowledge is stored.. and to its accessibility (activation, recall and
availability)” (CEF, 2007, p. 13). In other words, the learners need to gain not
only the language knowledge, but also the strategies which are needed so
that they become independent learners and independent users of the target
language. The strategies also help them gradually turn the explicit knowledge
of language structures into implicit knowledge which is readily available
whenever needed.

When listening or reading in the target language, learners get a chance
to develop all the components of the communicative competence. In the
process they learn to decode meanings of a variety of language structures;
they notice how meanings are expressed and learn to understand messages
and meanings conveyed in texts, which means they develop their pragmatic
competence. Listening and reading widely also gives them a chance to
encounter known structures in new contexts, and reinforce them. Skilled
readers or listeners can also notice new language structures and in this way
acquire new language and develop their linguistic competence. Similarly,
learners can notice what language is used in various situations and gain socio-
linguistic competence. They also learn to guess meanings of unknown words
or structures from the context or simply ignore some structures, which
contributes to the development of their strategic competence.

The objective of gaining communicative competence requires that the
learning focuses on the process in which learners proceed from practising

108



their primary skills to gaining secondary skills — the process in which they
proceduralize their explicit knowledge. According to R. Chodéra (2006, p. 56)
primary language skills are a transitional state in the process of guided
language learning. They are based on explicit language learning and are not
proceduralized (automatized). On the other hand, secondary language skills
are based on language habits and implicit language knowledge and as such
are very complex and need to be proceduralized. Within secondary language
skills S. Silberstein (1994, p. 7) differentiates lower and higher level skills and
according to her “fluent readers seem to simultaneously employ what have
come to be known as lower level skills that allow them to rapidly and
automatically recognize words (and presumably grammatical forms), while
higher level skills allow them to comprehend and interpret. Lower level skills
involve rapid and precise unconscious processing (automaticity)”. It is only
when learners gain the full range of secondary receptive skills that they are
able to use language knowledge and habits at a natural pace in
communication and in unrehearsed communicative situations and in this way
they become able to be receptively creative. Receptive creativity is (Brown,
2001, p. 102) the ultimate goal when teaching listening or reading
comprehension skills.

1.1 The focus on the process when gaining listening and reading

comprehension skills

Receptive creativity can only be acquired in the process which consists of
three stages: pre-listening or pre-reading activities, during-listening or
reading and finally after-listening or reading activities. Scrivener (2005,
p. 174) understands the listening process as a task-feedback circle which
stresses the importance of the active and interactive role of the learner in
gaining meaning from texts. The same approach can be applied when
teaching reading comprehension skills.

While doing pre-listening or pre-reading activities the learner obtains
insight into the reading or listening process because these activities provide
reasons for reading and encourage discussion. They also motivate and engage
learners; and last but not least they activate learners’ prior knowledge or
their schemata, which helps them understand the meanings of texts more
easily.

In the second stage, learners concentrate on the listening or reading
itself. They interact with the text, which means that they are trying to make
sense of it. During the interaction they combine information from the text
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and knowledge they bring with them. “From this perspective, reading can be
seen as a kind of dialogue between the reader and the text” (Hedge, 2000,
p. 188), or between the listener and the text. That means that learners need
to have an opportunity to work with the text independently and take the
ownership of their own learning. In order to be clear about the purpose of
listening or reading, the task needs to be set before they begin to listen or
read so that they can choose the appropriate strategy depending on whether
they are asked to retrieve information from the text, form a broad general
understanding; or at higher levels of language proficiency interpret, reflect on
or evaluate the content or the form of a text. When they have finished, they
are encouraged to compare the outcomes with those of their mates and
discuss them — a process which deepens the interaction with the text itself
and gives learners an opportunity to clarify the meaning of the text in a
meaningful communication. Learners should also be taught to underline the
evidence in the text from which they have derived their answers. When doing
feedback with the whole class, the answers should be elicited from learners
and differences should be discussed with the whole class. At this stage the
teacher should also provide learners with a set of strategies which become
part of the learners’ metacognitive knowledge and which they can apply in
the interaction with the text when doing during-listening or during-reading
tasks. It is necessary to stress that learners need to be able to use a variety of
strategies appropriate to their reading purpose.

The activities done after learners have listened to or read a text should give
learners an opportunity to reflect on the meaning of the texts and evaluate
them. At lower levels of language proficiency the after-listening or after-
reading activities often focus on some language work, which enables learners
to develop their linguistic competence.

1.2 Dimensions of knowledge needed to interpret meanings of texts

Hedge (2000, p. 189) differentiates six types of knowledge necessary for
the interaction with the text: syntacticc morphological, general world
knowledge, socio-cultural knowledge, topic knowledge and genre knowledge.
Syntactic and morphological knowledge helps the listener or the reader
decode the language of a text; it has to do with the language itself and is
referred to as linguistic knowledge. General world, socio-cultural, topic and
genre knowledge is referred to as schematic knowledge. This is very
important because it enables a listener or a reader to work with the language
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of the text in order to interpret its meaning and is essential for top-down
strategies.

Listening and reading comprehension are skills and therefore the main
focus should be on the development of procedural knowledge at various
levels of cognitive processes (Anderson, Kratwohl, 2001), even though they
also need to master some factual and conceptual knowledge. These different
kinds of knowledge include not only syntactic and morphological knowledge
mentioned above, but also all kinds of schematic knowledge. At various levels
of their language proficiency, learners need to learn how to spell and
pronounce words; understand supra-segmental features and their meanings;
learn how cohesive devices are used in a text; understand the meanings and
functions of various language structures; guess meanings of unknown words
from the contexts; differentiate facts from opinion; identify main ideas;
understand the author’s attitude, evaluate texts, but also the performances
of their peers; know the criteria used when composing various kinds of
texts — to mention just a few of them.

However, factual, conceptual and procedural knowledge is not sufficient.
Learners also need to acquire metacognitive knowledge, such as strategies
for reading or listening to texts; strategies to monitor and check their own
understanding during the process; or strategies they can apply when doing
various task types, as well as the ability to choose the appropriate strategy
when working on a task.

It is also necessary to stress that all the above-mentioned knowledge
must be developed at all levels of cognitive processes. Whereas the primary
skills require knowledge, understanding and application, in order to gain the
secondary skills, learners must also be able to analyse and evaluate texts at a
natural pace.

1.3 Different kinds of listening and reading

At the level of secondary skills, T. Hedge (2000, p. 195) differentiates
receptive (extensive) reading, reflective reading (e.g. the ability to analyse the
strength of arguments), skimming, scanning, and intensive reading (e.g.
looking carefully at a text — in order to take notes for an essay; to find some
information necessary for a school trip, to follow a procedure; etc.). In a
similar way, various authors also talk about various kinds of listening
(extensive, intensive, reflective). It is very important that teachers are aware
of these different purposes for listening and reading because the purpose
determines the choice of different strategies in approaching texts. While
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reading or listening, the purpose also determines different uses of top-down
(schematic) and bottom-up (linguistic) processes (Hedge, 2000, p. 197).

When learning a foreign language at school, learners should be
encouraged to listen and read both extensively and intensively. There are
many reasons for that. Through intensive listening and reading learners learn
how to retrieve information from the text and how to listen to or read it
carefully and focus on the most important detail in the text in order to fulfil
the task. Through tasks for intensive listening and reading learners acquire
sub-skills such as listening or reading for gist and main ideas, detailed or
specific information; and at higher levels of language proficiency they also
learn how to understand the author’s attitudes or feelings, or meanings
inferred in texts. There is usually a sufficient number of these tasks included
in textbooks at all levels.

However, it is also necessary to encourage learners to read and listen
widely at all levels of language proficiency. Extensive listening and reading
gives learners many opportunities to reinforce known language structures
and notice new structures, but it also “may help some students to build a
knowledge of vocabulary and an awareness of the features of written texts”
(Hedge, 2000, p. 194). It is usually faster than intensive listening or reading
and as such it supports fluency. The purpose of listening or reading is
normally related to pleasure, information and general understanding, is
individual and reading is silent (Bamford, Day, 2005, p. 48). Even though it is
necessary to set tasks for extensive listening or reading to be able to monitor
the work of students, these should not include any comprehensive questions.
The follow-up activities should respect the integrity of the listening or reading
experience. They focus entirely on the meaning of the texts, the ability of
learners to reflect to them, evaluate them or express their attitude towards
them.

“In order learners read extensively, teachers need to encourage students
by providing support, inspiration and incentives” (Bamford, 2005, p. 48).
Learners are only motivated to listen or read widely if the materials are
adjusted to their level; if they have a variety of listening and reading material
on a wide range of topics and if they can choose what they want to listen to
or read (Bamford, Day, 2005, pp. 2-3). “A variety of supplementary materials
also supports different learning styles and multiple intelligences because
information and concepts are presented in a multifaceted manner...
Supplementary materials provide a rile-life context and enable students to
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bridge prior experiences with new learning” (Echevaria, Vogt, Short, 2010,
p. 36). They also make differentiation of learners possible. Thanks to a variety
of supplementary materials, learners can read or listen collaboratively
(Gibbons, 1993), and they may also become a source of materials for
dramatized reading or role-plays.

When teaching receptive skills, the basic role of the teacher is to monitor
and observe the work of learners so that s/he can gather information about
their achievements and difficulties they encounter in listening or reading
processes. Another reason is the necessity of providing learners with some
feedback on their performances and helping them achieve success. When
doing feedback on activities focused on intensive listening or reading tasks,
the teacher does not provide learners with the key, but elicits the answers
from them and lets them discuss any differences that arise supporting their
answers with the evidence from the text. The teacher also needs to make
sure that learners are given sufficient space to learn to understand their
learning processes better (Gondova, 2010, pp. 75-77). Basically, the teacher’s
role is that of a facilitator — s/he manages the process, gives learners a
chance to work individually and proceed at their own pace to do a task and to
succeed.

2 Goals of classroom listening and reading

When reading in a language classroom or outside the classroom,
learners should be asked to solve tasks in which they have a real-life purpose
for reading, such as to “get information, to respond to curiosity about a topic,
to follow instructions to perform a task; for pleasure, amusement, and
personal enjoyment; to keep in touch with friends and colleagues; to know
what is happening in the world; and to find out when and where things are”
(Hedge, 2000, p. 195). In tasks designed for intensive reading they
demonstrate understanding the text by identifying the main topic, message,
or purpose of the text; describing the main character; distinguishing between
main ideas and minor details, recognising the summary of the main theme in
a sentence or title. At higher levels, they need to demonstrate more specific
or complete understanding of what they have read; compare and contrast
information, draw inferences, identify and list supporting evidence; infer an
intended relationship, make inferences about the author’s intention; identify
the evidence used to infer that intention, etc. (Hedge, 2000, pp. 195-196).
The specific objectives differ according to the level the learner is supposed to
achieve.
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In Slovakia, the objectives to be reached at various stages of school
education are stipulated in the new educational law (Zakon o vychove
a vzdelavani ¢. 245/2008 Z. z.). According to this law and the objectives of the
school reform which started in 2008, primary learners are supposed to
achieve Al level of the CEF (2007, p. 23), which means that as to their
listening skills, they should be able to “follow speech which is very slow and
carefully articulated, with long pauses for him/her to assimilate meaning”
(CEF, 2007, p. 66). At the end of the lower secondary education, the learners
should achieve at least A2 level of the CEF (2007, p. 23) and should be able to
“understand phrases and expressions related to areas of most immediate
priority (e.g. very basic personal and family information, shopping, local
geography, employment) provided speech is clearly and slowly articulated,
(...) and understand enough to be able to meet needs of a concrete type
provided speech is clearly and slowly articulated” (CEF, 2007, p. 66). As
readers, primary learners must be able to “understand very short, simple
texts, a single phrase at a time, picking up familiar names, words and basic
phrases and rereading as required” (CEF, 2007, p. 69) After finishing the
lower secondary education, they need to “understand short, simple texts
containing the highest frequency vocabulary, including a proportion of shared
international vocabulary items... understand short, simple texts on familiar
matters of a concrete type which consist of high frequency everyday or job-
related language” (CEF, 2007, p. 69).

According to the reform, the upper secondary students need to achieve
B2 level at the end of their study. As to listening skills, the B2 learner is
expected to “understand the main ideas of propositionally and linguistically
complex speech on both concrete and abstract topics delivered in a standard
dialect, including technical discussions in his/her field of specialisation...
follow extended speech and complex lines of argument provided the topic is
reasonably familiar, and the direction of the talk is sign-posted by explicit
markers... understand standard spoken language, live or broadcast, on both
familiar and unfamiliar topics normally encountered in personal, social,
academic or vocational life” (CEF, 2007, p. 66). As readers they need to meet
similar objectives and be able to “read with a large degree of independence,
adapting style and speed of reading to different texts and purposes, and
using appropriate reference sources selectively”. They also need to have
“a broad active reading vocabulary, but may experience some difficulty with
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low frequency idioms (CEF, 2007, p. 66). In order to achieve these objectives,
learners must have gained secondary receptive skills.

2.1 Top-down and bottom-up strategies

In order to achieve the objectives mentioned above, it is necessary to
apply not only bottom-up but particularly top-down strategies. When the
bottom-up strategies are applied, learners use their knowledge of language
and try to decode the smallest units of the text — sounds/letters, words,
phrases, clauses, sentences. They do not focus on the meaning of the text
and when reading or listening to it they rely exclusively on their linguistic
knowledge and develop their primary skills. Thus, the bottom-up strategies
are language-based. The listener or the reader concentrates on “decoding
a text starting from the meaning of words” (Glendinning, Holmstrom, 2004,
p. 9).

On the other hand, “top-down strategies are meaning-based. When
dealing with a text, the listeners or the readers use their background
knowledge (schemata) of the topic which helps them understand the
meaning... Along with background knowledge, listeners and readers also use
contextual clues which they link with their background knowledge, such as
the setting, the topic, general world knowledge, socio-cultural knowledge,
etc.” (Gondova, 2011, p. 11). In addition to activating schemata, top-down
strategies are also concerned “with deriving meaning, with global
understanding, and with the interpretation of a text” (Brown, 2001, p. 260)
and contribute to the development of secondary skills of learners
considerably.

The notion that context plays an important role in developing language
proficiency is also supported by Cummins (1996), Scrivener (2005), or by
Freeman and Freeman (1996) who advocate the whole-to-part approach in
learning a language. Cummins (1996, p. 58) claims that “in context-embedded
communication the participants can actively negotiate meaning (e.g. by
providing feedback that the message has not been understood) and the
language is supported by a wide range of meaningful interpersonal and
situational cues”. On the other side of Cummins’ continuum is context-
reduced language which “relies primarily (or at the extreme of the
continuum, exclusively) on linguistic cues to meaning, and thus successful
interpretation of the message depends heavily on knowledge of the language
itself (Cummins, 1996, p. 58)”, which happens when learners use bottom-up
strategies.
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Of course, in real life it is very difficult to separate these two strategies
completely because “in practice a reader continually shifts from one focus to
another, now adopting a top-down approach to predict the probable
meaning, then moving to the bottom-up approach to check whether that is
really what the writer says” (Nuttel, 2000, p. 17). Yet, it is the teachers’ role
to encourage learners to use top-down strategies by creating context through
a variety of pre-listening or pre-reading tasks; by embedding language in
context and providing “the kind of extralinguistic support found in authentic
language use... The extralinguistic cues include objects, actions (such as
pointing), gestures, and intonation cues” (Freeman, Freeman, 1998, p. 76).
The greater this kind of support is the less learners need to rely on their new
language because they can make intelligent guesses using various cues and
strategies that help them cope with unknown language in a text.

On the other hand, there are also situations in which language itself
provides context. If learners are given an outline of a text, they can
understand it more easily (this often happens in a lecture). Some patterns,
such as those used in stories, or newspaper articles, can also make
understanding a text much easier for learners. “The importance of knowledge
of the world and familiarity with the way different genres of text are
structured in reading” (Glendinning, Holmstrom, 2004, p. 8) is crucial for the
development of secondary receptive skills.

To sum up, when teaching receptive skills, it is necessary to realize that
they can only be gained if learners have an opportunity to interact with texts
individually and in co-opration with their peers. During the learning process
they need to gain the abilities to understand, interpret and reflect on a
variety of texts and practise different kinds of reading and listening. In order
to achieve the goals stipulated in the educational law and required by the
new reform of the educational system in Slovakia, learners need to be able to
apply both bottom-up and top-down strategies to listening to and reading
texts and thus develop not only their primary but also secondary receptive
skills.

3 The empirical research

In order to carry out the research, we decided to observe techniques
used in the language learning process and measure their length. In the 1960s,
Prator (1969, p. 3) divided techniques used in language teaching into
manipulative and communicative. According to him, manipulative techniques
are those in which the learner receives all the language from the teacher, the
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book or the cassette and his only task is to reproduce it. On the other side of
the continuum, there are tasks which enable learners to use words and
structures that they themselves choose, which means they also have to
control meanings of their utterances.

At present, the techniques are divided in a similar way (Brown, 2001;
Harmer, 2004; Scrivener, 2005). The most important aspect is considered to
be the level of language control by the teacher. On the one side of the
continuum there are controlled techniques, often referred to as accuracy-
oriented or systems-oriented techniques. The questions a learner is asked to
answer or to respond to are all display questions (Brown, 2001, p. 171) to
which the answer is known in advance. These techniques usually focus on the
correct form of the target structure, not on its use. They are teacher-oriented
and highly structured. Learners’ responses are predictable and the teacher’s
role is mainly that of a controller who controls not only what happens in the
lesson, but also the language learners are asked to use.

Through predominantly controlled techniques and afterwards
predominantly free techniques, the learners proceed to the other side of the
continuum to the techniques that are referred to as skills-oriented or fluency
oriented techniques. Their main focus is the meaning and message of the
communication. The questions are referential questions (Brown, 2001,
p. 171) and therefore, the language learners produce is not predictable. For
this reason these techniques are considered to be communicative. The freer
the language enabled by a technique the more learners can proceduralize
their knowledge and gain secondary skills and communicative competence.

3.1 Objectives of the research

This study is based on a larger research which we carried out from
January 2010 till November 2010. The main objective of the research was to
find out if teachers at primary and secondary schools in the Zilina Region use
indirect teaching strategies that support the development of language habits
and secondary language skills. In other words, we wanted to find out if
teachers use techniques in which language is not controlled and learners can
use it freely to express their own ideas, opinions and feelings. During the
research we observed forty five English lessons taught by fifteen English
teachers (three lessons each) at primary, and lower and upper secondary
schools (five teachers at each level). The methods chosen for carrying out the
research were direct and indirect observation and interviews with teachers.
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All lessons we observed were videoed which made it possible to measure the
length of categories accurately.

For the purposes of observation, we worked out an observational system
based on Brown’s taxonomy of techniques (2001, pp. 133-135). The system
consists of categories divided into groups according to the degree of language
control and the cognitive processes involved in them. The observed
categories were divided into four groups:

a) classroom management;

b) controlled techneques and activities enabling gaining explicit knowledge
and primary skills;

c) semi-controlled techniques and activities enabling gaining language
habits and secondary receptive skills;

d) free techniques and activities enabling gaining secondary productive
skills.

Within each of the groups we differentiate between traditional
techniques and activities. We understand the traditional techniques as those
which are teacher-oriented and done with the whole class. They do not allow
independent, productive work of the learners and do not allow productive
creativity. On the other hand, activities are those tasks which enable learners
to work independently from the teacher, and produce language to express
their own ideas, feelings and opinions; they also make multi-dimensional
interaction possible, and make learners think productively at all stages of
language learning.

In the first group we have included the time teachers spent on managing
the class, e.g. doing the register, organizing learners, giving instructions or
recording the results of learners’ work. These do not contribute to the
development of learners’ language skills directly, but are a necessary part of
the teaching process.

The second group consists of accuracy-focused techniques and activities
whose main objective is for learners to learn or acquire language structures
or vocabulary items, or to practise pronunciation. Most of the whole-class
techniques are ‘heads-down’ activities, which means learners do exercises
from the course-book and write the answers in them. In this group we have
identified four techniques and activities that contribute to the development
of reading and listening skills. When doing these tasks, learners are reading or
listening continuous texts, but the main focus of these activities are language
systems. All these techniques are language-based, apply bottom-up
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strategies and as such make it possible for learners to gain primary receptive
skills. In category 17 there are traditional techniques which require the
translation of the spoken or written texts, and in which written texts are also
read aloud by the learners. Category 24 is the technique in which the whole
class reads a text aloud; category 25 is reading aloud individually in front of
the whole class (without any preparation); and finally category 28 is
dramatized reading that focuses on practising pronunciation; this is an
activity done in pairs or small groups.

The third group includes mainly activities which stimulate learners to use
language more independently in various problem-solving tasks, situational
dialogues, meaningful drills, surveys, interviews, rehearsed role-plays,
simulations or games. The objectives of these activities focus on practising
target structures or vocabulary in meaningful, communicative activities done
in pairs or in small groups. In this group we have also included those
techniques and activities which enable learners to gain secondary receptive
skills. We have decided to include these activities in the second group
because the language in the texts is usually at least partly controlled by the
teacher, and the comprehension questions that accompany these texts are
display questions. Category 40 is the information transfer from one mode to
another done as a whole-class technique or individually (without the
subsequent discussion in small groups) in which the translation is not
required; and finally category 45 is also the information transfer from one
mode to another. This category includes the activities which enable individual
interaction with the written or spoken text and the answers are then
discussed in pairs or in small groups. The activities belonging to Category 45
are meaning-oriented and enable learners to gain secondary receptive skills.

The last group includes those techniques and activities in which learners
use the target language freely to express their own ideas and opinions or to
talk about their own experiences and enable learners to gain secondary
productive skills. This group does not include any categories whose main
focus is practising listening or reading.

3.2 Research results

The results of the research show that in the observed lessons learners
spent on average 25,62% of the total teaching time doing techniques or
activities that helped them develop their receptive skills. The percentage is
the highest at lower secondary schools (30.30%), the lowest at gymnasia
(22.81%). Table 1 shows how much time was spent at individual schools
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doing receptive skills including instructions teachers gave to learners before
they began working on the task.

Tab. 1: Time spent on reading and listening comprehension skills (processes) —
altogether (incl. instructions)

Elemen | % Lower % Upper % Total %
tary Second Second
ary ary
Total 38074 39749 39443 117226
teaching sec. sec. sec. sec.

time
Receptive 8995 23.63% 12044 30.30% 8997 22.81% | 30036 25.62%
skills sec.

At elementary level teachers spent 13.71% of time using various
techniques and activities in which learners were developing their primary
receptive skills that are language-focused. Out of this time 9.16% was spent
doing techniques and activities in which learners were reading a text and
practising their pronunciation. As it is indicated in Figure 2, the most common
technique was reading aloud (in a couple of cases listening to) and translating
a text into Slovak (category 17). This technique was used by three teachers
whenever they asked learners to read a text. The other two teachers did not
use it. Occasionally, teachers asked learners to read a text aloud as a whole
class (category 24) or individually in front of the whole class (category 25).
These three were traditional up-front techniques in which the teacher
controlled the language and only some learners were activated. The activity,
in which all learners were working intensively was only used by one teacher
who asked learners to work in pairs and practise reading aloud (category 28).

13.71% of the time was spent doing tasks focused on gaining secondary
receptive skills. The majority of the tasks belonged to categories 40 and 45, in
which learners were asked to transfer the information from one mode to
another. Category 40 includes those techniques which are managed as whole
class up-front tasks, whereas category 45 includes activities which enable
learners to interact with texts individually and afterwards compare and
discuss the outcomes with peers. Traditional teacher-oriented techniques
were used by all teachers at this level. Doing these techniques, learners were
asked to respond to some comprehension questions as a whole class
(category 40). Only one teacher asked her learners to work in groups and
transfer information from one mode into another (category 45). She asked
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learners to read instructions and draw lines on a checked paper according to
them.

At the lower secondary level, the most common traditional technique
was reading aloud individually in front of the whole class (category 25).
Occasionally learners were also asked to translate texts. 11.96% of the total
teaching time at this level was spent doing tasks in which learners were asked
to transfer information from one mode to another while working as a whole
class (category 40). Three teachers asked learners to transfer information
from one mode to another allowing individual interaction with the text and
peer-check afterwards.

At gymnasia learners only spent 1.5% of the time reading and practising
their pronunciation or translating a text at the same time. Most of the time
devoted to receptive skills — 13,33% out of 14.85% — was spent doing reading
or listening tasks belonging to category 40. Individual interaction with the
text (category 45) was practically not allowed.

Tab. 2: Time spent on doing reading and listening tasks (instructions not included)

Elemen- % Lower % Gymna- % Total %
tary Secon- sium
dary
Total 38074 39749 39443 117226
teaching sec. sec. sec. sec.
time
17 2683 7,04% 791 1.98% 505 1.28% 3979 3.39%
24 251 0.66% 0 0% 0 0% 251 0.21%
25 213 0.56% 1815 4.56% 88 0.22% 2116 1.81%
28 343 0.9% 72 0.2% 0 0% 415 0.35%
Total Group 3490 9.16% 2678 6.74% 593 1.50% 6761 5.76%
2
40 3722 9.78% 4753 11.96% 5259 13,33% 13734 11.71%
45 1499 3.93% 446 1.12% 17 0.1% 1962 1.67%
Total Group 5221 13.71% 5199 13.08% 5276 13.34% 15696 13.38%
3
Total 8711 22.87% 7877 19.82% 5836 14.85% 22457 19.14%

Altogether, in the observed lessons, learners spent 19.14% of the
teaching time doing tasks focused on gaining primary receptive skills. Out of
this time, 5.76% was spent doing language-focused techniques, most of
which were traditional and teacher-oriented. Most of the techniques that
might lead to gaining secondary receptive skills were traditional, teacher-
oriented tasks (11.71% out of 13.38%) which do not activate all learners and
do not really make the interaction with the text possible.
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Discussion

At present, “language teaching is being shaped by several important
ideas. First, the shift toward a cognitive paradigm means that learning has
taken precedence over teaching. What the student learns is the important
outcome of the teaching-learning process, not what the teacher teaches”
(Lynne, 2008, p. 379). Learners learn much more if they can do things
themselves and this is particularly true about learning skills. One cannot
master a skill without trying it out, practising it and improving it consistently.

The research we have carried out indicates that in the observed lessons
there were several problems. One of them is that teachers are not prepared
to give up the role of the controller, and the techniques they use for
practising listening and reading comprehension skills are in most cases
teacher-oriented. This is true about techniques helping learners develop their
primary receptive skills (only 0.35% out of 5.76% of the time teachers used
learner-oriented techniques in this group) as well as techniques leading to
the development of learners’ secondary receptive skills (only 1.67% out of
13.38% of the time presents learner-oriented techniques).

Doing reading or listening techniques as a whole class means that it is
always only one learner who provides the answer to the question and usually
if it is wrong, the correct answer is provided by the teacher. In other words,
the task is done for them. Learners do not have sufficient time to interact
with the text and try to decode its meaning. Neither do they have time to
compare their outcomes with those of their peers or discuss reasons of
differences. This procedure indicates that what happens in the lessons is
‘teaching’ not ‘learning’ and this teaching is product-oriented, which means
the most important objective seems to be having the list of correct answers,
not the process in which learners arrive at them. As such, it does not provide
learners with opportunities to interpret the texts, retrieve information from
them, or reflect on them.

The insufficient concentration on the process is also reflected in the
choice in pre-listening or pre-reading techniques. Altogether we observed 37
listening or reading tasks. In fourteen of them the objective teachers chose
for pre-listening or pre-reading techniques was vocabulary revision (in three
of them learners were describing pictures, otherwise they were doing
exercises), in another four teachers pre-taught the vocabulary included in the
texts. Altogether we could only observe four tasks in which the activation of
schemata and setting the purpose for the follow-up task were the main
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objectives. Fourteen listening or reading tasks were done without any
preparation for listening or reading the texts.

Pre-reading or pre-listening tasks are necessary because learners need
the whole, the context, maybe the main idea. These components help
learners concentrate on the meaning of the text and the message it is trying
to convey. According to Freeman and Freeman (1998, p. 62-70), the
procedure from whole to part is one of the basic principles of successful
language learning and should also be applied when teaching listening and
reading comprehension. The teacher should “ensure that all students have
chances to talk and listen, as well as read and write every day by embedding
all learning in a rich verbal and nonverbal context” (Freeman, Freeman, 1998,
p. 183). If this does not happen, learners are not clear about the purpose of
listening or reading and usually consider it to be just a classroom exercise.

Because the focus on the process is not sufficient, learners are kept
focused on their explicit knowledge and do not have sufficient space to
proceduralize it, i.e. do not proceed from gaining primary skills to gaining
secondary skills. Consequently, they are not able to understand messages
conveyed in texts at a natural pace. Thus, they do not gain skills needed in
practical life and of course, they do not gain communicative competence.

We also observed many problems in running during-listening or during-
reading techniques. The greatest problem is that teachers require the
translation of the text which often happens without giving learners space to
listen to or read the text first. When learners have to translate a text, they do
not really focus on its meaning — they focus on its parts — that is words and
structures. They can only rely on linguistic cues particularly if they haven’t
been prepared for it and if their schemata have not been activated. Such
tasks are not meaningful (Echevaria, Vogt, Short, 2010, p. 41) because their
only meaning is displaying language knowledge. That may be the reason why
learners are not motivated to read or to listen to a text and are not engaged.
Moreover, in most cases learners struggle and the translation is actually done
by the teacher. In the lessons we observed the translation was required at
the primary level most frequently, at gymnasia it was not required at all.

There were other problems too: for reading texts aloud learners were
not prepared — they did not have a chance to listen to the text or to read it
silently before being asked to read it aloud. When asked to read a text in
front of the whole class they made many pronunciation mistakes which the
teacher often corrected. Another problem was that the tasks for reading or
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listening were set after the text was listened to or read for the first time,
which means that learners did not have any purpose for listening or reading
it. When they were asked to respond to comprehension tasks, they did not
have space to check their outcomes in pairs or groups; this was done only
four times in the observed lessons and in most cases teachers did not ask for
evidence — learners only had to provide it in seven out of thirty seven tasks.
Thus, the tasks focusing on schematic knowledge were missing and learners
could only practise their lower level skills. Instead of focusing on their
pronunciation or on individual words (and writing them down in their books
alongside with their translation), students would benefit much more from
reading or listening to texts at a more natural pace with a focus on the
meaning of the text, which leads to the development of secondary receptive
skills.

We also believe that the exposure to the spoken target language is often
not sufficient. One of the reasons is that the classroom communication is
done in Slovak, and even if teachers do speak English, they often translate
what they say into Slovak. As to the observed teachers, only two
communicated with their learners in English at the primary level, one at the
lower secondary level and four at gymnasia. Another problem was that out of
37 tasks, only eight were aimed at the development of the learners’ listening
skills (5 at primary level, 2 at secondary level and 1 at gymnasia). From this it
follows that learners were not exposed to the spoken target language
sufficiently.

As mentioned above, in addition to gaining language knowledge and
skills learners also need to gain metacognitive knowledge so that they
understand the process of their own learning; can choose their strategies and
do self-assessment. However, out of fifteen teachers, only two mentioned
some strategies once in their lessons, which is not sufficient. If a variety of
strategies was presented to learners in lessons, they could also gain them
implicitly. However, the problem was that the variety of strategies was not
presented to learners in the process either. As to reading and listening, in the
majority of lessons the only strategies they used were bottom-up strategies
and learners were not explained how to approach various tasks when doing
listening or reading comprehension tasks.

In conclusion we need to say that in the listening and reading tasks we
observed the texts were not used to inform or entertain the learners, they
were actually used to teach language. However, we believe that even if it is
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necessary to adapt texts so that they suit the proficiency level of the learners,
the main objective should be conveying the message. Depending on what
kind of message it is and what kind of text it is, the teacher has to choose the
objectives and strategies for techniques. The listening and reading tasks we
observed focused on pronunciation, vocabulary and language structures, they
were not genuine listening or reading comprehension tasks. Even though
such tasks are needed, learners also have to do meaning-oriented activities if
they are to achieve the objective which, in this case, is the development of
secondary receptive skills. Only if they are exposed to meaningful language as
much as possible through both listening and reading, they will improve not
only their receptive skills but also their language and productive skills.
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Abstract

The article deals with the importance of exposure to the foreign language
which is one of the three main conditions of successful foreign language
learning. Learners are expected to listen to and read in the target language
widely to learn how to respond to the input at natural pace. Applying the top-
down approach to teaching these two skills, which is meaning-oriented and its
main objectives are the orientation in and getting information from a variety
of texts, teachers support the development of the secondary receptive skills
and receptive creativity of learners. The results of the research which we
carried out at primary and secondary schools indicate that even though the
learners in the observed schools had opportunities to develop their primary
skills in listening and particularly in reading, the development of secondary
skills was not sufficient. The research also indicates that the observed
teachers did not contribute to the development of the meta-cognitive
knowledge of learners and the strategies learners need to do listening or
reading comprehension tasks.

Keywords
listening and reading comprehension, top-down strategies, primary and
secondary receptive skills

Extent: 50 007 characters
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NOVE PRISTUPY V TVORBE UCEBNIC CUDZIEHO JAZYKA

Jana Hartanska

,Dobrd ucebnica je vedeckym i umeleckym produktom zdroveri.”“ M. Malikova

1 Ucebnica v cudzojazycnej edukacii

Ucebnica je, ako hovori Pricha (1997), velmi domyselné médium
sbohato ¢lenenou  Strukturou asvelmi  funkéne  konstruovanymi
komponentmi tejto Struktury. Z funkéného hladiska mozno ucebnicu chapat
ako kurikuldrny projekt, ako zdroj obsahu vzdeldvania pre Ziakov aako
didakticky prostriedok pre ucitela. Na celom svete zostdva ako spojivo medzi
Skolskym kurikulom predstavujicim pre Ziakov a ucitelov oficidlne vedomosti
zo Skolskych predmetov ako aj preferované hodnoty, postoje, zruénosti
a pracu odbornikov v danych oblastiach. Je zdrojom obsahu vzdelavania pre
Ziakov. Ucebnica ako didakticky prostriedok zahffia okrem prostriedkov
nemateridlnych, napr. vyucovacie metddy, aj prostriedky materidlne,
oznacované ako ucebné (vyucovacie) pomacky. V lingvodidaktike sa uplatriuje
eSte jemnejsie triedenie ucebnych pomécok, pouziva sa aj termin textové
materidly a v ostatnom obdobi k nim pribudol termin prostriedky edukacnej
technoldgie. TakZe k tejto problematike mdzeme pristupovat aj zo SirSieho
hladiska. Klasicky ponimand ucebnica zaZiva v poslednom obdobi burlivy
rozvoj a zo $kdl sa nestraca. Moderna ucebnica jazykov je vizualne pritazliva,
ale aby sme ju mohli nazvat aj efektivnou, musi spitiat rad didaktickych,
pedagogickych a psychologickych poziadaviek. Jej verbdlne ineverbdlne
zlozky musia byt vyvazené, musi reSpektovat ucebné Styly a stratégie ucenia
ziakov, musi byt motivacna, a umozriovat rozvoj kognitivhych schopnosti
a mnohopocetnych inteligencii Ziakov, rozvijat ich kreativitu, ale aj etické,
estetické a moralne hodnoty a postoje. Primarnym cielom ucebnice cudzieho
jazyka je vedenie Ziaka knadobudnutiu cudzojazyénej komunikativnej
kompetencie.

Nemozno ignorovat aj skuto¢nost, Ze ucebnice su zaroveri komodity,
ktoré su predmetmi politiky, sd kultdrne reprezentacie, apreto su
predmetom bojov a kompromisov zameranych na urcenie toho, kto bude ich
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autorom a ako ich napiSe, aky bude ich obsah a kto ho vyberie, kto a ako ich
bude distribuovat.

Neprehliadnutelnym pristupom v tvorbe ucebnic je dodrziavanie kritérii
a principov cudzojazy¢ného vzdelavania tak, ako su formulované v zasadnom
dokumente SERR (Rada Eurdpy, 2001). Tento dokument stanovuje vseobecny
stupen dosiahnutia jednotlivych presne S$pecifikovanych kompetencii
a definuje Sest komunika¢nych drovni. U¢ebnice su zostavené podla nich od
zakladnej urovne Al aZ po uroven C2, ktora predstavuje skuseného
pouZivatela cudzieho jazyka.

2 Ucebnica CJ a jej komponenty

Nastup IKT nevynechal ani tvorbu ucebnic a uéebnych materialov. Zatial
¢o pred 20 rokmi existovala pre jednotlivé rocniky jedna ucéebnica cudzieho
jazyka, ktora bola zaroven cvi¢ebnicou, uéivo dopliiali audiokazety pre pracu
v triede a ucitel mal zvycéajne k dispozicii metodicku prirucku, pred 10 rokmi
sa uZz ksamostatnej ucebnici apracovnému zoSitu okrem doplnkovej
cvicebnice napriklad gramatiky atestov anetechnickych doplnkovych
materidlov (obrazkové aslovné karty, plagaty apod.) pridruZili najma
technické ucebné pomaocky VHS a DVD. Moderna uéebnica cudzieho jazyka sa
dnes stava sucastou rozsiahlej sady ucebnych najmé elektronickych
materidlov,:

Charakteristika sady modernych ucebnic AJ:

e reSpektuje a aplikuju sucasné trendy vo vyucbe;

e podporuje vytvdranie arozvoj klucovych kompetencii Ziakov
(cudzojazycné, ucebné, interkulturne);

e  posilfiuje medzipredmetové vztahy a integruju obsah z inych predmetov;

e stimuluje Ziaka k aktivnej ¢innosti (cez PC a sebahodnotenie);

e  kladie do6raz na vizualizaciu a grafiku uciva;

e ucivo je prehladne komponované a Strukturované;

e ucebnica je sice pouzitelnd samostatne, ale sada materidlov vytvdra
kompletny vzdjomne sa dopliiujuci subor;

e  aplikuje teoretické poznatky do redlnej cudzojazyénej komunikacie;

e je spracovana elektronicky ako interaktivna ucebnica, vyuZiva
multimédia;

e ma on-line podporu formou doplnkovych textov, cvieni hier, piesni,
a pod. na internetovych strankach nakladatelstva;
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e ucebnica je doplnend o pracovné zosSity pre Ziaka a metodickou
priruckou pre ucitela, ktora mu ma pomdct rychlejsie sa zorientovat
vobsahu uciva amedzipredmetovych vztahoch, poskytuje navody
a dalSie namety, ako ucebnu latku oducit, vysvetfuje kultirne javy
aredlie, obsahuje kopirovatelné materidly, niekedy aj namety pre
integrovanu vyucbu v rdmci projektov a predmetov.

Suc¢asnym fenoménom v tvorbe ucebnic je ich digitalizacia. Ktoré
najéastejiie elektronické komponenty doplifiaji uéebnice anglického jazyka,
ilustruje nasledujuca tabulka. Mozno ju povazovat za ,pars pro toto“, nakolko
Udaje su aplikovatelné na podstatnu vacsinu sucasnych ucebnic cudzieho
jazyka:

- pre pracu s IBT + pocitac
a dataprojektor;

- i-Tools — kompletny digitalny
ucéebny material;

- classwere — interaktivny softvér

Elektronické komponenty Funkcia
Softvéry: - vyklad, interaktivny nacvik uciva

v triede;

pre pracu ucitela —rady, interaktiv.
aktivity;

elektronicka verzia uéebnice

a zosita + audio nahravky

na vysvetlovanie gramatiky, softvér
na podporu interakcie;

- interaktivny elektronicky slovnik

pouzitie lexiky v pribehoch, piesfiach
a hrach/priprava na medzinarodné
skusky);

- interaktivny pracovny zosit

precvi¢ovanie SZ pre pracu doma
(opisovanie obrazkov, krizovky,
osemsmerovky, doplfiovacky

a vyfarbovanie);

- CD-ROMy

pracovné listy pre pracu v triede;
fotokopirovatelné doplnkové materialy;

- infoquest, mini-internet

doplnok; priprava na, medzindrodné
skusky;
praca Ziakov priamo na internete;

- webova aplikacia Cyber
Homework

umoZznuje Ziakom spracovavat,
vypliiovat a odovzdavat domace ulohy
podla vlastného uvazenia/planu.
Opravuju sa automaticky a ucitel
ndasledne obdrzi vysledky;

motivujuci spésob prace s domacou
ulohou; 3etri ¢as ucitela.
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K elektronickym doplnkovym ucebnym setom patria portfdlia pre
samostudium, dokladovanie a zaznamendvanie ucebného progresu Ziaka
i elektronické itanky (Readers) na CD-ROMoch — obsahuju origindlne pribehy,
adaptacie iukdzky literarnych diel afaktografické knihy so sprievodnou
webovou strankou (ucitel si ndjde pracovné listy, plany hodin klekciam
vramci ucebnice, zaradovacie testy do jednotlivych drovni atipy na
vyucovanie).

Navyse, vydavatelstvd ponukaju s titulmi u¢ebnic aj internetové kontakty
na socialne siete, napr. Oxford na Twitter (¢lanky, prostriedky na zlepsenie
vyucby, diskusie o najnovsich témach v EFLT), Facebook (spaja ucitelov,
autorov z celého sveta, diskusné féra), YouTube (sleduje rozhovory s autormi,
Skolitelmi, prednasky, prezentacie), Global Blog (exkluzivne ¢lanky top OUP
autorov, skolitelov), uéitel moze vyjadrit nazory, komentovat, napisat vlastné
¢lanky (registracia na ouepltglobalblog.com/follow-us).

3 Spracovanie u¢ebného materialu

Moderné ucebnice respektuju zasadu principidlneho edukacného ciela:
nadobudnutie komunikativnej cudzojazyénej kompetencie. Zaujimavy je
pristup autorov k aplikacii komunikativnych vyucovacich metdd. Vo vacsine
ucebnych titulov pozorujeme eklekticky pristup autorov k si¢asnym teériam
ucenia sa cudzich jazykov.

Takouto ucebnicou je napr. Playway to English, v ktorej najdeme
charakteristické prvky viacerych metéd, a to TPR, prvky CLIL-u. a SMILE.
Metdda celkove] telesnej reakcie (TPR) umoziiuje dynamickost vyucovacieho
procesu a zazitok z vyucovania, kladie d6raz na poclvanie s porozumenim
a jednoduché rozpravanie. Doraz sa kladie aj na gramatiku. Sprievodna
postava Max robi u¢ebnicu zaujimavejsSou, zadbavnejsSou a interaktivnou. Prvky
a aktivity metdédy CLIL (obsahovo ajazykovo integrované vyucovanie)
umoziuju rozvijat medzipredmetové vazby, Ziaci vnimaja SirSie stvislosti uz
v ranom $tadiu ucenia sa jazyka. Ucebnica obsahuje sekcie, ktoré vedu ziakov
k sebahodnoteniu  a kontrole ziskanych vedomosti. Kreativhost sa
zabezpecuje cez hry so slovami. Metédu SMILE charakterizuje: vyucovanie
orientované na nacvik zrucnosti (S: skill-oriented learning), multisenzoricka
motivacia Ziaka / motivacia cez viaceré zmyslové vnemy (M: multi-sensory
learner motivation), aktivity rozvijajuce inteligenciu Ziaka (I: intelligence
building activities), posilfiovanie dlhodobej pamate (L: long-term memory
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storage) a motivacné dramatické skece, pribehy a hry (E: exciting sketches,
stories and games).

Niektoré ucebnice vyuzivaju jednu dominantni metddu, napr. ucebnica
Cutting Edge vedie dospelych Studentov krieSeniu problémovych
Struktdrovanych uloh; komunikativny pristup je pritomny v populdrnych
ucebniciach Headway; projektovd metdda sa uplatiuje v uéebnici Project
English. Na metdde CLIL je vypracovana napr. ucebnica Primary i-Box.
Kombinované vyucovanie (blended learning) spéja elektronickd online vyucbu
mimo triedy s kontaktom s ucitelom v triede. Takto si dostupné mnohé
ucebnice vramci roéznych vydavatelstiev (mylanguageleaderlab Language
Leader).

Podla Richardsa a Rodgersa (2006) su ucebnice zostavené tak, Ze ich
obsah vytvdra postupné osvojovanie a rozvoj jazykovych foriem a funkcii,
pricom sa postupuje od najzakladnejSich k najkomplexnejsim. Vsetky tieto
pristupy a javy su zacielené na rozvoj komunikativneho jazyka pomocou troch
zakladnych typov zadani na ndcvik jazyka: 1. mechanicky — kontrolovany,
zahfnajuci opakovanie a substitu¢ny dril uréeny na ndcvik lingvistickych javov
(+ priradovacie, dopliacie priradovacie), 2. vyznamovy — tiez kontrolovany —
Ziaci si maju pri precvicovani javu zvolit spravny vyznam (+ tvorba otéazok,
informacny transfer, tvorba viet) a 3. komunikativny — nepredikovatelny,
spontanny, autenticky, vrdmci redlneho komunikativneho kontextu
(rozhovor, hranie roli, rieSenie problémov pisanie listov, ¢lankov, otvorené
otazky, prezentacie, dramatizacia). Kaidd komunikativha ucebnica ma
obsahovat vsetky typy tychto zadani, ktoré maju mat svoju logicku
postupnost. Ziaci potrebuju prejst cez proces mechanického, kontrolovaného,
nacviku, pricom najprv prejdd cez cCiastocne kontrolovany mechanicky typ
aktivit, az napokon dosiahnu isty stupen samostatného, volného pouzivania
jazyka, ktory zahfnia komunikativnu interakciu. Rézne vyskumy a analyzy
viacerych ucebnic vSak poukazuju na fakt, Ze napriek znaénému Usiliu zo
strany tvorcov ucebnic, editorov a vydavatelstiev zadania na nacvik jazyka
prevazuju na Uukor aktivit na nadobudnutie skutoénej komplexnej
komunikativnej kompetencie. Preto by ucitelia mali alebo musia siahnut aj
k doplnkovym uc¢ebnym materidlom. Takéto materialy su zvacsa zostavené na
principe riesenia uloh (task-based). Patria k nim autentické aktivity na rozvoj
komunikativnej kompetencie, ako su kratke prezentacie, hranie roli,
projektova prdca, rozhovory, pozorovania, hry, diskusie, dramatické techniky.
Castokrat v u¢ebniciach chyba, alebo nie je v dostato¢nej miere zastipend
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literatura. Inkorporacia aj jednoduchych autentickych literarnych textov,
Citaniek, textov z Casopisov sa moze stat délezitym zdrojom aktivit na rozvoj
zruénosti  Citania irozvoja literarneho, kultirneho a spolocenského
povedomia.

4 Kritéria vyberu a hodnotenia ucebnic

Kritérii na didakticki vybavenost u¢ebnice vo vSeobecnosti je velmi vela.
J. PriGcha (1997) uvadza 36 komponentov, z ktorych kaZidy prispieva
k realizacii urcitej funkcie a je vyjadreny verbalne alebo obrazovo. Hodnoti sa
najma prezentacia uciva, zaradedenie, gradacia a cyklickost udiva
a prehladnost uciva.

Ucitel je ten Cinitel, ktory zodpovedd za spravny vyber ucebnice pre
svojich Ziakov v stlade so Statnym vzdeldvacim programom (SVP). Preto musi
vediet, akymi kritériami vyberu ucebnice sa ma riadit. Je ich nespocetne vela
arézni odbornici sa pri ich Specifikacii réznia. Uvedieme taZiskové okruhy
kritérii.

e  Aktudlnost materidlov (maju relevantné témy aobsah, ucebnicu
doplia material zalozeny na inych médiéch).

e  Zohladnenie veku primeranosti materidlov pre Ziaka, primeranosti jeho
Urovni ovladania CJ alingvistickej a kulturnej diverzity Studentskej
populacie.

e Zohladnenie ucebnych materidlov zhladiska kvality grafického
spracovania.

e Autentickost jazykového prejavu na zvukovych aaudiovizuadlnych
nosic¢och, ich kvalita a primeranost.

e  Respektovanie roznych uéebnych stylov posiliujucich samostudium.

e  Pouzitie roznych foriem spoluprace.

Pri vybere vhodnej ucebnice cudzieho jazyka uditel by si mal uvedomit,
e by mala spltiat tri zdkladné podmienky. Musi vyhovovat 1. poziadavkam
SVP apredpisanym skuskam, 2. poZiadavkdm, zdujmom a schopnostiam
Ziakov a 3. musi vyhovovat samotnému ucitelovi.

Kazda dobrd CJ ucebnica musi byt flexibilnd a poskytovat vhodné
gradovanie u¢ebného materialu pre rézne typy Ziakov.

Zohladnenie lingvistickych a psychologickych principov v sucasnych
metddach vyucovania aplikovanych v ucebniciach predstavuje dalsi novy
pristup v ich tvorbe.
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Na Slovensku je to SPU v Bratislave, ktory ur¢il a sleduje zakladné kritéria
hodnoteni ucebnicovych sad Aj (zahrani¢nych vydavatelov alebo domacich)
re$pektujucich SVP. Na zdklade analyz prislusnych kritérii a ziskania 75 %
bodov z celkového mozného poctu moze ucebnicova sada ziskat schvalovaciu
dolozku MSVVaS SR apouzivat sa za jeho plnej finanénej podpory na
prisluinom vzdeldvacom stupni ZS alebo SS alebo v pripade nizsieho poctu
moze ziskat len odporucaciu dolozku, ¢o znamenad, Ze pri ich volbe si Ziaci
musia ucebnice finan¢ne hradit sami. V ramci ucebnej sady sa hodnotia tri
zloZzky — u€ebnica pre_Ziaka, pracovny zosit a metodicka prirucka. Ide o tieto
kritéria:

1. Nadvéznost ucebnicovej sady pri prechode z niz$ieho ISCED-u na vys$si
ISCED ( + PZa MP).

Nadvéaznost ucebnicovej sady v rdmci ISCED-u ( + PZa MP).

Sulad so Statnym vzdeldvacim programom ( + PZa MP) (3 podkritérid).
Zruénosti/Spo6sobilosti.

Vyber aspracovanie obsahu. (PZ) Obsahové spracovanie (MP)
(29 podkritérii).

Didaktické spracovanie obsahu (7 podkritérii).

Graficka uprava ( + PZa MP) (5 podkritérii).

8. Spolocenska korektnost.

vk wnN

No

Napriklad kategéria 4 Zrucnosti/SpOsobilosti: 1. VSetky zakladné
zruénosti (pocuvanie s porozumenim, Ustna interakcia, samostatny ustny
prejav, Citanie s porozumenim, pisanie) su zastupené arespektované vo
svojej integrite. 2. VSetky tieto zru€nosti sa Spirdlovito rozvijaju. 3. VSetkym
zakladnym zruénostiam sa venuje primerana pozornost v stlade so stupriom
pokrocilosti. 4. Ucebnica dava priestor aj rozvijaniu inych zrucnosti,
napr. odhadu nezndmej SZ, vyhladavaniu doplnkovych informacii a pod.
5. Dostatoény priestor je venovany sebahodnoteniu, sebareflexii, rozvoju
metakognitivnych zruénosti a pod. 6. NaleZite sa rozvijaju Studijné zruénosti
a podporuje sa prdca s pocitacom.

5 Ucitel' zostava najdolezitejSim faktorom v efektivnom pouzivani
ucebnice

V mnohych vedeckych a metodickych publikacidch sa pomerne detailne

opisuju rozne preferencie alebo Styly prace s ucebnicou cudzieho jazyka.

Rozsah je velky: od Uplnej zavislosti na ucebnicovom materidle kviac

selektivnemu pristupu, od eklektického pouzivania rozmanitych ucebnych
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zdrojov az k pouzivaniu samostatne zhotovenych materialov (napr. projekty).
Vtomto kontexte vyucba zaloZzend len na ucebnici ako jedinom zdroji je
v opozicii s ovela flexibilnejsimi pristupmi k jej vyuZitiu. Flexibilny pristup sa
povaiuje za najvhodnejsi, najpresvedcivejdi a najprimeranej$i. Ziadnu
ucebnicu by uditel nemal preberat , otrocky”.

Aj ked sa ucebnica v priestore multimedidlneho vzdeldvania stala len
jednym z mnohych didaktickych prostriedkov, nadalej nepochybne zostava
cennym ucebnym materidlom rovnako pre ucitela i Ziaka. Pre vacsinu ucitelov
ucebnica poskytuje zédkladnt obsahovu naplni vyucovacich hodin, vyvazenost
a integraciu recovych zruc¢nosti, ktoré sa maju ucit ako aj rézne druhy zadani
na nacvik jazykovych prostriedkov a funkcii jazyka. Navyse, vacsina ucebnic CJ
spaja jazyk svlastnymi zdujmami a aspirdciami Ziaka, ponuka interkultirne
témy, integruje jazykovu problematiku sinymi predmetmi, ponuka slovnu
zasobu zalozenu na sémantickych skupindch a kontexte a kombinuje stucéasné
ucebné pristupy s cielom poméct Ziakovi pouzivat cudzi jazyk plynulo. Pre
Ziakov sa ucebnica stdva, okrem tych informacii, ktoré im poskytuje uditel,
fundamentalnym zdrojom kontaktu s cudzim jazykom aoporou pri
samostudiu, opakovani a utvrdzovani uciva.

6 SWOT analyza modernych ucebnic cudzieho jazyka

Silné stranky: Strukturované stranky obsahu uciva; jasne formulované
lingvistické arecové ciele; atraktivne témy, autentické texty; prepis textov
zvukovych nahravok lekcii v ucebnici pre Ziaka, prehladné spracovanie
gramatického uciva s referenénym zhrnutim v zdvere lekcie a u¢ebnice, banka
pravidiel vyslovnosti slov, slovnik novych slov podla lekcii; navody na rozvoj
roznych  typov  pisomnych  prejavov; doplnkové  komunikativne
aktivity; zadania k DVD filmom; priestor pre Ziaka na rozvoj sebareflexie
preberaného uciva; detailny metodicky manudl pre uditela sklfiéom
k cviceniam, testami  a kopirovatelnymi  doplnkovymi  komunikativnymi
materialmi a pod.; doplnkové elektronické u¢ebné materidly (DVD, CD-ROMy,
softwéry pre pracu sIBT, moznost stiahnut si materidly do i-podov, ai-
phonov, tabletov; testy, linky na internetové stranky); vizualna atraktivnost
ucebnice

Slabé strdnky: siroky vyber a obsahova aformalna podobnost ucebnic
dezorientuju ucitela; uéebnica je vysledkom marketingového tlaku na autorov
a vydavatelov, (nedbsledne predstavend vydavatefom aautormi a niekedy
v rozpore s legitimnymi edukac¢nymi trendmi: ¢o sa predava, nemusi byt to,
¢o v skutocnosti aj funguje ato, ¢o funguje, nemusi mat vidy ten format,
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ktory vydavatelstvd mozu pouzit alebo zhotovit).; uebnicové sety nemusia
zabezpecovat vertikdlnu nadvaznost (t.j. obsahovi a procesudlnu vzostupnost
v osvojovani si CJ) v sulade s u¢ebnymi osnovami pri prechode z primarnej do
sekunddrnej sféry vzdeldvania; rychle zastaravanie textov a technologickych
uéebnych materidlov, nutnost rychleho nadobudania novych technickych
zrucnosti ucitela; vysoka cena ucebnicového setu.

PrileZitosti: moznost Sirokého vyber ucebnic na domacom trhu, vyzva
pre tvorcov domacej/narodnej ulebnice Cj!, vyzva na inovaciu textov
odzrkadlujucich dobu/Zivot/ ajej problémy, moznosti kreativneho pristupu
k pouzivaniu ucebnic uucitela iziaka, umoznenie kontinudlneho rozvoja
profesijnych zrucnosti ucitela (vedomostnych imetodickych), umoznenie
sebareflektivneho pristupu Ziaka knadobudaniu CJ komunikativnej
kompetencie, rozvoj IKT zruénosti.

Ohrozenia: neznalost kritérii vyberu vhodnej ucebnice moéze viest
k volbe nesprdvnej, zaplava internetovych zdrojov spOsobuje casovu
narocnost pri vybere; hrozba odklonu od nosnej témy inevhodného
spracovania poznatkov, problém s vyberom zadani v lekcidch na vyucovacich
hodindach a s tym sulvisiaca hrozba oslabenej nadvaznosti najma gramatického
uiva aslovnej zdsoby; stresujice postavenie ucitela vzaplave roznych
dopliujucich  zdrojov, neredlne vypracovanie c¢asovo-tematického
harmonogramu uciva zalozenom na danej obsahovo rozsiahlej u¢ebnici.

Vintenciach Gvodného cititu mézeme formulovat myslienku na zéver:
Dobre zostavend ucebnica je Uzasnym médiom medzi existujucim poznanim
a jeho nadobudanim. Dobre zostavend moderna ucebnica cudzieho jazyka
napomaha komunikacii o poznani, a tym prispieva k jeho dalSiemu rozvoju na
celom svete.
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Abstract

The chapter presents new approaches in designing of foreign language
coursebooks mainly with the regard to respecting the criteria and principles in
foreign language education formulated in the CEFR, the fundamental document
the of the Council of Europe (2001) and under an influence of the rapid
development of information-communication technologies. It briefly maps the
changes in the form and the content of coursebooks in the last two decades. The
chapter takes into account the present position of a foreign language coursebook
as a part of a set of supplementary teaching components, mainly electronic ones,
which are typical for monolingual universal coursebooks published by respectful
foreign publishing houses.The paper puts and emphasis on the current
phenomenon of coursebook digitalization and presents an overview of the most
frequent electronic supplementary coursebook components. In the following part,
it deals with the ways of teaching materials processing, mainly with the
tendencies of an eclectic approach of coursebook designers to current learning
theories and applying a number of communicative teaching methods. Criteria of
coursebook selection and evaluation are focused on in the next part of the article.
First, crucial broader criteria are stated followed by the ones formulated and
controlled for evaluation of either universal or national English language
coursebooks by the State Pedagogical Institute in Bratislava (SR) with regard to
the State Educational Programme. The pre-last part focuses on the teacher who
remains the most important factor in an effective use of coursebooks in the
educational process. Finally, the reader gets familiar with the SWOT analyses of
modern foreign language coursebooks.

Key words

foreign language coursebook, approaches in coursebook creation, coursebook
components, digitalization, eclectic approach, communicative teaching
methods, criteria of coursebook selection and evaluation, teacher.
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CORPORA - SOURCE NOT JUST FOR LINGUISTS

Ivana Cimermanova

Corpus

Methodology of teaching languages has applied various techniques and
principles during its development from ancient times and it is still searching
for optimal ways how to teach languages to reach the best results, how to be
the most effective.

Corpora have been used for studying languages for decades, they are
frequently used in building dictionaries, language textbooks writing and they
are slowly entering our classrooms to be used directly or indirectly in the
language classes.

The word corpus has several meanings in English. In linguistics we
understand the term corpora as “... a collection of texts assumed to be
representative of a given language put together so that it can be used for
linguistic analysis. (...) [L]anguage stored in a corpus is naturally-occurring,
that it is gathered according to explicit design criteria, with a specific purpose
in mind, and with a claim to represent larger chunks of language selected
according to a specific typology” (Tognini, Bonelli, 2001, p. 2).

Many academics describe corpora as an electronic collection of the text
(e.g. Baker et al., 2006, p. 48) define a corpus as “a collection of texts
(a ‘body’ of language) stored in an electronic database. Corpora are usually
large bodies of machine-readable text containing thousands or millions of
words”. That would be true in these days, however in past the linguists
worked with corpora manually.

T. Lager (1995, p. 3) introduces the differences between the corpus
linguist and the theoretical one in the following table claiming “... they are”
(two kinds of linguists) “just cartoon figures, obviously, and should not be
taken seriously.” But still we can find a lot of facts that are true.
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Tab. 1: Difference between the corpus and theoretical searchers

The Corpus Linguist

The Theoretical Linguist

Focuses on
Parole/Performance/Process.

Focuses on
Langue/Competence/System.

Aims for a description of the facts of
language and language use as they
appear in a corpus.

Aims for an explanation of the facts of
language and language use.

Is data-driven in his approach to
linguistic research. A lover of long lists.

Is theory-driven in his approach to
linguistics.

Is satisfied with simple measures, since
they are fast, even for large texts. Thinks
that he can live with the noise created
by the simplicity of his methods.

Prefers sophistication over simplicity,
and accuracy over speed, even if that
means that he has to be satisfied with
smaller samples.

Prefers quantitative methods. Prefers
qualitative methods.

Sees himself as part of an empiricist
tradition. Sees himself as part of a
rationalist tradition.

Focuses on the text as a physical
product.

Focuses on the text as an abstract
entity.

Mainly interested in grammars of
particular languages.

Aims for a Universal Grammar.

Focuses on form only.

Focuses on form and meaning.

Takes a global perspective of texts.
Wants an overview of what is there.

Takes a global perspective of texts.
Wants an overview of what is there.

Focuses on broad (though possibly
superficial) coverage of unrestricted
text.

Performs deep analyses of (artificially)
restricted domains.

Prefers methods based on probability
theory and statistics.

Prefers rule-based (knowledge-based,
inference based, logic-based)
methods.

Relies on observation of (the products
of) overt language behaviour.

Relies on intuition/introspection as
the main way of accessing data.

Works with authentic data, and with
utterances in the context of other
utterances.

Works with ‘toy examples’, in the
form of isolated, decontextualized
sentences.

Has a Baconian frame of mind. Thinks
that the inductive method is the essence
of science.

Thinks that the hypothetico-deductive
method is the essence of science.

Is a firm believer in Discovery
procedures.

Believes in Justification/Evaluation
procedures.
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If using a computer for other things than | Works with parsers, generators, and
word processing, this would be for theorem provers, if he’s

building concordances, lemmatizing, or | computationally minded at all.
counting statistics.

If he does any programming at all, it’s in | Prolog or Lisp is what counts, if he's at
Pascal or C. all interested in programming.

Teubert (2002) answers the question Why to use the corpora as follows:
“Corpora have been available to linguists for about thirty years. They are
designed to replace the traditional index cards and filing cabinets then
providing the empirical basis for language description. But while corpora
certainly enriched our linguistic knowledge, they also led to a reassessment
of the disciplines of philology, language studies, and linguistics. It became
apparent that there are two opposing ways to look at language. Empirical
linguists are interested in the actual phenomena of language, in the
recordings of spoken and written texts. They apply a bottom-up procedure:
from the analysis of individual citations, they infer generalizations that lead
them to the formulation of abstractions. The categories they design help
them to understand differences: different text types, syntactic oppositions,
variations of style, shades of meaning, etc. Their goal is to collect and shape
the linguistic knowledge needed to make a text understandable.”

McEnery and Wilson (2002) specify the characteristics of so called
modern corpus when used in the context of modern linguistics in more
details. They consider:

e representativeness — “corpus (..) is maximally representative of the
variety under examination, that is, which provides us with an as accurate
a picture as possible of the tendencies of that variety, as well as their
proportions. What we are looking for is a broad range of authors and
genres which, when taken together, may be considered to “average out”
and provide a reasonably accurate picture of the entire language
population in which we are interested”;

e  machine-readable form;

e finite size of the corpus — “With the exception of monitor corpora, it
should be noted that it is more often the case that a corpus consists of a
finite number of words. Usually this figure is determined at the
beginning of a corpus-building project. For example, the Brown Corpus
contains 1,000,000 running words of text. Unlike the monitor corpus,
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when a corpus reaches its grand total of words, collection stops and the
corpus is not increased in size”;

e a standard reference — “There is often a tacit understanding that a
corpus constitutes a standard reference for the language variety that it
represents. This presupposes that it will be widely available to other
researchers, which is indeed the case with many corpora.”

Nowadays the term corpus is almost always connected (as mentioned
above) with the connotation of machine readable text. McEnery and Wilson
(2002) indicate two main advantage of such kind of computational corpora:

e  They can be searched and manipulated at speed.
e  They can easily be enriched with extra information.

Generally it can be said that corpora online are more accessible, the
search and analysis are faster and more accurate.

“Corpus linguistics is not concerned with mentalese: it studies real texts,
using explicit algorithms to extract linguistic knowledge from corpora. This
sets it apart from earlier empirical language studies. In their old index cards,
linguists noted whatever attracted their attention. They took no notice of
what was self-evident to them. Even if they were not native speakers of the
languages they worked in, they knew them well. They had no difficulty
making sense of a text. Algorithms, on the other hand, are stupid. They have
no intuition. If their task is to extract certain data from a corpus, they have to
be told explicitly what to do. All categories must be well defined” (Teubert,
2002).

The first computerized corpus of English was designed in 1963 at Brown
University and it comprised 1 million words consisting of texts in American
English. In the 1970s a British English collection known as the Lancaster-Oslo-
Bergen (LOB) Corpus was designed. In the early 1980s, the first large corpus
was designed at Birmingham University under the leadership of John Sinclair.
From a starting point of 7.3 million words, the Birmingham Collection of
English Texts (BCET) quickly expanded and made available 20 million words of
texts. Following closely behind, the dictionary division at Longman began to
develop corpus resources of its own (30 million word Longman-Lancaster
Corpus). The early 1990s saw further huge increases in size. The two most
significant events were the development of the British National Corpus (BNC),
a 100-million word collection of written and spoken British text, which was
completed in 1994; and the transformation of the BCET into the Bank of
English, an open-ended corpus with an initial target of 200 million words. All
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the main UK dictionary publishers continue to build up their corpus
resources: by mid-1996 Longman, for example, had collected 100 million
words of American text to complement the BNC, while COBUILD’s Bank of
English had grown to 320 million (Rundell, 1999). To present a rapid
development in the field we bring current data about the Bank of English that
is published on their website: “The Bank of English™ forms part of the Collins
Corpus. It contains 650 million words from a carefully chosen selection of
sources, to give a balanced and accurate reflection of English as it is used
everyday.” To illustrate the size of Collins Corpus it is necessary to say that it
,is a 2.5-billion word analytical database of English. It contains written
material from websites, newspapers, magazines and books published around
the world, and spoken material from radio, TV and everyday conversations”.

We can create our own corpus for the purpose of our research. Every
corpus should satisfy certain criteria. Sinclair (1991, p. 20) defines as the
minimal criteria that should be considered: “whether the work is fiction or
non-fiction; book, journal, or newspaper; formal or informal; and the age,
sex, and origin of the author.” Biber, Conrad, Reppen (2000, p. 4) characterize
the corpus-based analysis as follows:

e itis empirical, analysing the actual patterns of use in natural texts;
e it utilizes a large and principled collection of natural texts, known as a

"corpus," as the bass for analysis;

e it makes extensive use of computers for analysis, using both automatic
and interactive techniques;
e it depends on both quantitative and qualitative analytical techniques.

Corpus Tools

Different websites (e.g. British National corpus — http://corpus.byu.edu/
bnc/Collins wordbanks online — http://wordbanks.harpercollins.co.uk/auth/
corpora/run.cgi/first_form?corpname=preloaded/wbo-english.conf) use
different tools and different “signs” to specify the teachers’/researchers’
queries. Here also is present and visible development of the field (in older
version you had to specify exactly e.g. which grammar category you want —
e.g. singing as a noun or verb was specified as follows singing.[n], or
singing.[vvg]; nowadays there is a dialogue box implemented and you simply
click on your choice and you do not need to learn a “new language of
symbols”.
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See the example from British national corpus (query singing [n] results in
the output of concordances containing the noun singing):

[Havni strana| [Konkordance|Seznamy slov|[Word Sketch|Tezaurus| sketch-Diff]
|Mo."mo sti zobrazen{| |\’zorek| |Tf1dém| |Freln'mce| |Kolokace| |U‘loiit|

brbooks the sword. "I suggest everyone else start singing , so the Army knows there are real people [
brbooks was halfway to the closest Hands when the singing started, loud enough to be heard even above |
brbooks on the hill that they really could stop singing ; and Ted and Mike tried to tell the barely [
brbooks in a different. harsher tone, no longer singing . "Destroy the letter. Send more Dead to [
brbooks the high mountain_ It is heralded by the singing of birds at grey dawn. Then comes the flush [
brbooks guardians. The final rite involves the * singing ' into a postulant of a thick sinew cord [

brbooks Baiame, would be sounded prior to a period of singing . The singing induced a meditative or trance-like |

Fig. 1: Wordbanks Online — Collins Cobuild — Concordances — word singing

Similarly, in this case it can be done simply — using a dialogue box (POS
LIST) and one does not need to learn the symbols. For illustration we present
some of the signs that are used in Collins Wordbanks online (needs to be
keyed in to the box “Phrase”).

Tab. 2: Example of the symbols used in corpus work-based on the tutorial
published online:
http://wordbanks.harpercollins.co.uk/Docs/Help/guide.html#_Toc260822267

Symbol | meaning example meaning of example
any character ca. searches for ‘ca’ followed by any
single character (e.g. cab, can,
cap, car, cat)
? the preceding driver? searches for ‘drive’ and ‘driver’
characterOor 1
times
* the preceding pas* searches for ‘pa’ ‘pas’, ‘pass’,
character 0 or any ‘passs’, etc
number of times
¥ any character O or del.* searches for any word beginning
any number of times with ‘del’ (e.g. delete, delicious,
delimitate)
[] encloses a range of a[b-flt or searches for ‘abt’, ‘act’, ‘adt’,
possible characters a[bcdef]t ‘aet’, ‘aft’
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A negates the range be[At] searches for ‘be’ not followed by
included in square ‘t’ (e.g. bed, bew, beg)
brackets
More independent sustainable|pr | Searches for sentences
words eserving containing any of the words
= synonyms = pensioner Searches for synonymical
sentences containing a word or
its synonyms

This kind of search might be useful for discovering word forms and
consequently the word-formation rules, (e.g. the string .*interest.* returns
words as — interests, interesting, interestingly, interest-free, uninterested,
interest-rate, interest-group, zero-interest, disinterest, etc.). Searching for
two different words might be useful especially if we want to compare the use
of two words (they might be e.g. synonymic). The following screen is the out
of the sustainable | preserving pair.

|Hlarni stra.ml| |Km|konia.nce| Seznamy slov| |“’Dni Sketch|Tezau.ms|Sketch—Diﬁ'

Korpus: WordBanks Online: English

Dotaz: | |

Dalsi moznosti £

Lemma: [ ]Slovnidruh PoSy M

Fraze: |ca
Slovni tvar: l:l Slovai druh (PoS): [ nespecifikovano | m Rozlitovat velikkost pismen:
CQL:
Imphcrtm atribut: [ word |~ | Prehled macek
Kontext [
Typ dotazu: [ VZechny [~ | z nasledujicich.
Levy kontext Pravy kontext

Velikost kontextu: tolcemi. tokemi.
Lemma: | | |

. _ |adjective o adjective -
Slm"m_ druh (PoS): adverb adverb
s conjunction conjunction
vicenasobny vibet) | yororminer - determiner  ~

Fig. 2: Sample from the Wordbanks Online — Collins Cobuild — beginning of
the word + any number of letters.
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[Ftawni strana|[Konkordance[Seznamy slov][Word Sketch|Tezaurus[Sketch Dit]

Proni| Piedehori | S%2n2[200  J2e288 Jeh|| p -

ushooks too many institutions, concentrating on preserving what they own and can command, "have closed &
ushooks a perfectly competitive industry is not sustainable i it is above the no-entry market price E5)
ushooks market. varying levels of efficiency are sustainable in the short run but not in the long run E5]
ushooks price. A lower market price, however, is not sustainable because the soltion to the above equations 5]
ushooks  market power these firms enjoy may not be sustainable in the long run -- as trade barriers may ES)
ushooks government-mandated price discimmation sustainable . Without government mtervention i the B
ushooks providing a service to men and society. By preserving the sense of common social virtue, women E5)
ushooks of violence is the most effective way of preserving their communities from more threatening E5]
ushooks capable of icy dispassion in his task of preserving the existing distribution of wealth and B
nehanlee ‘e wwichar Tee canea lias in tha nasd ~F neacaeeineg narmananthe tha nars arder srhich e astablichad 75

Fig. 3: Output of the query of two words preserving and sustainable

Possibilities to use corpora in ELT

One of the possible categorizations of the corpora is based on the
“authors” of the texts collected in a corpus. Native speaker corpora is a
computerized collection of the texts produced by native speakers, non-native
speaker corpora is a collection of texts produced by non-native speakers and
learner/teacher corpora is a collection of texts produced by language learners
and/or teachers.

Every type of corpora can be used in language teaching with different
aims. In this text we will discuss general possibilities focusing mainly on
native speaker corpora but we would like to very shortly suggest what two
other types of corpora can be used for.

The collection of the texts of non-native speakers can reveal the most
typical mistakes concerning e.g. mother tongue background; compared to the
texts in native speakers corpora can be used for activities focusing on e.g.
comparative analysis.

Language learner/ teacher corpora is a valuable source of information
for teachers e.g. about the mistakes their students do but what more they
can learn a lot about their own way of teaching, analysing the transcripts.
They might be appreciated by learner trainers as a source of material for
methodology classes to present ideas how to manage the class, how to state
guestions, how to challenge response etc.

Native speakers corpus (of contemporary language) presents the real
use of language, it is a source of authentic language and thus the samples
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generated using concordance tools can show what are the trends in language
development.

The concordances®® are the source of meaning, grammar and use of
words and phrases. See the following example how one can learn more
(inducing) about the word scissors. The following figure is an example of the
screen generated after keying the word in the query using Compleat Lexical
Tutor.

|H]ami slrm‘ |Kunkordance| Seznamy slnv| |“’Dn‘1 Sket:h‘TeLaums | Sketch—DrE|

Sl:ranaze 76 Jdif| pzip

brbooks door and opened it a fraction. "Bring me scissors . "he ordered. The guard looked a little [E5)
brhooks he hurried back to his post clutching the scissors , she snatched them from his hand and locked =]
brbooks vulnerable Loclon sighed and picked up the scissors - He moved to the bed and planted a lingering [EE)
brbooks her slightly parted lips. Then he took the scissors and cut her hair as close to the skull [E=)
brbooks that led activists in New York to carry scissors and cut cigarettes out of the mouths of [E5)
brbooks where they couldn't see me. I got the nail scissors out and just started to cut away. [ was [E=)
brbooks this disorder may totally avoid knives, scissors . and other sharp objects, which she fears [EE)
brbooks It's come straight from that Parisienne's scissors in the Chiado. She's cut one for me.'’ [E)
brbooks since Boyd cut it with a pair of kitchen scissors . Ii still looks a mess but it's not beyond [E5)

Fig. 4: Example of the screen generated after keying the word scissors in the
qguery using Compleat Lexical Tutor.

Students can look for regularities and guess the answers to the following
questions, e.g.:

What grammar category does the word scissors belong to?
Is the word countable or uncountable?

What measure words do we use with the word scissors?
Can you guess the meaning of the word?

The outputs can be also sorted, e.g. left/right —sorted (see the next
figure) and this can help the learners to realize the “characteristics” of the
word, the regularities, resp. irregularities.

13 “A concordance is a list of all of the occurrences of a particular search term in a corpus,
presented within the context in which they occur — usually a few words to the left and right of
the search term” (Baker, Hardie, McEnery, 2006, pp. 42-43).
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|H1arn.i strm| |Eﬂnkunia.nce| Seznamy 510v| |“’Dni Ske‘lch|Tezau.ms|Sketch—Diﬁ"|

|Moiﬂo sti zobra.zeni| |\-’zorek| ‘T‘ridéni| ‘Frelwence | |Kolokace |

Prvni  Predchori | Strana[45  Jze

usephem  leverage and comfort than an ordinary pair of scissors . Precision-ground stainless steel blades

ushooks cutting a long ribbon with an outsize pair of scissors . Over their heads hung a banner: Serving
uSnews Mayor Bloomberg and an over-sized pair of scissors . After the ribbon was cut, Paula gave Mavor
safrica Munich - A woman holds an oversized pair of scissors for the traditional cutting of men's ties

safrica Munich - A woman holds an oversized pair of scissors for the traditional cutting of men's ties

times trust yourself to that particular pair of scissors . The results of good legal advice, however
brmags simply had acquired a more powerful pair of scissors _ In this week's Proceedings of the National
brmags with a real screwdriver or a real pair of scissors . This is Norman, a man on a mission: to

L] T 1 1 o 1 1 ER LRI 1. oe "

Fig. 5: Concordance for scissors in generated after keying the word scissors
Compleat Lexical Tutor online sorted to the left.

That was the example of the simplest search. Sometime we might need
to find a group of words — e.g. as blind as..., black and white

Idiomatic expressions are a part of language that many foreign language
users do not use or sometime they use literate translations from their tongue
which are not correct and corpus as a source of really used — authentic
language might be a valuable source in this case.

Sample activity

Using corpora try to find English idiomatic expressions for Slovak

comparison:

Slepy ako potkan ... as blind as

Usilovny ako vcielka .... as a bee
Zdravy ako rybicka ... as fit as

Utahany ako pes...

Sometimes we need to find all the forms of the word, e.g. we need to
find all the instances of the idiomatic expressions raining cats and dogs (thus
we need all verb forms (lemmas) — rain, rains, rained, raining what can be
done using @sign added to the verb- thus the searched term is rain@ cats
and dogs. CCW (Collins Cobuild WordBank) enables you to write directly to
the query box and searches automatically for lemma, or using the phrase box
and in that case it searches for particular form.
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brbooks Where be you a-going? Old Tom Bombadil's not as blind as  that yet. Take off your golden ring! Your

brbooks they have. it will be a primitive thing- as blind as  a bacillus. Nothing that could consciously
brbooks long hold -- not against Richard. Rob was as blind as  a barn owl in noon-bright sun, dazzled
brbooks they understand? Why were they so blind? As blind as  his father who had appeared the day before
brbooks album ' <p/= I've been so blind. I've been as blind as  Blind Pew. <p/> Requiring a five-minute walk
brbooks Alfredo Ottaviani at the <p/= Holy Office was as blind as  a bat. Yet they all provided trouble in

brnews own financial problems. It is a solution  as blind as  the panic that spawned it [zvestia Russia

Fig. 6: Result of the query as blind as

The similar task can be to find the expression CCS makes it possible to
search for phrases beginning in, for example as and ending in as (e.g. as big
as, as long as, as well as etc.). The string as+1+as (means that the output
gives us expression as ... as (with one word in between).

Sample activity

Find at least 7 different expressions as...as bringing comparisons, guess
their meanings. Write the sample sentences. What are the different
comparisons based on? Do you have the same comparison in your
mother tongue?

Students frequently have problems with the level of formality of words,
similarly as they mix American and British English. Again, we can use corpora
to realize the words’ use. Again, they may use corpora to answer those
qguestions and this can lead them to building strategies how to e.g. become
more efficient writers using authentic texts building corpora.

Sample activity

Compare the level of the formality of the following pairs of words
Say — postulate

Disseminate — spread

Salt — natrium chloratum

Significant — important

To solve the task the students can use British national corpus that brings
the graphical representation of the word in different subcorpora. Another
possibility is to look up the word(s) individually in different corpora and
evaluate the results.
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Understanding word-formation rules and ability to induce the meaning
out context and rules makes learner more efficient especially in guessing
meaning of the unknown words.

We can search for all words starting with e.g. prefixes and let the
students guess their meanings.

Sample activity

Find the words starting with rer.

Use Collind Wordbanks Corpus and after the string of letters (rer) type
.* to indicate that you want to find the words starting with rer and
followed by any number of words (use the phrase box).

What can you say about those words? (They can see that the words are
based on the pattern re+verb)
What is common for the meaning of the most of the verbs — what is
the meaning of the re prefix?

On the first output screen we can see words like: rereading,
reregistered, reread, rerun, rerolled, rerouted. (The task was intentionally to
find the word starting not just with “re” but with “rer” to eliminate the
number of words that are not formed based on the pattern re+verb). Base on
the context students can guess the meaning of the “re” prefix.

Grammar tenses and verb forms are often problematic for the EFL
learners. Discovering different forms might be an interesting activity. It can
be done e.g. in the form of filling the chart. Students have to realize they
have to find lemmas (search not just the verb but all its forms — e.g. go-went-
gone-going).

Sample activity
Fill in the missing forms. Write also the sample sentences

Base form Past form Past Participle Gerund
(e.g. do) (e.g. did) (e.g. done) (e.g. doing)
went
laid
meeting

Run
Rise

slept
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The concordance tools can be very simply used to present the meaning
and grammar as well as collocations. The special tools may be used to create
gap-filling activities with the same aim — to present the variety of meanings
and uses of the words.

If you want to create a gap-fill activities using corpora (consisting of e.g.

authentic texts) you can use the corpora and tools published on the website

http://conc.lextutor.ca/ (Compleat Lexical Tutor website) and create it in

three easy steps.

1. Use MultiConc hyperlink and write the word or phrase into the first box.

2. Choose the corpus (there are 8 corpora — Brown corpus, corpus AWL, BNC
written, BNC spoken, 1K graded corpus, 2K graded corpus, Medicine
corpus and French corpus).

3. Choose the output (plain — the complete extracts (concordances), gap-fill
concordances and interactive quiz).

£ MAUILTI_COME - Monills Firefos

Suber Upendl Zebrasl Histéel Zilgdky Mistiee Pomocnik
o MULT]CONE +

‘-.

% W hipconcletioniaconcodinceny mulicone Sllinpatiz maneBthis_copskeoven_itop i &bmits L 28Frmats gaps B ds imal

P B3 Search -

& Najeblibensdie | | UMIPO - Prefevai uni.. [0 Vitaie na Facebeoks [ MATS - Aeferert - PRES... [&] MAIS - Pedagey - PRE. ([ Seveike || Bitpe femmileiveea.. | SPLE Vitsjle ni

MultiConc Output

Multiple Concordances (Corpus=brown_strip.txf)

| money |

Hits: 012

o the general church expenses, the dollar

¢ RAndrus said. ""Hother minute d ha

i off five one-t
patri

nd I
Ta ge to the pacshinke parlor- an excsll
. TR publie of sne”, Mary schoed reprov

[011]

[012] we the poor publishers from wasting their

the hosp

Fig. 7: The example of the gap-filling activities using Brown corpus

[001] "That’s my wife Sharon. We ran out of and we haven’t eaten for

two
days". "What
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[002] Il him in his sleep, thinking there was in the house. He dismissed the

possibilit

[003] a fight, outweighed in both numbers and . It was all right to put a bunch
of ranch

[004] fty thousand dollars of the syndicate’s . He had done time for the theft.
The one

[005] Highlands, and he was packing a lot of back into the oil fields. Moreover,
aslo

[006] mself had heard that there was gangster in the company, but that had
nothing to d

[007] t work, giving his secret employers their ’s worth. A good many beef-
hungry settle

[008] a monthly wage of about $125, very good in an era when top hands
worked for $30 a

[009] tis, if we can be sure this is Colcord’s “- Pat grunted. "Where else would
he get

[010] ollars getting that load on”. Handing the over, Russ wiped his hands on
his pants

[011] t'll be a pleasure for you to return this to Colcord and tell him about it,
Russ"

[012] mer couldn’t have known about Colcord’s unless he was told- and who

else would ha

For language learner this might be a quite difficult activity but teacher can
select Graded corpus (1k) and the output is as follows:

[001] . The Queen gives out purses of special , usually to older people who
have doneg
[002] done good work. This is called “Maundy
seven hundre

, and the ceremony is about

[003] yal family are usually very careful with . They have to ‘put on a good
show’ for t

[004] In the early 1980s, there was plenty of and work. A lot of young
people bought

[005] nd had a good life. But by 1987, serious and business problems were
beginning in

[006] ng in Britain. People couldn’t pay back to the banks, and sometimes
their homes

[007] ifficult to live in Britain without much . The book was funny, and not
unkind to
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[008] not a simple problem. The royal family’s is not all theirs —a lot of it
belongs

[009] mily also realized that they had to save . They decided that the royal
ship, the B

[010] ain. Elizabeth also decided to pay less each year to some ‘royals’ who
are not ve

[011] ith flowers. But soon they began to give too. Millions of pounds
arrived to help

[012] and her picture is on many gifts. Often from these sales goes to the
special Pri

The example of the gap-filling activities using graded K1 corpus.

The tools that are mostly used by the teachers are concordancer and
collocation — statistics. In the following figures we present the screens
presenting the collocation survey. The word keyed into the query box was
bread.

Kandidati na kolokace

Freq T-score DI

p/n and 4127 59913 3892
pin 4306  56.210 2802
pin of 2911 48367 3272
pin . 2800 41326 2191
p/n the 2275 35002 1510
p/n with 855 26543 3439
p/n butter 630 25093 11775
pin for 60% 20455 2547
p/n white 41% 20372 7707
pin or 475 20283 3850
pin on 526 18175 2609
pin a 200 19.063 1617
pin loaf 33% 18410 13397
pin is 493 17425 2216
pin in 644 17.043 1606
pin " 527 158%2 1700
pin cheese 248 15733 10024
p/n some 273 15616 4188
p/n wholemeal 230 15165 14.074
p/n as 345 15072 2407
pin from 293 14112 2510
p/n to 668 13709 1.091
pin 261 13656 2692
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Here we can see the most frequent collocates of the word bread. The
frequency of collocations can be also a source of activities for language
learners (the idea published in Lackman, 2010). One of the activity frequently
used is “Guess the word whose collocations are” — and you order the ten
higher scoring collocates starting with the one that is at the bottom (out of
those ten), e.g.

See the following output of the collocations (+/- 1 word next to the word
money):

LY http://wordbanks.harpercollins.co.uk/auth/corpor: 2 ~ & X | % C

|H0me||CDncurdmlce Word List| |W0rd Sketl:]l|’I‘hesam1.ls|Sketch—Diﬂ‘||E

Collocation candidates

Freq T-score DMI

p'n the 30609 127493 1.882
pn . 28206 117.874 1.746
p/n for 14541 108.736 3.347
pln of 18160  104.085 2.135
pln to 16046 92716 1.899
p/n and 13509 83422 1825
p/n more 7503 82.553 4.413
oo , 20109 82.095 1.248
p/n from 5957  68.041 13.078
p/n much 3875 60.153 4.892
p/n is 6179  60.097 2.086
p/n on 5682 59.694 2.265
p/n their 4309 59.021 3.309
p/n in 7457 52767 1.362
p/n your 3161 52.564  3.942
p/n enough 2689 50736 5.533
p/n that 5324 50718 1.714
p/n raise 2592 50.688 7.833
p/n make 2785 50258 4.391
p/n into 2705 46.934 3357
p/n no 2574 46239 3.496
p/n some 2353 44274 3518
p/n any 2146  43.083 3.837
pln save 1580 39369 6.707
on ; 2143 38182 2513
pn ? 2169 37.403 2345
nin_was 601 36759 1368
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In the next step the teacher should choose the lexical/content words
(words that convey information) and make the list of 10 words connotating
with the word money (higher scoring collocates of the word money).

10. make ...
9 need ...

8 raise ...

7 save ...

6. owe ...

5. lend ...

4 invest ...
3 borrow ...
2 earn ...

1 spend ...

As we can see we selected the most frequent collocates — lexical words
(all verbs in our case), the tenth word — the first to be presented to students
is make (with the raw frequency 2785 **). We present the words to students
starting with the word number ten and we continue until students guess the
“missing word”.

You can also use British national corpus and specify collocations — select
the parts of speech where collocates should belong to.

Sample activity

Find the top ten adjectives collocating to the word child.

Go to http://corpus.byu.edu/ and choose either the British or
American corpus.
Under SEARCH STRING type child.

" “There are two ways of measuring statistical significance in Collins' corpora: Mutual Information (Ml)
and t-score. The Mutual Information score expresses the extent to which observed frequency of co-
occurrence differs from what we would expect (statistically speaking). In statistically pure terms this is a
measure of the strength of association between words x and y. In a given finite corpus Ml is calculated on
the basis of the number of times you observed the pair together versus the number of times you saw the
pair separately. Ml does not work well with very low frequencies — the t-score provides a way of getting
away from this problem as it also take frequencies into account. The t-score is a measure not of the
strength of association but the confidence with which we can assert that there is an association. Ml is
more likely to give high scores to totally fixed phrases whereas t-score will yield significant collocates that
occur relatively frequently. In most cases, t-score is the most reliable measurement” (Collins Wordbanks
Online).
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Next to COLLOCATES, set the number for the number of spaces before
or after the key word where you want the collocations to be (e.g. 2 or
3 — as we frequently use not just one adjective o describe a noun —e.g.
old and grumpy man, black decaf coffee. In the POS LIST box, choose
adjectives.

The activity can be done again as a game — students select a (key) word,
find the collocates-adjectives and test their classmates based on the idea of
the top ten (from number ten to one) collocates.

| o EEs | or W
1 | 297

oMLY
2 | YOUNG 210
2 | SMALL 157
4 ] HANDICAPPED 88
5 [l UNBORN ga
5 | YOUNGEST 85

Lackman (2010) suggests another activity. Teacher selects several
keywords and uses a corpora to get concordances. He copies them and
pasted to the text editor. In case the activity is lower level EFK students
teacher can use the graded 1k corpus, e.g.:

[001] us exercise at least two or three days a WEEK  to obtain some
protection from heart att
[002] justyet. | just went to the Prado last WEEK, which has
hundreds of the world’s most
[003] a, which everybody does at least twicea WEEK; infactit’s difficult
to get tickets. G
[004] ering... Er... What's the rent? L: f35 a WEEK. A:And what does
thatinclude? L: The ro
[005] y weekly, on a Monday. And there’s a one-WEEK  deposit, payable in
advance. A: Right, th
[006] ew house to buy! We went to seeitlast WEEK, and we thinkit’s
wonderful. It's the fou
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[007] lled Rosene! He met her at a party last WEEK,
the most beautiful gi

[008] rize in a ballet exam. The exam was last ~ WEEK.
the Royal Ballet School

[009] et. Mrs Linda Smaje, 39, who earns£32a WEEK
worker, and whose husban

[010] tocopier, which breaks down about twice a
rather do anything than fix the cop

[011] e the new words in two or three timesa  WEEK.
word first, then the

and he thinks she’s
She had to go to
as a domestic
WEEK. I'd

| write the English

[012] town very long. We usually move every WEEK. ‘ 'Yes, | see. Well,

anyway, Mr ...

[001] the taxi. Just then an expensive silver CAR

'Mr Booker? the driver

[002] turned off the main road and stopped the CAR.
Grace’s eyes on her back,

[003] ce’s eyes were closed. Annie started the CAR

lights. Then she drove

[004] ng visitors?’ asked Tom, seeing a silver CAR

hill. ‘I don’t know,’ repl

[005] . ‘I don’t know,” replied Joe. When the CAR

looked at the driver’s face.

[006] she’s doing here.” Annie got out of the  CAR

nervously towards him. She w

[007] down to the ranch below. Tom saw Annie’s CAR
the ranch house. Two

[008] ranch house. Two people got out of the CAR.
away, but Tom had a clear p

[009] le on his face when she climbed into the CAR.
today was in some way spe

[010] anch in front of them. Annie stopped the CAR

the view. ‘Wow,’” Rober

[011] e river house. Grace stepped out of the CAR

gave a little cry an

[012] ed. Turning round on his way back to the CAR,
Annie’s. That short look, etc.
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stopped next to it.
She could feel

and turned on the
coming over the
stopped, Tom

and walked
turning in front of
They were far

She knew that

to let Robert enjoy
and fell badly. She

Tom’s eyes met



In the next stage we cut the strips into the halves cutting out the key words.
The students task is:

Sample activity

Match the halves of the sentences and guess the missing words. Think
about the English sentence structure and English word order.

Knowing a word does not mean to be able to translate the word to
mother tongue. Harmer (2001) describes that knowing a word means to
know its meaning in context, its grammar, its use, metaphorical and idiomatic
meaning and word combination.

Sample activity

- Go through the concordance and find at least two where the word
hand has a metaphorical meaning

- Offline alternative, create a list of random concordances including
those with metaphorical meaning

e.g.

1. | didn’t want a scene, but on the other hand | could hardly force him into
the hospital

2. quite a bit shorter than me. Then | put my hand round her waist and she
put hers under

3. Freedom Africa are supposed to be working hand in hand with us, he
replied, but if they

4. doing something, taking the situation in hand. An absurd gratitude towards
him swept

5. palms as | gripped the wheel and | wiped my hands on my trousers at the
red lights. | could

6. establishment, is trying to get some young hands on board. This month,
directors of all the 40

7. coldly and simply asked one question. “Left hand or right hand?” Mikel had
not missed a
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Sample activity

- Can you guess which word — nice, handsome, pretty / brown,
auburn, russet / figures, digits, numbers is mostly used? Check it
using corpora tools. Can you explain it?

- Which adjectives are mostly used with the word surprised?

- The forms (contractions) he isn’t and he’s not are both correct.
Which form do you prefer? Check which one is more frequently
used.

Conclusion

Discovery in language or discovering a language might seem to be time-
consuming, however, understanding reached through discovery (data-driven
learning) leads to higher persistence and ability to analyse a language and
higher efficiency in guessing understanding as well as in higher probability of
correct production of “unknown” expressions based on linguistic principles.

Students using corpora as a source of grammar and word information
become more autonomous and independent learners ready to solve their
guestions about language on their own, rather than asking a simple question
and waiting for direct answer they first need to analyse the question, then
hypothesise about the possible answer and then check it in corpora.

Computer assisted language learning leads to higher motivation;
experiential learning leads to more permanent linkages and associations;
data driven learning leads to better understanding. Using corpora enables
teachers and learners to create space for integrating CALL, experience and
providing authentic material at the same time and creates thus good
conditions for effective understanding language and learning.

Although using corpora is not common in our classes, we believe it can
be very effective and motivating for learners. It needs time to study the field
and possibilities the different tool and websites offer. It is not possible to
cover all the area and benefits using corpora offer but we tried to introduce
the simplest types of activities that might help teachers to start using corpora
in their teaching, At the end of the article we introduce several sources that
you might consider useful in further study.
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Abstract

Language is a subject of development and constant change. The evolution of
language is mostly reflected in language used by native speakers and thus the
texts presenting the authentic language are invaluable source of knowledge
about language. Collections of texts — corpora have been used for decades for
linguistic research and in the course of time we have noticed a rapid progress
in the development of the tools used to analyse language and the knowledge
about richness and value that corpora can provide led also to building
different types of corpora. Depending on the type of corpora they can be used
also for different teaching purposes. Using corpora students and teachers can
learn not only about the authentic language, about the language they use but
also about conducting the language lessons students-teacher rapport etc..
The author tries to draft some possibilities of using corpora in language
teaching.

Keywords
corpus, teaching foreign languages, concordance, collocation.

Extent: 36 158 characters
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THE CORRELATION OF EXTRAVERSION
AND L2 PRONUNCIATION QUALITY

Zdena Kralova

Introduction

In this paper we introduce a project which aims to provide a
comprehensive examination of personality variables in pronunciation of a
second language (L2). The study focuses on describing the first step of the
experiment (pre-test). In order to understand which personality dimensions
are crucial to L2 pronunciation learning, this study attempts to determine
whether they correlate significantly to L2 pronunciation quality. Particular
personality dimensions of the subjects are measured with the standardized
guestionnaire and L2 (English) pronunciation quality is auditorily evaluated by
English native speakers. We examined how the personality traits are
correlated with pronunciation assessment scores focusing on the global
factor Extraversion. The complete research adds a longitudinal perspective in
considering to what extent the effect of the extraversion/introversion
dimension on learners’ foreign language pronunciation remains stable over
time.

Due to the exploratory nature of this preliminary study and the
inconsistency of the previous research findings, we proposed a null
hypothesis for the research question “Which personality factors correlate
significantly with L2 pronunciation quality?” — to the effect that “There is no
relationship between the degree of extraversion and L2 pronunciation
quality.” Though L2 teachers and learners widely concieve
extraversion/introversion as an obvious factor in L2 acquisition and there is a
growing acceptance within the second language learning (SLA) community of
learners’ feelings and reflections within the learning process, the number of
linguistic studied including psychological variables is relatively limited. The
researchers investigating the effect of extraversion on L2 oral production
mostly discovered no systematic relationship. An intuitive feeling about the
relationship between an outgoing personality and second language learning
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is obviously not sufficient evidence on which to base a theory of teaching and
learning, so this study tried to contribute to the investigation of this intriguing
topic.

Personality variables and L2 pronunciation

Attempting to understand the overall process of second language (L2)
learing, researchers have investigated the relationship between L2 learning
and different intralingual and extralingual variables. The factors that received
the most attention in the literature are undoubtedly the L2 onset age and the
length of stay in an L2-speaking environment. Contact with L2 native speakers
has also been reported as having a significant influence on the second
language pronunciation (Suter, 1976; Purcel, Suter, 1980; Thompson, 1991).
Specific phonetic training has generally been found to be positively
associated with phonetic development in L2. Other factors such as affective,
attitudinal and motivational variables have sometimes — though not always —
proved to be influential (e.g., Flege, 1988; Thompson, 1991). A number of
other factors related to the speakers’ backgrounds, including gender (Aher,
Garcia, 1969; Thompson, 1991; Flege et al., 1995), mimicry ability (Suter,
1976; Purcel, Suter, 1980; Thompson, 1991) and professional motivation
(Moyer, 1999) have also been foud to be significantly correlated with global
accentedness scores in at least some studies.

It was frequently observed that different learners attain different levels
of L2 proficiency even though the circumstances of atarget language
acquisition are almost identical. Individuals differ greatly from each other in
their ability to acquire a non-native language. This is especially true for the
acquisition of the L2 sound system and the possible factors responsible for
such differences are numerous. The acquisition of the phonetic/phonological
component in a second language is a complex and dynamic process which is
influenced by the context and conditions in which the language is learned.
The overall quality of L2 pronunciation is likely to vary depending on the
characteristics of the subjects. The subjects examined in previous studies
have differed in number of potentially important ways. Most studies have
examined English as the target L2 being learned. The native languages spoken
by the subjects have been far more diverse. The nonnative subjects mostly
differed in L2 experience, the age of L2 onset, the length of residence in L2-
speaking country, the degree of motivation to speak an L2 and many other
variables (e. g., Flege, 1988; Singleton, 1989; Patkowski, 1990; Flege et al.,
1995, 1997; Bongaerts et al.,, 1997; Bialystock, 1997; Meador et al., 2000;
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Piske et al., 2001; Morgan, 2003; Shockley et al., 2004; Semar, 2006). The fact
that the subjects examined in previous research differed along the
dimensions just described often makes direct comparisons across the studies
problematic. Thus, this should not lead one to conclude that the degree of L2
pronunciation accuracy cannot be scaled reliably and validly.

The studies of overall degree of L2 foreign accent have also differed in
terms of the techniques used to elicit nonnative speech samples. In most
studies, subjects have been asked to read words, sentences or paragraphs
(e.g., Asher, Garcia, 1969; Flege, 1988; Bongaerts et al, 1997). In a number of
studies, subjects have also been asked to produce samples of free (i. e,
extemporaneous) L2 speech (e.g., Oyama, 1976; Kralova, 2005). And finally
there have been studies in which subjects were asked to repeat speech
materials after hearing anative speaker model in adirect repetition
technique (e.g., Flege et al., 1995) or a delayed repetition technique (e.g.,
Flege et al.,, 1997). Some researchers have used more than one elicitation
technique (e.g., Thompson, 1991; Markham, 1997).

A control group of native speakers was recruited in most of the studies
cited so far in addition to groups of nonnative subjects. The number of raters
used in various L2 pronunciation studies have differed greatly, ranging from
just one (Snow, Hoefnagel-Hohle, 1977) to 85 (Neufeld, 1979). It is not known
at present how many raters are needed to provide areliable estimate.
Unfortunately, not all the studies have included a native group (Tahta et al.,
1981; Elliot, 1995). This may lead to several problems — for example, it
remains uncertain how the native speaker would perform under the specific
circumstances of a particular experiment. One important methodological
guestion pertains to the characteristics of the listeners. In some studies,
naive raters were recruited to evaluate speech samples (e.g., Asher, Garcia,
1969; Flege et al., 1995). In other studies, “expert” raters such as linguists or
teachers have participated (e.g., Flege et al., 1997; Kralova, 2005). Thompson
(1991) reported that experienced raters generally perceived a higher degree
of L2 foreign accent in nonnative speech than inexperienced raters, while
Flege at al. (1995) found no significant differences between experienced and
inexperienced raters.

The listeners who evaluate L2 speech usually use arating scale to
indicate the quality of L2 pronunciation they perceive in speech samples. No
standard scale for measuring the accuracy of L2 pronunciation has been
developed so far. The equal-appearing interval (EAl) scales differ in
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resolution. A 5-point scale has been used most commonly (e.g., Oyama, 1976;
Piper, Cansin, 1988; Bongaerts et al., 1997). Flege et al. (1995) employed
a continuous scale to evaluate foreign accent. Southwood and Flege (1999)
carried out aresearch to determine whether foreign accent is a metathetic
continuum (a continuum that can be divided into equal intervals ranging from
high to low) or a prothetic continuum (a continuum that is not amenable to
linear partitioning). They indicated that foreign accentedness is a metathetic
continuum, which means that it is appropriate to use an EAI scale and found
that a 9-point (or 11-point) scale should be used to rate L2 speech samples
for degree of foreign accent.

The fact that some learners are more successful at aquiring a second
language than others has led to investigations of individual characteristics as
predictors of successful L2 acqusition. The mainly phonetics-oriented studies
of second language acquisition concentrated on external factors concerning
circumstances of language acquisition and use. Characteristics inherent to the
learner are the focus in cognitive/psychological investigations, which often
examine personality factors such as extraversion (e.g., Edmondson, House,
1993).

Though the personality variables have long been neglected in linguistic
research in general and in research into L2 oral proficiency in particular, SLA
researchers had to accept the fact that personality may well shape the
ultimate success in mastering a second language (Carrell et al., 1996; Dorneyi,
2005). Findings from several studies (e.g. Moody, 1988; Maclntyre, Charos,
1996; Dewaele, Furnham, 1999) suggested that a combination of cognitive,
affective and demographic factors contibute to students’ success in learning
L2. The affective dimension of L2 learning involves having difficulty
concentrating in the class, feeling afraid, embarrassed or uncomfortable to
speak in L2. Personality factors such as self-esteem, inhibition, anxiety, risk-
taking and extraversion, are thought to influence second language learning
because they can contribute to motivation and the choice of learning
strategies (e.g., Semmar, 2006). The personality variable that has recieved
most attention in second language acquisition research and widespread
acceptance in the psycholinguistic community over the past several decades
is extraversion (e.g., Richards et al., 2002; Dewaele 2005).

The differences between studies over several decades in design and
methodology have led researchers to draw rather conflicting conclusions
about the influence of certain factors on L2 pronunciation and their results
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have not been consistently replicated thus they require further examination
before any firm conclusions could be drawn. Due to anumber of
methodological and conceptual divergences and the complexity of individual
differences in L2 learning, the limited amount of research findings in this area
could be generalized (Ehrman et al., 2003). Moreover, hardly any study in the
existing literature (Meador et al., 2000) has examined the influence of any
personal variables on changes in degree of L2 pronunciation accuracy in a
longitudinal design.

Personality reflects a human being’s individual consistency in behavior
across time and situations (Alport, 1961). The notion of extraversion stems
from trait theories of personality developed in psychology which try to
identify those elements in a human being’s personality that are relatively
stable. Many psychologists (e.g., Eysenck, 1981; Kerry, 1990; Cook, 1991)
consider extraversion/introversion to be biologically determined and
inherited, though they do not disregard the effects of environmental factors
altogether. However, it should be emphasized that extraversion as
a personality trait is a continuum and people should not be considered to be
either extraverts or introverts.

Among avariety of definitions of extraversion/introversion, the most
highly developed theory comes from H. J. Eysenck et al. (1964), who contend
that the basic difference between extraverts and introverts is biological,
rooted in the activation system of the brain. It is hypothesised that introverts
possess a higher level of arousal in the autonomous nervous system and in
the cortex (Eysenck et al.,, 1964). Extraverts tend to seek cortical arousal
elsewhere by engaging in sensation-stimulating activities. This is the system
that monitors incoming neural impulses resulting from enviromental
stimulation and that either stimulates or inhibits responses of higher brain
centers to the stimulations. Another important difference between extraverts
and introverts revealed by psychological studies is that extraverts are
superior to introverts in short-term memory. It is hypothesized (Eysenck et
al., 1964) and to some extent confirmed by research that introverts pose
a wider long term memory span while extraverts would have a wider short
term memory, which might affect their capacity to retrieve and store several
different items of information.

Consequently, extraverts tend to be outgoing, sociable, lively, impulsive,
carefree and risk-taking; they like parties, changes, have many friends, seek
novelty and change. They do not like studying by themselves, they are fond of
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practical jokes, always have a ready answer, take chances and act on the spur
of the moment, lose their temper quickly and tend to be aggressive. In
contrast, intorverts are quiet, introspective, intellectual, reserved, distant
except intimate friends, well-ordered, unassertive, emotional, expressive,
and value oriented, they prefer small groups of intimate friends, plan well
ahead, mistrust the impulse of the moment, do not like excitement, do no
lose their temper quickly and seldom behave in an aggressive manner
(Eysenck et al., 1964, p. 59).

Extraverts in comparison to introverts have less cortical arousal and
more mental reactive inhibition which has to be balanced with different kinds
of behaviour. To this effect, extraverts would tent to seek more “excitation”
which is mainly manifested through “implusive” and “outgoing” behaviour.
While introverts would tend to show more “reflective”, “less exciting”
behaviour. The fact of different degrees of cortical arousal and reactive
inhibition causing differences in memory span and degre of mental
distraction have led psychologists to predict aclear link between
extraversion/introversion and learning, particularly foreign language learning.

Current trends in pronunciation pedagogy have been affected by
disciplines like psychology, neuro-linguistics, sociology, semiotics and
computer technology to agreat extent. The impact of psychology on
pronunciation teaching adopting an interdisciplinary approach which takes
into account personality factors as well as psychological factors seems to be
the dominant tendency nowadays. Since pronunciation is very sensitive to
emotional factors and that its nature is strongly related to students’ ego,
identity and the level of self-confidence, new trends in teaching
pronunciation put a strong emphasis on the effective domain of learning to
counterbalance the traditional focus placed exclusively on intellectual
learning. With the emergence of the communicative approach to foreign
language teaching, pronunciation has been regarded within the framework of
real communication. The goal of pronunciation has changed from the
attainment of “perfect” pronunciation to the more realistic goals of
developing functional communicability and speech modification strategies for
use beyond the clasroom (Morley, 1991, p. 500).

Beliefs that extraversion may help developing L2 oral communication
skills maintain “only half-truth, but they provide the stimulus for systematic
investigations” (Stern, 1983, p. 79). There is a clear contradiction between
the predictions of psychologists and linguists regarding the relationship
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between extraversion and learning. Psychologists claim that extraversion is
a disadvantage for learning on the ground that an extravert has “less cortical
arousal”, is more easily “inhibited” and has a “limited long term memory”
(Eysenck et al., 1964). In contrast, many applied linguists predict that
extraversion is an advantage for learning L2 on the assumption that an
extravert elicits more “input” and produces more “output”. One such
potential cause of extraverts’ better performance in L2 oral production is the
superior capacity in short-term memory, allowing them to maintain
automatic speech production in stressful situations. Introverts tend to suffer
more from communicative anxiety than extraverts, especially in stressful
situations.

The proponents of Eysenck’s theory (1964) have traditionally predicted
introverts to be the better learners on the basis that they have more mental
concetration and can thus focus more on the task and hand. Introverts’ short-
term memory is inhibited up to 5 minutes after information input, they can,
because of their higher reticulo-cortical arousal, code new material more
efficiently into long-term memory. Though the extraverted learners have
alimited long term memory, they posses a more efficient short-term or
working memory. They might, then, be worse at explicit (academic) learning,
but outperform the introverts on more communicative oral skills, where
retrieval from long-term memory through working memory and paralel
processing capacities play a crucial role (Dewaele, Furnham, 1999).

In recent years a more nuanced perspective on the relationship between
extraversion and SLA has emerged. In reviewing the literature on effects of
extraversion on second language acquisition, Ellis (1994, p. 520) identified
two major positions: The first advocates that “extravert learners will do
better in acquiring basic interpersonal communication skills”. The second
maintains, in line with Eysenck’ hypothesis (1964), that introverted learners
will do better at developing cognitive (knowledge based) items of foreign
language learning. Many researchers still believe that extraverts may perform
better in oral communication which involves face-to-face interaction because
they create more opportunities, because of their willingness to speak out,
their greater desire to communicate, which help to increase the amount of
input and comprehensible language output, they prefer communicative
approaches are more likely to join the group activities (Rossier, 1975; Rubin,
1975; Krashen 1985; McDonough, 1986; Cook, 1991; Swain 1993; van Daele
et al., 2006). On the other hand, introverts are assumed to be better at
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learning to read and write in a L2 (Busch, 1982). Ellis (1994) concludes that
extraverted learners do better at developing all major domains of English
spoken proficiency:

1. Pronunciation and delivery.

2. Communication strategies.

3. Vocabulary and language patterns.

4. ldeas and organisation.

There have been a number of studies done to try to explain the effects
of extraversion versus introversion on second language learning. The results
of these studies have often been contradictory with some showing a clear
correlation between extraversion and success in learning a second language,
especially L2 speech fluency (Siegman, Pope, 1965; Ramsay, 1968; Rossier,
1975; Tucker et al., 1976; Sloan, Felstein, 1977; Siegman, 1978; Tapasak et al.,
1978; Cathcart, Strong, Wong-Fillmore, 1979), others failing to demonstrate
that there is apositive correlation between outgoingness and second
language proficiency (Chastain, 1975; Naiman et al., 1978; Busch, 1982; Ely,
1986).

Some recent empirical studies of the effects of extraversion on L2
performance have a number of implications for this study. Dewaele and
Furnham’s (2000) study of the relationship between extraversion and speech
production revealed that extravert bilinguals were more fluent than introvert
bilinguals, especially in stressful communicative situations. Strong (1983)
found acorrelation between the personality traits of talkativeness,
responsiveness and gregariousness, and success in learning asecond
language. Among the nine personality charasteristics Swain and Burnaby
(1976) investigated, the only traits which correlated positively with second
language performance were perfectionist tendencies and quickness
a grasping new concepts. Suter (1977) measured the influence of alarge
group of variables on the accuracy of English pronunciation of non-native
speakers. Van Daele et al. (2006) investigated the effect of extraversion on
the oral fluency, linguistic complexity and accuracy of 25 Dutch-speaking
adolescent learners of French and English. Their results showed that
extraversion had an effect on lexical complexity in both target languages and
did not have an effect on syntactic complexity and oral fluency measures in
either language. Dewaele (2005) and Dewaele and Furnham’s (2000) studies
on variation in French interlanguage likewise found positive correlations
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between extraversion scores and utterance length, amount of filled pauses
and speech rates. With regard to morpholexical and lexical accuracy, were
most frequently found no correlations with extraversion (Ely, 1986; Dewaele
and Furnham, 2000; Dewaele, 2005).

It is interesting to note that Strong’s hypothesis (1983) with the cognitive
vs. communicative issue, or Krashen’s dichotomy (1985) of formal language
“learning” and informal, communicative language “acquisition” are
permanently under dispute in the field of second language learning and
teaching. It thus follows from this theory that extraversion influences the
aspects of second language acqusition using natural communicative
language. However, Strong (1983) found that extraversion was only
asignificant factor for the late-immersion students. The students since
kindergarten did not seem to need the extra push of an extraverted
personality.

As if these two opposing camps of findings were not enough to present
a thoroughly inconclusive picture of the extraversion-language learning
connection, the subjects is further complicated by several researchers who
have presented results to the effects that extraversion is actually detrimental
to success in learning a foreign language (Smart et al., 1970; Wong-Fillmore,
1983). For example, Brown’s findings (1987) that the pronunciation of the
introverts was significantly better than that of the extraverts was quite
contrary to the common belief that extraverts are frequent and willing
participants of L2 speech interaction.

Extraversion is deemed to be a positive trait in Western culture where
oral participation is highly valued, extravert students are often admired for
their outgoing and talkative personality, whereas students with a quiet and
reserved personality are considered as “problem students” and language
teachers “seek ways of encouraging extraversion” (Brown, 1987, p. 236).
Nevertheless, it is inevitable to expresses some hesitation over such “cult of
extraversion” and to be aware of the views of various cultures towards
extraverted behaviours in classrooms as there is a limit to how far one can
encourage the shy learner to verbalize, so as not to interfere with his
personality and its natural expression in the foreign language. One possible
way of dealing with personality differences in the classroom would be to
stream students according to whether they are more or less outgoing to
provide for more individualized instruction to match individual students’
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personality styles and to provide as much variety in the classroom as possible
to ensure that all personality types are catered to in some measure.

Dewaele and Furnham (1999) report many contradictory or non-
significant relationship between extraversion scores and speech variables
across studies on the relation between language acquisition and extraversion
and point at the numerous methodological problems due to the lack of
inherent reliability of the selected personality and linguistic measures (Smart
et al. 1970; Chastain, 1975; Rossier, 1975; Suter, 1976; Swain and Burnaby
1976; Ely, 1986; Astika et al, 1996). Clearly, empirical studies that aim at
correlating extraversion and language performance tend to produce
inconsistent results.

There exist several theories why the results obtained by the various
studies have been so divergent. It is possible that personality traits interact
with variables inherent in the social contexts of learning and assessment
situation, preventing generalised linear correaltions from reaching overall
significance. It is also possible that the specific personality variable under
investigation may not be strong enough to compete, in oral language
production, with other cognitive variables, such as language aptitude and
information processing strategies, and affective variables, such as task-based
motivation and willingness to communicate.

It is argued that among the reasons for the discrepancies in research
results are the wide variety and dubious validity of the personality
assessment instruments used thus the interreliability correlations are not
available among the various tests. Though the overhelming majority of the
formal tests of personality were tests of the self-reporting questionnaire
variety, they neither all necessarily define extraversion in the same way, nor
do they measure the same thing. As well, some of the studies relied on
observational ratings to determine the degree of extraversion among the
subjects relying only on self-reporting scales. With the exception of Rossier
(1975), Suter (1976) and Naiman et al. (1978), (who only looked at effects on
pronunciation), no other studies in this paper used the same personality
measure to determine the degree of extraversion exhibited by the subjects.

A paralel problem exists among the studies in that they all utilized
different criteria for determining the subjects’ proficiency or degree in the
second language. Multiplicity of standardized tests and oral elicitation
techniques were employed. We confront once again here the problem of
reliability and validity among the tests given. In some studies “natural

171



communicative language” is measured, by which is meant language used for
real interpersonal communication. In other studies “linguistic task language”,
language measured by a formal test, is assessed. In Suter’s study (1976) only
pronunciation was measured, whereas all the rest of the studies assess many
more components of language proficiency. What is more, most studies were
done in only one culture, with one group of learners.

The foregoing brief review of the limited amount of studies has shown
that there exists acontroversy regarding the effects of an outgoing
personality on almost all aspects of second language learning so the
researcher findings looking at the effect of extraversion on various
dimensions of L2 proficiency remain tentative and can hardly be generalized.
More studies need to be done in this area to investigate the interplay of
various contributing variables. Anyway, we can say that it seems that
extraversion does have some bearing on second language learning, although
the exact nature of this relationship is still blurry and may be influenced by
various concomitant factors.

Methodology

Seventy-five (55 female and 20 male) native speakers of Slovak served as
tests subjects examined in the study. They were Slovak first-year university
students enrolled in the English Language and Literature course at an upper-
intermediate level of English proficiency. They shared an additional number
of variables such as age (range: 18-19 years), age of onset of L2 (English)
learning (6-7 years) and experience/training in this L2 (same type of English
instruction in the formal setting of Slovak schools with a focus on grammar-
based instruction, comparable amounts of experience in English-speaking
environments).

Five native English control subjects (3 American — 2 male [I, Il], 1 female
[11]; 2 British — 1 male [IV], 1 female [V] were asked to auditorily evaluate the
English texts produced by each of the 75 talkers using the equal-appearing
interval 5-point scale (5 — very good pronunciation; 1 — poor pronunciation).
The raters were English native speakers more or less experienced in ELT
(English language teaching) who had lived in Slovakia for several months. As
none of the participants were professional linguists, major differences in
theoretical knowledge especially about English phonetics were improbable.
An average rating was obtained for each speaker and the variable “English
phonic competence” (EPC) was computed by averaging across each rater’s
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score. These assessments were correlated with the results of the
psychological test.

Pronunciation samples (a free, extemporaneous talk in English) were
recorded on a recorder with a condense microphone for further analysis and
reference. Spontaneous speech is by definition the most natural form of
speech and certainly reflects overall abilities the best, allowing especially
representative impressions of fluency, speaking rate, choice of words, choice
of prosodic patterns and segmental realizations. At the start of each
recording session, speakers were also asked to introduce themselves and talk
about their families. This monologue was then extended into ashort
conversation with the instructor, resulting in about 5 minutes of quasi-
spontaneous speech altogether. Due to the laboratory situation in
a classroom at the University of Zilina, the speech production can of course
not be called completely spontaneous, therefore we term these tasks quasi-
spontaneous.

We applied a questionnaire that aims to determine whether certain
personality characteristics correlate with L2 pronunciation quality of non-
native speakers. The test assesses personality traits according to major
factors, namely five global factors (extraversion, anxiety, tough-mindedness,
independence and self-control) and sixteen contributing primary factors
(warmth, reasoning, emotional stability, dominance, liveliness, rule-
consciousness, social boldness, sensitivity, vigilance, abstractedness,
privateness, apprehension, openness to change, self-reliance, perfectionism
and tension) (Table 1, Table 2). The information concerning personality was
elicited from the participants by the way of the 16-factor
personality questionnaire (Cattell et al., 1997) which required 50 minutes to
complete. The test computes and individual’s degree of sixteen personality
factors contributing to five global factors by means of self-reported answers
to 185 multiple-choice questions. An adult can score between 1 to 10 on the
factor scale. The higher the score on the items of the questionnaire scale, the
more the subjects tend towards the given personality trait. The administrator
of the personality questionnaire was a psychologist (see Acknowledgements).
The questionnaire was processed using Psychosoft System Brno which
provided automatic scoring and interpretation (Figure 1). Due to space
limitation, the questionnaire cannot be fully discussed here.

Relying on the data most frequently presented in research papers and
theoretical discussions, we aimed at investigating the possible influence of
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the extraversion upon the pronunciation accuracy observed in the
interlanguage of learners of English as aforeign language. The data were
collected, then evaluated and the individual scores of the respective test
parts were analysed using descriptive statistics. It was felt more appropriate
at this pilot stage of the research to limit the report to the first level statistical
analysis — simple correlation alone. The variables were submitted to a simple
correlation analysis. The interclass Pearson correlation coefficient (r) was
calculated to identify which personality factors are significant predictors of L2
pronunciation quality. The correlation coefficient was calculated by applying
the scoring coefficients generated by the principal component analysis to
standardized values for subjects’ responses. The variables were correlated
with the total pronunciation rating and the correlation coefficients were
obtained. The result is statistically relevant for the phenomena with the
correlation coefficients higher than the critical values for the variable length
75 on the 0.05 level = 0.1850 (Pearson’s correlation). For lower values the
correlation is not evident, negative value indicates inverse proportion. The
closer is the value to 1.0, the stronger is the correlation between the
variables.

Tab. 1: Primary factors (Cattell et al., 1997)

Primary Factors

Warmth

Reasoning (B- Concrete; B+ Abstract)
Emotional Stability
Dominance
Liveliness
Rule-Consciousness
Social Boldness
Sensitivity

Vigilance
Abstractedness
Privateness
Apprehension
Openness to Change
Self-Reliance*
Perfectionism
Tension

ololzlz|r|—|z|o|m|m|o|=|>

=

jo)
]

jo)
w

R
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Tab. 2: Global factors (Cattell et al., 1997)

Global Factors

Global Factors Contributing Primary Factors
Definitions*
Extraversion A Warmth A- Reserved A+ Warm
Social orientation; — - -
the desire to be F Liveliness F- Serious F+ Lively
around others and be H Social H- Shy H+ Socially Bold
noticed by them; the Boldness
energy invested in N Privateness* | N- Forthright N+ Private
initiating and
maintaining social Q2 Self- Q2- Group- Q2+ Self-Reliant
relationships. Reliance* Oriented
Independence E Dominance E- Deferential E+ Dominant
The role a person
assumes when H Social H- Shy H+ Socially Bold
interacting with Boldness
others; the extent to — - —
which they are likely L Vigilance L- Trusting L+ Vigilant
to influence or be
influenced by the Q1 Openness to Ql- Q1+ Open to
views of other Change Traditional Change
people.
Tough-Mindedness A Warmth* A- Reserved A+ Warm
The way a person
processes | Sensitivity* I- Utilitarian I+ Sensitive
information; the
e?<tent to which they M M- Grounded M+ Abstracted
will solve problems at
an objective, Abstractedness*
cognitive level or by | Q1 Openness to Q1- Q1+ Open to
using subjective or Change* Traditional Change
personal
considerations.
Self-Control F Liveliness* F- Serious F+ Lively
Response to
environmental G Rule- G- Expedient G+ Rule-
controls on Consciousness Conscious
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behaviour; internal M M- Grounded M+ Abstracted
self-discipline. Abstractedness*
Q3 Q3- Tolerates Q3+
Perfectionism Disorder Perfectionistic
Anxiety C Emotional C- Reactive C+ Emotionally
Emotional Stability* Stable
adjustment; the L Vigilance L- Trusting L+ Vigilant
types of emotions
experienced and the | O Apprehension O- Self- O+ Apprehensive
intensity of these. Assured
Q4 Tension Q4- Relaxed Q4+ Tense

= limitvalue 1, 2, 3

Results

Average =4,5,6,7

Tab. 3: Pronunciation rating

+ =limitvalue 8, 9, 10
* indicates a negative relationship between the Global and Primary Factor

Student (1] (1] [ [IV] [V] AVERAGE
1 4 2 2 2 3 2.6
2 4 4 3 3 2 3.2
3 2 2 2 2 2 2
4 3 2 2 2 2 2.2
5 3 2 1 2 2 2
6 2 1 2 1 2 1.6
7 3 2 2 3 1 2.2
8 3 3 2 3 1 2.4
9 2 2 2 2 1 1.8
10 2 2 2 3 2 2.2
11 3 2 2 2 2 2.2
12 2 2 2 1 1 1.6
13 3 3 4 4 4 3.6
14 4 3 3 3 4 34
15 3 2 3 3 2 3.2
16 3 3 2 3 3 2.8
17 3 3 3 2 3 2.8
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1,6
2.6
4.4

1.6
2.6
1.8
2.8
2.8

34
3.2

2.2

24
2.8
24
3.8

3.2

24
3.2

4.6

2.6

14
2.6
34

2.6
2.4
34
2.4

2.2
2.8
2.4
2.8

18
19
20

21

22

23

24

25
26

27
28
29
30

31

32

33

34

35
36

37
38
39
40

41

42

43

44
45

46

47
48
49

50

51

52

53
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Tab. 4: Correlation of EPC and personality factors

EPC | A
2.6
3.2

2.2

1.6
2.2

24

Student
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10

10

10

1.8
2.2

2.2
1.6
3.6
34

3.2

2.8
2.8

1,6
2.6
4.4
1.6
2.6
1.8
2.8
2.8

34
3.2

2.2

24
2.8
24
3.8

3.2

24
3.2

4.6

2.6

14
2.6
34

10
11

12

13

14
15

16

17
18
19
20
21

22

23

24

25
26

27
28
29
30
31

32

33

34

35
36

37
38
39
40
41

42

43

44
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72 14 |6 3 5 2 7 6 7 7 5 3

73 28 |8 7 4 7 5 6 6 4 6 7

74 26 |5 5 5 7 5 5 6 6 4 6

75 24 |6 4 7 5 4 6 6 5 5 5

r -0.1127 0.1531 0.0069 0.1925 0.1018 0.0252 -0.1443 | -0.2234 -0.0202 0.0970
Discussion

Tab. 5: Correlation coefficients

Factors r

A Warmth -0.0219
B Reasoning (B- Concrete; B+ Abstract) | 0.0679
C Emotional Stability 0.0778
E Dominance -0.0702
F Liveliness -0.0209
G Rule-Consciousness 0.0819
H Social Boldness 0.1296

| Sensitivity 0.2191
L Vigilance -0.2337
M | Abstractedness 0.0943
N Privateness -0.0156
o Apprehension -0.1127
Q1 | Openness to Change 0.1531
Q2 | Self-Reliance 0.0069
Q3 | Perfectionism 0.1925
Q4 | Tension 0.1018
EX | Extraversion 0.0252
AX | Anxiety -0.1443
TM | Tough-Mindedness -0.2234
IN | Independence -0.0202
SC | Self-Control 0.0970

183

Preliminary analysis revealed that much the same EPC ratings were provided by
the five raters (Table 3). The mean for all the native speaker evaluation was 2.59 and
there was a standard deviation of 0.73. The sixteen primary factors and five global
factors of the 16pf questionnaire were correlated with the total pronunciation
ratings (0.1850 on the p <0.05 probability level). These produced the following
correlations:




Review of the data revealed that most of the above-mentioned
personality factors do not correlate significantly with the English phonic
competence of the subjects at the 0.05 level (Table 4). Overall, the
correlation between EPC assessment scores and the personality factors is
rather weak. The results show that only two of the factors (I — Sensitivity;
Q3 - Perfectionism) proved relevant for the differences in foreign language
pronunciation rating, two factors (L — Vigilance; TM — Tough-Mindedness)
showed statistically relevant inverse proportion to EPC. The other factors did
not reach the significance level (Table 5).

These preliminary results are generally echoing the statistical findings in
the studies of Ehrman and Oxford (1995) and Carell at al. (1996). The
hypothesis tested in this study claiming that “There is no relationship
between the degree of extraversion and L2 pronunciation quality” was thus
confirmed. None of the primary factors contributing to the global factor EX —
Extraversion (A —Warmth; F — Liveliness; H — Social Boldness; N — Privateness;
Q2 - Self-Reliance) indicated positive or negative correlation.

Conclusions

The study assessed the relation between the overall degree of the
perceived foreign accent in non-natives’ English speech and the personal
extralingual factors which were supposed to affect L2 pronunciation with the
primary focus on extraversion. The empirical data clearly indicate that L2
acquisition is an extremely complex process and no single psychological
characteristic of the learner can account for success of the learning process.
L2 phonic competence is a highly complex phenomenon. Namely, it is not
always possible to detect a clear correlation between the observed level of
phonic performance of aforeign language learner and any of the factors
usually considered crucial for the foreign accent reduction. Thus it is not
always possible to isolate those variables which are considered the most
important. The mutual influence of a number of factors appears to be so
complex that the influence of each and every one of them cannot be singled
out and analysed independently, without taking all the others into
consideration.

It remains to be seen wheter this result will be confirmed and what
other more specific insights will be gained during the further course of the
experiment. Therefore, no certain generalisations can be made at this point.
Like any other pieces of research, this study has certain limitations which
should be taken into account in interpreting and generalising the results. All
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in all, it can be concluded that the present study shows that the analysed
personality factors may not enhance the level of L2 pronunciation. While an
extensive quantity of data exists, it has not yet been analyzed in great detail.
To provide further insight into the issue of personality traits and L2 oral
performance, an indepth longitudinal analysis with repeated measurements
is needed. The second hypothesis, that the effect of extraversion is stable
over time, was not analysed in this study. Given the fact that extraversion is
considered to be a stable personality trait, we are going to verify its effects
on L2 pronunciation over time. The students’ progress was traced over
a period of ten months and the effect of extraversion on L2 pronunciation
probably does not remain constant.

The abundance of data created by such an extensive experiment
requires a large effort in evaluating and analyzing the many different types of
results and relating them to each other. As was postulated before, the
selected personality scale and linguistic variables are highly validated by
previous research. Despite the fact that the studies looking at the relationship
between extraversion and L2 speech production are rather inconsistent in
their findings we are hoping to device a well balanced design of our main
study based on this preliminary research. The complete study adopts both
a cross-sectional and longitudinal research design. More complex research
design would require more advanced statistical techniques, such
as multivariate and regression analyses. Longitudinal research is needed to
determine more precisely at what point in L2 learning, if any, extraversion
factor has an effect on the pronunciation of L2.

The results found in this study could prove to be of interest for language
teaching methodology as it should be the goal of L2 teachers to find the most
efficient methodology for L2 (not only pronunciation) learning that would
take into consideration the individual differences between students, thus
making the acquisition of L2 a more effective, enjoyable and less frustrating
experience.
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Abstract

The study assessed the relation between the overall degree of perceived
foreign accent in non-natives’ English speech and some personal variables
which include global factors (extraversion, anxiety, tough-mindedness,
independence, self-control) and contributing primary factors, extraversion
being the focus of our attention. Five native speakers of English were asked to
auditorily evaluate the samples of free English speech produced by each of
75 non-native talkers using the equal-appearing interval 5-point scale.
The 10-point scale was used to rate each of the personality variables for
non-native speakers and the interclass correlation coefficients were
calculated to identify the relevant predictors of L2 pronunciation quality.
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LA PRODUCCION DE LOS ACTOS DE HABLA DE LA CORTESIA VERBAL
EN EL CONTEXTO DE LA PSICOLINGUISTICA Y PRAGMALINGUISTICA

Eva Stranovska — Zuzana Fraterova

1 Los antecedentes de investigacion psicolingiiistica y
pragmalingiiistica

La lengua es un sistema de comunicacién verbal propio de una
comunidad humana que, por una parte, se produce como un fenédmeno social
(modelo abstracto compartido por los individuos), y por otra parte, y al
mismo tiempo, como un fendmeno individual ya que se actualiza en el habla
individual (a través de las actualizaciones individuales de este modelo
abstracto). Como ya es bien sabido, el habla es Unicamente individual, es un
reflejo Unico del pensamiento humano de su creatividad permanente,
singularidad e irrepetibilidad. Asimismo, se reflejan en el pensamiento las dos
perspectivas comunicativas basicas: el lenguaje exterior (el comportamiento
comunicativo observable), y el lenguaje interior (la forma de vivir las
situaciones de comunicacion), sin que las dos perspectivas se limiten una
a otra. Por ejemplo, si en estos momentos esta leyendo este texto, su mente
produce unos productos mentales — outputs — respectivamente, en forma de
diferentes ideas, conceptos, juicios, sentimientos, etc. Sin embargo, los
humanos no son capaces de investigar su propio comportamiento
comunicativo en el mismo momento de producir sus resultados mentales, ni
tampoco entenderlos en su visidn global. Cuando esta hablando con unos
amigos sobre, por ejemplo, las impresiones que le dié una persona, aparece
en su mente una reconstruccién parcial de este didlogo, y usted trabaja con
ella como si fuera una grabacion. Sin embargo, esta grabacién no es
meramente estatica, es flexible y dinamicamente formada por capacidades
mentales, caracteristicas individuales, experiencias y afecciones vividas v,
obviamente, por condiciones contextuales; con las que su mente opera,
desde su temprana infancia, al producir el habla en cada situacién.
O, imaginese un niflo que va a decir su primera palabra. Asimismo, el nifio no
es capaz de aprender una palabra, cualquiera que sea, sin que haya adquirido
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previamente unos conocimientos especificos u obtenido unas experiencias
vividas en alguna situaciéon comunicativa parecida.

La Psicolingtiistica es una rama de la Linguistica aplicada que se ocupa de
dar cuenta de los procesos y actividades que subyacen al comportamiento
linglistico y de la adquisicidon y deterioro del conocimiento y el uso del
lenguaje. Desde esta perspectiva, el lenguaje se concibe como una facultad
del cerebro humano fundada en un sistema de conocimiento
(representaciones) que se expresa mediante los procesos (operaciones) de
computo. Los estudios psicolingliisticos también tratan los temas relativos al
uso del lenguaje, lo que a veces lleva a identificarla inadecuadamente con la
Pragmadtica. En la medida en que se considera una disciplina aplicada, la
Psicolingtiistica también se identifica con ciertas aplicaciones de la Lingtiistica
Tedrica, tales como la Lingliistica Clinica o, al menos en parte, la Linguistica
computacional ola Didactica de Lenguas. La diferencia entre estas dos
perspectivas, mds alld de las inexactitudes en las que aveces se incurre
(como la ya mencionada de equiparar la Psicolongliistica con la Pragmatica),
es mds una cuestién de énfasis que una discrepancia de fondo, un problema
de definir cual de sus disciplinas antecesoras, la Psicologia o la Linguistica, es
la materia auxiliar o subordinada y cual la principal.

Volvemos a las cuestiones planteadas anteriormente, ahora relativas
alos factores psicolingliisticos. Consideramos que los modelos
psicolinglisticos de procesamiento del lenguaje en los que se detallan las
sucesivas fases de cada tarea lingliistica pueden ser aplicados en la
explicacion de la funcidn que desempefian las regiones implicadas en la
comprensién y produccidn de palabras, enunciados y textos, en nuestro caso
de actos de habla de cortesia. El lenguaje humano involucra distintas
funciones del cerebro. Lo que el cerebro humano hace al procesar la
percepcién y la produccion del habla es reconvertir y adaptar lo que ya existia
en el cerebro, osea efectuar los siguientes procesos y representaciones
linglisticas que emplean los usuarios del lenguaje al producir sus actos de
habla: las conexiones neuronales, la capacidad mental y la memoria, la
percepciéon y produccion del habla, la competencia linglistica, la flexibilidad
mental y la necesidad de estructura (el uso de los algoritmos preferidos y los
estereotipos comunicativos, las frases usadas con frecuencia, el vocabulario,
el uso de diferentes registros, y etc.), la motivacion de aprender una segunda
lengua, la capacidad para superar la ansiedad, inseguridad o miedo ala hora
de expresarse, etc. Las variables independientes mencionadas intervienen
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fundamentalmente en el habla y modifican el nivel de interlengua del

hablante en la segunda lengua. Las ramas de la LingUistica aplicada entre los

cuales destaca la Psicolingtiistica, Pragmatica y la Didactica de Lenguas tratan

de desarrollar la comunicacidn efectiva y apropiada en la segunda lengua, y

por lo tanto, se enfocan también en examinar las variables de la produccién

del habla mencionadas para poder explicar los fendmenos que condicionan el
desarrollo de la L2.

La Psicolingtliistica es una disciplina que trata de descubrir cobmo se
produce y se comprende el lenguaje, por un lado, y como se adquiere y se
pierde el lenguaje por otro. Muestra, por tanto, interés por los procesos
implicados en el uso del lenguaje y estudia de los aspectos evolutivos y
patolégicos de la lengua. Estudia también cdmo se utiliza el lenguaje, cémo
se produce el uso de nuestros conocimientos y actividades mentales que se
ponen en juego al usar las habilidades lingtisticas clave en tres perspectivas
basicas:

- La actuacion: el conjunto de procedimientos por los cuales dicho
conocimiento se aplica ala comprensidon y produccidon de expresiones
linglisticas. Se centra en los procesos de actuacién que ponen en
marcha la intuicién comunicativa.

- El uso de las reglas que distinguen las unidades lingliisticas (desde las
fonemas del discurso hasta los factores metapragmaticos, los diferentes
aspectos de los enunciados — el significado, la intencidon comunicativa,
las palabras compuestas, etc.), y distintos fendmenos interesantes del
uso de la lengua (factores contextuales, correlaciones entre las variables
dependientes e independientes que actuan en el procesamiento de
lengua, la polisemia de los enunciados en el uso, etc).

- La orientacién ala expresion del individuo y sus intenciones
comunicativas, ala relacion entre el comportamiento verbal
objetivamente expresado y la forma subjetiva de vivirlo, a la capacidad
de observacidon y orientacion en las situaciones para poder seguir
o rechazar las reglas de la interaccién comunicativa interpersonal, etc.
Entre las cuestiones mas importantes de la investigacion psicolingliistica

destacan las siguientes:

éComo y cudndo nace la necesidad de comunicar o expresar los

pensamientos oralmente o por escrito?, écomo las personas utilizan el

habla?, iqué relaciéon hay entre la percepcidn y la produccién del habla?,
écodmo se relaciona el lenguaje con la mente del emisor y la del receptor de
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los comunicados?, écOmo comunicar en una lengua extranjera, con y como
un hablante nativo en la forma mas efectiva posible?

El hombre es hombre gracias al lenguaje, gracias a la metafora
original que lo hizo ser otro y lo separ6é del mundo natural. EI hombre
es un ser que se ha creado a si mismo al crear un lenguaje. Por la
palabra, el hombre es una metafora de si mismo. Por la misma palabra,
se une un mundo individual e interno del hombre con el mundo social y
externo con los demas, y al mismo tiempo con su pasado, presente y futuro, y
con todo lo que le rodea en forma material y espiritual. Por lo tanto, es
fascinante analizar y explicar una situacién comunicativa, su percepcion y
comprensién por el individuo, y mas aun, los factores que influyen en el
procesamiento mental de la formacién de los actos de habla
correspondientes lo que, sin lugar a dudas, es un proceso mds complicado de
la mente humana.

El hablante y el oyente se entienden, desde y a partir del mundo de la
comunicacién que les es comun, (porque esta simbdlicamente estructurado)
sobre algo en el mundo objetivo, en el mundo social y en el mundo subjetivo.
De manera que entender un acto de habla significa para el oyente saber qué
lo hace aceptable y comprensible (en cuanto a cumplir las condiciones
necesarias para que el oyente pueda adoptar una postura afirmativa ante la
pretensidn que a ese acto vincula el hablante).

En el habla se refleja la forma de pensar, la capacidad de expresar sus
propios pensamientos, los sentimientos, la sinceridad y el esfuerzo de dar
una buena impresidon al oyente y el nivel expresivo de su discurso (la
estructura y la sintaxis de las oraciones, el vocabulario, el uso de los registros,
el estilo y etc.), y todo aquello representa la base operativa para constituir
una imagen social del hablante, transformando su actuacién comunicativa en
el contexto cultural, personal y social. De ahi, el oyente forma su propia
opinién en cuanto a la imagen del hablante lo que, al mismo tiempo, influye
en la forma de:

a) la decodificacion de los datos de entrada (input) linglistica y su
comprensién,
b) codificacién o formacion del producto lingliistico (output).

Llamamos codificacién a la transformacidon de la formulacion de un
mensaje a través de las reglas o normas de un cédigo o lenguaje
predeterminado (por ej. durante la audicién olectura). Conocemos a la
codificacién como cualquier operacion que implique la asignacion de un valor
de simbolos o caracteres a un determinado mensaje verbal o no verbal con el
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propdsito de transmitirlo a otros individuos o entidades que compartan el
cddigo. Decodificar, al contrario, es aplicar las reglas adecuadas a un mensaje
gue ha sido emitido en un sistema de signos determinado para entenderlo
(véase el Esquema 1).

ﬂiT LINGUISTICO mUT LINGUISTICO

fonemas fonemas
S =
g I 3
A=) \ 4 §
.%n morfemas morfemas :_
= 4 o
2 g
.g- \ 4 &
g palabras palabras ;:?
= r § =),
\c °~
S =
g , &
= sintagma sintagma =
32 * £
3 .=
= ' =L
= oraciones oraciones E°
) 0
Z =4
S ()
Re textos textos °
RECEPCION PRODUCCION
DE UN TEXTO DE UN TEXTO
ESCUCHADO Y LEIDO HABLADO Y ESCRITO

Esquema 1: La recepcidn y la produccidn linglistica (in: Sternberg, 2009)
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Aparte de la formacidn de la imagen del hablante/oyente, los estudiosos
analizan también la comprensidn verbal (comprehension), la fluencia verbal
(verbal fluency) y la singularidad de la conducta linglistica para poder
explicar su funcionamiento en la lengua materna y abstraer las reglas del uso
de ellos en la lengua segunda. La comprensién verbal suele ser entendida
como una capacidad receptiva de entender los datos de entrada/input
(palabras, oraciones, parrafos), dichos o escritos (Sternberg, 2009). La
fluencia verbal la entendemos como una capacidad expresiva del individuo
aplicable en la formacion del producto/output linglistico.

La singularidad de la conducta linglistica en distintas situaciones
producida por los individuos diferentes varia tanto que es necesario
responder el porqué de esta variedad de la conducta linglistica que aplican
los individuos con unas caracteristicas parecidas, por un lado, y al contrario,
el porqué del comportamiento linglistico de individuos diferentes en unas
situaciones distinas es similar, por el otro.

La Pragmatica y la cortesia verbal

Muchas personas han sufrido en alguna ocasion la experiencia de
realizar un viaje con el propdsito de practicar la lengua que han estado
estudiando durante afios, y observar con desesperacion que todos sus
conocimientos lingtiisticos fracasan a la hora de establecer algun tipo de
comunicacion con un hablante nativo de dicha lengua. En muchos casos, esta
decepciéon no se debe a una mala adquisicion de la lengua, sino a una
ausencia del desarrollo de las habilidades pragmaticas y psicolingtisticas en la
ensefianza de lenguas extranjeras que permitan una adecuacién apropiada al
contexto cultural nuevo en el que se han integrado. Uno de los aspectos
pragmaticos fundamentales a los que ha de apuntar la didactica de lenguas
extranjeras en la actualidad es la cortesia (Alonso Pérez-Avila, 2005).

Segun M. V. Escandell Vidal (1995: 33), en los estudios pragmaticos se
entiende el concepto de cortesia como un conjunto de “maniobras
linglisticas” a disposicion de los hablantes con el objeto de mantener el
equilibrio en las relaciones interpersonales. En muchos casos, estas
maniobras consisten en el uso de expresiones cuyo significado literal no se
corresponde directamente con el contenido que el emisor quiere transmitir;
dichas expresiones se denominan actos de habla indirectos. El interés de los
estudiosos se concentra antes que nada en investigar la universalidad de los
principios que rigen los actos de habla, a pesar de que se pueden constatar
numerosas diferencias interculturales, es posible que el mecanismo que
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permite decodificar esos enunciados indirectos sea de tipo cognitivo, y por

tanto similar en todos los seres humanos.

Es probable que todos los seres humanos usan los mismos mecanismos
cognitivos, pero los datos recogidos vienen a demostrar que efectivamente
existen diferencias individuales y sociales en los sistemas de inferencia
conversacional. Esto puede ser debido a que los factores sociales inciden de
manera definitiva en la eleccidn de estrategias de cortesia, los cuales varian
dependiendo de cada cultura y del individuo (Alonso Pérez-Avila, 2005).

En el dmbito pragmatico, existen diferentes teorias sobre la cortesia
verbal. En general, todas ellas concuerdan en identificarla como un fenémeno
gue se manifiesta lingliisticamente en la interaccién comunicativa; fendmeno
gue tiene una finalidad relacional y una base cognitiva. Si entramos en el
detalle de su naturaleza, sin embargo, encontramos diferentes perspectivas
que la identifican como (Fraser, 1990, Kasper, 1996, en: Landone, 2009):

- una estrategia racional de control de la agresividad social que sirve para
compensar la ofensa al interlocutor causada por actos linglisticos
amenazantes;

- un principio de solidaridad entre interlocutores, util para establecer un
territorio comun de encuentro y de buenas relaciones entre ellos;

- un sistema para marcar las posiciones y las relaciones, sobre todo en las
estructuras sociales jerarquicas;

- una de las varias actividades para la gestion de la relacidn interpersonal
en la comunicacién;

- la gestion de un contrato conversacional donde los interlocutores tienen
derechos / obligaciones reciprocos que, en cada situacion especifica,
interpretan segln sus expectativas situacionales y adaptan segun su
percepcién del contexto;

- parte, como todo fenémeno linglistico, del normal sistema de
procesamiento de la informacion humano que no requiere, por ende, un
modelo explicativo especifico. Se puede, pues, contemplar en el marco
de la Teoria de la Relevancia.

- parte de una necesidad egocéntrica de apreciacidn social para ‘quedar
bien’.

La cortesia verbal es la llave de la cooperacidn e interaccidon cotidiana.
Desafortunadamente, es raro que se haga hincapié en su ensefanza como
parte profunda de la competencia comunicativa intercultural en lenguas
primeras, segundas y extranjeras. Esta carencia es de cabal importancia en la

198



didactica de la LE (Lengua Extranjera) porque, para un hablante no nativo de
un idioma, el fallo socio-pragmdtico es un peligro constante y produce
desencuentros de dificil desenlace. El error de adecuacién, como es bien
sabido, puede ser menos facilmente identificable que el error gramatical, y el
interlocutor tenderd a interpretarlo como incongruencia, brusquedad,
desorientacion, falta de cortesia, confirmacion de prejuicios, etc. (Tomado de
Landone, 2009: Brown y Levinson, 1978-1987, p. 33; Stubbs, 1987, p. 99;
Kasper, 1990, p. 208; Ballesteros Martin, 2001, pp. 172-173; Félix-Brasdefer,
2004, p. 292; Pons Borderia, 2005, p. 41). Como precisa M. V. Escandell Vidal
(1998, p. 20), “[s]i la comunicacion se produce entre miembros de una misma
cultura, la ruptura de las reglas se percibe como una falta de educacion —
tanto si es intencional como no-; en la comunicacion entre miembros de
diferentes culturas, en cambio, suele dar lugar a la formacion de estereotipos
culturales”.

Desde punto de vista prdctico, la investigacién en el campo de la
pragmatica intercultural tiene aplicaciones en el ambito de la educacion,
fundamentalmente en la ensefanza de segundas lenguas y lenguas
extranjeras, pero también en programas de sensibilizacidon cultural en los
lugares de trabajo o formacién del profesorado en sociedades multiculturales
(Diaz Pérez, 2003).

Otro aspecto que ha captado la atencién de los investigadores en
pragmatica intercultural y pragmatica de la interlengua es la transferencia
pragmatica. La influencia de la lengua y cultura nativas en la competenica y
actuacion pragmaticas de un hablante no nativo sa ha documentado en
diversos estudios. En este sentido, uno de los supuestos generales en la
pragmatica de la interlengua es que muchos de los problemas en la
comunicacion en la comunicacién intercultural se deben frecuentemente al
hecho de que, al producir actos de habla en una lengua extranjera, los
hablantes recurren con frecuencia asus normas Yy convenciones
socioculturales nativas (Thomas 1983, Wolfson 1989, en Diaz Pérez, 2003).

El estilo comunicativo que decide aplicar el hablante en un momento
dado de la comunicacion se ve afectado por la forma habitual de la
interaccion social del individuo, por su identificaciéon con su entorno cultural y
experiencias adquiridas durante su la vida. El hablante decide el contenido
(qué va a decir), la forma (cémo va a decirlo), el tono, el momento y el estilo
de su enunciado (los estilos mas usados son los siguientes: personal,
convencional, directo, indirecto, expresivo, racionalizado, etc.).
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Especificamente en los actos de habla de las peticiones los hablantes
eligen unos factores (elementos) basicos para enunciarlas, de los cuales
a continuacién elegiremos algunos factores para un andlisis parcial de su uso:
los apelativos (elementos de apertura que sirven para atraer la atenciéon del
destinatario: titulo o funcion (profesor), nombre, apellido, apodo, elemento
para llamar la atencién), el nucleo (unidad minima que puede realizar el tipo
de acto deseado), la perspectiva (hacia el oyente, hacia el hablante e
impersonal), la estrategia (modalidad imperativa, deseo, indirecta, etc.), los
modificadores (mitigadores, atenuantes), los marcadores de cortesia y los
apoyos (secuencias externas al nucleo que modifican el impacto (positivo
o negativo) del acto de habla) y los mitigadores (justificacion, promesa de
recompensa, minimizador de imposicion).

2 Los factores sociales y afectivos en los actos de habla de cortesia
producidos por los alumnos de aleman

2.1 Objetivos de analisis

Con el fin de estudiar el proceso de la adquisicién de las lenguas
extranjeras, dentro del cual se deben desarrollar las habilidades
comunicativas de nuestros estudiantes, disefiamos y realizamos diferentes
actividades (simulacion comunicativa, juegos de rol, solucion de problemas,
etc.) en las clases de aleman para fines académicos y profesionales,
enfocadas en la automatizacion del comportamiento lingliistico eficaz (de la
interaccion y los modos de actuacidn apropiados en las distintas situaciones
sociales), dentro del programa de Desarrollo de las Lenguas para Fines
Especificos (en la Facultad de Pedagogia, Universidad Constantino el Filésofo
de Nitra). El método que empleamos con frecuencia es la simulacion
comunicativa ya que ofrece a los participantes una multitud de formas para
actuar, observar y analizar distintos estilos comunicativos, marcadores
psicolingliisticos y pragmalinglisticos y actos de habla producidos por ellos
mismos en situaciones determinadas. En esta actividad los alumnos observan
asus compafieros, toman apuntes (o graban la situacion) y analizan los
enunciados producidos. Las situaciones corresponden a cuatro items de un
cuestionario con que trabajamos para elegir las situaciones de conversacién y
para apuntar las reacciones de los alumnos. El cuestionario fue adaptado por
J. F. Diaz Pérez (2003) para obtener una peticion, una peticién de disculpas,
una expresiéon de agradecimiento o una queja en unas situaciones que varian
en cuanto a la relacién entre los interlocutores en las dimensiones de poder
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social odominacion y distancia social ofamiliaridad. De esta forma
recopilamos los actos de habla producidos por nuestros estudiantes y
analizamos el nivel de interlengua de los alumnos igual que los indicadores de
la transferencia intercultural.

Para llevar acabo el andlisis de los datos que recopilamos resulta
imprescindible separar el acto nuclear, la unidad minima por medio de la cual
se puede realizar una peticién, de aquellos otros elementos de la secuencia
gue no son imprescincibles para realizar la peticién, como es el caso, por
ejemplo, de los alertadores ode los movimientos. Un alertador es un
elemento cuya funcidn consiste en atraer la atencidn del oyente y dirigirla al
acto de habla que se produce. J. F. Diaz Pérez ha basado la siguiente
codificaciéon que aplicamos para detectar ciertos factores pragmaticos en la
propuesta de S. Blum-Kulka y otros autores, (véase Diaz Pérez, 2003):

1. titulo/rol;

apellido;

nombre de pila;

apelativo amistoso propio de un registro coloquial;
pronombre;

captador de atencidn;

combinaciones de dos o mas de los de arriba.

NouhkwnN

Por lo que respecta al acto nuclear — o la unidad minima por medio de la
cual se realiza el acto ilocutivo, en este caso la peticidn-, conviene hacer
referencia a cuatro aspectos fundamentales, ala perspectiva de la peticidn,
ala estrategia empleada para llevar acabo la peticion, los mitigadores
sintacticos y los mitigadores |éxicos y frasales. Con relacién al ultimo de estos
aspectos, se pueden distinguir diferentes categorias, de las cuales elegimos
las siguientes para el analisis de los factores empleados:

1. mitigadores léxicos y frasales: marcador de cortesia, minimizador de la
imposicién, reductor;

2. modificadores externos: preparador, desarmador,
justificador, mecanismo adulador.

Entre los factores lingliisticos examinados que rigen la produccion de las
peticiones alemanas enunciadas por los alumnos eslovacos elegimos los
siguientes: el uso de los verbos modales alemanes y el modo konjunktiv
(tiempo verbal utilizado para el discurso indirecto en aleman), la forma de
usar los modificadores sintacticos (conjunciones, uso de las oraciones
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simples, etc.) y también los errores morfoldgicos, sintacticos y semanticos
producidos en los didlogos de la simulacién situacional.

Dicho resumidamente, el trabajo presente aqui plantea la siguiente
cuestion:

¢Cuadles de los factores sociales, afectivos y linglisticos emplean
nuestros alumnos de aleman en la produccién de los actos de habla-
peticiones?

2.2 Sujetos y realizacién de recogida de datos

Nuestros informantes fueron 85 estudiantes universitarios del primer
curso, de entre 19 — 21 afios de edad (37 hombres y 48 mujeres). Incluimos
en la muestra informantes que aprobaron una de las pruebas del
bachillerato — respecto ala L2- del aleman (dentro de sus estudios en los
institutos de la educacién secundaria en Eslovaquia). Todos los estudiantes se
matricularon en el curso académico 2010/2011 en la asignatura: Aleman para
Fines Especificos.

Los lugares en donde se realizé la recopilacidon de datos fueron las dos
facultades de la Universidad Constantino el Fildsofo de Nitra (Facultad de
Pedagogia, Facultad de Letras). Realizamos la recogida de datos en el primer
y segundo trimestre del afio académico 2010/2011 mediante los
instrumentos mencionados: cuestionario de actos de habla, ficha de
observacién y varias grabaciones realizadas. Asi obtuvimos decenas de
peticiones de las cuales elegimos las mas adecuadas para el andlisis de los
indicadores empleados.

2.3 Instrumento de investigacion

El método usado en este trabajo se basa en cuestionarios escritos que
contienen varias descripciones breves de distintas situaciones — en las que se
indica el escenario y la distancia social entre los participantes, asi como la
relacion de poder entre ellos — seguidas de un didlogo corto con un espacio
vacio para el acto de habla que se desea estudiar (Kasper y Dahl, 1991,
p. 216; Blum-Kulka, 1982 y 1978, en: Diaz Pérez, 2003).

El cuestionario que utilizamos consta de cinco situaciones socialmente
diferenciadas y adaptadas segun el método que en su estudio empled F. J.
Diaz Pérez (2003). A cada situacidn le precede una breve descripcién en la
gue se especifica el escenario y la distancia social entre los interlocutores, asi
como la relacién de poder relativo entre ambos. A los informantes se les pide
gue inicien un didlogo, de tal modo que su respuesta correspondera con una
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produccidn del acto de habla que se trata de investigar. Asi, las situaciones

tratan de obtener la produccién de peticiones de disculpas. Las situaciones

gue enmarcan cada uno de los didlogos tratan de reflejar situaciones
cotidianas que puedan resultar familiares ahablantes de una cultura
occidental, en este caso en particular a estudiantes universitarios eslovacos.

Las situaciones eran las siguientes:

S1 Estds en clase y le pides a un(a) comparfiero/a que te deje sus apuntes.

S2 Estds en el despacho de un(a) profesor(a) y te acuerdas de que tienes que
hacer urgentemente una llamada telefénica. No hay ningun teléfono
publico cerca y le pides a tu profesor(a) que te deje usar el teléfono de su
despacho.

S3 Tienes que presentar un trabajo de clase y te enteras de que hay una(a)
nuevo(a) profesor(a) en el departamento al/a la que nunca has visto que
es especialista en el tema de tu trabajo. Vas a su despacho para que lea el
esbozo del trabajo y te proporcione bibliografia.

S4 Necesitas un libro de la biblioteca para un trabajo, pero estd prestado.
El/la bibliotecaria te dice que lo tiene un(a) profesor/a al/a la que no
conoces. Vas a su despacho y le pides el libro para fotocopiar un par de
capitulos.

S5 Estds en la biblioteca de la universidad. Quieres coger un libro de una
estanteria pero no alcanzas. Le pides a un(a) compafiero/a de clase mds
alto/a que tu que te coja el libro.

Variacion situacional

Las cinco situaciones del cuestionario varian en cuanto ala relacién
entre los interlocutores en las dimensiones de poder social o dominacién y
distancia social o familiaridad. La distancia social es una variable de tipo
binario, es decir, o bien los interlocutores se conocen, en cuyo caso no existe
distancia social (- D), o bien no se han visto nunca, lo cual implica la existencia
de distancia social (+ D). El poder relativo, por otra parte, tiene, asimismo,
dos valores posibles: dominio del oyente (H O) oigualdad de poder entre
hablante y oyente (H=0) (Diaz Pérez, 2003).

La relacién de poder social se refiere al estatus relativo que existe entre
los interlocutores y, de este modo, puede suponer la autoridad de uno de los
interlocutores sobre el otro ola falta de autoridad, en el caso de que el
hablante y el oyente disfruten del mismo estatus. La dimensién de poder
supone una relacién de verticalidad y, en nuestra opinion, puede estar
condicionada por la situacidn, de tal modo que, por ejemplo, un policia de
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servicio podra ejercer su autoridad y controlar las acciones de un ciudadano
pero, probablemente, en cualquier otra situacidn no tendra esa facultad.

La distancia social, a diferencia del poder social, no es una relacion de
tipo jerarquico, al contrario, esta relacionada con la nocién de familiaridad
existente entre los interlocutores. De este modo, entre do extraios existira
una relaciéon de maxima distancia social y entre allegados, amigos o familiares
la distancia social es, en condiciones normales, minima. En nuestro trabajo la
distancia social se ha considerado una variable de tipo binario. O bien los
interlocutores son conocidos, en cuyo caso no existird distancia social entre
ellos (- D), o bien no son conocidos, no existe una relaciéon de familiaridad
entre hablante y oyente y, por tanto, media distancia social entre ambos
(Diaz Pérez, 2003).

2.4 Analisis e interpretaciéon de datos

2.4.1 Analisis de los indicadores sociales, lingiiisticos y afectivos
empleados en las peticiones

Los factores sociales mas empleados — en las cinco situaciones simuladas
por los estudiantes — ocuparon las siguientes posiciones: el saludo ,Hallo“
(con el 40 %), varios captadores de atencién ,0h“ ,Hey, ,du”, ,Bitte“,
LJEntschuldigung”,  ,Sorry“  (15%), los modificadores externos:
agradecimientos y cumplidos — ,Mein guter Mitschiiler” y el nombre de pila
con tan sdlo el 5 %. Se puede decir que la relacién mas cercana influye en el
uso de los factores sociales — sobre todo en el uso de los tratamientos—, es
decir, el uso de los factores sociales es menos frecuente cuanto mas se
conozcan los interlocutores. Mencionamos algunos ejemplos de las
peticiones producidas en la situacidon S1 elegidas por el nivel elemental de
alemdn que pone en evidencia la intensidad de la transferencia intercultural y
el nivel de interlengua de los alumnos:
Situacidn 1: Los apuntes (Estas en clase y le pides a un(a) compafiero/a que te

deje sus apuntes).
Alumno 1: ,Hallo, kannst du leihen deine Hefte mich?"
Alumno 2: , Entschuldigung, kannst du mir helfen?”
Alumno 3: ,Mdchte ich schreiben ihre Heft?“
Alumno 4: ,Mein guter Mitschiiler, kannst du mir dein Heft leihen?"
Alumno 5: ,Bitte, ich méchte dein Heft."
Alumno 6: ,Bitte dich, kannst du mir die Noten aus der letzten Vortrag
geben?”
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Alumno 7: ,,Hallo, Leihst du mir Notizen bitte? Danke.“
Alumno 8: ,Hey, du, ich brauche dein Heft.”

De los factores sociales empleados por nuestros informantes destacan
los saludos sobre todo por su ocurrencia y poca variedad: , Guten Tag”, y
,Hallo“ con el 40%. El 20% de los alumnos enuncié sus peticiones en la
comunicacion formal con el profesor ointerlocutor desconocido sin el
tratamiento correspondiete; tan sdlo el 20% de los estudiantes empleé el
tratamiento correspondiente al profesor (en la cultura eslovaca y alemana):
,Herr Profesor”, ,Herr Lehrer”; y por ultimo, los estudiantes usaron las
combinaciones de varias férmulas de tratamiento (10%): ,Guten Tag, Herr
Profesor”; o algunos captadores de atencion (5%) —,Entschuldigung Bitte”.

Situacion 2: Teléfono (Estds en el despacho de un(a) profesor(a) y te

acuerdas de que tienes que hacer urgentemente una llamada telefonica.

No hay ningun teléfono publico cerca y le pides a tu profesor(a) que te

deje usar el teléfono de su despacho).

Alumno 1: ,Guten Tag, bitte kann ich sein Telefon leihen und

telefonieren?”

Alumno 2: ,Entschuldigen Sie mir bitte, ich muss nach Hause anrufen.”

Alumno 3: ,Kann ich euer Telefon benutzen?“

Alumno 4:,,Méchte ich telefonieren jetzt? Es ist wichtig.”

Alumno 5: ,Herr Professor, ich brauche ihre Hilfe. Kénnen Sie mir ihres

Handy leihen? Ich muss anrufen.”

Los informantes tienden ausar diferentes factores sociales en Ia
comunicacion formal e informal dependiendo de la presencia e intensidad de
la distancia social y del poder social en las situaciones. Por lo tanto, los dos
tipos de comunicacién difieren en el uso de las distintas formas de captar la
atencién del oyente: en la comunicacion informal a través de las formas mas
variadas de saludar a las personas, de usar el nombre de pila o pasar
directamente al acto nuclear de la peticion sin cualquier tipo de tratamiento,
y de la comunicacién formal de usar otro tipo de férmulas del tratamiento
(titulos académicos o diferentes formas de saludar y captar la atencion del
oyente).
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La comunicacion informal
W sin tratamiento
H nombre de pila

m apellido

Grafico 1: Presencia de indicadores sociales en la comunicacion informal en
las peticiones

La comunicacién formal
‘ W sin tratamiento
‘ H nombre de pila
‘ H apellido

Grafico 2: Presencia de indicadores sociales en la comunicacion formal en las
peticiones

2.4.2 Uso de los verbos modales en aleman por los estudiantes
eslovacos

El uso apropiado de los verbos modales en las peticiones resulta para

nuestros alumnos complicado, sobre todo la distincion semdntica entre los
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verbos: kénnen, méchten y diirfen, y el uso correcto de las oraciones
condicionales y afirmativas.

El Gréfico 3 ilustra la tendencia en los estudiantes eslovacos a formar las
oraciones condicionales con el verbo modal kénnen, aunque la forma de tal
uso no sea correcta o que en el resto de las oraciones empleen el modo
afirmativo. No obstante, detectamos unas oraciones en las que los
estudiantes forman el condicional correctamente, aunque sea el Unico caso
del uso correcto del verbo modal mégen. Se observa también el uso erréneo
del modo condicional en el siguiente tipo de oraciones: ,wiirden Sie so lieb
sein...”, etc., excepto algunas de las peticiones formadas correctamente (2 %):
,Wiéren Sie so liebenswiirdig?“. Los alumnos optaron también por emplear
diferentes movimientos de apoyo de la peticidon, por ejemplo, las peticiones
de disculpas (18 %): ,,Entschuldigung, Sorry“, o diferentes tipos de insistencias
(20 %): ,bitte, bitte schén, Seien Sie so gut, ...“, o el agradecimiento (12 %) —
,danke, danke schén”.

agradecimiento | 12
ruego | 20
peticion de disculpas | 18
verbos modales | 60
0 50 100

Grafico 3: Presencia del elemento de cortesia verbal en las situaciones de la
comunicacion formal y el uso del condicional en las peticiones.

Vemos que el verbo mas empleado por los estudiantes es el verbo
kénnen (93 %) mientras que los verbos mdgen (5 %) y diirfen (2 %) aparecen
excepcionalmente en sus peticiones.

Los estudiantes de primer curso de ensefianzas universitarias
matriculados en la asignatura Aleman para Fines Especificos, ademds después
de haber declarado la aprobacién de uno des los exdmenes de bachillerato
(nivel B) en la lengua alemana en el curso académico anterior, deben tener
unos conocimientos basicos sobre el sistema lingliistico de aleman igual que
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deben expresarse (dentro del nivel adquirido declarado) en las situaciones
cotidianas en esta lengua. Sin embargo, y por mas asombro que no cause, el
95 % de los estudiantes no es capaz de reaccionar adecuadamente a las
situaciones cotidianas en las que se les pide expresarse con rapidez y
eficiencia en la lengua extranjera. Los estudiantes tienden a traducir
literalmente del eslovaco ala L2 y usar las formas de interlengua individual,
por ejemplo formando unas nuevas “palabras”: en vez de emplear el verbo
Lanrufen” en la situacién correspondiente formaron los alumnos un verbo
,cuasi aleman” ,telefonieren”, o usaron el sustantivo ,Mobil“ en vez de
,Handy“, etc. También cometieron errores en la declinacion de los
sustantivos y pronombres, en el uso correcto de los articulos y en la
conjugacion de los verbos. Los alumnos tampoco distinguen las acepciones
basicas de los verbos mégen y kénnen y se confunden al emplear los dos
verbos: ,Mdchtest du ausgemacht de Musik?“, o aplican el verbo , kénnen“
en vez del verbo ,diirfen” —,Kann ich Telefon leihen?”.

Presencia de los verbos modales en formacion del
condicional en aleman

mkonnen M mogen mdirfen

2%

Grafico 4: Presencia de los verbos modales en la formaciéon del modo
condicional en aleman.

Del uso incorrecto de los sustantivos (y de las acepciones basicas de los
sustantivos) ya hemos introducido el ejemplo: —,Kann ich telefonieren, weil
ich meine Telefon kaputt habe?“. Destaca por su frecuencia también el uso
inapropiado del tuteo en la comunicacién formal —,Ich brauche Ihre Hilfe.
Hilfst du mir?“, etc. Lo que mas parece confundir alos alumnos es la
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elaboraciéon de las subordinaciones, por lo que es muy comuln encontrar
estructuras complejas erroneas en cuanto alas normas sintacticas, las
conjunciones, el orden de las palabras, etc.

El uso correcto de las normas observamos tan sélo en el 5 % de los casos
— ,Kénntest du mir bitte, deine Notizen leihen? Ich war in der letzten Woche
krank“, ,,Herr Professor, darf ich Ihr Telefon benutzen? Ich brauch dringend
nach Hause anrufen”. El 30 % de los cuestionados emplea correctamente las
acepciones diferentes de los sustantivos y tan sélo un 10% empleé las normas
de la sintaxis correctamente en las oraciones siguientes: ,Gestatten Sie bitte,
dass ich mich vorstelle? Leihen Si mier Ihres Buch, weil es in der Bibliothek
nich mehr gibt?“

2.4.3 Analisis de las peticiones en el contexto de los indicadores
expresivos y afectivos
Entre los indicadores expresivos llamdé nuestra atencidn el uso de los
mecanismos aduladores (y cumplidos), las expresiones afectivas directas, los
preparadores y los minimizadores empleados por los alumnos para mitigar
actos potencialmente amenazantes (la imagen positiva del oyente).

160%
140%

120% M expresion directa
° I de las emociones
100% -
.

80% - minimalizadores
60% -
40% -
20% -
0% - ; — -

proximidad social distancia social

M preparadores

Grafico 5: Presencia de los indicadores afectivos en la comunicacién informal
y formal.

Puesto que la interaccién se concibe como algo potencialmente
conflictivo, en la que la imagen social se puede vulnerar o perder, la cortesia
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tiene la funcidon de mitigar y suavizar los actos de habla que amenacen la
imagen social ya sea ésta positiva o negativa. Una de las formas de mitigar los
actos de habla de peticiones consiste en formar los mecanismos aduladores,
o sea los cumplidos.

Nuestros estudiantes prefieren emplear los cumplidos en el contacto
informal/familiar (el 15 %), por ejemplo: ,,Mein neter Mitschiiler, Mein guter
Mitschililer, hilfst du mir?, Du bist lieb, Du bist nett”, o sea en situaciones de la
proximidad social y ausencia del poder social en las que se sienten mas
comodos y probablemente mas sueltos. Sin embargo, en cuanto alos
cumplidos aparecié también una formulaciéon inadecuada: ,Mein neter
Mitschiiler”, ya que practicamente no se utiliza en el lenguaje juvenil (,,Mein
guter Mitschiiler, hilfst du mir?“, ,Mein neter Mitschiiler, kannst du mir dein
Heft leihen?“). La situacion en la que menos se utilizan los cumplidos es la
situacidn S3 (el 5 %), con el ejemplo: ,Sie sind Spezialist in diesem Gebiet, Si
sind sehr geehrt"”.

Es curioso que los estudiantes no empleen los cumplidos en las
situaciones de la presencia de distancia social para proteger la imagen
positiva del oyente sino que los utilizan en las expresiones indirectas y en las
situaciones de la proximidad social y del poder social ausente.

Un caso interesante desde el punto de vista interpretativo lo
representan los preparadores (las formulas preparativas) aplicables en los
didlogos con los oyentes desconocidos o con los interlocutores de distinto
estatus social. En la situacion S3 — en la que el alumno tenia que pedir aun
profesor desconocido que le ayudara con su trabajo o recomendara una
bibliografia — tan sdlo un 5 % de los informantes aplicd los preparadores, por
ejemplo: ,Guten Tag. Gestatten Sie, dass ich mich vorstelle. Ich heijfe XY,
wohne in (..) und studiere Mathematik. Ich schreibe Seminararbeit und
brauche dazu das Buch XY. Dieses Buch war nicht in der Bibliothek, etc. Para
minimizar el efecto de la peticidén, y al mismo tiempo, para intensificar la
formulacion del enunciado los alumnos prefirieron el uso de los
minimizadores de imposicidn con el porcentaje muy alto de presencia (80 %):
»Ich brauche nur ein paar Seiten aus diesem Buch, Kann ich nur ein paar
Seiten kopieren? Ich brauche dieses Buch nur einen Tag”, etc.

2.5 Conclusiones

En este trabajo hemos centrado nuestra atencién en elaborar un analisis
parcial de los datos obtenidos en las sesiones con nuestros alumnos de la L2-
aleman para poder llevar a cabo una parte inicial de la evaluacién global del
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desarrollo de la competencia comunicativa integral de los estudiantes que
terminaron este afio el primer curso de los estudios en la Facultad de
Pedagogia (UKF).

Los conocimientos obtenidos los consideramos fundamentales para
poder ofrecer alos estudiantes unas nuevas formas de aprendizaje y
desarrollo de la L2. Sin embargo, los resultados indican muy bajo nivel de
conocimiento de la segunda lengua en los estudiantes al entrar en la
universidad, a pesar de que aprobaron el examen de bachillerato de aleman
en el mismo curso académico (antes de ingresar en la universidad). En los
primeros meses del primer curso, la mayoria de los estudiantes no disponia
de conocimientos basicos de gramatica y sintaxis alemana (normas de
declinacidon de los sustantivos, uso de los pronombres, conjugacién de los
verbos, |éxico basico activo), ni habitos comunicativos basicos automatizados
para expresarse en la L2 con fluidez y eficiencia.

El objetivo principal de la asignatura Aleman para Fines Especificos
consiste en preparar a los estudiantes para la comunicacién en un contexto
especifico de la cooperacién académica (y para que participen en diferentes
proyectos de investigacion y formacién, y para que colaboren con los
profesores y compafieros de diferentes universidades en Eslovaquia y en el
extranjero). Sin embargo, los estudiantes del aleman siguen entrando enla
universidad sin conocimientos del nivel declarado (nivel B — del bachillerato
eslovaco) y los profesores que imparten este tipo de asignatura no pueden
cumplir con sus objetivos en el primer o incluso en el segundo cuatrimestre
del estudio de la asignatura.

Por los motivos expuestos tenemos el convencimiento de que la
ensefianza de las lenguas extranjeras necesita de nuevos impulsos vy
procedimientos mas eficaces sobre todo en cuanto a la individualizacion del
aprendizaje, el desarrollo del autoconocimiento y de la autonomia de los
estudiantes, o sea, aplicar los conocimientos recientes de la psicolingtistica
en la ensefianza y aprendizaje de las lenguas extranjeras y también ofrecer
mds oportunidades para automatizar el comportamiento comunicativo
apropiado en la L2 através de los conocimientos recientes de la
pragmalinguistica intercultural.

Sin embargo, y a pesar de toda la clase de dificultades descritas, los
estudiantes intentan familiarizarse con la fuerza ilocutiva del acto de habla, y
formar los actos ilocutivos. En la mayoria de los casos los estudiantes
producen mas bien los actos locutivos centrando su atencién en el significado
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de la oracion y no en el empleo de los factores que favorezcan la fuerza
ilocutiva del enunciado. Para expresar la cortesia los estudiantes intentaron
usar los verbos modales, en la mayoria de los casos no identificaron la
acepcién del verbo correcta. En una situacién de la distancia social los
estudiantes prefieren unas expresiones indirectas, mas convencionales y con
mads elementos de la fuerza ilocutiva — las peticiones de disculpas, los ruegos
y los cumplidos.

De la categoria de los indicadores expresivos se emplearon algunos
factores sobre todo los cumplidos y las expresiones emocionales lo cual
también indica el bajo nivel de la habilidad lingtiistica pero, al mismo tiempo
es una cuestién relacionada al estilo individual comunicativo (la personalidad
del hablante y sus cualides personales — asertividad, hostilidad, etc.), proceso
de la codificacion y decodificacion, el registros usados (etapa de la
postadolescencia, influencia del grupo social, amistades, etc.). En este
sentido, resultaria interesante ampliar el espectro de interés por la
investigacion de las correlaciones entre la produccion de los actos de habla y
las variables de la personalidad del individuo.

No obstante, se trata de una situacién alarmante, no tan sélo por la
cuestién de escaso desarrollo de la pragmadtica en la ensefianza de lenguas,
sino también por el fallo de la ensefanza y aprendizaje de los niveles
elemental e intermedio.

Resulta obvio que lo que se ha dicho hasta este momento entrafia
también unas implicaciones pedagdgicas claras. Si las producciones de ciertos
actos de habla de los hablantes no nativos de aleman difieren tanto de los
actos de habla alemanes y si esta divergencia puede afectar negativamente
a la imagen del hablante extranjero, una consecuencia inevitable sera prestar
mds atencidn a los aspectos relacionados con la pragmatica y psicolinglistica
en las clases de L2.

Para desarrollar la competencia linglistica de los estudiantes
proponemos disefiar un programa de la intervencién linglistica basado en el
aprendizaje activo y auténomo aprovechdndose de las técnicas y métodos de
solucién de problemas, juegos de rol, simulacién situacional y actividades del
desarrollo de la identidad linglistica, autoestima y seguridad al comunicarse
en la lengua extranjera, etc.

Convendria asimismo profundizar en la investigacién acerca de los
distintos métodos de la recopilacién de datos disefiados para investigar las
peticiones de disculpas, los agradecimientos, quejas, los cumplidos, etc. en la
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perspectiva de los actos ilocutivos, de la fuerza ilocutiva de un enunciado (los
factores sociales y expresivos), de los significados locutivos de las oraciones
(factores lingliisticos — las acepciones de las palabras, oraciones, frases
hechas, etc.), y de los actos perlocutivos (qué efecto tiene la comunicacién en
el interlocutor y qué comportamietno comunicativo provoca).
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Resumen

El objetivo de este trabajo es acercarse, mediante el andlisis de un acto de
habla especifico — la peticion, a la relacion entre el estudio psicolingdiistico y
pragmalingliistico de la produccion de los actos de habla corteses de los
cuales se ha sugerido que, al igual que las peticiones de disculpa, los
agradecimientos y las quejas, presentan en el apredizaje de sequndas lenguas
una categoria de interés especifico por ser investigados desde el punto de
vista de diferentes niveles de interlenguaje de los aprendices.

Palabras clave
produccion de actos de habla, cortesia verbal, psicolingiiistica y
pragmalingliistica.

Extent: 53 728 characters

214



Authors

PaedDr. Ilvana Cimermanova, PhD. works at the
Department of English and Literature at the Faculty of
Arts, PreSov University in PreSov. She received a Ph.D.
in Educational Technology from Constantine the
Philosopher University. Her thesis topic was using
technologies in language teaching, which remains a
major focus of her research. She is an author of
number of articles, studies and textbooks.

Contact: KAIL IAA FF PU v Presove, 17. novembra 1,
080 01 Presov, e-mail: ivana.cimermanova@unipo.sk

Mgr. Zuzana Fraterovd, PhD. teaches in the
Department of Language Pedagogy and Intercultural
Studies of Constantine the Philosopher University in
Nitra (CPU) and in the Departament of Slavonic and
Romance Languages of University of Economics in
Bratislava (UE). In 2008 she received her PhD from the
Faculty of Pedagogy of CPU. She has published on
applied linguistics (teachnig of foreign languages,
pragmalinguistics and technology of education) and
has participated in different national and international
projects of investigation of education.

Contact: Katedra slovanskych a romanskych jazykov
Fakulta aplikovanych jazykov, EU v Bratislave; e-mail:
zfraterova@euba.sk

PaedDr. Danica Gondova, PhD. has been involved in
English language teaching for over twenty years as
ateacher, teacher trainer, and ELT materials
development. Since 2003 she has been teaching EFL
methodology at the Department of English Language
and Literature at the Faculty of Humanities at Zilina
University. In 2011 she received her PhD from the
Pedagogical Faculty of Comenius University in
Bratislava. Her research interests are focused on
processes of proceduralization of language knowledge
and CLIL. She has been a member of several
successful research project focused on these research
areas.

Contact: KAJ FHV ZU v Ziline, Univerzitna 8215/1,

010 26 Zilina; e-mail: danica.gondova@fhv.uniza.sk

215




doc. PhDr. Jana Hartanskia, PhD. is a highly
experienced teacher. For 16 years, she taught the
English and Slovak languages at secondary grammar
schools. Since 1990 she has taught methodology of
English at the Department of English and American
Studies at Constantine the Philosopher University in
Nitra (CPU). She is a teacher trainer and supervises
the trainees’ teaching practice at the Department.
In1998 she received her PhD. degree at the Faculty of
Education, CPU, and in September 2011 she defended
her habilitation work and will officially get the
associate professor degree in January 2012. Her main
fields of interests are new trends and approaches in
TEFL, modern educational technologies, topics of
teaching practice, foreign language policy in primary
and secondary schools, and teaching English to young
learners. She is an author and co-author of three
monographs a number of teaching materials for
students and more than 70 studies and articles
presented both in Slovakia and abroad. She has
organized and co-organized several national and
international conferences.

Contact: KAaA FF UKF v Nitre, Stefanikova 64,
949 74 Nitra; e-mail: jhartanska@ ukf.sk

doc. PhDr. Véra Janikova, Ph.D. plsobi na Katedre
némeckého jazyka a literatury Pedagogické fakulty
Masarykovy univerzity. Zaméfuje se predevSim na
vyuku didaktiky némdiny jako ciziho jazyka a ve své
védecko-vyzkumné cinnosti se vénuje zkoumani
procesd uceni a vyucovani cizich jazykl v ndsledujicich
oblastech: strategie uceni cizimu jazyku, vyuka cizich
jazykG u Zzakh s wvyvojovymi poruchami uceni,
mnohojazyénost a vyuka némdiny jako druhého ciziho
jazyka po anglictiné a expertnost ucitele cizich jazykd.
Je autorkou fady védeckych studii, odbornych knih
i studijnich textd.

Kontakt: Katedra némeckého jazyka a literatury,
Pedagogicka fakulta MU, Pori¢i 9, CZ-603 00 Brno

Tel. +42 549 494 784, e-mail: janikova@ped.muni.cz

216




Lucia Jechova, PhDr. PhD., vystudovala na FF UKF
v Nitre aprobaciu anglicky jazyk aliteratura
a slovensky jazyk a literatura. V sucasnosti posobi ako
odbornd asistentka na Katedre lingvodidaktiky
a interkultdrnych studii na PF UKF v Nitre. Venuje sa
vyskumu literatdry atedrii ipraxi vyucCovania deti
predskolského a mladsieho Zkolského veku. Na KLIS
pbsobi ako odborovd didakticka. Akademicky titul
PhD. dosiahla v roku 2009. Svoj doktorandsky vyskum
obohatila semestralnym pobytom na Univerzite
v Cambridge.

Kontakt: KLIS PF UKF v Nitre, Drajovskd cesta 4,
949 74 Nitra, e-mail: ljechova@ukf.sk

Doc. PaedDr. Zdena Kralova, PhD. is an experienced
teacher of comparative (Slovak-English) phonetics and
phonology. She is an author of five books focused on
the aspects of English pronunciation of non-native
speakers. She is a member of the Slovak Linguistic
Association in the Slovak Academy of Sciences and the
International Linguistic Association in the USA. She is
the Editor of the Journal of Interdisciplinary Philology
and amember of the editorial boards of several
Slovak and foreign linguistic journals.

Contact: KAJ FHV ZU v Ziline, Univerzitna 8215/1,

010 26 Zilina; e-mail: zdena.kralova@fhv.uniza.sk

doc. Zuzana Strakova, PhD. is a TEFL specialist and
has been teaching and working with pre-service
trainees, trainers and in-service teachers since 1991.
She is the head of English Language and Literature
Department at the Institute of British and American
Studies at the Faculty of Arts, PreSov University.
Recent years of her research has been devoted to
TEYL. She has supervised several successful projects
with this orientation and has piloted several
innovative approaches in her own YL classes. She has
conducted numerous lectures, seminars and
workshops for pre-service and in-service English
language teachers.

Contact: Presovska univerzita v PreSove, Fakulta
humanitnych a prirodnych vied, Ul. 17 novembra ¢. 1
081 16 Presov, Slovakia; e-mail: strakova@unipo.sk

217




PaedDr. Eva Stranovska, PhD. teaches in the
Department of Language Pedagogy and Intercultural
Studies of Constantine the Philosopher University in
Nitra. In 2004 she received her PhD from the Faculty
of Social Sciences and Health Care of Constantine the
Philosopher University in Nitra. She has published on
applied linguistics (psycholinguistics,
pragmalinguistics, and sociolinguistics in teaching
foreign languages) and has created (and is using in her
classes) an innovative linguistic programme for
foreign languages teachers and teacher trainees.
Contact: KLIS PF UKF v Nitre, DraZovska 4,
949 74 Nitra, e-mail: estranovska@ukf.sk

Prof. PhDr. Eva Tandlichova, PhD. is an experienced
and internationally acclaimed teacher and teacher
trainer in TEFL. She has been training teacher trainees
and in-practice teachers of English for almost
40 years, being the author of many textbooks of
English for primary schools, language schools and
more than 200 studies and papers presented both in
Slovakia and abroad. She has been amember of
numerous scientific and editorial boards, state exams
committees, and a long-time member of the Editorial
Board of Cizi jazyky journal. She is the President of
SAUA/SATE — the Slovak Association of Teachers of
English. Currently, she supervises the national project
of continual training of teachers of foreign languages
for young learners at primary schools.

Contact: KAaA FiFUK Bratislava, Gondova 2,
Bratislava; e-mail: tandlichova@fphil.uniba.sk

218




Scientific Board of Masaryk University:
prof. RNDr. Zuzana Dosl3, DSc.

Mgr. Michaela Hanouskova

doc. PhDr. Jana Chamonikolasova, Ph.D.
doc. JUDr. Josef Kotasek, Ph.D.

Mgr. et Mgr. Oldrich Krpec, Ph.D.

doc. PhDr. RliZena Lukasova, CSc.

prof. PhDr. Petr Macek, CSc.

PhDr. Alena Mizerova

prof. RNDr. Jana Musilova, CSc.

Mgr. Petra Pol¢dkova

doc. RNDr. Lubomir Popelinsky, Ph.D.
prof. MUDr. Anna Vaskd, CSc.

prof. PhDr. Marie Vitkova, CSc.

Mgr. lva Zlatuskova

Mgr. Martin Zvonaf, Ph.D.

Current Issues in Teaching Foreign Languages
doc. PaedDr. Silvia Pokrivéakova, PhD. (ed.)

Published by Masaryk University in 2011
First edition, 2011
80 copies
Printed by Books Print, s. r. 0., I. P. Pavlova 69, 720 00 Olomouc

ISBN 978-80-210-5608-4



