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Introduction

The book brings the 2010 contributions to the project KEGA 3/6308/08 Content
Reform and Modernization of Teaching Foreign Languages at Primary and Secondary
Schools: Building Conditions for Effective Application of CLIL Methodology, which was
carried out at the Department of Language Pedagogy and Intercultural Studies during
the last three years. In the period of 2008-2010, the project team intended to meet
the following objectives:

1. to gather new and first-hand experience with the CLIL methodology as applied at

Slovak primary and secondary schools;

2. to improve the existing situation in teaching foreign languages at Slovak schools
by means of teaching techniques based on CLIL;

3. to create a set of theoretical resources on CLIL and teaching materials for CLIL
lessons, based on the Slovak national curriculum and adapted directly for Slovak
teachers to help them start with CLIL in their teaching practice.

The publication consists of 11 studies: although not all of them directly point to
the questions of CLIL, each covers different parts of the topic generally defined as
modernization of teaching foreign languages.

The introductory study by S. Pokriv€akova summarizes the three-year outcome of
the above mentioned project KEGA 3/6308/08 and draws on some possibilities for
future research activities that seem to be inevitable to prove CLIL as a fully effective
method of foreign language education at Slovak schools. Similarly, J. Luprichova
brings details of her intended future research of CLIL methodology in her study
Modernization of Teaching Foreign Languages through CLIL Methodology. The
potentials of CLIL methodology in technical vocational education at all levels of the
Slovak educational system are analysed in J. Mistina and T. Kozik’s study Vocational
Language Education as Part of Technical University Training. The selected topics of
applying CLIL within the vocational ESP at Slovak universities (mostly through project-
based teaching techniques) are discussed by E. Kovacikova in her Project-based
Education in English for Specific Purposes.

The second block of 3 studies focuses mostly on problems of mother and foreign
language acquisition and mother/foreign language teaching to young learners: M.
Tothova discusses Language and Speech of Pre-school Learners (from Ontogenetic
and Educational Points of View), V. Zavodyova pays attention to the question of
critical/optimal age of starting foreign language learning in her paper Influence of
Learner’'s Age on Foreign Language Learning, and some specific aspects of
acquisition of L2 phonology by yound and adult learners are discussed by M. Bila in
her study Perception and Production of a Second Language and the Concept of a
Foreign Accent.



Inclusive learning of foreign languages (aimed at full integration of learners with
special educational needs into learning groups with intact learners) has currently
become one of the hottest topics. This topic is covered by S. Hvozdikova’s study
Active Teaching of English Language to ADHD Learners in Dynamic Process of
Creative Drama.

The last block of studies considers one of the most discussed topics in
contemporary methodology of teaching foreign languages, which is the development
of learners” key competences. The theoretical background is given by
E. Tandlichovd’s study Interpretation of Key, Communication and Digital
Competences in Teaching Foreign Languages at primary Schools. The last two
studies: Cognitive Activities and Cultural Education by Eva Stranovskad and BozZena
Horvéathova and Culture — an Inevitable Part of a Foreign Language Teaching by Eva
Reid discuss several aspects of intercultural education and the need of continual
learners” development of intercultural competences within foreign language
learning.
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CREATING CONDITIONS FOR EFFECTIVE APPLICATION OF CLIL METHODOLOGY
IN SLOVAKIA

Silvia Pokrivéakova, Beata Menzlova, Eva Farkasova

Teaching foreign languages is the theme which has not lost its topicality in
Slovakia. There is an unusual agreement in considering the foreign language
education a priority among parents, pupils/students, as well as the teachers, school
managements and school legislation bodies. The aim of all stakeholders is to ensure
that students and adult participants of lifelong education courses learn foreign
languages in the fastest possible way and without unnecessary stress. The result of
this joint effort is the development and application of many innovative and reforming
teaching methods. The problem has been given much attention at national levels of
all EU member states as well as in international context. Even though individual
national or group “strategies” of dealing with the problem differ, it may be said that a
common denominator for all of them are the approaches based on pupil/tutor
(o Ev BEE %0 %, Eobserding the requirement of the pupil’s/tutors
personal autonomy. From among them, most frequent expectations are associated
with the method of the integrated teaching of both subject and language — CLIL
(}vs vsS o vPu P ]JvsS P G wdich was fEcorhmPnded by the European
bodies as the most appropriate method of foreign language education and of the
development of European plurilinguism already in 1995 (in the document dZ tZ]S$§
W % EW cd Z]vP v dpA Evi]v®Z Ev]vP 3$€}1995), and
repeatedly in 2003 in the Action Plan for 2004-2006. Integrated approaches to
foreign language teaching — including CLIL — are a result of several hundred years’
evolution of various approaches, methodologies and methods, through which
humankind has been trying to reach the objective of a fast and effective acquisition
of foreign languages. The development was progressing from methodologies putting
the teacher and his/her aims to the centre (teacher-centred methodologies), with a
slight digression to materialistic methodologies aimed at the amount of studied
material (content-centred methodologies), through methodologies stressing the
pupil and his/her needs (learner-centred methodology), to integrated approaches
attempting to choose the best features from the mentioned approaches, and thus to
create a new, more functional and humanistic approach.

As for the general context, CLIL brings revolutionary changes to an existing
educational system. It creates space for an introduction of innovative procedures,
which, in turn, provoke refusal from some conservative circles. Undoubtedly,
however, CLIL nowadays represents the most effective preparation of graduates to
meet the requirements of the multilingual European labour market as well as
international study opportunities. Therefore this methodology was also given space
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in the current conception of foreign language teaching in Slovakia (Koncepcia

vyucovania cudzich jazykov v zakladnych a strednych s$kolach. Bratislava: MS SR

a SPU, 2007).

The concept of CLIL thus covers all forms of teaching academic, artistic,
technical and vocational subjects through the teaching of a language which is not
mother tongue for most pupils, i.e. the teaching of subject content (e. g.
mathematics) is integrated with the teaching of a foreign (working) language (for
a detailed description and concrete examples of analyses, see Pokrivéakova, 2007,
2008).

Confirmed didactic positives of CLIL in foreign language teaching may be
summarised as follows:

- pupils are involved into contextualised tasks;

- they use foreign language in meaningful communication and in natural conditions
(they really communicate, do not use language in artificially evoked situations);

- primary attention of pupils is focused on the content of communication, not on
the foreign language with which they want to communicate (this significantly
removes pupils” fear of errors), which brings them closer to natural conditions;

- applying integrated approaches, pupils, must use their life and school experience
(including interdisciplinary relations);

- Other than foreign language communication competences (intercultural,
aesthetic, etc.) are intensively developed as well.

In pre-school facilities, at the first level of basic schools as well as at most
common schools applying CLIL in Slovakia there is the so-called immersion CLIL
programme. The primary language of education is the pupils” mother tongue, while a
foreign language is used only during some lessons, for some topics or in some
subjects. Johnson and Swain (1997) define immersion programmes as follows:

The L2 is a medium of instruction.

The immersion curriculum parallels the local L1 curriculum.

Overt support exists for the L1.

The program aims for additive bilingualism.

Exposure to the L2 is largely confined to the classroom.

Students enter with similar (and limited) levels of L2 proficiency

The teachers are bilingual.

The classroom culture is that of the local L1 community.

Emphasis is here placed on the development of mother tongue and culture,
foreign language in this case having a function of secondary, added, additional,
developing language. The aim of the immersion type of teaching is preparation for an
additive programme.

The additive programme of foreign language teaching through CLIL is aimed at
teaching a foreign language, but without endangering the dominant position of the

ONOUhEWNE
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mother tongue. The objective of the additive programme is to educate a bilingual
person who can communicate in two (or several) languages fluently and in various
communication situations, being always aware of his/her linguistic and cultural
belonging.

The subtractive programme of foreign language teaching through CLIL, i.e. the
case when the foreign/working language is used at the expense of the mother tongue
and national cultural values remain unnoticed (but they are not suppressed), is not
carried out at Slovak public schools.

Main objectives
In 2008 the project team consisting primarily of the staff of the Department of

Language Pedagogy and Intercultural Studies received a grant to carry out the project

KEGA 3/6308/08 Content Reform and Modernisation of Teaching Foreign

Languages at Basic and Secondary Schools: Creating Conditions for Effective

Application of the CLIL Methodology. During the project’s three year period (2008-

2010) the team was pursuing the following objectives:

1. To provide practising teachers and students of foreign language teacher training
with the most updated information and experience with the CLIL methodology in
foreign language teaching, which has proved itself and has been widely used in
the EU member states, but has no tradition at Slovak elementary schools,
especially at their first level, and is neither theoretically nor methodologically
elaborated.

2. To contribute to the modernisation and improvement of foreign language
teaching at the primary level of Slovak schools through the creation of material
conditions for systematic application of the CLIL methodology at Slovak basic and
secondary schools.

3. To publish a set of scholarly works and teaching handbooks for teachers and
students of foreign language teacher training aimed at theoretical fundamentals
and practical aspects of the CLIL methodology.

4. To develop international cooperation of pedagogical faculties and educational
(training) institutions devoted to the professional training of foreign language
teachers for younger and older school ages.

Published outcomes

During the project duration, the team members had 56 presentations at
international scientific conferences (19 of them were abroad) where they
disseminated, promoted and compared preliminary outcomes with the results and
experience of other scholars. Project outcomes include monographs (Pokrivéakova,
2008a, 2008b, 2009a) and individual papers, published in conference proceedings
and journals, summarising the latest information from the Slovak and foreign
teaching practice in the area of content and didactic reform using CLIL methodology.
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In this way the project team, in agreement with the first aim of the project, gave
teachers and students of foreign language teacher training the most updated
information and experience with CLIL methodology.

Attention to general pedagogical-didactic questions of applying CLIL methodology
at basic schools has been paid attention to by several authors in their studies, dealing
especially with the questions of the need to increase creativity (Filo, 2008), emotional
status (Valdbik, 2009a), increasing motivation of younger learners (Pokrivéakova,
2008c), and effective use of teaching strategies of pupils during the acquisition of
foreign languages (Horvathova, 2009c). They also touched upon the inevitability of
continual training of basic school teachers and creativity in the area of foreign
languages (delaegher, Pokriv¢akova, 2008).

An interesting view of the overlapping of neurodidactics, psycholinguistics and
the theory of teaching foreign languages, with special emphasis on CLIL
methodology, was brought in the studies and monographs by Valabik (2008a, 2008b,
2009b) and Stranovska (2010).

The linking of CLIL to modern information-communication technologies was
treated in the essays by Filo (2008b), Horvathova (2009a, 2009b) and Vesela (2009b).

The team members were also concerned with the question of increasing the
effectivity of foreign language teaching through a joint application of CLIL and literary
artistic texts (Pokrivéakova, 2009¢c; Zemberova, 2008, 2009¢, 2010b; Winklerova,
2009a).

Much attention was paid to CLIL and the development of intercultural
competences of pupils (Bencic, 2009; Kuklova, Mala, 2008; Reid, 2009a, 2009b, 2010;
Winklerova, 2009b; Zemberova, 2009a, 2009b;), and, in the last year, also to specific
questions of using CLIL in teaching foreign languages to pupils with special
educational needs (Pokrivéakova, 2009d; Reid, Stranovska, Horvathova, 2010).

Conferences and methodological workshops

On 2 July 2008 an international scientific conference connected with a
methodological workshop for teachers of basic and secondary schools Foreign
Languages at School 5 was organised, with CLIL methodology was one of its focal
themes, and one of the conference sections being devoted only to this topic. There
were 98 participants at the conference and its outcome was a CD collection of
research works entitled Foreign Languages at School (Pokrivéakova, Filo, 2008).

The success of transforming knowledge and experience, acquired through the
project, into the training of future teachers of foreign languages was verified at the
international conference of student research works Foreign Languages and Cultures
2009 (24 April 2009), which dealt with the questions of methodology and
intercultural aspect of CLIL. The best works were published in a CD collection of
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essays (Zemberova, Veseld, 2009), and are also available on the departmental
website (klis.pf.ukf.sk).

On 2 July 2009 the conference Foreign Languages at School 6 was organised as
part of cooperation with the Department of English Language and Literature,
Pedagogical Faculty of Masaryk University in Brno. The conference included a section
focused on current problems in the application of CLIL methodology at basic and
secondary schools, as well as the section of practical methodological workshops for
practicing teachers, with model teaching procedures and activities (see Vesel3,
2009a).

The possibilities of using CLIL in the development of intercultural and
multicultural competences of pupils were explored at the international conference
lanua ad Linguas Hominesque Resetata Il, which took place on 4 September 2009 in
Paris (organised in cooperation with the institute INALCO Paris). Individual essays are
available in the book edited by Bencic, Melusova and Jamborova (2009).

An increasing interest of students of English teacher training in Slovakia as well as
abroad in CLIL at all levels of education was repeatedly manifested at the
international conference of student research works Foreign Languages and Cultures
2010 (see Zemberova, 2010a).

The Project’s final international conference was organised under the title Foreign
Languages at School 7 (1-2 July 2010), containing an independent section and
methodological workshop for teachers of basic schools with special emphasis on the
teaching of foreign languages at the 1 level of basic schools. Papers and presented
methodological procedures were published in the form of a CD proceeding (Veseld
ed., 2010) and they are also available online at the web site www.klis.pf.ukf.sk.

Set of teaching handbooks:

During the three years project duration the team cooperated with teachers of
basic schools in the preparation and publishing of teaching materials for CLIL
(worksheets, lesson plans, teaching instructions). In 2010 a series Teaching Materials
for the Teaching of Pupils at the 1% Level of Basic Schools, based on CLIL, was
published and made available online at the website of the Department of Language
Pedagogy and Intercultural Studies (www.klis.pf.ukf.sk). The series consists of the
following teaching handbooks:

Science 1* year (ISBN 978-80-8094-757-6);
Science 2™ year (ISBN 978-80-8094-758-3);
Science 3" year (ISBN 978-80-8094-750-0);
Science 4" year (ISBN 978-80-8094-760-6);
Informatics 1°* year (ISBN 978-80-8094-761-3);
Informatics 2™ year (ISBN 978-80-8094-762-0);
Informatics 3" year (ISBN 978-80-8094-763-7);
Informatics 4™ year (ISBN 978-80-8094-764-4);
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Mathematics 1% year (ISBN 978-80-8094-765-1);
Mathematics 2™ year (ISBN 978-80-8094-766-8);
Mathematics 3™ year (ISBN 978-80-8094-767-5);
Mathematics 4™ year (ISBN 978-80-8094-768-2);

Website for teachers

On 3 November 2008 the Project’'s website was introduced (at
www.amos.ukf.sk/clil), containing the latest information about CLIL, materials for
teachers and teaching aids for the application of CLIL at basic and secondary school
level. The website also includes a discussion forum for teachers and everyone
interested in CLIL methodology. The site can be consulted by professionals, teachers
and students even after the project is over.

Workshops for teachers

In the years 2008-2010 the project team, in cooperation with the State
Pedagogical Institute in Bratislava and MPC Bratislava, organised 12 teaching
workshops for teachers of basic and secondary schools related to CLIL methodology
and its concrete application in English teaching.

Experimental verification of didactic efficiency of CLIL at the first level of basic
schools in foreign language teaching

Providing teachers with the updated information on recent trends and
procedures, as well as the preparation of teaching materials have proved as an
inevitable starting step for efficient application of CLIL methodology at Slovak schools
already in the last project KEGA 3/3036/05 Innovations in the Preparation of
Teachers of Foreign Languages: CLIL and LLIL (2005-2007) to which this project was a
direct continuation. However, the project team did not want to leave out a very
important aspect of the application of new methodology in teaching, which is its
didactic efficiency. In order to ensure the quality of teaching procedures as well as
the newly originating teaching materials for the CLIL methodology, we welcomed an
opportunity to join the project of experimental verification of the CLIL methodology
under the name Didactic Efficiency of the CLIL Methodology at the First Level of
Basic Schools in Teaching Foreign Languages, which was approved by the Ministry of
Education of the Slovak Republic on 20 May 2008 under the number CD-2008-9077
(for more see Menzlova, Farkasova, Pokrivéakova, 2008).

The project included the following experimental schools:
Zakladna skola s materskou skolou, 064 01 Chmelnica 58;
Zakladna skola, Hrnciarska 2119/1, 960 01 Zvolen;
Sukromnad zakladna $kola, Oravska cesta 11, 010 01 Zilina;
Zakladna skola, Hradna 22, 940 56 Nové Zamky;
Zakladna skola, Polianska 1, 040 01 Kosice;

A S
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Zakladna skola, Rajcianska ulica 3, 821 07 Bratislava;

Evanjelicka zakladna skola, M. R. Stefanika 17, 036 01 Martin;

Z5 SSV, Skuteckého 8, 974 01 Banska Bystrica;

Evanjelicka spojena Skola — Evanjelicka zakladnd $kola b. Jura Janosku,

Komenského 10, 031 01 Liptovsky Mikulas;

10. Sukromna zakladna skola, Starozagorska 8, 040 23 Kosice;

11. Zakladna skola s materskou skolou, Odborarska, Bratislava;

12. Sukromna zakladna skola Wonderschool, Majernikova 64, 841 05
Bratislava;

13. Sukromna zakladna skola Galakticka 9, 040 01 Kosice;

14.Zakladna skola s materskou Skolou Za Kasarnou 2, 831 02 Bratislava.

oo N

The main objective of experimental verification of the introduction of CLIL into
the first year of basic schools for all pupils results from the functions of language as
a means not only of communication, but of knowledge and thinking as well. The
experimental verification should define suitable ways for the application of a foreign
language into subjects, find suitable contents, prove its influence on motivation and
learning outcomes, prepare teaching and didactic materials for foreign languages —
English, German, Russian and French (potentially, based on conditions, also French
and Italian). Another objective is to help pupils become aware of the importance of
a foreign language as a communication device and, at the same time, of its cognitive
function, which will support the importance of interdisciplinary relations in the
educational process.

The main objectives of experimental verification were defined as follows:

- toincrease motivation of students to study foreign languages as well as other
subjects,

- toincrease quality of language skills of pupils at the first level of basic schools in
common classes,

- toincrease motivation of teachers, to increase cooperation of teachers at the
school,

- to improve interdisciplinary communication and strengthen interdisciplinary
relations,

- to acquire new contacts with foreign schools as well as other schools in the SR,

- toinvolve other pupils, through integration of teaching contents, into
contextualised tasks, to allow them to use language meaningfully and in natural
conditions,

- toincrease number of lessons for a foreign language without having to increase
the number of lessons allotted to the foreign language as a subject (foreign
language within other subjects),

- to acquire intercultural knowledge and ensure links with other subjects,

13



- In agreement with ITV principles to facilitate the integration of all senses and
various teaching styles into in foreign language teaching.

The team responsible for experimental verification formulated the following

hypotheses:

1. We expect that pupils from experimental classes will have at the end of the 4"
year a higher score in motivation than the control group pupils.

2. We expect that pupils from experimental classes will have at the end of the 2™
year better results in listening comprehension skills than the control group pupils.

3. We expect that pupils from experimental classes will have at the end of the 4"
year better results in all communication skills (listening comprehension, reading
comprehension, speaking and writing) than the control group pupils.

4. We expect that pupils from experimental classes will have at the end of the 4"
year better active vocabulary than the control group pupils.

To obtain the necessary data, the team will use a combination of the following
methods: a motivation measuring questionnaire (for 2" and 4" year pupils), didactic
test measuring the listening comprehension of 2" year pupils, didactic measuring of
outputs of all skills for 4" year pupils, analysis of the evaluation records about the
pupils and psychological tests at the beginning of 1% year, in 2" and 4" year.

Preliminary results of the pedagogical experiment

In agreement with the approved project plan, the emphasis in the 2009/2010
school year was also placed on the first measuring of outputs of teaching
English/German languages in experimental classes of the participating basic schools
using CLIL in teaching foreign languages. The outputs measurement was carried out
by testing a group of 220 pupils (189 pupils were tested in English language, 31 pupils
in German language). The testing was carried out in June 2010 through the test tasks
selected and verified by participating teachers. All test tasks were aimed at assessing
communication skills of pupils in listening comprehension.

The first task assessed the pupils” skills to comprehend the listened to text, and to
identify in it the names of common meals in connection with a person consuming
them. Pupils answered by circling the picture of a given food/meal using various
colours (classification and connection of concepts). Two items in the text were not
drawn, pupils could use the listening to complete the picture and make a circle
according to the original instruction. The task in English was done by 202 pupils from
7 schools: EZS Martin, Z§ s MS Odborarska, Bratislava, SZS, Zilina, ZS Raj¢ianska 3,
Bratislava, ZS Hrnéiarska, Zvolen, ZS Polianska, KoSice, Za kasarfiou, Bratislava, ZS
Hradna, Nové Zamky. The overall success rate of pupils in this test task reached
89.45%, with success in individual items fluctuating between 78.31% - 98.41%.

The task in German language was done by 31 pupils from 2 schools: Z§ s MS
Chmelnica and ZS SSV Banska Bystrica. The overall success rate of pupils in this test

14



task was very high, that is 89.63%, with success in individual items fluctuating
between 100% - 90.32%.

In the second task the pupils were expected to listen to the text and identify
numbers from 1-10, and to draw the identified number with an adequate number of
candles on pre-drawn cakes (work with numbers in conceptual context). The task in
English language was done by 139 pupils from 5 participating schools: EZS Martin, ZS
s MS Odborarska, SZ$ Zilina, ZS Raj¢ianska 3, Bratislava, ZS Hrnéiarska, Zvolen. The
overall success rate in this task was very high, reaching 96.40%, with success in
individual items fluctuating between 89.93% - 99.28%.

In the third task pupils were listening and identifying the names of human body
parts in the context. Subsequently, into the worksheet they wrote a number next to
the picture of a given part of human body and added the name of the part in the
foreign language (a list of names in a written form was given under the instruction to
the task, so pupils could immediately verify the written form of the word). The third
task in English language was done by 139 pupils from 5 participating schools: EZS
Martin, 2§ s MS Odborarska, SzS Zilina, Z§ Rajcianska 3, Bratislava, ZS Hrnéiarska,
Zvolen. The overall success rate was again very high, up to 90.79%, with success in
individual items fluctuating between 82.73% - 96.40%.

Tab. 1: Overall average success rate of pupils in experimental groups

Task Success rate in %
1-AL 89.45
1-GL 89.63
2.—AL 96.40
3.-AL 90.79
Average success rate 91.56

The obtained results point to very good educational achievements of pupils
learning through CLIL methodology and to a very good quality of acquired language
skills in the area of foreign language listening comprehension. At this stage, however,
it is not possible to provide a complex evaluation of none of the set hypotheses, since
the project objectives as well as methodology of the evaluation of success rate is
based on the comparison of the achievements of pupils in 2" and 4" years of
experimental verification. Therefore the first synthesising results may be formulated
only in the 4" year into the project. Currently the results will serve in the evaluation
stage as a starting basis for the subsequent comparison.
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Results acquired through questionnaire KHE ¢} udE

The monitoring of pupils in experimental classes also included determining of
how children perceive and value their class, the activity in it, as well as their own
experiences. We used the questionnaire Our classroom 2, which was adapted for a
given age group (the number of items was reduced and the wording was adapted to
the comprehension of 8-year children). We focused on 3 areas: Satisfaction,
Competitiveness and Difficulty in class. Individual areas were represented by 3-5
items, to which children were expected to answer by “yes — no“. The maximum
number of points was 3, the lowest 1. The questionnaire was filled in by 142 pupils
from 7 schools (9 experimental classes). Table 2 brings summarising results.

Tab. 2: Questionnaire Our classroom 2 — average values in items (N=142)

Item Average value
Satisfaction 2.59
Competitiveness 2.41
Difficulty 1.91

As positive results can be high Satisfaction — perception of peace, pleasant
experiences, good relations and pleasure of one’s activity at school/in classroom. A
relatively high score in Competitiveness is characteristic for “selected” classes, with
quite frequent support given to ambition, the effort to achieve best possible results,
which does not have to suit some children’s learning styles. So far, however,
competitiveness is perceived positively by pupils, since in the next area — Difficulty —
the average result is low. Pupils thus do not consider learning a burden; they can
work independently and do not need special guidance during school work and task
work. The last three questions capture how pupils perceive inclusion of a foreign
language into other subjects, i.e. we were finding out the opinions of children
concerning lessons taught through CLIL methodology in mathematics (M) and science
(S). The point values moved from 3 (lessons M/S were easy for me) to 1 (lessons M/S
were very difficult for me). The third item showed the opinion of pupils as to if, or to
what extent, they liked such lessons (points 3 - 1). Data are given in Table 3.

Tab. 3: CLIL through the eyes of children (N=142)

Item Average value
Mathematics 2.42
Science 2.60
Opinions 2.56
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The data show that mathematics lessons seemed difficult to several pupils, while
in science a foreign language was perceived more favourably. Most children liked
their CLIL lessons; however, several evaluations were negative (though the lessons
were not considered difficult). Even though the results obtained from experimental
classrooms are only informative, they bring to light several areas to which more
attention is to be paid — especially, the content and methodological side of teaching
through CLIL, as well as the necessity of further guidance for teachers — the class- as
well as ,language“-teachers — in their preparation of materials and procedures.
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MODERNIZATION OF TEACHING FOREIGN LANGUAGES
THROUGH CLIL METHODOLOGY

Jana Luprichova

If we walk along the main street in any European country, we may hear people
talking in different languages. It is because our continent — Europe — is multilingual.
But we have to admit that relatively few of us prove it.

According to the encyclopaedia, Multilingualism is the use of two or more
languages, either by an individual speaker or by a community of speakers. The
question is what language we should learn to be able to understand and
communicate with the others as much as possible. The European Union consists of 27
countries and each one has its own official language; and there is still tendency that
this number will increase further.

Europe is rich for different languages and cultures and our right is to protect this
heritage. Therefore the Committee of Ministers of the Council of Europe have
recommended the following (CEFR, 2001):

- that the rich heritage of diverse languages and cultures in Europe is a valuable
common resource to be protected and developed, and that a major educational
effort is needed to convert that diversity from a barrier to communication into a
source of mutual enrichment and understanding;

- that it is only through a better knowledge of European modern languages that it
will be possible to facilitate communication and interaction among Europeans of
different mother tongues in order to promote European mobility, mutual
understanding and co-operation, and overcome prejudice and discrimination;

- that member states, when adopting or developing national policies in the field of
modern language learning and teaching, may achieve greater convergence at the
European level by means of appropriate arrangements for ongoing co-operation
and co-ordination of policies.

Languages in Europe

The European Union has 23 official languages and more than 60 indigenous
regional or minority language communities. These vary from ancient Celtic tongues in
the west of Europe, such as Gallic and Welsh, to minority languages in Eastern
Europe, such as Kashubian in Poland and \Latgale in Latvia
(http://ec.europa.eu/education/languages/languages-of-europe/index_en.htm).
According to recent reviews done by Eurydice report and the Council of Europe
country report at 18% of speakers, German is the most widely spoken mother
tongue, while English is the most widely spoken language at 51%. There are five most
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used, and spoken second or foreign languages in the European Union: English,
German, French, Russian, and Spanish, followed by Italian.

56% of citizens in the EU member states are able to hold a conversation in one
language apart from their mother tongue. This is 9 points more than was perceived in
2001 among the 15 member states at the time. 28% of the respondents state that
they speak two foreign languages well enough to have a conversation. Still, almost
half of the respondents (44%) admit not knowing any other language than their
mother tongue (EACEA, 2008).

The last mentioned number is alarming because it means that almost half of the
European population is not able to make themselves understood. On the other hand,
we have to admit that this survey is very general and reflects only to the percentage
relating to adult population. The situation with the younger population is much more
different. English belongs to the most widely taught foreign language in Europe and
children start studying it as early as primary school level. According to Eurydice
report in 17 countries, English is taught to 50 % or more of all pupils at this level.
German is the most widely learnt language in Luxembourg. In three other countries
in central and Eastern Europe, namely the Czech Republic, Hungary and Poland, the
proportion of pupils in primary education who learn German is greater than 10 %.
French is the most widely taught foreign language in Belgium and Ireland. In Belgium
(the German-speaking Community), all pupils in primary education have to be taught
French as their first foreign language (or German if they are from the French-
speaking minority). The proportion of pupils learning French at primary level is higher
than 60 % in Luxembourg. In Romania, over 20 % of pupils in primary education are
taught French, which is the second language. All these languages are taught as their
second languages. It means, during these lessons they improve all skills — listening,
reading, writing and speaking.

There have been recorded several positive aspects in a position of foreign
languages in the curriculum (acc. to EACEA, 2008):

- 7% of pupils aged 15 say that at home they speak a language other than the
language of instruction;

- compulsory teaching of a foreign language is beginning at an increasingly early
stage;

- in the great majority of European countries, the curriculum enables all pupils to
learn at least two foreign languages during compulsory education;

- in lower secondary education, 58 % of pupils learn two or more languages;

- schools may also make foreign language learning compulsory;

- content and language integrated learning is included in normal provision in most
education systems;

- a majority of countries recommend use of the Council of Europe CEFR for
assessment.
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All figures mentioned above are just for illustration to summarize what the
situation with languages in European countries look like. These facts have persuaded
us that learning foreign languages should belong to dominant features in the future
and our task as teachers is to help to students to achieve positive effect and at the
same time to reach the goal that European citizens can be at certain situations just
mono- or bilingual.

Teaching methods versus teachers

Methodology of teaching foreign languages has undergone major changes
throughout the history of teaching. In the centre of it is always a teacher who plays
different but important roles. The role of a teacher in society is both significant and
valuable. A popular teacher becomes a model for his/her students. The students try
to follow their teacher in his/her manners, costumes, etiquette and style of
conversation. He or she is their ideal. Of course, each teacher brings his or her own
particular expertise to the teaching process; the role to play in ensuring children and
young people’s achievement and well-being. Basically, there are three main
activities — roles that teachers have to manage simultaneously:

1. Managing a group
2. Managing the activities
3. Managing the learning

Saying it other ways, the role of the teacher is that of a facilitator of learning:
leading discussions, asking open-ended questions, guiding process and task, and
enabling active participation of learners and engagement with ideas.

Besides these basic roles, there are the other ones, as they are described by
Manak (1990, s. 61) he adds the following functions:

- planning — preparation for a learning process;

- motivational — a teacher should support mainly inner motivation while teaching;

- organizational — to be able to organize his/her own work and students ones as
well;

- control;

- valuation.

However, there are the other roles and functions that a teacher should be ready
for, they are named by McCrorie (2006). The author includes the other roles that may
be adopted by teachers:

- the instructor, who imparts information to students;

- the neutral chair;

- the consultant, from whom learners can ask questions;
- the devil’s advocate;

- the commentator;

- the wanderer, such as in a larger workshop;

- the absent friend.
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To summerise all the mentioned roles and functions up, we have to confess that a
role of teacher belongs as the hardest one. Fortunately, teachers are not the only
people influencing students’ lives. Wentzel (1998) was doing research where she paid
her attention to other factors that influence students lives and play some role during
educational process — their peers and parents, too. She has found out in her study
that perceived support and role from parents was the only type of support that
predicted students’ academic goal orientations.

Perceived support from teachers was unique in its relations to outcomes most
proximal to classroom functioning, interest in class and pursuit of goals to adhere to
classroom rules and norms.

During our training years, we were trained to act as actors while teaching. To
stand in front of a class is like to be on a stage in a theatre and our role is to persuade
the audience — the students, about our qualities and professionalism to achieve
success and acknowledgment and leave all negative feelings, pain and pessimism in
front of a class.

Therefore, we have to agree with Crystal, who claims that “the actor and the
teacher inhibit the same stable. They both have to put on a show. The headache that
the actor has to ignore before walking on stage affects no less the teacher entering
the classroom. They both have to deal with audience nuisances. They both have to
watch out for the same risks / such as vocal nodes, or the other conditions which can
affect the vocal cords when people strain their voice too much. The actor has to put
on the same level of performance, night after night. The lecturer has to do the same,
but often hour after hour. [...] They the students must have enjoyed the experience.
How else can there be successful learning experience, if there’s no enjoyment?”
(Crystal, 2009, p. 34).

Being able to reach all goals and acknowledgment from students, the teacher has
to handle various teaching techniques before entering the class, which ones are
suitable for different groups of students and levels as well. Indeed, the teacher
should consider if planned teaching techniques will be the most effective for
presumed intention.

It is generally known that teaching techniques have gone through many changes
over the past century. There were some well-known and most used teaching
methods. All of them are described in detail in Larsen-Freeman’s book d Zv]<u *

v WE]V %0 ¢ v > vR2008) widch wag vébublished again recently.
Readers of this book “are invited” into classrooms to see for themselves a method in
action. The book provides practical, step-by-step guidance for new teachers, while
introducing more experienced teachers to new approaches and teaching ideas.

1. The Grammar Translation Method — a fundamental purpose of learning
a foreign language is to be able to read literature written in the target language. To
do this, students need to learn about grammar rules and vocabulary of the target
language.
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2. The Direct Method — teacher using this method intends to learn how to
communicate in the target language. In order to do this successfully, students should
learn to think in the target language.

3. The Audio-lingual Method — teachers want their students to be able to use the
target language communicatively. In order to do this, they believe students need to
overlearn the target language, to learn it automatically without stopping to think.
Their students achieve this by forming new habits in the target language and
overcoming the old habits of their native language.

4. The Silent Way — students should be able to use the language for self-
expression — to express their thought, perceptions, and feelings. In order to do this,
they need to develop independence from the teacher, to develop their own criteria
for correctness.

5. Desuggestopedia — former name of this method was Suggestopedia. New
name reflects the importance placed on desuggesting limitations on learning.
Teachers using this method hope to accelerate the process by which students learn
to use a foreign language for everyday communication. In order to do this, more of
the students’ mental powers must be tapped.

This is accomplished by desuggesting the psychological barriers learning bring
with them to the learning situation and using techniques to activate the
“paraconscious” part of the mind, just below the fully-conscious mind.

6. Total Physical Response — teachers who use TPR believe in the importance of
having their students enjoy their experience in learning to communicate in a foreign
language. In fact, TPR was developed in order to reduce the stress people feel when
studying foreign languages and thereby encourage students to persist in their beyond
a beginning level of proficiency.

7. Community Language Learning — teachers using this method want their
students to learn how to use the target language communicatively. They want their
students to learn about their own learning, to take increasing responsibility for it, and
to learn how to learn from one another. All of these objectives can be accomplished
in a non-defensive manner if a teacher and learner(s) treat each other as whole
persons.

8. Content-based, Task-based, and Participatory Approaches — this method is
centred on giving students opportunities to practise using the communicative
function of making predictions. The approaches do not begin with functions or any
other language items. They give priority to process over predetermined linguistic
content.

9. Communicative Language Teaching — the goal is to enable students to
communicate in the target language. To do this students need knowledge of the
linguistic forms, meanings, and functions. They need to know that many different
forms can be used to perform a function and also that a single form can often serve a
variety of functions. They must be able to choose from among these the most
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appropriate form, given the social context and the roles of the interlocutors. They
must also be able to manage the process of negotiating meaning with their
interlocutors.

Teachers can use these methods to develop and improve students’competencies
in six fundamental areas of learning and teaching foreign languages (Pokriv¢akova,
2010):

- teaching vocabulary;

- developing listening skills;
- developing speaking skills;
- developing reading skills;
- developing writing skills;

- teaching grammar.

The teacher’s role is to integrate critical thought, examination of emotion and
moral values and factual data to broaden the learning experience and make it more
relevant to everyday life situations. If the role of a teacher is to teach, the role of a
student must be to learn. However, it has been agreed that learning is not only an
exercise in reading and reciting facts, but in gaining a deeper insight of events and
situations. This is where drama becomes an invaluable tool. Through the use of
drama and dramatic conventions a teacher does not only teach and learn the “what”
but also the “why” and “how”. Above mentioned approaches only prove how this
process is difficult to manage.

CLIL Methodology

Researchers have been dealing with the idea how to make the process of learning
foreign languages easier in a last decade. They have come with the new way of
teaching via using CLIL method — Content Language Integrated Learning. This term
was coined by David Marsh, from University of Jyvédskyld in Finland (1994): ~ >/>
E ( Ee 8} ]33 8]}ve AZ E spi SeU }JE % ESe }( epi &
ovPu P A]8Z} mp o JueU v uoC 38Z o Ev]vP }( }v
eJuposS v }pue o EvV]vP }( (IMErShPI99G ¥ P P

CLIL is a method which is gradually implemented to schools as an effective way of
improving students’ foreign language skills. There has been defined several
definitions that describe its meaning in various contexts:

N> € (Ee SKIwWE poa S]}vo JVEZEZR v 1S]}v «
o vPu P U §Zpue v}S pep 00C 8Z (]JE+S o vPu P }( SZ
u Jpu lv §Z § Z]JvP \Y o EwwPpu P vivs v§

(www.clilcompendium, 2010)

NS> E (Ee 8} ¢]Spu 8]Ive AZ E epeiU S BEIBZ EESZ G
(J& ]Pv o VPu P r(AlZ MdweU v uoC 8Z o EvV]vP }( Hh
eJuposS v }pe o EV]VvP }( (MErshP200n X Pp P
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CLIL is the modern teaching method that (' 34daches children two languages
simultaneously through non-invasive way. Young pupils are the ones who can adapt
to various kinds of teaching methods easily in spite of the fact that it sometimes
looks too difficult to older students. It has been already proved that children can
learn more than one language at the same time and this fact can be supported by
using this method in primary schools mainly if parents are not so skilled in any
foreign language and therefore they are not able to start teaching them in their early
age at home.

Learning a foreign language to children has a lot of advantages — they are very
open, flexible and they can learn new vocabulary in a very natural way — by playing,
singing, drawing, using chants, games etc. Despite the fact that CLIL is implemented
to schools only in the last decade, children at an early age can adopt it easily because
they learn it the way they are used to, the only different is they use it in other
subjects except English language.

Read published in the July 2003 issue of English Teaching Professional called 'Is
Younger Better?’ She agrees with the idea to start learning the foreign language at an
early age because:

- learning is natural;

- learning is contextualized and part of a real event;
- learning is interesting and enjoyable;

- learning is relevant;

- learning is social;

- learning belongs to the child;

- learning has a purpose for the child;

- learning builds on things the child knows;

- learning makes sense to the child;

- the child is challenged appropriately;

- learning is supported appropriately;

- learning is part of a coherent whole;

- learning is multi-sensory;

- the child wants to learn;

- learning is active and experimental;

- learning is memorable;

- learning allows for personal, divergent responses;
- learning takes account of multiple intelligences;
- the learning atmosphere is relaxed and warm.
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Primary schools generally provide an ideal context for a whole learning
experience appropriately structured to meet children’s needs. Through ‘learning by
doing’ and ‘doing by learning’, language competence can be built up gradually and
naturally and provide the basis for more abstract, formal learning in secondary
school. Therefore, applying a foreign language using CLIL method to other subjects at
such an early age can be very efficient.

Many years of experience in Slovakia has proved that most of graduates have a
problem with communication skills. Their study of foreign language is focused on
memorizing many words and phrases and they do not spend enough time with
practising them (Lojova, 2004). This fact does not affect students who are able to
spend time in a country whose language they are learning.

Goal of using CLIL method at an early age it should provide to students an
adequate practising of acquired curriculum what would improve the quality of
teaching and memorizing the curriculum content. We presume that implementing
CLIL method in other subjects would improve later communication skills in a foreign
language at graduates.

There is a tendency in Slovakia that CLIL is used by teachers of English who teach
other general subjects. It is said that there is no need to have a strong background in
science, geography, history, social studies, etc. to be able to manage teaching of
these subjects using CLIL method. However, we consider that these subjects should
be taught by competent teachers with the qualification in a particular subject with
foreign language skills. The main reason why English teachers are “forced” to teach
general subjects using CLIL method is the one that there is a lack of general teachers
with good language skills.

The Ministry of Education has realized this fact and in September 2007 launched

the national project dZ }v % S]}v }( > vPp P d Z]JvP ]Jv WE]u
N Z } hehich focused on increasing the number of non-language teachers to achieve
the adequate English language skills. The Ministry of Education has analyzed the
situation in primary and secondary schools in Slovakia in detail and prepared a SWOT
analysis where the weaknesses of these schools is evident — general subject teachers
have inadequate or none knowledge of a second language.
The target of this conception is to increase the number of qualified teachers in
foreign languages in the amount of 1,800, which represents a 30% increase in
baseline. Based on this conception, the application of the CLIL method could be
extended to the teachers of general subjects, as they should be skilled enough to
teach their subjects bilingually.

The objectives of the future research
We will focus on the following objectives in the future thesis:
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- to implement CLIL method at the first grade classes in a primary school where a
teacher belonged to group of non-language teachers and has participated in the
national project in purpose to achieve English language skills,

- to analyze the effect of CLIL on students’ attitudes towards English as a foreign
language,

- to find out if the using of English language in general subjects influences students
knowledge and at the same time to find out if their language skills will differ from
students who study the general subjects in an usual way and have a standard
number of English lessons per week.

Most early research data were usually focused on linguistic competences,
whereas currently other research themes have emerged such as “content subject
competence, intercultural competence, content subject methodologies and
evaluation” (Coyle, 2007). In some countries, such as Germany and the Netherlands,
CLIL has been developing over a period of years, but to our knowledge the
measurement of students' attitudes and comparison with students’ attitudes vis-a-vis
regular programmes — where English is only taught as a subject — has been largely
overlooked (Lasagabaster, Sierra, 2009). For this reason, the attitudinal factor is one
of the main objectives in this thesis.

The second important objective of the research will be the focus on a range of
knowledge in a particular subject — for instance Natural science taught in the first
grade of primary schools, former name was “Prvouka”. Recent research has been
mostly concentrated on improving methodology of CLIL method and verifying
students’ level in English language skills. This research will add to its research part the
study of students” knowledge and the influence of using English language within
Natural science subject on their results. We would like to compare these results with
the group of students who do not use English in these lessons.

Research Methods
The research part of the thesis will follow the standard phases of the research
process (Svec, 1998). This chapter defines the particular steps while doing research
and our thesis will apply them as well:
- defining a research problem;
- formulating research questions;
- formulating research hypotheses;
- selecting research methods;
- sampling;
- collecting and processing research data;
- interpretation of findings.
To achieve data the following methods will be applied:
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- Questionnaire — it will be focused on analysing the effect of CLIL method on
students’ attitudes towards English as a foreign language. It will be used in the
beginning of research and compared with results of questionnaire at the end of
study. Secondly, we will use questionnaire to find out how the process of
implementation CLIL method in Slovak primary and secondary schools is running as
well as teachers experiences while using it.

- Experiment in educational research — applying this method will bring us
information about English language knowledge in both groups — so called Control
group = non-CLIL group and Experimental group = CLIL applying group. Our
pedagogical experiment will consist of applying the CLIL method as an element that is
normally not used in everyday teaching. The aim of this experiment is to find out if
CLIL implementation will increase English language skills in Experimental group.
Control group is represented by students who study English in a usual way — number
of English lessons per week is determined by Ministry of Education in Slovakia. In the
beginning of our educational experiment we will prepare and apply entrance tests in
English in both groups. After testing, we will evaluate to find out the results to
discover students’ English knowledge. Similar testing we will apply in the middle of
experiment to see and compare some evident differences. At the end of
experimental period we will do the comprehensive final test on the base of which we
will analyse achieved results. The first entrance test will be so called substandard
didactic test that will be prepared according to curriculum content issued by Ministry
of Education in Slovakia. Mid-test will be done with the purpose to determine
students” English language skills. The final test will include all curriculum content that
students are supposed to know — it means from the beginning of study of English to
the end of the experimental period. All testing of English will be prepared according
to curriculum content which is set by Ministry of Education. To achieve the most
precise results in English language skills at students, we will also use the method of
reading comprehension — so called Cloze test. Establishment of the Cloze test
involves choosing the unknown exact text that would meet the criteria of the text,
consisting of approximately 250 words. The first and last sentences are left as a
whole, then there is a mechanically deleted every en-th word, mostly each fifth term,
but this number is limited to a maximum of 50 words. Students add to the text the
right words. Completing the correct word, students demonstrate that he/she is
familiar with the word, he/she understands the wider context of the text. According
to several authors, such as Gavora, Ross, Cooter, Robinson, Kocourek (cf in Petrasova,
2003), skipping words in the text is a factor due to which it is possible to test not only
understanding the text, but also to control the level of general knowledge of
language structures.

- Besides testing of students in English skills, we will need to find out the level of
students” knowledge in the general subject Natural science in the beginning and also
at the end of experiment. We will apply the same process as it is described above. It
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means there will be applied three tests within the whole experiment. The first one

will be the entrance didactic test to see students’ knowledge in the Natural science

subject the following test will be conducted in the middle and the final test at the

end of experiment. All mentioned tests will be in Slovak language because we want

to find out if CLIL method using in Experimental group will influence students’

knowledge in Natural science subject.

- Observation in Educational Research — goal of observation will be to observe the

teacher if he/she uses CLIL method appropriately, as well as a reaction of students on

using English in a Control group. Observing will serve us to find out how CLIL using is

effective in classes and to gain some information from teachers about benefits and

risks of using CLIL method. Evaluation of received results.

- Mathematics and statistical methods of evaluating the data:

A) Mann-Whitney U test to detect statistical significance of differences in the gross
score in pre-tests and post-tests between the experimental and control groups;

B) Wilcoxon test for statistical treatment of results in both tests between the pre-
test and post-test both experimental and control groups;

C) Arithmetic mean, median, variability rating, a difference of maximum and
minimum.

Hypotheses:

HO We assume that there is no statistically significant difference in English language
skills between the Experimental group and Control group.

H1 Attitudes of students towards English as a foreign language will be different in
Experimental group and Control group.

H2 We assume that English language skills of students in Experimental group will be
statistically significantly higher than in Control group.

H3 We assume that range of knowledge within general subject, natural science, in
the Experimental group will not be statistically significantly lower than in the
Control group.

Implementing process of CLIL methodology
Learning foreign languages is quite a long process during which students are
supposed to acquire an enormous amount of information and be able to understand
and speak in communicative way. Foreign languages are taught at primary schools in
Slovakia usually from the age of 10, sometimes from 8. We can see some
discrepancies while implementing foreign languages into the learning process. One of
the most evident problems is that the adequate follow-up in the various stages at
different school levels is not ensured. It could be resolved in the new conception of
language teaching in primary and secondary schools, as we mentioned earlier.

National Institute for Education in Slovakia has come with the project ] §]

(( 8]JA v ee >/> D 387} v 8Z &]E+3 "§ P }( WE]u EC
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(Menzlova, Farkasova, Pokriv€akova, 2008). The main objective of the project is a

verification of CLIL implementation into the first year of study in primary schools for

all students. The purpose of this target is not only to achieve communication skills in

a certain foreign language but to use the language as a tool of knowledge and

thinking. The authors of the project are planning to find the appropriate ways of

foreign language applications in school subjects and education, to find appropriate

content, to verify the effects on motivation and students’ results, to prepare training

materials and methodology for foreign languages, such as English, German, Russian

and French (with the possibility to extend it to Spanish and Italian languages). The

following goal of the project is to help to students to realise the importance of

foreign language as a communication tool and at the same time to realise its

cognitive function.
There are several sub-objectives in the project:

- toincrease the motivation of students towards foreign languages and other ones
as well;

- to improve the language skills quality of students in the first level of primary
schools, in ordinary classes;

- toincrease the teachers’ motivation, to support the cooperation among teachers
in school;

- to improve cross-curricular communication and to support cross-curricular
relationship;

- to obtain new contacts with foreign countries and with other schools in Slovakia;

- to engage students into contextual tasks, enable them to use language in natural
conditions;

- toincrease the total number of foreign language lessons;

- to obtain intercultural knowledge and to ensure coherence with other subjects.

The implementation of the objectives will be finished by December 2013.
Afterwards, the authors will work on comparing achieved results, do some evaluation
and come up with some contribution for practise which they are planning to present
in seminars. Similar process is going to be implemented in the Czech Republic. The
Ministry of Education, Youth and Sports have presented their intention of using CLIL
in their pages (see www.msmt.cz/vzdelavani/content-and-language-integrated-
learning-v-cr?lang=1). They suggest for lower classes to have maximum one foreign
language lesson a week and one lesson applying CLIL method. As the students will be
more skilled in a foreign language, the number of non-language subjects using CLIL
method will increase.

The Ministry of Education in the Czech Republic have suggested the following
number of lessons with CLIL (Science and English language):
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Tab. 1: Recomended number of CLIL lesons at Czech primary schools (elementary

level)
1st grade in primary schools
Subject 1st class | 2nd class |3rd class | 4th class | 5th class
English language (EL) 0 0 3 2 1
Science (Prvouka) 1 2 2 2 1
Integration of Science and EL) 0 0 1(0+1) | 2(1+1) | 4(2+2)

The total number of lessons for English language (9 lessons) and Science (12
lessons) in the first grade of primary schools is remaining. Proposal of a number of
CLIL lessons in the second grade:

Tab. 2: Recomended number of CLIL lesons at Czech primary schools (lower
secondary level)

2st grade in primary schools
Subject 6st class | 7th class | 8th class | 9th class
English language (EL) 1 1 1 1
Physics 0 2 1 2
Chemistry 0 0 2 1
Nature Study 2 1 2 2
Geography 1 2 1 0
Integration of EL with other subjects :Lizgizy EL(?I\E gl_(iJrPlr: :L(i+cl|-)|

The relevant people in the Ministry of Education admit that schools in the Czech
Republic have problems with the lack of qualified foreign language teachers.
Therefore, implementation of CLIL method is more difficult comparing with schools in
the western or northern part of Europe. On the basis of this fact, it is necessary to
implement CLIL method step-by-step to schools. It will not be possible to apply CLIL
method in such an amount as they would plan to.
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Another situation is in Spain, namely in the Basque Country, where they have
gained the first results in using and applying CLIL method in schools. Results have
been presented by Zarobe (2010) in CLIL Research Journal. In this paper she is
analyzing Content and Language Integrated Learning (CLIL) in the Basque Country in
Spain, where many schools are progressively adopting a content-based methodology
in the classroom to incorporate English as a third language in bilingual (Basque-
Spanish) contexts. She analyses the differences between CLIL and English-as-a-foreign
language (EFL) instruction in the case of bilingual students learning English. More
specifically, she describes the differences between both approaches by means of a
longitudinal project, where the main differentiating variable between the groups is
the type of programme (CLIL vs. EFL). The study was conducted in three school
programmes in the Basque Country, selected to include different approaches to CLIL.
The following table provides information about the corpus analysed.

Tab. 3: Corpus analysis data for Zarobe’s research (2010)

Secondary 3 Secondary 4 Pre-university
(Baccalaureate
Number of Non-CLIL:29  CLIL | Non-CLIL:18  CLIL | Non-CLIL: n7  CLIL
students 1:24 CLIL2:36 | 1:16 CLL2:17 | 1:x  CLIL2: 14
Age when data 14-15 15-16 17-18
collection
Hours of Non-CLIL: 695 Non-CLIL: 792 Non-CLIL: 990
- ‘t’r“ St.o ] CLIL1: 875 CLIL1:1120 | CLIL1:xxx CLIL2:
instructio CLIL2: 910 CLIL2: 1155 1453

All the participants started learning English at school when they were eight years
old. In the three groups Basque was used as the main language for instruction.
Nevertheless, Spanish is the majority language in the community and all the students
in the study exhibited native competence in Spanish which did not overlap with the
linguistic competence obtained by students whose instruction had been conducted
entirely in Spanish. Thus, all of the participants were fully bilingual in Basque and
Spanish and were learning English as their third language.

As the Table above shows, the corpus was divided into three groups on the basis
of the English programme. The first group, the non-CLIL group, had received 3 hours
of English per week, following a conventional English as a Foreign Language (EFL)
programme. These participants did not receive any extra-English classes outside
school. The second group, CLIL1, had received instruction in EFL 3 hours per week.
When they were 14 they entered a CLIL programme, in which one curricular subject
(Social Science) was taught through English for 3 or 4 hours per week. The number of
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hours provided in Table includes their EFL classes and the CLIL classes. Unfortunately,
they could not collect information for this group at pre-university level.

The third group, CLIL2, had received, apart from the EFL classes 3 to 4 hours a
week, two curricular subjects through English (Social Sciences: 3/4 hours a week and
Modern English Literature: 2 hours a week).

As she follows in her paper, the aim of this study has been to compare the speech
production outcomes in two groups following two different types of educational
programmes: CLIL (CLIL1 and CLIL2) vs. non-CLIL. Her results revealed that the former
score significantly higher than the latter in every single category of the speech
production test. The CLIL participants also achieved a higher type/token ratio in their
production, which suggests more lexical richness than their non-CLIL counterpart.
Furthermore, there was a positive relationship between the amount of exposure
through English and the linguistic outcomes (the more-content-is-better hypothesis).
This implies that students with more exposure through English (CLIL2) achieved
higher levels of proficiency on the speech production task than students with less
exposure through English (CLIL1). Finally, with regards to the longitudinal evaluation
of the results, although the CLIL groups scored higher than the non-CLIL group in the
different grades, there did not seem to be a significant increase in proficiency
throughout the academic years.

These results further support other studies which show how CLIL students
present significantly better results in receptive tasks such as reading comprehension
tasks, global tests (e.g. 0 }Itests), or analyses regarding lexical richness and
complexity. Although more empirically driven research is necessary to confirm the
benefits of the CLIL approach in different linguistic domains, this study serves as
evidence that CLIL can be more effective than traditional foreign language teaching in
promoting proficiency in the foreign language. This is particularly interesting in
communities where two languages are already known and need to be
accommodated in the curriculum, as is becoming increasingly the case in the
European educational landscape.

Conclusion

English is the language overwhelmingly used as a means of instruction and
communication in most European countries. In spite of the fact that Europe is a
multilingual continent, English may become the main tool of communication in the
future. Figures mentioned in the introduction of this paper prove that this could
become reality. To be able to use a language is not only about being skilled in
grammar or vocabulary. Communication in a foreign language belongs to the most
difficult parts in learning languages, however, not so difficult in order to cope with it.
Even a small child can communicate and use the language. It does not matter that it
is able to say only some words or phrases, important is his or her ability to ask for
something or say some information, although with some grammar mistakes. Some
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learners are afraid to say whatever in a foreign language they are studying because
they do not want to embarrass themselves in case they may use incorrect grammar
of a word. Learning foreign languages is about “attempt and fault”. If learners do not
try speaking a foreign language as much as possible, that cannot use language
properly. Therefore, we as teachers, agree with the idea to start with learning foreign
languages as soon as possible. CLIL is nowadays the best tool, in our opinion, how to
achieve this goal because one of the advantages of CLIL is its immediacy, that's to
say, students use immediately what they learn.
In conclusion, we would like to support explanation of Pokriv€éakova (2008) why CLIL
is so effective to be used in schools:
- students learn a foreign language in a natural environment;
- students do not concentrate on a language itself but on content they what to
discuss;
- aforeign language is becoming an integral part of learning process;
- CLILis not time consuming;
- CLIL enables to apply different learning styles.
We may believe that our future thesis and a research included will help to better
understand the situation in Slovak schools and to launch the process of maximal
implementing CLIL method into learning process.
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ODBORNE ZAMERANA JAZYKOVA PRIPRAVA
AKO SUCAST UNIVERZITNEHO TECHNICKEHO VZDELAVANIA

Juraj Mistina, Tomas Kozik

Uvod

Potrebny intelektudlny zdklad pre Stadium technickych odborov univerzitného
Studia ziskavaju Studenti v prirodovednych predmetoch, najma v matematike
a fyzike, v teoreticko-inZinierskych a $pecializovanych odbornych predmetoch.
Predmety s humanitnym a spolocenskovednym zakladom prispievaju k vieobecnému
rozvoju Studenta. Do tejto skupiny su zarad'ované aj cudzie jazyky. Pre zvysenie Sance
na uplatnene absolventa technického studia v profesionalnej praxi je potrebné, aby
nadobudol nielen jazykové, ale aj odborné komunikacné kompetencie.

V sucasnosti rozsiahle uplatiiovanie modernych informacnych a komunika¢nych
technoldgii v spolocenskej a profesionalnej praxi poskytuje dostatok argumentov na
podporu myslienky opodstatnenosti zaradenia odbornej jazykovej pripravy do
predmetového kurikula technického vzdeldvania na bakaldrskom stupni Studia. To
vSak predpokladd implementdciu takych foriem a metdd do vyucby odborného
jazyka, ktoré by plne reflektovali trend ndastupu informacnych a komunikacnych
technoldgii do vzdelavania.

Efektivnost procesu vzdelavania je rozhodujicim prvkom na dosiahnutie Zelanej
zmeny v uéeni jazykov. Aby sa obhdjila opodstatnenost zaradenia odbornej jazykovej
pripravy do predmetového kurikula bakaldrskeho studia na technickych vysokych
Skolach, je potrebné obsahovo, formalne a metodicky pripravit taky jazykovy kurz,
ktory by odrdzal tak potreby Studentov technického studia, ako aj cielového
prostredia. Kompetencie ziskané v tomto kurze by sa mali stat stéastou profilu
absolventa technického studia.

»Je velmi pravdepodobné, Ze vyvoj sa bude uberat cestou, ktord dnes naznacduju
rozne komplexné pristupy k vzdeldvaniu tak mladeZe, ako aj dospelych. V tomto
kontexte nadobudaju ¢oraz vacsie opodstatnenie integracné tendencie, humanizacia
vzdeldvania, zdérazfiovanie Ulohy subjektu, moznost ba aZz nevyhnutnost
mimoraciondlnych a  neformalizovanych spdsobov  pozndvania, vyuZivanie
informacnych technoldgii. Na tieto skuto¢nosti musime pamatat pri hfadani foriem
vzdeldvania v 21. storo¢i,“ tvrdi Sebesta (2002). Vzdelanostna, vedomostna,
znalostnd, poznatkova, u€iaca sa, ¢i informacna spolocnost st niektoré z pomenovani
charakterizujucich kvalitativne zmeny v globdlnej spolo¢nosti, ktoré sa udiali na
sklonku starého a zaciatku nového milénia. Pojem , knowledge society”, ktory ma
v anglictine $irsi vyznam zahfiajlci vyssie uvedené pojmy, sa zacal pouZivat v druhej
polovici 20. storocia, na oznacenie aktudlnej fazy vyvoja spolo¢nosti v rozvinutych
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krajinach v dobsledku vacsej komunikacnej prepojenosti ludi informacnymi
technolégiami.

»,Vedomostnu spolo¢nost” charakterizuje spdsob nardbania s vedomostami.
Cielom uZ nie je kvantitativne osvojovanie si vedomosti, ale schopnost vyhladavat
ich, orientovat sa v nich a racionalne a logicky ich vyuZivat pri rieseni konkrétnych
uloh. V tom prave informacné a komunikacné technoldgie, digitdlne média a Internet
zohravaju rozhodujicu Uulohu, teda su materidlnou zdkladfiou vedomostnej
spoloc¢nosti. ,,Rozhodujtce pre fungovanie informacnej spoloc¢nosti je vzdelanie, ktoré
ma zabezpedit, aby sa [udia vedeli orientovat v privale informacii, rozumeli im
avedeli ich vyuZivat. Z uvedeného vyplyvaju tieto ciele vzdelavania: rozvijat
schopnost tvorit, vyuzivat informacie, orientovat sa v nich, vediet ich aplikovat, alebo
inak povedané, je potrebné rozvijat zaujem o ucenie, schopnost efektivne
(racionalne) sa ucit po cely Zivot a pruine sa prispésobovat rychle sa meniacim
podmienkam Zivota“ (Turek, Mistina, 2007).

Technické vzdelavanie

Technické univerzitné vzdeldvanie je vymedzené oblastou technickych disciplin
a predmetov, ktoré sa wvyucuji vuniverzitnych Studijnych programoch.
V akademickych kruhoch sa nepocituje potreba definovat ho. Jeho definiciu
nahradzaju profily technickych vysokych skél, charakteristiky Studijnych programov,
¢i profily ich absolventov. Napriklad Materidlovotechnologickd fakulta Slovenskej
technickej univerzity so sidlom v Trnave z odborného hladiska integruje problematiku
technickych materidlov, technologickych procesov, podnikového a vyrobného
manazmentu a kvality, informacnych technoldgii, automatizacie procesov vo
vyrobnych podnikoch a tieZ environmentdlne aspekty vyrobnych procesov,
bezpecnost a ochranu zdravia pri praci, personalnu a socidlnu pracu v priemyselnych
podnikoch, ucitelstvo technickych profesijnych predmetov (Dlhodoby zdmer MtF STU
na obdobie 2007 —2010). Kaluzny (2006) komplexne charakterizuje univerzitné
technické stddium. Konstatuje, Ze potrebny intelektudlny zaklad pre Studium
technickych odborov je naplfiou a poslanim prirodovednych predmetov, najma
matematiky a fyziky. Tieto predmety musia byt prezentované v uzkom kontexte
a v nadvaznosti na poznatkovd a metodologicki podporu, ale najmd na maximalnu
aplikovatelnost v odbornych predmetoch. Skupina predmetov teoreticko-
inZinierskych vytvéra bazu technického, ¢ technologického vzdelavania. Studentovi
poskytuje vedomostny a poznatkovy zdklad pre Uspesné studium zUZenej
problematiky Studijného odboru do zamerania (Specializacie), v ramci ktorého sa
absolvent bude snazit uplatnit v spolo¢enskej praxi. Kym pri prirodovednom zaklade
je mnoiZstvo poznatkov a informdcii ponukanych studentom prakticky ustalené, pri
teoreticko-inZinierskych predmetoch sa pocituje tlak najnovsich vysledkov
prislusnych technickych vied a disciplin na inovaciu ich obsahu. Ako sa bude inovacia
obsahu odbornych predmetov uskutocnovat, je v podstatnej miere vecou
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pedagogického majstrovstva a citu pedagdga, ako je schopny a ako dokaze vybrat
z najnovsich poznatkov a informadcii tie, ktoré su relevantné a ktorych opodstatnenost
bude potvrdend v buducnosti vyvojom v danom odbore. Kaluzny konstatuje, Ze tato
skupina predmetov je nosnym pilierom technického, ¢i technologického vzdelavania.
Jej citlivy vyber vytvara predpoklady na zvladnutie Studia Specializacie, avsak vytvara
tiez predpoklady, v pripade potreby anutnosti na UspeSnd zmenu orientécie
Specializdcie uz aj pri profesionalnom poésobeni v praxi. Schopnost konkrétneho
Uspesného sa zapojenia absolventa Studia do procesu vytvdrania produktov
v jednotlivych sférach spoloenskej praxe, ziskava absolvent nadobudanim
vedomosti, schopnosti a zru¢nosti v ramci Studia odborne zameranych predmetov.
Tieto predmety z obsahového hladiska su najmenej stale. V nich sa v najvacsej miere
naplfia poslanie a povinnost univerzit zabezpetit spatost vedy a vyskumnej &innosti
so vzdelavanim. Poznatkovd aktudlnost tychto predmetov v podstatnej miere
prispieva kschopnosti absolventov vysokych $kél aktivne sa zapojit, prakticky
bezprostredne, do problémov auloh riesenych na konkrétnych pracoviskach
spolocenske]j praxe. Z toho je zrejmé, Ze spominané poslanie odborne zameranych
predmetov uréuje aj ich obsahovu népln. Tieto predmety maju Studentovi poskytnut
informacnu a poznatkovu bazu v pomerne Uzkej odbornej oblasti, ale v dostatocne;j
hibke tak, aby adaptaény proces absolventov v praxi bol ¢o najkratsi.

Technické vzdeldvanie vSirSom zmysle slova vsebe zahffia osvojovanie si
teoretickych vedomosti a praktickych zrucnosti aj na nizsich stupfioch vzdeldvacieho
systému. Technické vzdeldvanie na zdkladnej skole pokracuje na sekunddrnej drovni
Studia a vrcholi na univerzitach technického zamerania. Podla Dubovskej ,,zdkladnou
ulohou technickej vychovy je formovat vztah k technike predstavujici vysledok
pbsobenia ludskej kultury na technickd tvorbu a humanizaciu jej vyuzitia. To znamend
nutnost oboznamovania Ziakov so zdkladnymi principmi a s podstatou techniky
a a nevyhnutnost rozvijania ich technickych schopnosti. Technické vzdelavanie plni
nenahraditelnu ulohu v cielavedome;j priprave Ziakov na plnohodnotné zaradenie do
spolo¢nosti” (Dubovska, 2004, s. 452).

Kozik a DepeSova (2007) sa zamyslaju nad prostredim, ktoré svojou €¢innostou
vytvoril ¢lovek, avktorom sa technika stala neoddelitefnou sucastou jeho Zivota.
Konstatuju, Ze dnes sa uz malokto pozastavi nad technologickymi vymoZenostami,
akymi su lety do vesmiru, mobilné telefony, vypoctova a digitdlna technika. Na jednej
strane uvaZzuju o potrebe humanizdcie techniky a technického vzdeldvania, na druhej
tvrdia, Ze aj humanisticky orientovany ¢lovek by mal mat minimélne vedomosti zo
zdkladov techniky. My doddvame, Ze tato dialektickd jednota techniky a humanizmu
by sa mala odrazat vo vychove a vzdelavani. Histéria dokazuje, Ze vidy ked' prislo
k nerespektovaniu vseobecne platnych etickych noriem, podceneniu dopadu techniky
alebo technoldgii, a naopak k preceneniu ich vplyvu, vysledkom boli spravidla
zlyhania s fatdlnymi nasledkami vo forme ludskych obeti, ekologickych ¢i technickych
havarii.
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Vo vychovnom ponati je technické vzdeldvanie systematicky, zamerny
a cielavedomy proces formovania osobnosti jedinca tak, aby vychovavany ziskal
spravne postoje k technike a jej pouZivaniu v beznom Zivote (Carty, Phelan, 2006). Na
Slovensku sa realizuje na zakladnych a strednych Skoldch v tzv. vSeobecne
technickych predmetoch — na zdkladnych Skoldch napr. v praktickej cinnosti,
technike, dielenskych pracach, na strednych Skolach napr. v technickom kresleni,
zakladoch elektrotechniky, mechatroniky alebo zakladoch techniky. Technické
vzdeldvanie zahrfia aj praktické oblasti prace s technickymi materidlmi (drevo, plasty,
kov), elektrotechniku, vypoctovu techniku, robotiku ai.

Zahrani¢né zdroje charakterizuju technické vzdeldvanie (technical education) ako
»akademickud a odbornl pripravu Studentov na povolania, v ktorych sa uplatiuju
aplikované prirodné vedy a moderna technika. V tomto zmysle technické vzdelavanie
kladie doraz viac na pochopenie a praktické uplatiiovanie zakladnych principov
prirodnych vied a matematiky, neZ na dosiahnutie odbornej spdsobilosti
v manualnych zrucnostiach, ktoré je charakteristické pre odborné vzdeldvanie.
Cielom technického vzdeldvania je pripravit absolventov pre technické odborné
profesie nizsie ako vedecké alebo inZinierske. Ludia zamestnani v tychto profesiach su
Casto nazyva technici“ (Encyclopaedia Britannica). PAVTEC, vyznamné vzdelavacie
konzorcium pre oblast technického vzdeldvania v USA, interpretuje odborné
technické vzdelavanie (professional technical education) ako vzdelavanie ktoré:

- integruje technické a profesijné kompetencie do akademického kurikula;

- integruje akademické, odborné a technické vzdeldvanie prostrednictvom
koherentného suboru kurzov (vzdeldvacieho kurikula) na poskytovanie
vzdeldvania v zdkladnych akademickych a odbornych technickych predmetoch;

- poskytuje Studentom bohaté skusenosti a pochopenie vsetkych aspektov
priemyslu (http://www.pcc.edu/pavtec/htm).

Podla Douglasa a kol. ,technické vzdelavanie” (engineering education)
predstavuje aktivity pri vyucbe technickych predmetov a technoldgii Studentov na
vSetkych stuprioch $kél aZ po univerzitny stupeni. Cielom technického vzdeldvania je
pripravit ludi pre prax ,technika/inZiniera” ako profesie, a tiez Sirit technologickd
gramotnost, zvysit zdujem Studentov o technické profesie prostrednictvom vyucby
prirodovednych, technickych predmetov a matematiky ako i praktickych cviceni
(Douglas, Iverson, Kalyandurg, 2004). Mierne vyznamové odliSnosti pri preklade
pojmov ,technika, technicky, odborny, profesiondlny, ai.“ do anglického alebo
z anglického jazyka (technical, engineering, vocational, professional) sp&sobujui posun
pri interpretacii a chapani obsahu technického vzdeldvania. Nepriamo to potvrdzuje
aj profesor Svec, ktory tvrdi, e ,v kontexte sanglickymi ekvivalentmi slovenska
pedagogickd a andragogicka terminoldgia vilastne esSte ani nie je rozvinuta. V tejto
oblasti sa totiz velmi malo prekladalo” (Svec, 2004, s. 3). V tej istej publikacii definuje
»technical and vocational education” ako technnicko-odborné vzdeldvanie: pomerne
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obsiahly pojem zahfnajuci vSeobecné vzdeldvanie a studium technik a technoldgii
asnimi spatych prirodnych vied, ako aj rozvoj praktickych spoésobilosti pre
zamestnania v rozli¢nych odvetviach hospoddrstva; odliSuje sa od vocational training;
pri separatnom pouzivani tychto dvoch slovnych spojeni maji uzsivyznam—- 8§ Zv] o

u S$]hvA} $]}v o K , Tédnnical education” ako technické vzdelavanie
na pripravu strednych technicko-hospodarskych pracovnikov a technickych inZinierov
a technoldégov (Svec, 2004, s. 136 — 137) a ,,vocational education” — odborna priprava
na povolanie, odborné ucnovské vzdeldvanie najma na menej narocné zamestnania
(Ciastocne vyskolenych pracovnikov — semiskilled), kvalifikované zamestnania
(odborne skolovanych alebo skolenych — skilled), technicko-hospodarske a iné tzv.
»semiprofesné”, stredne naro¢né zamestnania (Svec, 2004, str. 142).

V kontexte technického vzdeldvania v priereze vietkych stupriov $k6l nesmieme
zabudat na technické vzdeldvanie ako sudast celoZivotného vzdelavania.
Problematike celoZivotného vzdeldvania sa venuje mimoriadna pozornost. MnoZstvo
kld¢ovych dokumentov Eurdpskej Unie svedci o jeho dolezZitosti pre rozvoj eurdpskej
ekonomiky. Ci uf jeto WE}IPE u o0}1]1A}8v Z} Al o A wiiiiv &}

HE*%+*IC IA 0](]l VE E u % E  (eKRi200pf alebd il o & ]
Z C 1 iiX ui 101 } 1Ju% 3V ]-ZZ%} 6phEusSv Al o A
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technickej vychovy a technického vzdeldvania v systéme celoZivotného vzdeldvania sa
venuju Kozik a Belica (2007), ktori komplexne analyzuju situaciu v kontexte krajin EU
a osobitne u nds na Slovensku. V praci sa zaoberaju aj teoretickymi vychodiskami pre
tvorbou modelu ,, Centra distanéného vzdeldvania“ ako univerzitného pracoviska.

Odborna jazykova priprava

Na konferencii , 0dbornd komunikdcia v zjednotenej Eurdpe” vroku 2002
v Banskej Bystrici odznel ndzor, Ze kazdd komunikdcia je odbornd a privlastok
v slovnom spojeni ,,odbornd komunikécia“ je nadbytocny a zbytocny. Ak sa uvedenym
tvrdenim budeme zaoberat podrobnejsie, dospejeme k opacnému nazoru. Odborny
jazyk je doslovny preklad z nemeckého ,Fachsprache”, ktory v slovenskej lingvistike
nema tradiciu. Napriek tomu sa s terminom odborny jazyk, prip. s konkrétnym
oznacenim jazyka — napr. technicky jazyk stretdvame. Dnes hlavne ti, ktori sa
zaoberaju konkrétnym cudzim odbornym jazykom, zvacsa pouZivaju tento termin.
Podla Hoffmanna (1987, s. 53) je odborny jazyk ,suhrn vsetkych jazykovych
prostriedkov, ktoré sa pouzivaju v urCitom odbore na dorozumievanie medzi
odbornikmi, ktori pracuju v tomto odbore.” M&éhn a Pelka (1984, s. 26) ,rozumeju
pod odbornym jazykom variant celého jazyka, ktory slGZi na poznanie a pojmové
uréenie predmetov charakteristickych pre urcity odbor ako aj na dorozumievanie
o nich, a tym spifiaju poziadavku pecifickej komunikécie v uréitom odbore.“ Drozd
(1973, s. 81) pokladd odborny jazyk za ,suhrn jazykovych prostriedkov, ktoré su
viazané na urcitl oblast fudskej ¢innosti, su charakteristické pre urcity Specificky Styl
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a odlisuju sa od inych Stylov.” Osobitnu, délezitd ulohu v odbornych jazykoch maju
podla vieobecného nazoru odbornd slovnd zdsoba a terminy, ktoré predstavuju jadro
odbornej slovnej zasoby. Podla Schippanovej (1992, s. 230) ,predstavuju terminy
definovand, uréend cdast odbornej lexiky, charakterizovand jednoznac¢nostou
a presnostou.” TUto problematiku dalej definuje Duricova (2004, s 26), ktora tvrdi, Ze
Lterminy st v rdmci urcitej tedrie pojmovo definované odborné slova. Ich oznacenie
sa tyka tych charakteristickych znakov, ktoré sa v ramci tejto tedrie pokladaju za
zédkladné znaky technického a/alebo vedeckého predmetu. Ak berieme do Uvahy
charakteristické znaky odbornych jazykov, nachadzame vlastne paralely s odbornymi
textami a odbornym resp. ndu¢nym Stylom, teda terminmi, ktoré pouZiva slovenska
jazykoveda.” Mistrik (1997, s. 427) charakterizuje zakladné vlastnosti ndu¢ného stylu
nasledovne: ,Naucny Styl spisovnej slovenciny sa uprednostiiuje tam, kde sa
sprostredkivaju pracovné informdcie, uverejnuju doleZité poznatky, ziskané
vedeckym vyskumom, Uvahami a skdsenostami [udi.” Pri jazykovych prostriedkoch,
ktoré sa v ndu¢nom Style pouzivaju , ide tak isto o paralely s vlastnostami odbornych
jazykov. Presnost, pojmovost a odbornost nauéného stylu je Uzko spatd s pouzivanim
odbornych terminov a dalsich jazykovych prostriedkov, charakteristickych pre nducny
styl a potrebnych na dosiahnutie jeho vlastnosti. Na zdklade toho moéZeme
konstatovat, Ze bez ohladu na to, ¢i pouZivame terminolégiu slovenskej lingvistiky
(teda naucny styl) alebo terminoldgiu pouZivanu v cudzich jazykoch (Fachsprache,
language for professional/vocational communication, language for specific
/engineering, technical,.../ purposes), je odbornda komunikacia Uzko spata
s odbornymi textami, nau¢nym stylom a odbornou slovnou zasobou.

Sucasna doba je charakterizovana vznikom a rychlym rozvojom novych vednych
odborov, modernymi technolégiami a modernou informacno-komunikacnou
technikou. ,,Meni sa obraz profesiondlnych podujati, vystipenia na nich mavaju len
zriedka charakter ¢itania napisaného textu, stale ¢astejsie sa vyuZivaju rézne techniky
projekcie a stavaju sa akymsi komentdrom k textom inej semiotickej povahy.
Objavuju sa tzv. ,,posterové” konferencie, vedecké debaty maju charakter panelovych
diskusii, worksopov, telekonferencii. Klasicki , obchodnu”, profesiondlnu
koreSpondenciu zabezpecuje e-mail ai., vyhladavanie asStudium pramenov
v kniZniciach nahradzaju sluzby internetovej siete.” (Cmejrkova, Danes, Svétla, 1999).
Je teda len samozrejmé, Ze medzi odbornou slovnou zasobou a beznym jazykom je
vzdjomny vztah. Slova z beZného jazyka sa terminologizuju a odborna slovna zasoba
prenikd do beiného jazyka. Na zaklade pouzivania odbornych slov v beinom
dorozumievani nie je moiné tvrdit, e kazdd komunikécia je odborna (Duricova,
2004).

Mikuldsovda, Terenovd (2004, s. 77) charakterizujd odborni komunikaciu
v cudzom jazyku v kontexte odbornej jazykovej pripravy Studentov technickych
univerzitnych odborov takto: , Student-nefiloldg, ktory pride na technicky univerzitu,
si pocas odbornej jazykovej pripravy prehlbuje ziskané jazykové znalosti a osvojuje

43



nové, typické pre tento typ komunikacie. Cudzi jazyk ako prostriedok vecnej
komunikacie ma svoje $pecifika, ktoré vyplyvaju predovsetkym z jeho pouzivania ako
prostriedku vzajomného dorozumievania sa prislusnikov jednotlivych socio-profesijne
vymedzenych skupin, v nasom pripade lesnikov, drevarov a ekolégov. Utastnici takto
orientovanej komunikacie disponuji spoloénymi poznatkami a vedomostami
v mimojazykovej oblasti, t. j. vo sfére vlastnej Specializacie, a do komunikacie vnasaju
svoje mnohostranné osobné profesijné skdsenosti. V tomto procese zastavaju ulohy —
role, s ktorymi sa spajaju urcité zvyklosti a normy spravania, ako aj vyuZivanie
Specifickych prostriedkov dorozumievania — verbalnych i neverbalnych. PouZivanie
cudzieho jazyka ,pri préci a pre pracu” tak suvisi s celkom osobitnym komunika¢nym
kontextom, ktory sa podstatne liSi od kazdodennych beZnych situacii a v nich
pouzivaného jazyka. Naroky kladené na vecnu komunikaciu sa odrazaju aj v narokoch
na vyucbu cudzieho jazyka ako prostriedku tohto typu komunikdcie a ovplyviuju
cudzojazy¢nu pripravu univerzitnych studentov nefilologickych odborov. Zakladny ciel
odbornej jazykovej pripravy na technickej univerzite mozno vieobecne stanovit tak,
aby studenti dosiahli komunikacnt kompetenciu adekvatnu Specifickému socidlnemu
kontextu, v ktorom sa pohybuju a komunikuju. Spociatku sa preto kladie d6raz na
osvojenie si zakladnych komunikacnych kompetencii potrebnych na uspesné
fungovanie v akademickom (vysokoskolskom) prostredi, tzn. na zvladanie
komunikacie v situacidch, ktoré suvisia s pripravou na povolanie (univerzita, mobility
Studentov). Na ilustrdciu mozno struéne uviest Ciastkové kompetencie, ktoré stvisia
so Studovanim pisanych deskriptivnych a explanaénych odbornych textov,
spoOsobilostou porozumiet hovoreny odborny vyklad a Ustne sa vyjadrovat na
odborné témy suvisiace so Studovanym odborom. Tieto zakladné komunikacné
kompetencie tvoria zaklad pre dalSie individudlne alebo institucionalizované
Specializované jazykové vzdeldvanie odbornika (praktika ¢i teoretika). Jadrom
odbornej jazykovej pripravy zostdva jazykovd kompetencia: znalost jazykového
systému, a to predovSetkym tych jazykovych prostriedkov (lexikalnych
a gramatickych), ktoré su typické pre odbornu jazykovd komunikaciu a ktoré
umoznuju vacsiu diferencovanost a zéroven jasnost, presnost a vystiznost odborného
vyjadrovania a zéarover vplyvaju na rychlost prenosu informacie. Vo vieobecnosti
obsah odbornej jazykovej pripravy Studentov technickej univerzity vychadza zo Stylov
vecnej komunikacie, v ktorej dominuje odborny styl. Predstavuje zakladny Styl tohto
typu komunikécie vzhladom nato, Ze jeho funkciou je zaznamenavat, uchovavat
a komunikovat uz existujice odborné poznatky a zaroven formovat i formulovat
nové. V nej sa najvyraznejsSie prejavuje funkcia jazyka ako nastroja myslenia,
naro¢nych dugevnych dinnosti, poznania. Dalej sa zd6raziiuju i niektoré vybrané zanre
dalsich stylov vecnej komunikacie, predovsetkym administrativneho a recnickeho, ¢o
suvisi s inovaciami v odbornej jazykovej priprave, ktoré sa presadzuju v ostatnych
niekolkych rokoch.” Tato charakteristika je blizka spdsobu odbornej jazykovej
pripravy, ktory sa v anglosaskej lingvo-didaktike nazyva English/Language for Specific
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Purposes (ESP/LSP), teda Angli¢tina/jazyk na Specifické (odborné) ucely. V nasej studii
uprednostnime pouZivanie pojmu ,odbornd jazykova priprava“, alebo jeho
modifikaciu ,,odborne zamerana jazykova priprava“.

ESP je vSeobecne zauzivana skratka v didaktike anglického jazyka, ktord znamena
English for Specific Purposes (anglictina na Specifické — odborné ucely). Cudzi jazyk na
Specifické ucely podla Hutchinsona a Watersa (1987) vo svojom vyvoji az doteraz
venuje vacsiu pozornost otazke ,Ako ucit?“ nez ,Co ucit?” inymi slovami povedané,
ESP definuju ako ,pristup kuceniu jazyka, v ktorom vietky rozhodnutia ohladom
obsahu a metddy su zaloZené na potrebe Studenta (pricine ucenia)“. Vychodiskovym
bodom pre ESP je jednoduchd otazka: ,PreCo sa uCiaci potrebuje ucit cudzi jazyk?“
ESP, ¢o sa tyka pristupu k uceniu, sa sustreduje na Studentov (learning-centred
approach —v centre pozornosti je uciaci sa).

John Swales (2004), ked hovori o anglictine na Specifické Gcely, uvadza, Ze je
potrebné zodpovedat si otazku: ,Co je dobré pre nasich $tudentov? Swales preferuje
pojem ,Specifické” pred pojmom ,Specidlne”, pretoze uUroven Specializicie je
otvorend a pojem ,Specidlne” implikuje rozdiel medzi vSeobecnou a Specidlnou
anglictinou. Zdéraznuje, zZe cely jazyk je pouzivany na Specifické ucely. V ESP ako prvé
Studujeme prostredie, vktorom sa jazyk pouZiva, potom prechddzame od
Specifického ucelu k poZadovanej anglictine:

1) zhodnotime Ucely alebo potreby;

2) zvazime jazyk;

3) vyberieme Studijné aktivity.

Ak hovorime o Specifickych cieloch, pre ktoré sa Student rozhodol Studovat
angli¢tinu v danom kontexte, méZeme definovat co VP U P —uféz@ redlnej
aplikacie jazyka a m6zeme sa rozhodnut ako ho najlepsie ucit. Preto mame 3 dlohy:

1) definovat ciele (ucel);

2) opisat redlnu aplikaciu jazyka (language use);

3) opisat stratégie, ktoré umoznia, aby sa ucenie uskutoc¢nilo ¢o najefektivnejsie

a najekonomickejsie.

Tento proces posunu od potrieb k jazykovym aktivitdm podla Swalesa (2004)
poskytuje teoretické vychodisko pre kurzy anglictiny na Specifické Gcéely: definovanim
potrieb Studentov sa méze vyucovat relevantny obsah, vacSia motivacia vedie
k vacsiemu Uspechu a prinasa studentom uspokojenie.

Swales (2004) uvadza, Ze obzvlast jedna oblast je doleZita pre vyvoj angli¢tiny na
$pecifické ucely. Tato oblast je zndma ako EST (English for Science and Technology) —
angli¢tina pre vedu a techniku. Vyvoj EST sa pouZiva na ilustraciu vyvoja ESP vo
vSeobecnosti. ,,S jednou alebo dvoma vynimkami ... anglictina pre vedu a techniku
(EST) vidy udavala anadalej udava trend v teoretickych diskusidach o spdsoboch
analyzy jazyka avrozmanitosti samotnych uéebnych materidlov.” (Swales, 2004,
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s. 53) Swales sumarizuje hlavné typy angli¢tiny na Specifické ucely nasledovne
(obr. 1):

Obr. 1: Rozdelenie Zanrov vyucby anglictiny podl'a Swalesa (2004).

EGP (angli¢tina na vieobecné uéely)
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/
\ e “EAX (X)
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s
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ESP (anglictina na ipecifické uéely)

\ ~T (technicke)
EQP (profesijné ucely) %M (manazérske)
™V (odberné)

Skratky sme ponechali v povodnom tvare tak, ako vychddzaju z anglického jazyka
(English Language Teaching, English for General Purposes, English for Specific
Purposes, English for Academic Purposes, English for Occupational Purposes, English
for Science and Engineering, English for Science and Economy, English for Technical
Purposes, English for Managerial Purposes, English for Vocational Purposes, ...).
Podobné schémy uvadzaju aj dalsi, autori.

V nasom chapani tieZz povazujeme ESP, konkrétne v nasSich podmienkach EST
(anglictina pre vedu a techniku), za pristup k vyu€ovaniu jazyka, ktorého cielom je
splnit potreby nasich Studentov. Preto pre ucitelov odborne zameranej jazykovej
pripravy je navrhovanie obsahu kurzu ESP ¢asto podstatnou a doleZitou ¢astou prace.

Obsahovo a jazykovo integrované vyucovanie (CLIL)

Pojem CLIL (Content and Language Integrated Learning — obsahovo a jazykovo
integrované vyucovanie) zaviedol do tedrie vyucovania cudzich jazykov David Marsh.
Oznacil nim osobitny spdsob jazykového vzdeldavania. Tento spdsob nepredstavuje
revoluénu zmenu vo vyucbe, ale aktivne nadvazuje na metodiku vyucovania cudzich
jazykov pre odbornu pripravu (ESP — English for Specific Purposes). CLIL ma podla
Marsha (1994) funkciu suhrnného pojmu pre mnoZstvo rozdielnych metodickych
postupov, ktorych spolo¢nym prvkom je Specifické postavenie cudzieho jazyka vo
vyucbe inych predmetov a vzdeldvacich obsahov. Pojem CLIL tak podla Pokrivéakovej
a kol. (2008, s. 7) pokryva vsetky formy vzdeldvania akademickych, umelecko-
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vychovnych, technickych a odbornych predmetov prostrednictvom vyucovania
jazyka, ktory nie je pre vacSinu Ziakov materinskym, tzn. Ze sa integruje vyucovanie
obsahu predmetu (napr. techniky) s vyucovanim cudzieho (pracovného) jazyka.
Najvacsim problémom sucasného definovania CLILu sa zda byt otadzka, ¢i ide
o vyucovanie v cudzom jazyku alebo cez cudzi jazyk. Vyucovanie cez cudzi jazyk sa
ako metodicky postup neustale vyvija najma v Eurdpe. CLIL je prikladom vyucby cez
cudzi jazyk. VyuCuje sa predmet a ucitel sa zaroven cielene venuje aj rozvijaniu
jazykovych kompetencii Ziakov. Cudzi jazyk tu ma ulohu filtra (obr. 2).

Obr. 2: Uloha cudzieho jazyka pri vyuébe metodikou CLIL (podla Pokrivéakova
a kol., 2008)
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Vyucba predmetov len v cudzom jazyku moéze viest k mnohym problémom.
Vyucba cez cudzi jazyk, naopak, umozZriuje vyuZivat aj pozndvaci potencidl
pracovného jazyka. Specifickost postavenia cudzieho jazyka v tejto metodike spociva
v tom, Ze cudzi jazyk tu nie je len ciefom vzdeldvania, ale aj prostriedkom, pomocou
ktorého sa vzdelanie ziskava. Inymi slovami, ucitel zaroven uci predmet aj cudzi jazyk,
a ten sa stava médiom vyucovania, t. j. pracovnym jazykom. Termin CLIL sa sice zacal
pouzivat az v 90. rokoch 20. storodia, ale integrované vyucovanie jazyka a predmetu
(ako metodika bilingvalneho vzdeldvania) sa v eurdpskych krajinach vratane
Slovenska realizovalo uZz omnoho skér. Kazda krajina mala a ma v tejto oblasti svoje
Specifikd a vlastné oznacenie, napr. jazyk naprie¢ kurikulom (language across
curriculum) alebo kroskurikularne jazykové vzdeldvanie (cross-curricular language
learning), content-based learning, dudlne vyucovanie, a pod. (Pokrivéakova, s. 8).

Psychologicko-pedagogické zaklady bilingvdlneho vzdeldvania vseobecne
a metodiky CLIL konkrétne poloZil v 60.rokoch Chomsky svojim modelom
univerzdlnej gramatiky. Podla Chomského (2006) ma kazdy fudsky jedinec vrodené
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»,seeds — semienka” jazyka (gramatické kompetencie) a ak tieto dokdZzeme spravne
stimulovat a rozvijat uz od najmladsieho veku dietata, méZzeme okrem osvojenia si
materinského jazyka rychlo dosiahnut aj velmi Uspesné osvojenie si druhého jazyka.
Chomského tedriu rozvinul Krashen (1981, 1982) a poloZil teoretické zaklady
bilingvalneho vzdelavania.

Cudzie jazyky chcu fudia ovladat nie preto, Ze im to niekto prikazal, ale preto, Ze
ich potrebuju, aby komunikovali: aby rychlo a nesprostredkovane ziskavali nové
informacie, ktoré sa poZzaduju, a aby vedeli ¢o najrychlejSie podat informacie dalej, ak
o ne niekto poZiada. Ak cudzi jazyk potrebujeme na prakticki komunikaciu, praktické
by malo byt aj jeho osvojovanie. Ako najvédcSia slabina doteraz preferovaného
komunikativneho pristupu k vyucovaniu cudzich jazykov sa ukdazala skuto¢nost, Ze sa
jednostranne uprednostiiuje osvojovanie si slovnej zasoby a gramatickych Struktur
sice prostrednictvom jednotlivych komunikacnych zruénosti (pocuvania, hovorenia,
Citania a pisania), ale skuto¢na komunikdcia, t. j. vymena novych informdcii v triedach
nastava len malokedy. Na rozdiel od predchadzajlicich pristupov su Ziaci a Studenti
v ramci metodiky CLIL vedeni k tomu, aby sa naudili pouzivat cudzi jazyk v zmysluplnej
komunikacii. Neucia sa jazyk kvoli jazyku samotnému, ale aby sa v cudzom jazyku
nie¢o nové dozvedeli a nie¢o nové povedali. Aby dokazali v cudzom jazyku hladat
nové informacie a rozmyslat v iom. Aby neskor vo svojom praktickom Zivote, napr. aj
v zamestnani, neboli obmedzovani len na tie jazykové zru¢nosti a ndvyky, ktoré ziskali
v $kole. Cudzi jazyk v CLIL straca poziciu obsahu (to, o sa mame naucit), ale sa stava
prirodzenym médiom komunikacie, sprostredkovania novych obsahov. V porovnani
s ostatnymi pristupmi a metédami CLIL mimoriadne efektivne uspokojuje nasledujuce
potreby Ziakov/studentov:

- Ziaci sa u€ia cudzi jazyk v prirodzenych podmienkach, skutoc¢ne komunikuju,
nepouzivaju jazyk v umelo navodenych situaciach;

- Ziaci sa nesustreduju v prvom rade na jazyk samotny, ale na obsah, o ktorom chcu
komunikovat — na lepSiu ilustraciu filozofie CLIL mbZeme poutzit aj nasledujici
priklad: ked' Ziaci v Skole hovoria, Ze nemaju radi slovencinu, zvycajne tym myslia
vyucovaci predmet v Skole a nie skutoénu slovencinu, teda jazyk, ktory
kazdodenne a niekedy aZ velmi efektivne pouZivaju. Zvycajne totiz nemaju nic
proti pouzivaniu slovenciny na matematike, prirodopise alebo zemepise. Podobne
je to s cudzim jazykom. Ak dovolime, aby ho Studenti vnimali len ako Skolsky
predmet, stane sa strasiakom, pretoZe osvojenie si akéhokolvek jazyka je
nepochybne naro¢na uloha. Ak vSak budeme cudzi jazyk pouzivat naozaj na to, na
¢o je uréeny — na komunikaciu, jazyk sa stane pomocnikom a strach sa vyznamne
oslabi;

- cudzi jazyk sa (podobne ako materinsky jazyk) stdva neoddelitelnou sucastou
procesu ucenia;

- spravne organizovand a uplatfiovana metodika CLIL je zvyC€ajne pre Ziakov velmi
motivujuca, nakolko sa pridrZziava pragmatického hesla — ,u¢ sa len to, ¢o
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potrebujes pre Zivot“ — gramatické Struktiry a kultirne pozadie jazyka je
druhoradé;

- CLIL Setri ¢as — napr. pri vyucovani tém, ktoré sa Ziaci doteraz ucili na dvoch
predmetoch paralelne. Pomenovania casti fudského tela deti ovladaju uz pred
zaciatkom Skolskej dochadzky. Ich funkcie a vztahy medzi nimi sa vSak mozu udit
na prirodopise priamo prostrednictvom cudzieho jazyka, a tak si Ziaci za polovi¢ny
Cas zafixuju biologické poznatky a zdrovenn si obohatia slovni zasobu
a komunikaéné zruc¢nosti v cudzom jazyku;

- spravne uplatiovany CLIL umoZnuje zapojenie roznych Stylov ucenia sa, nielen
verbalneho (Pokrivéakova a kol., 2008, s. 10-11).

Integrované vyucovanie predmetu acudzieho jazyka oznacuje mnoZstvo
rozdielnych metodickych postupov, ktorych spoloénym prvkom je Specifické
postavenie cudzieho jazyka vo vyucbe inych predmetov a vzdeldvacich obsahov.
Pojem CLIL tak pokryva vsetky formy vzdeldvania akademickych, umelecko-
vychovnych a technickych predmetov prostrednictvom vyucovania jazyka, ktory nie je
pre vacsinu Ziakov materinskym, tzn. Ze sa integruje vyucovanie obsahu predmetu
(napr. techniky) s vyuovanim cudzieho (pracovného) jazyka. DéleZitym principom je
to, Ze Cast vyuCovacieho Casu musi byt venovana priamej vyucbe cudzieho jazyka
(napr. rozvoj pocuvania s porozumenim, rieSenie gramatickych otdzok alebo cvic¢enia
na slovotvorbu). Specifickost postavenia cudzieho jazyka v tejto metodike spoéiva
v tom, Ze cudzi jazyk tu nie je len cielom vzdeldvania, ale aj prostriedkom, pomocou
ktorého sa vzdelanie ziskava. Inymi slovami, ucitel zaroven uci predmet aj cudzi jazyk,
a ten sa stdva médiom vyulovania, t.j. pracovnym jazykom (cf.
ec.europa.eu/education/languages/language-teaching/doc236_sk.htm). Informacny
portal Eurdpskej komisie (http://ec.europa.eu) venuje velkl pozornost stratégii
osvojovania si cudzich jazykov v multikultdrnej a multilingvélnej Eurépe. Obsahovo
a jazykovo integrované vyucovanie (CLIL — Content and Language Integrated
Learning) zahfia vyucovanie skolského predmetu v jazyku odliSnom od beZne
pouzivaného jazyka. Predmet nemusi vbbec suvisiet so Studiom jazykov — moze ist
napriklad o hodiny techniky alebo informatiky vyucované v anglickom jazyku. Ako
zdo6raziuje portal, CLIL sa uZ realizuje a vysledky ukazuju jeho efektivnost na vietkych
stuprioch vzdeldvania od zakladnej skoly po vzdeldvanie dospelych ¢i vysokoskolské
vzdeldvanie. Jeho UspeSnost v poslednych desiatich rokoch narastd a tento trend
dalej pokracuje.

Ucitelia, ktori pracuju s CLIL su vacsi odbornici vo svojom odbore, nez tradicni
ucitelia cudzich jazykov. Zvycajne ide o fudi s plynulou znalostou cudzieho jazyka —
bilingvalnych, ¢i nositelov daného jazyka. V mnohych institucidch pracuju ucitelia
cudzich jazykov v partnerskej spolupraci s ostatnymi oddeleniami a ponukaju CLIL
v roznych predmetoch. My doddvame, Ze vidime vyhodu v dvojodborovom studiu
ucitelstva, pricom jeden z kombinovanej dvojice predmetov je cudzi jazyk. Z pohladu
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zamerania tejto prdce sa pre racionalne, efektivne a Uspesné zavadzanie CLIL do
vzdeldvacej praxe zakladnych astrednych s$kél javi moind kombindacia predmetov
U188 qe3A} § Zv] laivRe]ZIA Griggdne JV(}EuU &S]V Po] IE.
Kla€ovym momentom je, Ze Student ziskava nové znalosti o predmete, ktory nesuvisi
s cudzim jazykom a sucasne prichadza do kontaktu, pouZiva a udi sa cudzi jazyk.
Pouzitd metodika a postupy su ¢asto prepojené s oblastou daného predmetu, pricom
aktivity daného predmetu urcuje jeho obsah. Domnievame sa, Ze ucitelia by mali byt
motivovani k takymto aktivitdm, napriklad vyssSim finanénym ohodnotenim, pretoze
priprava na obsahovo a jazykovo integrované vyucovanie véitane tvorby Studijnych
a metodickych materidlov a didaktickych pomocok, ako isamotné vyucovanie je
intelektudlne, casovo ifyzicky podstatne ndrocnejsie v porovnani s klasickymi
rutinnymi formami vyucby v materinskom jazyku.

Podla portdlu http://ec.europa.eu mnohostranny pristup CLIL poskytuje rézne
vyhody:
- buduje medzikultdrne znalosti a porozumenie;
- posiliuje medzikultdrne komunika¢né kompetencie;
- zlepsuje znalost jazyka a zruénosti Ustnej komunikacie;
- podnecuje mnohojazy¢né zaujmy a postoje;
- poskytuje prileZitost studovat obsah z réznych uhlov pohladu;
- umoZnuje intenzivnejsi kontakt Studentov s ciefovym jazykom;
- nevyZaduje si Ziadne vyucovacie hodiny navyse;
- dopliia ostatné predmety a nepredstavuje pre nich konkurenciu;
- rozSiruje metddy a formy vyucovania v triede;
- zvySuje motivaciu a sebadbveru studenta v suvislosti s cudzim jazykom, ako aj

vyucovanym predmetom.

CLIL poskytuje uCiacim sa moznosti pouzivat cudzi jazyk v prirodzenom
kontexte. Kym na hodinach anglického jazyka sa sustreduju na jazyk a obsah sa
vytvdra umelo na zaklade tematickych celkov, pri integrovanom vyucovani predmetu
a cudzieho jazyka sa sustreduju najma na vyucovaci predmet a jazyk je prostriedkom
komunikécie, sprostredkovania informdcie. Zaroveri vSak ucitel metodicky vedie
vyucovaciu jednotku tak, aby si uciaci sa osvojoval novu lexiku, a komunikacné
modely. Zjednodusene povedané, pri CLIL-e su vyucba jazyka a odborného predmetu
vzajomne prepojené. Vyucovacia jednotka ma dva hlavné ciele. Prvy ciel sa zameriava
na predmet, tému alebo tematicky celok a druhy ciel na jazyk. To je dévod, preco sa
CLIL niekedy nazyva dudlne zamerané vzdelavanie.

Pri podrobnejsom skimani metddy CLIL mdZe nezainteresovany nadobudnut
dojem, Ze medzi odbornou jazykovou pripravou (ESP) a integrovanym vyucovanim
predmetu a cudzieho jazyka (CLIL) nie je Ziadny rozdiel. Faktom je, Ze autori
zaoberajuci sa touto problematikou variruju od stotoznenia tychto dvoch sp6sobov
vyucby jazyka az po Uplné a radikdlne odmietnutie ich pribuznosti. My sa priklarame
k ndzoru, Ze podobnost nie je ndhodna. CLIL aj ESP maju vela spolo¢nych ¢ft, vykazuja
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vsak aj isté odlisnosti. Zakladnej Crty, ktora ich odliSuje, sme sa uz dotkli vyssie. Je to
$pecifickd odbornost uditela. To, o maju spoloéné, je najma metodika, formy prace
ucitela aZiakov (skupinové, projektové, problémové vyucovanie, ai.) anajma
potreba tvorby metodickych a vyucbovych materidlov.

Ako priklad si zoberme Pracovny zosit z technickej vychovy pre 5. roénik 8 (Zacok,
2008) (obr. 3a). Je spracovany pritazlivo, putavo, bohato ilustrovany. Nenaroc¢nou,
veku primeranou formou vysvetluje a uci jednoduché technické postupy, opisuje
princip fungovania jednoduchych technickych zariadeni. Velmi podobné je to aj pri
druhom ilustrovanom materidli (obr. 3b). Pracovny zosit Elementary Technical English
(Webber, 1983) je pribuzny obsahom, formou, ilustrativnostou izameranim na
priblizne rovnaku vekovu skupinu. Pri selekcii okruhov tém sa ponuka ako alternativa
pre obsahovo a jazykovo integrované vyucovanie predmetu technika.

Obr. 3a: Clovek a technika Obr. 3b: How things work

"‘Unit 6

CLOVEK A TECHNIKA

ZOPARUI ST How Things Work
Study Section 6.1
Technika - 2 préckeho slova techné - umenie. an electric drill ~ gearbox  molor

Tecknika - sposoby, metody price.

a
a
3 Technika — pomiha élovek, ale méte aj Eloveka chrozovaf.
a
3 Techaik - vivobaé adstroje, stroje a spdsoh ich povivania.

Clovel: v ka2dodennom Evote sa stetéva s eckaiko. {—
|
Technika je spojend so-viethym, éo robi dlovek |
1

This is an electric drill. It has a power cord, a switch,
a motor, a gearbox and a chuck. The power

cord supplies electricity to the switch.

| The switch connects the electricity to the motor,

| The motor drives the gearbox. The gearbox drives ~ PoWwer cord y
Lthe chuck. The chuck holds the bit.

Practice 1
Describe how these things work

swit‘ch

Obrizok 1 Technika okolo nis

Tloha 1: Nop# nézov zariadenia (prisircja). ktoré mé Kladny plyv na rozne Cinmosti
clovekn, Pomsze T obrizok |

a) pricadoma =/ \
i — power cord
b) $port a odpocimok - ;
o komumilcia i —————blade
acircular saw
) doprova [udi

Thisisa . Ithasa power cord
... a4 anda.. ‘The power
cord electricity lo the swilch. The switch

LepSou alternativou sa vsak zdd byt vypracovanie jazykovej mutacie povodného
Pracovného zosita z technickej vychovy pre 5. roénik Z8S.
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Odborne orientovanad vyucba cudzich jazykov v nefilologickych odboroch
vysokoskolského studia

,Odburavanie hranic, celosvetovd globalizacia, informacné zatazenie, migracia
obyvatelstva, otvdranie pracovnych trhov, celospoloenské a osobnostné okolnosti si
vyzaduju podielat sa na vzdelavani a $tudiu cudzich jazykov. Studium jazykov
podporuje pozornost, vnimavost, pamat, koncentraciu, tvorbu koncepcie, kritické
myslenie, schopnost prace v time a napomaha pri rieSeni problémov kazdodennych
¢innosti. Motivécia je jednym z klicov, ak nie hlavhym kli¢om k Uspesnému studiu
jazykov” (Horrakova, 2009). Efektivnost procesu vzdeldvania je rozhodujicim prvkom
na dosiahnutie Zelanej zmeny v uéeni jazykov v celej Eurdpe. Je potrebné klast déraz
na motivovanie Studentov ucit sa, povzbudit ausmernit, ale najmad obsahovo,
formalne a metodicky pripravit taky jazykovy kurz, ktory by odrdzal tak potreby
Studentov, ako aj cielového prostredia.

Portal http://ec.europa.eu/ zaznamenal, Ze v poslednych rokoch dochédza
v bakaldrskych a magisterskych Specializdcidach k narastu ,institucionalnych
jazykovych programov“ ponukajucich studium cudzieho jazyka Studentom vsetkych
zamerani a vclenujucich cudzie jazyky do odbornej pracovnej kvalifikacie. Odvetvia
sUvisiace s cudzimi jazykmi, ktoré si casto vyZaduju isté spektrum zrucnosti,
zaznamenavaju rast v mnohych eurdpskych krajindch a vyZaduju si staly prisun
Specializovanych lingvistov na vyucovanie, timocenie a preklady. Cudzie jazyky su
¢oraz viac vnimané ako Zivotnd zru¢nost dopliiajica kvalifikiciu v konkrétnom
odbore.

Sposob studia cudzich jazykov na vysokych skoldch sa meni. Univerzity umoznuju
individudlne a kombinované stadium, zatial, ¢o informacné a komunikacné
technoldgie (IKT) ulahcuju poutZitie Studijnych metdd zaloZenych na spolupraci
napriklad vo forme studia v dvojiciach. Stéasne s tymito novymi sposobmi Studia
v zahrani¢i (Belgicko, Rakusko, Dansko) vznikaju profesie odbornikov v oblasti
jazykového vzdelavania ako napriklad ,Poradca pre studium cudzich jazykov“, ktori
pomahaju samostatnému Studentovi ziskat pristup k zdrojom a ,naudit ho, ako sa
ucit” cudzie jazyky. Mnoho vysokych $kol ponuka jazykové vzdeldvanie na konkrétny
ucel, ako napriklad preklad a citanie akademického textu ¢i prezentovanie.
Cudzojazyéné kompetencie poskytuju Studentom vyhodu vo forme pristupu
k Studijnym zdrojom a vysledkom vyskumu vo viac ako jednom jazyku. V niektorych
krajinach Eurépy (napr. v Skandindvskych krajinach) existuje ista obava, 7e novy trend
poskytovania vyucby anglictiny v niektorych neanglofénnych krajinach by mohol
ohrozit vitalitu narodného jazyka. Preto existuje motivécia zaradit do univerzitnych
stratégii v oblasti cudzich jazykov konkrétne aktivity na podporu narodného di
regionalneho jazyka v zaujme jazykovej roznorodosti medzi Studentmi a SirSou
komunitou. Eurdpska Unia vyvija mnohé iniciativy na podporu vysokoskolského
vzdeldvania (http://ec.europa.eu/education/languages/language-teaching.htm).
Odporuca, aby vsetci Studenti Studovali v zahranici, idedlne v cudzom jazyku, po dobu

52



asponl jedného semestra a aby ziskali v ramci svojej Specializdcie prijatelnu
kvalifikaciu v cudzom jazyku. Program Eurdpskej Unie pre vysokoskolské vzdelavanie
Erasmus zahfiia Siroky rozsah opatreni na podporu eurdpskych aktivit
vysokoskolskych institicii, mobility a vymeny predndsajicich a Studentov (vratane
intenzivnych pripravnych kurzov cudzieho jazyka), spolocného vyvoja osnov,
vytvdrania kontaktov medzi prednasajucimi a prenos kreditovych bodov

Komunikacia v odbornom jazyku podla Uherovej (2008, s. 207) ,,si vyZaduje nielen
jazykové, ale aj odborné vedomosti. Vzhladom na rozsah vyucby cudzich jazykov na
vysokych skolach mozno hovorit vo vdcésine pripadov o zakladoch odborného jazyka,
ktoré si studenti mdZu osvojit, pricom zaroven si osvoja metddy a praktiky, ako tieto
vedomosti maju v buducnosti rozsirovat s ohfadom na svoju kvalifikaciu. Motivovat
Studentov, aby dosiahli vysoky stupen osvojenia si odborného jazyka vzhfadom na
jeho Specifické postavenie v roznych oblastiach Zivota a naucit ich vnimat jazykové
vzdeldvanie ako celoZivotny proces vzdeldvania je nelahkou uUlohou kazdého ucitela
cudzieho jazyka.” Ucitel podla Uherovej a Horfiakovej (2006, s. 79) ,,by mal vediet ako
aktivizovat a motivovat Studentov, aby u nich vzbudil zdujem o vyucbu odborného
jazyka. V edukacnom procese ma velky vyznam porozumenie a praktické zvladnutie
motivacie, nakolko poznanie motivaénych procesov umoziuje ucitelovi pochopit,
preco je Student aktivny uréitym spésobom, aké je jeho motivaéné zameranie a ako
toto zameranie mozno edukdaciou ovplyvnit.“ Podla PaZzuchovej (2008 s. 137) ,je
potrebné nechat studentom ¢o najvacsi priestor na odborni komunikaciu a dokazat
ich spravne motivovat, pretoZe sa mnohokrat stretdvame s bariérou verejne sa
prezentovat. Pozitivna skisenost so Studiom jazykov uz na strednych Skolach
pravdepodobne povzbudi vaésinu Studentov zdokonalovat sa v cudzom jazyku aj po
ukonceni Studia. V sucasnosti pre vyucbu cudzieho jazyka Coraz viac plati, Ze
motivacia je v skutoCnosti vzdelavanie pricom neexistuje Ziadne vzdeldvanie bez
motivacie. Spravna motivacia je zdkladom aktivnej ucebnej cinnosti Studenta
a zérukou Uspechu. Vzdeldvanie v odbornom jazyku je vzdeldvanim na cely Zivot
a vedomosti a zrucnosti, ktoré student pocas univerzitného vzdeldvania nadobudne
bude vyuZivat aj po jeho ukonéeni, ¢i uz v praci vo svojom odbore, alebo v inych
¢innostiach. Kazdy Student by si mal uvedomit potrebu jazykového vzdeldvania
a vyuzit vietky sposoby, ktoré sa mu ponukaju na zvySenie svojej jazykovej Urovne
a profitovania z vyucby odborného jazyka po cely Zivot.”

Odborna jazykova priprava na vysokych skoldch nie je samozrejmostou. Kym
stredné Skoly su zaviazané obsahom a rozsahom, vyucba jazykov na vsetkych troch
stuprioch vysokoskolského Studia nie je zjednotena. Neraz o rozsahu rozhoduju
subjekty, ktoré su ovplyvnené vonkajsimi faktormi a rozvoj jazykovych kompetencii
ako sucasti profilu absolventa podceruju a redukuju na ukor priestoru pre vyucbu
kld¢ovych odbornych predmetov. ManaZmenty vysokych 3kol, pripadne ich
akademické senaty, ¢asto otvaraju tému zrusenia vyucby jazykov ako racionalizany
prvok. S tym sa Ciastone moéZeme stotoznit a zdrover argumentovat — vyucbu
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cudzieho jazyka nie, ale odborni komunikaciu v cudzom jazyku &no. Osvojené
,makké zruénosti“, komunikaéné kompetencie aznalost odbornej lexiky v cudzom
jazyku méZu absolventa vyznamne zvyhodnit pred inymi na globalnom trhu prace.
Prieskum, ktory sme realizovali vobdobi 2008-2010 potvrdil, Ze potencidlny
zamestndvatelia absolventov technickych odborov so samozrejmostou ocakévaju, ze
tito pridu do praxe jazykovo kompetentni. Popri odbornosti su jazykové kompetencie
jednym ztzv. K.O. kritérii pri prijimani zamestnancov — absolventov technickych
odborov vysokoskolského studia. Mistina (2010) sa zaobera niektorymi aspektmi
budovania koncepcie odborne zameranej jazykovej pripravy a sprostredkovava
pozitivne skdsenosti zo svojho pracoviska, ktoré moézu byt aplikované na vyucbu
jazykov nielen v technickych a prirodovednych, ale aj v humanitnych
a spolocenskovednych Specializacidch vysokoskolského studia.

Studia, ktord by sa zaoberala komplexne problematikou jazykovej pripravy
vysokoskolskych $tudentov na Slovensku, neexistuje. Ciasto¢ne sa tejto témy dotkla
Rehakova (2008), ktora vo svojej dizertacnej praci ,/v(}EuU Vv § Zv}oel
Al YEV I i ICI}JA I % E % E A AC 3idlyddvelalp@graquil q ~
jazykovu  pripravu  Studentov  nefilologickych  Studijnych  programov  na
Materidlovotechnickej fakulte STU v Trnave afakultdch dvoch dalSich trnavskych
univerzit — Univerzity Sv. Cyrila a Metoda (Fakulta prirodnych vied, Masmedialna
a Filozoficka fakulta) a Trnavskej univerzity (Filozofickd a Pedagogickd fakulta).
Skimala a porovnavala pocet predmetov, v ktorych mozu studenti ziskavat a rozvijat
jazykové kompetencie, ¢asovy rozsah vyucby v pocte vyucovacich hodin za tyzden
v dennom Studiu, alebo v pocte vyucovacich hodin za semester v externom studiu,
pocet semestrov tejto vyucby a vysku kreditového hodnotenia takto orientovanych
predmetov. Skonstatovala rozdiely medzi jednotlivymi vzdeldavacimi instituciami vo
vSetkych ukazovateloch, ¢asto medzi fakultami jednej univerzity, ba medzi Studijnymi
programami na tej istej fakulte (PdF TU). Odlisnosti sa vyskytli vo forme ponukaného
predmetu — od vyberového, cez povinne volitelny, az po povinny, v rozsahu aj
v poctoch kreditov. Predmety sa liSili v obsahu — od vSeobecného jazyka (Pdf TU) po
odborne zamerany (FPV UCM, MtF STU). Obsahové zameranie predmetov
vyucujucich odborny cudzi jazyk bolo rézne. Niektoré poskytovali tzv. obchodny jazyk
iné boli obsahovo zamerané na Specializdciu. Predmety sa odliSovali aj v skdle
a kvalite ponukanych kompetencii. Jazykova priprava na skimanych pracoviskach
vykazovala rézny pocet vyucovacich jednotiek asemestrov vyucby. Studia tie?
ukdzala, Ze kym na jednych pracoviskach sa orientuju na jeden svetovy jazyk —
anglictinu, na inych ponukaju $kalu jazykov (najcastejsie nemcina, anglictina, ale aj
Spanielina, rustina, francuzstina). Po preskimani novych schvélenych akreditacnych
spisov vyssie spominanych pracovisk sme zistili, Ze na niektorych prislo k posilneniu
jazykovej pripravy, na inych kredukcii poctu hodin azlZeniu na jeden jazyk —
angli¢tinu. To len potvrdzuje individudlny pristup jednotlivych univerzit/fakdlt
k jazykovej priprave vysokoskoldkov. Aj ked' Studia zachytdva pomerne maly okruh
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$kol s nesurodym odbornym zameranim, pouZili sme ju na ilustraciu stavu na
slovenskych vysokych Skoldch. Prieskum webovych strdnok a akreditaénych spisov
slovenskych univerzit ukazal, Ze problémy, na ktoré autorka poukdazala, su
symptomatické pre celé spektrum slovenskych univerzit.

V juni 2010 sa v Bratislave na Ekonomickej univerzite uskuto¢nila medzindarodnd
konferencia pod zastitou CERCLES (Medzinarodna konfederacia univerzitnych
jazykovych centier). Hostitelskou organizaciou bola CASAJC (Cesko-slovenska
asociacia ucitelov cudzich jazykov na vysokych skoldch). Ide o vyznamné podujatie
v oblasti jazykového vzdeldvania na vysokych Skolach nefilologického charakteru
arovnako vyznamnu organizaciu presadzujucu jazykovu politiku Eurdpskej unie.
Hlavnym cielom CERCLES je dosiahnut najvy$siu moZnd Udroven v jazykovom
vzdeldvani a vo vyskume a podporovat vyuébu odbornej jazykovej komunikacie na
katedrach, centrach a Ustavoch jazykov. Ako bolo zdbéraznené v Uvodnych
vystupeniach na konferencii, z tohto vyplyva konkrétna uloha. Tou je harmonizacia,
unifikdcia a Standardizacia u¢ebnych programov odborného jazyka a hlavne unifikacia
vystupného hodnotenia vedomosti a jazykovej spbsobilosti formou medzindrodného
certifikdtu na zaklade dvoch dokumentov Rady Eurdpy, ato d Z tuulv pE}%
&E uAYEI }(Z(EV (}JE > vPu P > Ev]vP v d Z]
E u % E AEup (Qouncil 6fIBubope, 2001)a HE}% Vv > VP P W}C
~ HE*% el i ICI}A. S ojtezErheromh}bol vypracovany systém hE/ EtS>
D I]Jv &} VE «C+3 u i ICI}A i AEp C ES](]I 1 % E
}  } E Baskova a kol., 2004), ktory poskytuje $koldm moznost akreditovat si svoje
jazykové ucebné programy a na zdklade toho vydavat svojim Studentom
medzindrodne platne certifikaty. Slovenska a Ceska republika si v CERCLES spolo&ne
zastupené svojou asociaciou CASAJC od roku 2000. Do c¢innosti CASAIC sa zapojili aj
ucitelia cudzich jazykov z Materialovotechnologickej fakulty STU v Trnave a ako jeden
z vystupov spoluprdce bola akreditdcia jazykového programu odbornej komunikacie,
amoznost udelovat Studentom medzindrodne uznany certifikit hE/ & $Na
konferencii vSsak okrem deklarovania potrieb v oblasti kvality odborného jazykového
vzdeldvania na slovenskych vysokych Skolach nezaznela Ziadna analyza stavu v tejto
oblasti. Z drovne riesenia skimanej problematiky a poznania sucasnej situacie sa
domnievame, Ze takdato analyza je akutne potrebna.

Pri stddiu informdcii azdrojov ktejto problematike nas zaujala informacia
uverejnena na webovej stranke Masarykovej univerzity (MU) v Brne, CR (Musilkova,
2006). KedZe prax a kontakty skolegami z Ceskych vysokych $kol potvrdzuju, Ze
problémy v oblasti akceptacie, realizacie, kvality a Standardizacie odbornej jazykovej
pripravy na ceskych univerzitach si podobné ako na Slovensku, uvedena sprava
pbsobi inspirujuco. Na kolégiu rektora MU v Brne bola v marci 2006 prijata nova
koncepcia jazykového vzdeldvania, ktord vziSla z viac nez ro¢ného prerokovania
a zvaZzovania, a ktora vstupila do platnosti pre novoprijatych Studentov od
akademického roka 2006/2007. Podstatou koncepcie je stanovenie minimalnych
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narokov na jazykové zrucnosti Studentov a absolventov MU. Zavedenim principu
minimalnej jazykovej kompetencie chce MU predist pripadom, ked' diplom dostanu
absolventi, ktori su Uplne nedostatocne jazykovo vybaveni. ,Vypracovanie novej
koncepcie jazykového vzdeldvania je sucastou dlhodobej stratégie MU smerujlce k
zvySovaniu zamestnatelnosti absolventov univerzity. Kazda vysoka skola by mala
popri profesijnej odbornosti Studentom zabezpelit eSte takzvané ,soft skills, teda
socidlno-komunikacné  kompetencie presahujuce konkrétny odbor. Tieto
kompetencie zvysSia ich uplatnitelnost v praxi a patri medzi ne samozrejme aj
jazykova vybavenost”. Posilnenie jazykovych kompetencii Studentov chce MU
dosiahnut stanovenim minimalnych poZiadaviek na stupen zvladnutie cudzieho
jazyka, ktoré v ramci MU Standardizuju uroven vyucby a tiez zabezpedia mozné
medzindrodné porovnanie jazykovych zruénosti absolventov MU, pretoZe vychadzaju
20 "%0}0} v Z} PE%oel Z} E (.EniversitaZurCilEpne vietky typy
Studia povinne jeden osvojeny jazyk a tri Urovne jeho zvladnutie, ktoré postupne
zvySuju poziadavky na porozumenie textu, na hovoreny a pisany prejav
a zodpovedaju trom stupriom Studia. Absolvent bakaldrskeho Studijného programu
musi ovladat jazyk na drovni B1. Musi sa orientovat v jednoduchom pisanom aj
hovorenom texte. Po priprave prezentuje jednoduchu odbornu tému a zvlada
jednoduché zanre pisomnej komunikacie. Uroveri B1 povazuju za minimum, ktoré
mozno od univerzitného Studenta vyZadovat. ,PoZiadavky su vysledkom dohody
univerzitnych pracovisk a su nastavené tak, aby reSpektovali priority fakult. Na
fakultdch samotnych bude zdlezat, Ci kritéria pre svojich Studentov sprisni. Mo6zu
zaviest viac povinnych jazykov alebo ponechat jeden povinny, ale zvysit jeho
poZadovanu Uroven”. Po absolvovani magisterského Studijného programu musi podla
novej koncepcie Student alebo Studentka ovladat jazyk na urovni B2. Vedla
globalneho porozumenia uz bude schopny pochopit detailny dlhy odborny text. Vie
viest diskusiu a obhajovat svoje stanovisko, v pisanom prejave ovlada Stylistické
$pecifikd odbornych textov, dokaze napisat kratky odborny text. Jazykovu uroven C1
musi dosiahnut $tudent doktorandského programu. Cita s vysokou presnostou
narocné odborné texty, rozumie globalne i detailne suvislym odbornym prejavom.
Hovori plynulo a gramaticky pestrym jazykom. Vie prezentovat aj abstraktni odborné
tému, viest seminar a moderovat diskusiu. V pisomnom prejave je schopny za
pouzitia literatdry napisat aj naro¢nejsie Utvary. O zvySeni narokov na jazykové
zruénosti svojich studentov mohli rozhodnut jednotlivé fakulty. Mohli rozhodovat
o pocte tyzdenne vyucovanych hodin, o pocte povinne zvladnutych jazykov alebo
o zvy$eni minimalnej poZadovanej Urovne jazyka. Podla skimania webovych stranok
fakalt MU méZeme konstatovat, Ze niektoré zvysili poZiadavky nad ramec minima.
Napriklad Ekonomicko-spravnej fakulta kladie na vyucbu jazykov velky déraz a tieto
nové poziadavky su pod uroviiou jej narokov. Niektoré iné fakulty poZiadavky
zachovali v schvdlenej podobe. Univerzitny Standard predstavuje iba dohodnuté
minimum a umoZiuje a podporuje autondmne stratégie fakult v oblasti jazykového
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vzdeldvania. Nové ponatie vyucby vychadza z predpokladu, Ze jazykové znalosti
a zruénosti patria medzi zdkladné kamene profesijnej vybavenosti absolventov
a zaroven mozu podporit mobilitu a uplatnenie Studentov v ramci eurdpskeho trhu
prace. Rektor Petr Fiala zahffia zmeny vo vyucbe cudzich jazykov do usilia univerzity
vytvorit pre Studentov ¢o mozno najlepsie Studijné podmienky. ,Zmena vo vyucbe
jazykov povedie k tomu, aby vsetci Studenti MU mali mozZnost ziskat dostatocné
jazykové kompetencie,” uviedol rektor. Tento priklad sme vybrali ako ukazku riesenia
Standardizacie vysokoskolskej odbornej jazykovej pripravy pri  zachovani
rozhodovacej autondémie a akademickych slobdéd fakult aresSpektovani potrieb
Studentov.

Znalost cudzich jazykov a ovlddanie podéitatovych zruénosti sa dnes povazuju za
samozrejmost v profesionalnom i akademickom prostredi. Pre toto tvrdenie by sme
nasli vela prikladov i podpornych dokumentov, ktoré dokladuji nevyhnutnost
zvlddnutia uvedenych  kompetencii. Akademické prostredie technického
a prirodovedného vzdeldvania sa nijakym sp6sobom nevymyka z tohto ramca. Skér
naopak, cudzojazy¢né zdroje, medzi ktorymi dominuji anglicky pisané texty, tvoria
velmi silny Studijny potencial, pricom internet predstavuje jedine¢ny komunikacny
a informacny kanal pre vysokoskolského Studenta. Celoeurdpsky systém prenosu
kreditov, Studentské mobility, Stipendijné pobyty, spolocné kurikuld, konkurencné
prostredie, to vSetko vytvara tlak na nefilologicky orientované studijné odbory, aby
vytvdrali dostatocne atraktivne prostredie nielen pre domacich, ale aj pre
zahrani¢nych studentov. Schopnost komunikovat v cudzom jazyku v tomto prostredi,
ako i rozvijat odborné jazykové zruc¢nosti, sa zaroven stava predpokladom, ba priam
podmienkou, pre odborny rast Studentov aich uplatnenie v praxi. Slabd znalost
cudzich jazykov moze byt povaZovana za vainy nedostatok v profesiondlnej praxi
absolventa vysokej Skoly. Bez SirSej analyzy stavu v oblasti odbornej jazykovej
pripravy a analyzy cudzojazyénych kompetencii absolventov sa ndm vsak zda toto
tvrdenie prili$ zovieobecriujuce. Na Katedre odbornej jazykovej pripravy MTF STU
v Trnave, sme monitorovali situaciu na trhu prace. Ohlasy z cielovej priemyselnej a
podnikatelskej sféry z podnikov Volkswagen, Sonny, Sachs, Samsung, PSA Peugeot
Citroen a dalsich, v ktorych sa aj vdaka jazykovym komunikacnym kompetenciam
pomerne Uspesne uplatiiuju absolventi fakulty, s pomerne pozitivne. VSeobecne
vSak v podnikatelskom prostredi prevldda ndzor o nedostatocnych jazykovych
kompetencidch absolventov vysokoskolského studia.

Za najcastejSiu chybu $kol (katedier jazykov) povazujeme realizéciu kurzov
vSeobecného jazyka, bez previazanosti obsahu kurzu na Studijné odbory, bez
Specificky zaloZzeného jazykového kurikula vybudovaného na zaklade analyzy potrieb.
Vytvdranie Ustavov jazykov zoskupovanim jazykovych katedier najma na velkych
univerzitdch znevyhodriuje Studentov vmozZnosti zucastriovat sa Specializovanych
kurzov.
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Riesenie problému nedostatocnej odbornej jazykovej pripravy Studentov
technicky orientovanych odborov zavisi od niekolkych subjektov. Je tazké stanovit
mieru zodpovednosti samotnych Studentov. Domnievame sa v3ak, Zze ovela vacsSiu
zodpovednost by na seba mali prevziat jazykové katedry, ktoré si najma na
nefilologickych, a teda aj technickych vysokych skolach dost znevaZujlico povazované
za servisné katedry. Pod pojmom ,servis“ su zahrnuté casto zneuZivané
prekladatelské a timocnicke sluzby a korekcie textov. V tomto zmysle slova by sme
uprednostnili pojem ,suportivne” katedry, t.j. katedry podporujice budovanie
kitu¢ovych kompetencii $tudentov technickych odborov. Ulohou tychto pracovisk je
na zdklade kontinudlnej analyzy potrieb Studentov aj absolventov $koly aanalyzy
potrieb cielového profesionalneho prostredia kreovat kurikulum odbornej jazykove;j
pripravy tak, aby dotvéralo profil absolventa prislusného odborného zamerania,
Studijného programu. Nemenej déleZitou Ulohou je budovanie postavenia pracoviska
v kontexte ostatnych katedier fakulty/univerzity (podrobnejSie v Mironovova,
Mistina, Walekova, 2004; Mironovova, Mistina, Walekova, 2007).

PovaZujeme za dolezZité:

- udrziavat Uzky kontakt a komunikaciu s katedry vedenim fakulty;

- doverne poznat profilové pracoviska/odborné katedry;

- viest profesionalny dialdg a udrZiavat osobny kontakt s pedagdgmi/ vyskumnikmi
na pracovisku;

- prezentovat aktivity a vysledky prace.

Tiez si myslime, Ze dovnutra katedry treba smerovat vietky aktivity stvisiace
s budovanim koncepcie vyucby, vnutornej komunikacie a materidlno-technického
zabezpecenia:
- budovanie vyucbového programu katedry (sylaby);
- zvySovanie efektivnosti a kvality vychovno-vzdeldvacieho procesu;
- tvorba Studijnych materidlov;
- extrakurikuldrne aktivity (organizovanie Studentskej vedecko-odbornej Cinnosti,
odbornych podujati, ...);
- veda a vyskum, publikovanie, odborny rast;
- vytvaranie materidlno-technického , komfortu“ pre pracovnikov katedry;
- organizovanie podnikatelskej ¢innosti, tvorba mimorozpoctovych zdrojov.

Osobna skusenost ukazuje, Ze odbornost cudzojazy¢nej pripravy Studentov na
slovenskych univerzitach v nefilologickych, a teda aj technickych odboroch studia, je
Casto zjednodusenda na pracu sodbornym textom a osvojovanie, rozsirovanie
a upevinovanie odbornej slovnej zasoby. Hutchinson a Waters, priekopnici modernych
trendov v odbornej jazykovej priprave ju charakterizuju nasledujucim spésobom:
»,0dborna jazykova priprava nie je Ziadnym jazykovym produktom, ale pristupom
k jazykovej vyucbe, ktora sa riadi $pecifickymi a vyhradnymi potrebami uciaceho sa“
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(Hutchinson, Waters, 1987). Preferuju pojem ,learning-centred approach” pred
pojmom ,,communicative”, pretoZe learning-centred vyjadruje SpecifickejSie, aké su
principy daného pristupu, t. j., Ze plnohodnotny pristup k odbornému jazyku musi byt
zaloZeny na pochopeni procesu studia jazyka a na principe, Ze ucenie je Uplne
determinované uciacim sa (obr. 4).

Odborna
lexika

Jazykové
zruénosti

Klucové Integrované
kompetencie zruénosti

Obr. 4: Proces odbornej jazykovej vyucby zamerany na studenta podla

Hutchinsona, Watersa (1987) doplneny o klticové kompetencie (Mistina, 2010)

Pojmu , komunikativny” sa snaZia vyhnut, pretoZze ho povazuju za emotivne slovo
akym je napriklad slovo ,demokracia“, ,sloboda”. Tieto slovd maju nespocetné
mnoZstvo interpretacii. Podla Hutchinsona a Watersa (1987) ,komunikativny“
znamend jednoducho ,dobry, moderny“ pristup k vyucovaniu jazyka, ale
nenaznacuje, z ¢oho tento pristup pozostava. My naopak uprednostiiujeme pojem
komunikativny prave pre jeho Siroky interpretacny zaber, ato aj smerom
k najmodernej§im formam dorozumievania prostrednictvom IKT. Student zostava
v centre pozornosti, vyslednym produktom su jeho profesiondlne komunikaéné
kompetencie (obr. 5).

Odborné texty, ktoré tvoria sucast Studijnych materidlov musia byt starostlivo
vyberané tak, aby obsahovo koreSpondovali s odbornym zameranim studia. Pri
vybere materidlov by mali byt dodrzané nasledujdce kritéria:

- dobkladné poznanie potrieb Studentov;

- zosuladenie s odbornym obsahom profilovych pracovisk (odbornych katedier);

- poznanie potrieb cielového profesionalneho prostredia;

- dobsledné dodrziavanie etickych noriem tykajucich sa autorského zakona

(copyright);
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- ilustrativnost a metodicka atraktivnost vybranych materialov;

- variabilnost prace s vybranymi materialmi a moznost ich dopliiania autentickymi
a autorskymi materialmi;

- komplexnost materidlov (texty, audionahravky, ucitelsky manual, ...);

- metodicka invencnost a tvorivost vyucujuceho pri ich aplikacii v praxi.

Obr. 5: Komunikativny model odbornej jazykovej pripravy (Mistina, 2010)

ke
. A )\
* Student
* materialy + dialdgy 'Koml.fnik?ciav
Dt profesionalnom
* formy * diskusia, S
* metody * prezentécie
* testy
«- - > «.

Vzhladom na to, Ze obsah a potreby sa menia (novo akreditované studijné
programy, technologické novinky, spolo¢enské poziadavky, nové vedecké objavy,
a pod.), neexistuje jedna ucebnica, ktora by pokryvala kurikulum odbornej jazykovej
pripravy technickych odborov. Popri selektivne vyberanych textoch, cviceniach
a Ulohdach z ucebnic a odbornej literatiry si to najma autorské studijné materidly
Specidlne prispdsobené potrebam a Urovni Studentov konkrétnej Specializacie.

Do textu tejto Studie sme vybrali niekolko ukdzok testovanych uéebnych textov
pre technicky orientované studium, ktoré boli vyuZivané pri prdci so Studentmi.

Obr. 6 je ukdzkou cviCenia rozvijajuceho tri zo Styroch jazykovych zrucnosti
(zruénost Citat s porozumenim, zru€nost pisat a zruénost hovorit). Zaroven uci
odbornt lexiku. Studentov motivuje ku kooperativnosti pri skupinovej praci. Rozvija
aj komunikaéné kompetencie v cudzom jazyku, Studenti zdévodriuju a obhajuju
rie$enia, pytaju sa, komunikuju v rdmci skupiny. Co je ddlezité, interpretuju jazykové
aj technické rieSenia. Z profesijného hladiska ide o ,sustavu pokynov/ instrukcii”,
teda Zéner, s ktorym sa absolvent technickych odborov bude frekventovane stretavat
vo svojej praxi. Preto je dolezité naucit Studentov abstrahovat kltucové informacie
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ztextu aj pri neznalosti niektorych cudzojazyénych terminov. Témy boli prisne
vyselektované na zéklade uZz spominanej analyzy potrieb, ktorej sucastou bola aj
multilaterdlna komunikacia s odbornymi katedrami, pedagégmi z tychto katedier
a odbornymi garantmi. Problematika nie je sice rozpracovana do hibky, dava viak
Studentom nadobudnut zéklady odbornej lexiky, ktord rozvijaju pri projektovom
vyucovani pri vybere Specifickych tém.

ZloZitejSia situdcia sa javi pri Studentoch, ktori nemaju osvojeny cielovy jazyk.
V tomto pripade si musia angli¢tinu ako jazyk osvojovat od zékladov a preto je tu
rovnako doleZita praca s odbornou lexikou a zosuladenie obsahu s ich profesijnou
orientaciou. Tieto materidly je vhodné doplfiat vybranymi uéebnicovymi textami,
ktoré maju vyhodu v tom, Ze vacsinu tvori ,balik” dopliujicich materidlov, ako
audionahravky, metodicky manual pre ucitela a iné. DéleZitu stucast prace s odbornou
lexikou tvori aj prdca s autentickym textom. Autentickymi textami su zvycajne
materidly tvoriace technickd dokumentdciu, texty z odbornych publikdcii a periodik,
rézne manualy, reklamné a propagacné texty a obrazovy materidl, ale aj webové
stranky a iné dostupné materialy na internete. Prave praca s autentickym textom na
internete umoznuje Studentom rozsirovat odbornd slovnd zasobu a ziskavat, alebo
upeviovat informaéné kompetencie. V nasom vyucbovom pristupe je to riesené
v ramci tzv. projektového semestra, v ktorom sa popri vyucbe jazyka, odbornej lexiky
a komunikaénych modelov zameriavame na skvalitnenie informacnej a pocitacovej
gramotnosti Studentov. Jednym zvystupov projektu, je zvyCajne vyhotovenie
odborného postera Studentmi pomocou vybraného softvéru, spravidla MS Word,
PowerPoint, PDF Creator, Adobe Photoshop, Corel alebo iné, po dohode so
Studentmi a podla dostupnosti softvéru pre uditela. Vytvoreny poster je facilitdtorom
procesu — usmerfiuje, povzbudzuje, vedie, radi, ulahéuje, hodnoti. Student tak okrem
prace s textom (Citanie, preklad, praca s lexikou, selekcia textu, vyber klicovych slov,
atd.), sa udi vyhladat relevantné informécie prostrednictvom vyhladavacich serverov
(napr. Google) pomocou zadania kltucovych slov a citanim struénych charakteristik
webovych stranok. Kopiruje text, vkladd ho do textového editora, formatuje, vklada
obréazky, nastavuje obtekanie textu, voli typ a velkost pisma, tvori dizajn, uéi sa
uvadzat zdroje (Obr. 7). Praca Studenta musi byt samozrejme désledne metodicky
usmerfiovand, amad v kazdom vy$Som semestri, ¢i stupni Stddia, ind narocnost.
Sucastou predstavenia posterov byva Ustna prezentdcia nastudovanej problematiky
podporend PowerPointovou prezentaciou. Prezentacia je jedna zo socidlno-
komunikaénych  zruénosti (soft skills), ktoré analyza potrieb cielového
profesiondlneho prostredia verifikovala ako ,velmi ddleZitu“. Po pociatocnej
nedovere, ba aZ nechuti Studentov, sme zaznamenali na tuto aktivitu velmi pozitivne
ohlasy. Musi byt vsak ,manaZovand” velmi dosledne, nesmie byt na Ukor inych
kurikularnych aktivit. Ma mat jasné pravidld a Student musi dostat spatnu vazbu.
Idedlne je, ak vystupy su sucastou Studentovho portfélia, ktoré tvori kontinualne
hodnotenie.
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Obr. 6: ,How to change a motherboard — Ako vymenit materska dosku” studijny
material z odbornej anglictiny pre mierne pokrocilych — pokrocilych Studentov
bakalarskeho stupia informatiky (Mistina, 2010)

Exercise 2

When you replace a motherboard, you pretly much have fo Power Connector  pamary Banks
disassemble an entire compufer. We do not recommend this

process for computer beginners. We have provided the steps to EIFRIGAL i R
choose and install a new motherboard.

Each step contains a mistake. Replace underiined words and
expressions with the correct ones. Podéiarknute slovd Cchipset
nahradie spravnymi

Example: ...The old motherboard... The new motherboard should
have the same form factor as the case, but the new one.

Step 1 Verify that you have selected the right motherboard to
install in the system. The old motherboard should have the same
form factor as the case, support the RAM modules and processor
you want to install on it, and should have other internal and external
connectors you need for your system.

Step 2 Determine proper configuration  seftings for  the
motherboard. Especially important are any jumpers, DIP switches,
or CMOS settings specifically for the processor, and RAM speeds
and timing. Read the graphical card manual. Check the
manufacturer Website for answers to any question you might have
Step 3 Remove components so you can reach the old motherboard. Turn off the system and disconnect all
cables and cords. Close the case cover and remove all internal cables and cords connected to the
motherboard. Remove all expansion cards. To safely remove the old motherboard, you might have to
remove drives.

Step 4 Set any jumpers or switches on the new motherboard. This is much easier to do after you put the
board in the case.

Step 5 Install the processor and processor heater. Follow motherboard and processor installation
instructions.

Step 6 Install RAM into the appropriate slots on the keyboard.

Step 7 Install the motherboard. Place the motherboard into the case and, using spacers or screws, securely
release the board from the case.

Step 8 Attach cakbling that goes from the case switches to the motherboard and from the power supply and
drives to the motherboard. Do not pay attention to how cables are labelled and to any information in the
documentation about where to attach them. Position and tie cables neatly together to make sure they don't
obstruct the fans and the air flow.

Step 9 Install the video plaver on the motherboard. Usually this card goes into the AGP slot or PCI Express
%16 slot. Keep in mind that if you do not have an external video card, your metherboard should come
equipped with one onboard

Step 10

Unplug the computer from a power source, and attach the monitor and keyboard. Do not attach the mouse
now, for the initial setup. Although the mouse generally does not cause problems during setup, initially install
only the things you absolutely need.

Step 11

Boot the system and enter MS Office setup. You can do this using several metheds. Usually you will tap the
F2 F1, or Del key at the first screen after boot

Jojpauua?y Addoj4

PCI Slots

\lsa Slot

Step 12
Check for conflicts with system resources. For Windows, use Device Manager to verify that the OS
recognizes all devices and that some conflicts are reported.

Step 13
Install each device and its drivers. Reboot and check for corflicts before each installation.
Step 14

Verify that everything is operating wrong, and make any final OS and CMOS adjustments, such as power
management settings
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Obr. 7: Ukazky vystupov studentov vo forme posterov

\‘ Student Research Conference APV 2010 7
| (7 <] 'BEBE! _Lm o
r Author: Jaroslav Num
Mariin Tibensky oty Workplacs: Blovak unmnyoc Technology in Bratislava
University of 55 Cyril and Methodius in Trnava, Faculty of Natural Sciences &/ & sy aculty of llll-ﬂll s Science and Technelogy in Tmava
2009/2010 E Group: 217 3
R Academic year: 2006/2007

| esimesmaiicom Key words: rockat engine

Introductin The Rocketdyne-developed F-1 (32 miles) and a speed of 8,700 km/h
engine is the most powerful single- (5,400 mph). The combined
nozzle liquid fueled rocket engine propellant flow rate of the five F-1s in
ever developed. Five F-1s powered the Satum V was
the S-IC first stage of the Satum V/ 3580 U.S. gallons

womieh “moon rocket.” The F-1 was originally (13552 liters) per

developed by Rocketdyne to meeta  second. The flow
1955 US Air Force requirement for a rate could empty a
30,000 U.S. gallon
(113,562 liter)
swimming pool in
8.5 seconds. Each F-1 engine has
more thrust than all three space
shuttle main engines combined,

The result of m that aciction to
Pdioribebyoo iy

new very large rocket engine. The
first static firing of a full stage
developmental F-1 was performed in
March 1959

The F-1 burned two tobss (1.8 f) of
liquid oxygen (LOX) and one ton (0.9
1) of RP-1 (kerosena) each second
generating over 1.5 million pounds-
force (6.7 meganewtons) of thrust
During their two and a half minutes of
operation, the five F-1s propelled the
Saturn V vehicle to a height of 52 km

aing problems with schoci o werk
et ——

Prdca so Studentmi na vyudovani by mala byt pestrd, nesmie upadnut do
stereotypu. Student sam ma nadobudnuf pocit, 7e on sa podiela na organizovani
seminara. Ma mat jasne definované ulohy a dostat Sancu pracovat individualne, ale
prevziat aj zodpovednost za riesenia ako c¢len timu. To si vyZaduje skiseného
a zanieteného ucitela schopného reagovat na profesionalne podnety a vyvojové
trendy.

V porovnani s historickym vyvojom komunikaénych prostriedkov, ba i v porovnani
s vyvojom komunikacnych modelov jedinca, v relativne kratkom ¢ase vzniklo Uplne
nové komunikacné prostredie. Otazkou je, ¢i sme naftho dostatocne pripraveni. Prax
ukazuje Ze nie. Dokazuju to vysledky prieskumu i osobna skusenost. Uz dIhSiu dobu sa
stretdvame pri Citani elektronickej poSty s neznalostou zakladnych zasad pri
komunikacii prostrednictvom internetu nielen u svojich Studentov, ale aj u inych
pouzivatefoch tohto prostredia. Kym technické zvladnutie tohto typu komunikacie sa
stava samozrejmostou, kultirne, etické i estetické aspekty sa bud' Uplne zanedbdavaju,
alebo berd ako cosi nepodstatné, zbytocné. Beruc do Uvahy buduce potreby
Studentov nielen technickych a prirodovednych odborov sme pokusne zaradili do
sylab odbornej jazykovej pripravy aj problematiku etikety sietového prostredia

63



a neskor aj etikety mobilnej komunikacie. Opodstatnenost zaradenia problematiky
sietovej a e-mailovej etikety sme sa pokusili dokazat aj v naSom vyskume, najma pri
analyze cielového prostredia. Popri obsahu tu nesmieme podcefovat formu
a metddy. Ak su spravne zvolené, Studentov téma zaujme a vysledkom je rychly
progres.

Pri dvodnom brainstormingu by Studenti mali dostat priestor na vyjadrovanie
osobnych skisenosti a néazorov, mali by diskutovat o komunikacii vSeobecne.
Vdacnou témou je histéria komunikacie. Spravidla vyvola Zivud diskusiu, ktora pomaha
rozvijat komunikaéné kompetencie (vyjadrenie ndzoru: D Cs0 YU s]}uv] A WU
AYu %o E e« AY\drgubentovanie proti: E uCeo YE T EpzZ i Y¥ESEuU
o v «3}8}Ixpi uUY%yjddredielzaujmu: d} i 1A Ju % E _ %o IYWi _u ¢
< C *u v “0] 0“] Y] wéddEra argumentov, a pod.). Studentov je
mozné zapojit do ukaZzok a prikladov neverbalnej komunikacie (priklady pouZivania
redi tela, gestd a ich interpretacia v réznych kultdrach, hladanie historickych suvislosti
vo vyvoji neverbélnej komunikacie: %} v] EpICU u A v]Y piktdgrahy(E AU
atd.). Nasledne je vhodné ich motivovat, aby na internete vyhladali dalSie informacie.
Postupne by sa mali zoznamovat s novymi pojmami ako netiquette, e-etiquette,
techno-communication etiquette, business etiquette, cellphone etiquette.

Popri seminaroch kladieme vo vyucbe doraz aj na samostudium, ked Studenti
vyhladavaju Specifické informacie na internete pomocou vyhladdvacich sluZieb
(tzv. search engines). Idedlne je wvyuZit také formy a metddy, ktoré by co
najefektivnejsie a zaroven pritazlivym spésobom umoznili studentom zvladnut dand
problematiku. Preto by vprocese vyucby nemala chybat projektovd praca,
problémové vyucovanie, pripadové Studie, skupinova praca, atd. Vysledkom
uvedenych aktivit je Studentom kultivovane napisany e-mail alebo séria e-mailov, na
zaklade modelovych situdcii pravdepodobnych pre profesiondlnu prax absolventa
technickych, prirodovednych, alebo inych Specifickych odborov vysokoskolského
studia, ako napr. komunikdcia s potencidlnym zamestnavatelom, profesijne
spriaznenym partnerom, zakaznikom, obchodnym partnerom, vedeckou alebo
profesijne uzndvanou autoritou. Uvedenym postupom si Studenti cibria nielen cit pre
jazyk, profesiondlny styl, odbornu terminoldgiu, ale aj u nas zatial podcefiovand, Ci
skor nedocenenu ,politicki korektnost” (political correctness), no predovsetkym
sumar Stylistickych, obsahovych a technickych prvkov tejto elektronickej spravy pri
dodrzani a uplatneni relevantnych pravidiel etikety sietového prostredia. Tieto, vo
vyucbe ziskané zruénosti, mozu podstatnym spdsobom zvysit budicim absolventom
$ance na trhu prace a v profesijnej kariére. Spatna vazba by mala dokazat vyrazny
posun v pristupe k novému komunikacnému prostrediu. KedZe problematika
suvisiaca s elektronickou komunikdciou je podstatne SirSia aje Uzko zviazana
s dynamickym procesom vyvoja informacénych technolégii, sama o sebe uZ vytvara vo
vyucbe priestor na uplatiovanie medzipredmetovych vézieb a to so zdmerom, aby na
vzdelavani v tejto oblasti sa podielali aj dalsie predmety (Mistina, Hrmo, 2004).
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Zaver

Odborne zamerana jazykova priprava Studentov vysokych $kél nespociva vo
vyucbe odbornej lexiky. Odborna lexika je vtomto pripade len prostriedkom, nie
cielom. V limitovanom rozsahu dvoj-troj-Stvorsemestralneho kurzu sa méze Student
len okrajovo oboznamit so zakladnymi odbornymi pojmami. TaZisko spociva
v komunikacii. Student by mal v simulovanom prostredi trénovat také komunikaéné
modely, ktoré by ho ako absolventa zvyhodnovali na globalnom trhu prace. Tym sa
kvalitna a na profesiondlnych principoch postavend odborna jazykova priprava stava
vyznamnym faktorom aj v konkurenénom prostredi univerzit. Dobre vybudované
pracovisko serudovanymi, metodicky kompetentnymi pedagdégmi, s dobrym
technickym zazemim, ktoré uZz zdaleka nepredstavuje len pocita¢, bude zdsadne
prispievat k mobilite a uplatnitelnosti absolventa v konkurenénom prostredi.
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PROJECT BASED EDUCATION IN ENGLISH FOR SPECIFIC PURPOSES
IN SLOVAK HIGHER EDUCATION

Elena Kovacikova

Introduction

It is not necessary to speak about the importance of language education. The
terms like foreign language and functional literacy are closely connected and describe
the competence of being oriented within all the information as well as the ability to
use and make a use of the information in order to join the social existence. Such
competences have become the essential parts of the human capital in the globalizing
world. There is atendency which shows an increasing character in a number of
people who are actively able to participate in the world of information in the
international context.

The ability to understand and speak more than one language represents one of
the basic competences of every citizen in the EU. Therefore, nowadays the
foreign language education has been supported and its role is to broaden the
language competences and thus integrate and realize own ideas. On the other hand,
it is expected that by strengthening language competences of people in the EU, the
functioning of that social system will be supported as well as its development and it
will contribute to better understanding among the EU members, joining particular
social structures and last but not least — it will enable storing of information of
human minds into more languages. English for Specific Purposes (ESP) as one branch
of English as a second language plays an important part of the language education
and the forms and methods used in language classes vary depending on the
objectives and institutions. The common feature and the main goal of language
teachers and learners is to develop the communicative competence in a foreign
language.

In the first part we are trying to look at the objectives of language education from
the point of view of the EU. New trends in education reveal new possibilities and
approaches also in the sphere of languages, not only in the classes of general
language but also in the language classes for specific purposes. Project based
education is one of the methods which seem to be very effective in development of
English for specific purposes at the university level. It activates students within
development of all the skills, changes the role not only of a learner but also a teacher
and the outcomes of language classes are also more flexible and cope with the
demands for the EU citizen. A short paragraph is devoted to a course description of
English for Specific Purposes (ESP) at the Slovak University of Agriculture in Nitra. The
content-based learning has been re-directed towards learner-centred approach and
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therefore the main goal of the language education is the development of
communicative competence.

Tendencies of the EU

Communication in more languages is “a necessary skill for the life of all the
European citizens”. In New Framework Strategy for Multilingualism, the term
%0 0 Y E ] oi} elaihed as “an ability to use more languages as well as co-existence
of different language societies in one geographical region” (NRS, 2005, s. 3). In the
Common European Framework for Languages, the same term is limited in
comparison with the term up o §]0]v Rbpighr imeans the competence in more
languages or coexistence of different languages in a particular society”. It can be
easily reached by broadening the offer of languages in a particular school or in an
educational system” W ol (E]o fachHsgs on the fact that a study of a foreign
language lies in a purposefully use of already existed language competences of a
person. The language experience has been widening from a mother tongue through
the language of the whole society up to languages of other cultures which are taught
at school or gained by a direct experience. But these languages are not strictly
differentiated, on the contrary, a person: “is building his/her communicative
competence”, in which all the languages are in correlation and mutually influenced”.
From that point of view the aim of a language education has been changing. It has
not been understood any more as simply as a mastery of one or two, or eventually
three languages, each of them isolated, whereby a native speaker is understood as
an ideal. Instead, the aim has become the development of such a language register
where all the language skills find their place and meaning (SRRP, 2006, p. 7).

The content — based teaching and learning in languages have changed into a
learner — centred approach which especially in ESP has found its place. Through the
project work in ESP we can develop the communicative competence of students as
well as interconnect and make use of the knowledge gained within the content of
other professional subjects. Thus ESP can take a new direction in which students can
purposefully use their knowledge in a foreign language, work on their autonomy and
start to take responsibility for their self-education.

New trends in education

It is inevitable to come out of the premise that the orientation and a choice of a
foreign language are influenced by the needs of a market, economics, culture,
traditions, etc. It also returns to a language in a form of new effective and modern
procedures, methods and forms. On that account, recently the re-evaluation of a
procedure in a language teaching has appeared. The foreign language acquisition has
not been a prestigious matter in the eyes of the public anymore as it has become
essential. This fact has been realized by learners as well as teachers.

70



Recently, we can observe different innovative trends and impulses in the
language education. Chodérain ] 18]l ]1_ Z (2006 p¥45-17, translated by
EK) presents the following views on a present state of a foreign language didactics:

a) D §]vP §z JauevB@ P 1 —Skpansion of methods based on
subconscious processes of learning;

b) D S]vP l 8]}V -ostrehgthening humanizing elements of education
which are connected with intercultural and multicultural sensitivity and tolerance.

These tendencies are basal and mutually connected. The following practices and

innovations:

- use of imitation simulations, as well as different games;

- focusing on problem-solving situations;

- boom in group — work forms;

- broadening of so-called innovation, alternative, progressive and complementary
methods;

- ashift of startin language education to the lower age classes;

- amassive attack of computers as supportive means of education.

We will have a closer look at a broadening of alternative and progressive methods
which are more and more often implemented into the process of foreign-language
education. "W % E 0 bé&longs\t® one of the present alternative and progressive
methods aswellas }uupv]SC o vPu P CLLEMVKE o %id/eE} Z
ANSu S]}v o B vepu Z]JdB E SPE o0 , %tdolleje rdethods have
come up as a reaction to the traditional ones. Unlike the conventional, standard,
traditional methods they do not show a common feature and therefore they are of a
great variety. First of all, they focus on a student which puts forward their
humanizing meaning. They evoke the illusion of understanding, harmony and privacy
and thus create an obstacle to a reality full of conflicts. The limelight becomes the
atmosphere in a class. It seems that the language steps back. They draw mainly from
the humanistic and cognitive psychology and psychotherapy.

A majority of alternative methods uses a combination of individualized, group and
frontal forms of teaching. A special attention requires mainly the group creation
where there are two opposing solution — heterogenic and homogenous. From the
educational and didactic point of view, a division of a class into heterogenic groups
seems more acceptable.

Alternative methods are distinguished by several qualities. It is, first of all, the
focus not only on a cooperation in so-called cooperative learning but also to a
competence, competition, used mainly in didactic games, mainly in so-called business
games, simulations, as they are for instance activating methods in education which
are used in a practice of thematic dialogue particularly on professional or general
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topics. A dominating attention to the development of communication promptness
and efficiency is characteristic for alternative methods.

Alternative methods in foreign language teaching avoid focus on grammar,
theoretical approach or preference for theory rather than practice, which were
absences of grammar-translation methods. The biggest stimulus for foundation of
alternative methods is and has been suggestopedia of a Bulgarian psychiatrist
Lozanov. The main features of the method are not only the use of a subconscious
psychical process but also other elements such as music, art, positive evaluation,
mistake tolerance, etc. From the physiological point of view it is a process of a right
brain hemisphere into a verbal learning (Mothejzikova, Chodéra, Reis, 2004,
translated by EK).

The innovative alternative methods are the phenomena of today which should be
taken into account. They are challenges of so-called middle stream by their
humanizing character where a teacher is student’s partner and advisor.

A further development of foreign language teaching and learning shows an

increasing significance of the non-formal education in terms of global tendencies
shifting from the education into the self-education which has a face of so-called
autonomous and long-life learning. The autonomous approach shifts the
responsibility for learning to the learners. It does not mean that when applying such
an approach a teacher is set back. As Holubekova (2004) points out, it is necessary to
realize that there is a very low percentage of learners who are completely
independent. The role of teachers is thus to help their students on their journey
towards autonomy, it means, to teach them how to learn and fully respect their
rights for self-regulation. The author then states that it is necessary to draw the
attention of students from the content part of learning toward the process of
learning. It means that the main focus is not put on A Z & learn rather than Z } Ao
learn. Opposing to the traditionally oriented classes where teaching how to learn has
been neglected, the autonomy of a learner and other learner-oriented approaches
require the students to get to know the rules of acquiring the language.
Due to new trends in education, the role of a teacher has been changing and that is
mainly because of the computer technology. Thus, a teacher will more and more
accept the role of a motivator, supervisor and verifier under the conditions of a direct
or distant contact. A social prestige will be strengthened also in a competence of
foreign languages. A status of a man who can speak foreign languages will increase to
such an extent that it will be a decisive element in his/her social status (Chodéra,
2006, p.182).

Similar ideas related to the teaching and learning not only foreign languages with
the aim to make the educational process of a higher quality with the focus on the
views on the education in the third millennium, show the direction of the
reformation of education as such. It should serve as a means of a cross-connection of
the subjects through the problems of the world around us and the life of students,
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with the aim to develop knowledge mainly through the skills and abilities needed for
solving the life situations. The education and up-bringing for life are the priorities,
together with development of creativity and ability to solve the problems with the
focus on understanding. The focus is put also on the interaction with the concept;
aimed, long-term and versatile team work as well as on the proportion between the
outer and self-evaluation of a learner. The comparison in the way of thinking in the
second and third millennium clearly shows new tendencies and changes in education

(Tab 1).

Tab. 1: Ways of Thinking (acc. to Townsed, Clarke and Ainscow, 1999, p. 363)

Ways of thinking in the second
millennium

Ways of thinking in the third
millennium

Important learning and teaching
activities are run at the formal
institutions

People can learn from different
sources

Everyone should learn the certain
amount of basic knowledge

Everyone must understand the
educational process and acquire basic
skills in learning.

The educational process is lead by
a teacher. The teacher decides on what,
when and how the teaching will

The educational process is led by the
learner. He decides on when and
where he will learn.

continue.
Teaching and learning are individual Success is based on the individuality
activities. of the learner.

Teaching and learning are highly
interactive activities.

Success is based on the way how
learners are able to cooperate as
a team.

The terms like “education” and
“school” are of the same meaning.

“School” is only the one out of many
steps on the journey of learning.

As soon as you reach a formal
education you will enter the “real
world”.

The formal education provides ways
of interactions among the learners
and the world of business, trade and
politics

The higher degree you achieve the
more successful you are.

The more skilful and adaptable you
are the more successful you are.
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Project education

At the beginning of 20" century new methods were implemented into the
education which enabled the students to become the active parts in that process.
Higher requirements were put on the methods activating the educational activity and
those which develop psychical processes of the students. The focus has been put on a
practical experience and direct activity of a student. Many representatives of such a
movement tried to inter-connect the intellectual activity of a student with his manual
activity, develop altogether with the intellectual activity also the emotional sides of a
personality (Ferriere, Kerchensteiner, Dewey, Kilpatrick et al). The project based
education is one of very effective conceptions of the education where we can use
some progressive didactic methods as problem solving methods, cooperative
education, and discussions. It is an important innovative element, which supports an
active approach to the learning and autonomy of students. It develops their skills and
abilities to apply acquired knowledge. It enables the connection of a school theory
with the practice, it teaches the autonomy and responsibility. Within the project
education students acquire important skills which will be useful in their lives.
The base of a project education is a project (Kilpatrick) as a purposefully organized
summary of ideas focused on important centre of a practical knowledge aiming to
the certain aim (Zanta, 1934). It is a clearly designed task which can be given to the
students in a way that it is really important, as a task approaching a real activity,
which emphasises its practical and utility character of a project (Valenta, 1993).
Other authors (Skalkova, KoZuchova et al, 1997) stressed the empirical side of the
project education — they are convinced that they will draw a natural interest in
student’s cognition through a contact with a real life situation which is very close to
them.

Basic features of project based education
In comparison with the traditional form of education, the project education is
different. Basic features of project education are shown in a following scheme
(Picture 1).
Actual situation — “now and here” — coping with real problems into such an
extent the student wishes;
Concentration of curriculum — use of cross — curriculum ideas of different
subjects and a topic is a baseline — it works as a skeleton for organization of ideas,
materials and actions for students as well as for teacher;
Scientific and research activities — searching for the answers to many questions,
it is about an active work with stimuli from natural and social environment and
their acquisition;
Inter-disciplinary approach — projects offer the overall cognition, thus they are
the means of overcoming of information isolation in particular subjects;
team work — projects offer suitable environment for a team-work practice;
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Picture 1: Basic feature of project education and relation to a student personality
development (http://www.zsoravskalesna.sk/Dokumenty/ProjektESF/Prednasky/
Projektove%20vyucovanie.doc)

XActual situation XInterest
XConcentration on XSelf-realization
PROJECT a topic |:> xActive
::> XScientific-research participation
character XSelf-regulation
XInter-disciplinarity XArgumentation
XTeam work XActivating
XPresentation of XPleasure
results
XResponsibility for
learning

product orientation — it is necessary to document the process and results of
learning and its presentation (records, boards, models, portfolios, instruments,
products);

product presentation connected with argumentation — project education is first
of all oriented on the assessment development;

responsibility for learning, it is up to him/her where and what information he/she
will find as well as their use in the process of finding the solution and what
outcomes he/she will get (ibid).

The variety and maximal interdisciplinary approach are the basic features of the
project education. The basic moment of the project education is the topic, a capacity
of which is pre-determined by the project. It is approached by the different points of
views: students solve the problem; they have to gather and gain as much information
as possible by their own activity. They do not get information, work processes and
instructions in a complete form; they must work actively to gain them.

Objectives of Project Based Education

The objectives of project education can be characterized as follows (Petraskova,
2007, translated by EK):
- e Z}}6o% E} Z S}A & ¢ 5Z E o o](
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- 8Z Z VP ]Jv 8Z «Ce*3 u }( <pu]E u vithe(owndy thvthd o

active learning means that students acquire new knowledge by solving a project
task. A teacher and teaching materials are not the only source of new knowledge
acquisition.
- dzZ Z vP ]Jv }EP v]i 3]}v o ftgriBthe gdintof vidwW vRhe place
and autonomy of students — the only limiting factor is the deadline of the project.
- ASp v3 ] v3](] 31}v A]S3ZhrougkondntdRion Jofi kearning towards
their needs and lives.

The primary objective of the project based education is to involve students
actively into a cognitive process. The cognitive process is characterized with its
openness. Teachers create problem scenarios and questions which make students
think about what they learn. The project realization depends on the students, on
their creativity, fantasy, critical thinking, inner motivation, interests and needs. When
creating scenarios teachers and students are inspired by their close environment and
problems coming out of their common lives.

A general objective of the project education is a learner autonomy and own
responsibility for learning.

From the point of view of the }PV]3]A } | préje& based education enables
students to:

- deepen and spread knowledge;

- integrate knowledge into the compact system;

- develop creative thinking;

- realize the significance and meaning of knowledge.

Educational and formative objectives lie mostly in development of abilities and
routines to:

- work independently and creatively;

- plan and finish own work;

- bear responsibility for own work and overcome obstacles;

- work with information (books, encyclopaedias, Internet);

- present work and express one’s ideas clearly and give arguments;

- cooperate, communicate, tolerate and accept also other opinions;

- evaluate own work and work of other people.

Accordingtothe } i §] Avexan divide projects into:

- problem (the objective is to solve a real — life problem, e.g. why wars start);
- constructive (create something, build, e.g. a model of a plane);

- evaluating (examine and compare, e.g. environment);

- drill (practice a skill, e.g. search for necessary information).

Projects can be designed by:

- students —spontaneous student projects;

- teachers — projects prepared by a teacher (artificial);

- students and teachers (in cooperation) — combined.
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According to a number of team members a project can be:

- individual;
- group.

According tothe SJu W

short-term;
long-term.

According to the %o O }( E o]l 8]}vw

school;
home;
combined.

From the organizational point of view, projects can be realized:

within one subject, one class and one teacher;

within several subjects in one class with more teachers;

within several or all the classes of one year, within one or several subjects;
within classes during several years;

within the whole school.

Phases of project education
Project work is similar to a scientific process which can be divided into 4 phases:

choosing a topic;

planning of how to solve a problem;
project solution, plan realization;
make the project results public.

When summarizing opinions of different authors, we can say that a project

should consist of the following:

it should concentrate around one basic idea — topic;

it has a well-considered and organized activity with a concrete aim;

an activity is about solving complex problems;

a project should meet the student needs and interests but it should also follow a
certain pedagogical intention;

it is a project only if there is shown student activity in a maximum extent;

a student him/herself is responsible for the result (or group of students);

the result of learning is a certain product (a paper, board, recording or a display);
the result is publicly presented in front of the class, school, parents or people
concerned depending on the topic, etc.

Advantages and Drawbacks of Project Education
An advantage of the project based education comes out from the very base —i.e.

the process of learning is natural, it has the inner motivation power, enables team
work and quality differentiation, it teaches how to solve problems and how to find
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information, supports critical thinking and leads the students to responsible actions.
One of the drawbacks we consider mainly is the demanding preparation of the class
for a teacher (he/she must be a good manager, advisor, diagnostician, etc.) In
comparison with traditional education, knowledge of students is less systematic.
Then, this method needs more space and material and technical equipment. It also
requires free time management which is not acceptable in our school system. The
attempt of the project based education is to overcome the drawbacks of traditional
education which provides students with shattered and isolated information within a
number of classes (Kratochvilova, 2009).

The project based education has changed the role of the students and the
teachers. Students have to work actively together in small teams on cases and
projects. The idea behind this co-operative learning is that students learn more when
they work in a group than that they learn at a higher level. Students learn to use
different skills, learn to apply business knowledge and integrate between the core
disciplines. In this type of education, teachers are no longer the formal providers of
knowledge; they fulfil the role of the students’ coach, supporting the students in
their learning process. The basis for this type of learning process has its roots in the
so-called constructivist learning approach, as described in educational literature.
Verschaffel (1995, p. 156) states: “Recently the active and constructive way of
learning is emphasized. Students are no passive receivers of knowledge, but build
their own knowledge and develop their own skills”. A way to reach this is via project
education, because “group work empowers students giving them a more active role
in their own learning” (Morris, Hayes, 1997, p. 1). From social psychology, literature
studies also show that working in teams has a positive influence on the quality of
performances if some conditions are met (e.g. Steiner, 1972; Harkins, 1987).
However, literature and practical experience also suggest negative side effects of
working in teams can occur, resulting in lower group performances.
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English for Specific Purposes

The project based education is considered to be one of the effective ways of
teaching and learning English for Specific Purposes. We have concentrated on its
possible implementation into English for specific purposes. There have been different

attempts to classify ESP and we have chosen “the tree”

representation of ELT by

Hutchinson & Waters (1993, p. 17). The tree represents some of the common division
that are made in ELT. The topmost branches of the tree show the level at which
individual ESP courses occur. The difference among various types of English for
Specific Purposes lies in different specializations. Three main branches are created by

vPo]+Z (}E& "] v v, UPEMDIRE pe]v -

(}E& "} ] o Mwherebysthese branches are further divided.

Picture 2: The Tree model of ESP by Hutchinson and Waters (1993).
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The idea to depict English language teaching as a tree can help us to see the
relations between General English (GE) and " WWlich are both presented as
different branches of English language teaching as a second or foreign language
~ ~>|), 8ut with the same roots X

According to Dudley-Evans & St. John (1998, p. 8) a use of classifying trees
brings also many problems because they do not cover ,a basic moving base of
different types of English for Specific Purposes. Therefore they design the
presentation of the whole system as a continuum, which starts from strictly defined
courses of General English to the highly specialized ones.

Tab. 2: Prezentation of the whole system of English teaching as a continuum
(acc. To Dudley-Evans & St. John, 1998)

General English English for Specific Purposes
1 2 3 4 5
b b b b b T
Position 1 Position 2 Position 3 Position 4 Position 5
English for ~ English courses  English courses  Courses for 1) Language
Beginners for general for general wide support
academic academic/busine Professional course
purposes for pre- ss purposes fields of related to
intermediate up  based on different Professional
to upper- a language and disciplines, academic
intermediate skills which are e.g. English courses
students with not connected for lawyers,  2) Individual
the focus on with specific negotiating work with
certain skills disciplines and skills, etc. people
professions working in
business

The concept of language education, known as English for Specific Purposes is well
developed. It is aimed for students who study their fields through the medium of
English, necessary for mastering academic skills. It differs from General English not
only with materials which are created for professional purposes but also with the
context in which they are used (McDonough, Shaw, 2003, p. 56, 63). Taking into
account the methods of teaching, in ESP there are used mainly role-plays which make
students use the language from the point of view of a real-life situation or work
position, with certain emotions. Such a task can be directly related to a professional
field of a study and thus connect the language classes with their study specialization.
The result of that is that a student is not only able to use the language in a certain
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situation but he will also learn more about a “scenario” which can possibly happen in
his/her future job.

The project work with integrated topics in ESP can provide effective space for
development of all the language skills. When preparing a project, students work with
different sources and thus develop reading skills, by designing the paper or an
outcome, they practice their writing skills and via presenting their projects they
speak, discuss and give arguments on their topics. At the discussion point they listen
to the questions and adequately reply to them. Thus even listening and
comprehension are being developed.

“Project-based learning should be viewed as a versatile vehicle for fully integrated
language and content learning, making it a viable option for language educators
working in a variety of instructional settings, including general English, English for
Academic Purposes, English for Specific Purposes, and English for
Occupation/vocational/Professional purposes, in addition to preservice and in-service
teacher training. Project work is viewed by most of its advocate “not as a
replacement for other teaching methods, but rather as an approach to learning
which complements mainstream methods and which can be used with almost all
levels, ages and abilities of students” (Haines, 1989, p. 1, In Methodology in Language
Teaching, 2002). As an example Richards and Renandya (2002) show that “in an ESP
course or international law, a written report comparing and contrasting the American
legal system and the students "home-country legal system represents a meaningful
project that allows for the synthesis, analysis, and evaluation of course content.
Project work is equally effective in teacher-training courses”.

Considering the fact that the project work focuses on content learning rather than
on specific language targets it is necessary to prepare students for the language
demands when they present it. Therefore it is necessary to explain the term
communicative and intercultural competence in ESP.

Communicative and intercultural competence in ESP

Within ESP at Faculty of Economics and Management at Slovak Agricultural
University in Nitra we mainly focus on development of communicative competence.

Language learners use many competences which have been acquired due to their
previous experiences and they are able to activate them so that they will be able to
fulfil the tasks and activities in communicative situations.

All the human competences in a certain way contribute to a development of
communicative ability of a language user and they can be considered as aspects of
communicative competence. }juupv] S]A } u %o which is related to
language teaching and learning, used for the first time D. H. Hymes in his theoretical
study “Kv  Juupv] S]A  }u% i 6 Oire s study he argued with Chomsky
concepts of }u% S Vv Vv % EWhidd belong to his theory of generative
grammar. Chomsky understood the competence as “systems of rules which can be
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called the grammar of language (Chomsky, 1969, p.9), i.e. as a competence of
language system on a side of a speaker and performance as a real speaking action
with the use of that competence. According to Hymes, it is necessary to think of a
competence in a broader sense and implement also cognition of how to act based on
competences at real speaking activity. As a sociolinguist he also emphasizes a socio-
cultural dimension — what a speaker needs to know to comprehend and use the
language. This broader sense of Chomsky’s competence conception, Hymes calls
Juupv] S]JA  Ju% 3§ v X
After Hymes also other authors have tried to define communicative competence.
One of them is also Widdowson (2003), who states that ] % @&} o u }( 1((
u} e+ }( ltuupv] SJA  Ju% Sv o] Jv ( & 8Z & ]v §Z}
% E} e+ v ]A] Jvs} *S$ 8] (]Jo }( % ES*OoMVUE JW}e0<Z
vv}S }% A]SZ upSp o Cv u] & o §]}ve AZ] z & 5]/
dZpsU AZ v SEC]JVP 8} ul 8Z}s u} o0°¢ }% & 3]}v o ]v
UpSp o € o 8]}ve AZ] Z u | $Z Widdowkbn, flp. 169-470)3
Communicative competence is thus an ability to use a language in different
situations where a language user comes out a basic knowledge of a language system.
It is an ability to purposefully choose the most suitable language material from a
language system. In other words, communicative competence is a level of language
acquisition and ability to use it in communication. It is important to acquire not only
verbal behaviour but also non-verbal expressional components, i.e. to draw attention
to paralinguistic as well as extra linguistic part of a speech (Findra, 2004).
Communication competence covers also other knowledge which helps a speaker
to communicate on a certain linguistic and social level, so that his/her linguistic and
communication behaviour was in concordance with social manners.

ESP at Slovak University of Agriculture in Nitra

ESP at SUA in Nitra is in both compulsory as well as in elective form of study for all
the students. Business English is provided for students of Faculty of Economics and
Management and Faculty of European Studies and Regional Development. Students
of other faculties (Faculty of Agrobiology and Food Resources, Faculty of
Biotechnology and Faculty of Horticulture and Landscape Engineering) can choose
from English for Specific Purposes on Pre-Intermediate and Intermediate Level. The
main objective of those classes is to develop all the language skills. The materials
used in the language classes are the textbooks with collected text covering different
topics chosen purposefully according to students ‘specializations. Project works play
an essential role in the language class because due to a limited number of classes
devoted to the language it is the only way how to motivate and activate the students
to work with the specialized and professional information, vocabulary and material in
a foreign language. During my teaching practice | have observed a real success in
language development of communicative competence of students when using
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projects in the English language classes and that was a reason of my further studies
and focus on project education within ESP. We cannot leave out also the fact that it is
a unique way of how to join the content of other subjects regarding their
specialization with the language classes. The students themselves decide on which
materials and information they present in real situations which can possibly happen
to them abroad or with a people speaking a different language.

Conclusion

Mastering a foreign language has become a necessity in today’s world. There
have been several reasons for that — scientific as well as purely pragmatic. Except of a
pragmatic respect — the ability to communicate in all the fields of international
events — there is also a very serious one and that is a humane respect: it means to
understand the people who speak another language, live in another culture and
respect other values.

The ability to understand and speak a foreign language represents one of the
essential competences necessary for all the Europeans. Further development of skills
in a foreign language is important for mobility support within the EU, it will support
the real labour market as it enables the citizens fully enjoy freedom of work and
study in one of the member states. A work force skilful in the practical
communicative and intercultural competences provides the effective
competitiveness.

The project based education is one of the ways of how to interconnect the
theoretical and practical use of a language with the content of the specialized
curriculum. In some countries of the EU the project based methods are very
common. We have applied project based education in ESP classes at Slovak
University of Agriculture in Nitra. Personal experience in the class so far has proved
that unlike the traditional way of ESP classes using traditional methods and materials,
the students within the project work showed more enthusiasm and motivation. As it
is a learner-centred approach it supports the learner autonomy using cross —
curriculum ideas. Project based education is one of the effective ways of
implementation this method into ESP classes at the university level.
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JAZYK A REC V OBSAHU PREPRIMARNEJ EDUKACIE

Monika Téthova

Jednou z oblasti, ktorej vyvoj i fungovanie zabezpeduje mozog je schopnost
reCovej komunikacie. Definujeme ju ako schopnost vedome pouzivat jazyk ako zloZity
komunikaény systém znakov a symbolov vo vsetkych formdch. Tato schopnost je
nielen akousi ,hranicnou zdénou” medzi c¢lovekom a ZivociSnou riSou, ale
i schopnostou, vdaka ktorej sa ludia m6zu snazit o nadviazanie kontaktov s inymi
svetmi. Za zdroj vsetkej komunikdacie ludského rodu je povazovany nervovy systém.
Iba fudia moézu hovorit a tento zvlastny dar rei zaistuje Cloveku jedine¢nost
v zivoCisnej risi. Schopnost tvorit artikulovand re¢ je vysledkom nervovych
mechanizmov, ktoré sa v fludskom mozgu vyvinuli v priebehu dihého radu evoluénych
premien. V priebehu tisicro¢i sa tak v ludskom mozgu vyvinulo neobvyklé
usporiadanie nervovych Struktir a procesov, ktoré vyustilo v to, ¢o nazyvame
»ludskym komunikac¢nym nervovym systémom®.

1 Vyvin reci a verbalnych schopnosti deti

Jazyk je chapany a pouZivany na takej urovni, ktord zodpovedd stupriu rozvoja
pozndvacich procesov. Aby sa re¢ mohla dobre rozvijat potrebuje nielen kvalitné
zmyslové schopnosti, ale najma kvalitny prisun informacii. Informacie ziskané v rdmci
verbalnej komunikacie su spracované spésobom zodpovedajicim uUrovni myslenia
uritého jedinca. Preto sa velmi Casto rozvoj reci spdja srozvojom intelektu. Je
zaujimavé, ze vyvoj reCi patri v ontogenéze cloveka k jednej z tych schopnosti, ktoré
maju najprudsi priebeh. Podla neurolingvistu Lenneberga (In Love, Webb, 2009,
s. 290) rychly skory vyvin jazykovych schopnosti deti kopiruje krivku rychleho narastu
hmotnosti mozgu. Podla neho dieta ziska zékladné lingvistické schopnosti okolo
4-5 roku Zivota. Schopnost osvojit si jazyk po puberte, teda v dobe, ked mozog
dosiahol svoju maximalnu moznu velkost, strmo klesa.

Stadia vyvinu reci dietata:

1. WE E }A “%rigrpva na rozvoj redi. Prejavuje sa este v priebehu
prvého roka Zivota dietata najprv tzv. hrkitanim (od tretieho mesiaca) a dZzavotom
(po Siestom mesiaci).

2. a8 Juu Ao <3v Z} AEA]wpin @i, Jooéndc vyslovenim prvého
skuto¢ného slova dietata. Toto obdobie je medzi druhym atretim rokom Zivota
dietata.

Bez ohladu na druh jazyka sa zd3, Ze jeho ontogenéza prebieha viade na svete
rovnakym spdsobom a priblizne vrovnakom veku. Napriek tomu je vyvoj reci
pomerne $pecifickym a individudlnym procesom, ktory u kazdého dietata prebieha
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inak. Co sa tyka redi, existuje mnoho faktorov, ktoré maju vplyv na jej vyvin.
V nasledujucej ¢asti Specifikujeme vyvin reci v relativne kratkych ¢asovych periédach.
Ide o snahu ¢o najpodrobnejsie uviest vyvinové osobitosti reci.

K v &} v] X}&E}I

Hned po narodeni dieta nevie hovorit ani mysliet a tento stav trvé priblizne do
prvého roka Zivota. Podla uvedeného sa niekedy o tomto obdobi hovori aj ako o veku
nemluvriata. Nie je to vSak Uplne presné (i ztoho dévodu viacero odbornych
publikacii Castejsie uvadza obdobie dojcenské), pretoze hoci dieta v prvom roku
nehovori tak ako dospely, predsa len celkom nemluviiatom nie je. Dokonca ma urdité
celkom konkrétne vztahy k vlastnej reci i k reci inych ludi.

Od narodenia priblizne do 8 mesiaca Zivota dieta vyddva rozlicné zvuky.
WE E }A HeGikj hk@amhie, d7avot maju dolefity vyznam pre daldi vyvin
zvukovych prejavov a vyvin hovorenej reci.

Dieta od chvile uzretia sveta kri¢i. < (E hddobida komunikacny vyznam
a pomocou neho si dieta vytvara zaciatoénu zvukovu interakciu s matkou.

Vagnerova (2000, s. 54) uvadza, Ze ,deti maju vrodenu dispoziciu zacat
produkovat zvuky podobné fonémam uzZ od 4. mesiaca Zivota“. Krik sa teda postupne
meni na ¢ Z E | -]S "Wxkutanie je podmienené polohou tela, ked' dieta leZi na chrbte,
jazyk klesa vlastnou vahou dozadu, a preto vydava rézne hrdelné zvuky — hrkuta. Tato
aktivita ma zo zaciatku reflexny charakter. Objavuje sa aj u nepocujucich deti, ale ked’
nie je posildiovand spatnou vazbou, vyhasina. Poclujuce deti vtejto dobe
experimentuju s hlasom. Prejavuje sa tu kruhovd reakcia: dieta donekonecéna
opakuje, ¢o ho zaujalo a pocuva svoj vlastny hlasovy prejav. Ide o fazu, ktord je
akymsi predbeZznym ucenim, potrebnym krozliSovaniu a aktivnemu zvlddnutiu
vyslovnosti zdkladnych foném rodného jazyka.

Na krik ahrkdtanie nadviazuje 1 A}$medzi 6-8 mesiacom). Ide o &asté
opakovanie slabik za sebou (napr. ma-ma-ma, ba-ba-ba a pod.). Pudové dZavotanie je
hra dietata so svojimi re¢ovymi organmi. Dieta vykonadva podobné pohyby ako pri
prijimani potravy a tieto pohyby sprevddza (Lechta, 1985, in Matuska, Antusekova,
1992, s. 84). Papousek (1997, in Vagnerovd, 2000) upozoriuje, Ze v tejto dobe
funkéne dozrieva recovo dominantnd hemisféra, apreto dochadza krozvoju
verbalizacnych schopnosti. Signdlom takéhoto vyvinového pokroku je opakovanie
jasne artikulovanych slabik (tzv. dZavotanie). DZavot dietata sa zacina podobat
zvukovym prejavom rodicov bez toho, aby dieta vyslovovalo hlasky materinského
jazyka. Pudové dZavotanie postupne prechdadza do napodobnujiceho dzavotania.
Tato schopnost je vysledkom interakcie vrodenych dispozicii a u€enia. V tejto faze
predrecového vyvinu sa dieta snazi napodobriovat hlasky a postupne sa uci
vyslovovat jednoslabi¢né a dvojslabi¢né slova. Pri napodobriovani recového prejavu
hra urcitu rolu i zrak, deti odzeraju a napodobnuju pohyby pier, jazyka a pod.
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Love a Webb (2009) uvadzaju (tab. 1) do vztahu rany vyvin reci s hmotnostou
mozgu. Neurologicky vyvin vyjadreny hmotnostou mozgu tak odraza vyvinj
jazykovych schopnosti v prvych dvoch rokoch, ked' je rast mozgu najrychlejsi.

Tab. 1: Rast mozgu a vyvin jazyka do 2 rokov Zivota dietata (Love, Webb, 2009,
s. 290)

VEK MEDZNIK VO VYVINE JAZYKA HMOTNOST MOzZGU
V GRAMOCH
" Narodenie | Krik T 335 T
3 mesiace Hrkuatanie a krik 516
6 mesiacov DZavotanie 660
9 mesiacov Vokalizovany Zargén s intonéciou 750
12 mesiacov Prvé slova 925
18 mesiacov Prvé pomenovania 1024
24 mesiacov Tvorba dvojslovnych spojeni 1064

Ku koncu dojéenského veku straca dZavotanie svoj repetitivny charakter a deti
zacinaju kombinovat rézne slabiky. Typickd premena dZavotania sa prejavuje stale
vacsim priblizovanim vokalneho prejavu dietata jeho materinskému jazyku. V tejto
dobe uz moze zniet ako skutocna re¢ a ma i obvyklld intonaciu. Ku koncu prvého roka
Zivota zacinaju deti pouZivat prvé slovd, ktoré maju nejaky vyznam. Schopnost
porozumiet reci sa vSak objavuje skor (priblizne medzi 8-10 mesiacom).

1> 3} 7 }yi GYIA ~ §}q -

V tomto obdobi uz dieta chape zmysel slov a pouZiva rézne slova, hoci nepresne.
Dieta pocuva slova, snaii sa ich vyslovovat, priraduje slova k predmetom, osobdm
ajavom. V jednotlivych slovach dieta vyjadruje celt myslienku a situéciu. Castou
chybou je nadmernd generalizcia: dieta pouZiva slovo pre prilis velky pocet
oznacovanych objektov, resp. Cinnosti. Neskoér si deti vypomahaju skér vytvaranim
novotvarov podla principu analdgie. Ked' zacne viac diferencovat, je presvedcené, ze
kazdy objekt, resp. ¢innost ma jedno meno. Do dvoch rokov si dieta osvoji nazvy asi
300 realii.

V druhom atretom roku dochadza dieta k poznaniu, Zze medzi predmetmi je
spojenie i vtedy, ked' nie su spojené viditelne. Piaget (In Kuric, 1997) usudzuje, Ze ide
o predoperacné odkryvanie vztahov medzi vecami. Takto odhalované vztahy
nazyvame symbolickym, ¢i predpojmovym myslenim.

Z dlhodobého hladiska ma osvojovanie jazyka tieto fazy:

1. najprv si dieta osvojuje zvuky svojho materinského jazyka;

2. potom slovnik;

3. aako posledné si osvojuje vetnu skladbu (Téthova, Grofcikova, 2010).
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V trefom roku nastdva v mysleni batolata zliom: 1 _v = Z %o >. Rndvéd Gu
dochadza k prvotnému rozvoju reci. Schopnost pouzivat znaky vznika v praktickej
Cinnosti, ked' si dieta postupne osvojuje ndzvy predmetov, s ktorymi sa dostava do
styku, teda slové a znaky zadinaju nahradzovat redlne predmety. Takto sa rec rozvija.

Po neistom pouzivani slov a ich opakovani dochddza v batolivom obdobi (druhy az
treti rok Zivota) k dalSiemu novému zlomovému objavu, ktory dieta plne zaujme
a otvori mu dalSie nevidané moznosti. Kratko po dosiahnuti druhého roka Zivota

1> v Zv % E }&%l}Laonieconeskor ko E 1 1o v } E &
E }1Z} AN&B/mXobjavom je pre neho i psychické stretnutie ,ja“ a ,ty“ pomocou
reCi, ktoré sa odohrava v prepojeni so Sirokym spektrom dalSich, nerecovych
komunikacnych prostriedkov (dotykanim, mimikou a pantomimikou, zvyraznenou
intondciou, dramatizaciou) (Helus, 2004).

V batolivom veku sa velmi rychle rozvija « u v3] | 1o}Tl, t {Esloynik
dietata. Jeho rozvoj prebieha na dvoch Urovniach:

iX W e _Av G krooy}charakterizuje Groveri porozumenia, t. j. pocet slovnych
vyrazov, ktorym dieta rozumie a chape ich vyznam.

iX 18 _AvC empduje rbzsah slovnej zasoby, pouzivanej vo vlastnych
oznameniach. Slov, ktoré dieta chape, je samozrejme omnoho viac ako vyrazov
skutoc¢ne aktivne pouZivanych.

V 14. — 15. mesiaci funguje ako verbalne oznamenie len jeden slovny vyraz, pre
ktory je typické znacne Siroké a nepresne generalizujice pouZzitie (napr. ,ham” sluzi
na oznacenie vsetkych veci na jedenie, pitie, dokonca na vsetko, ¢o sa da stréit do
Ust). Dieta vtomto obdobi uz dokaze tvorit jednoduché vety, a to mechanickym
priradovanim slov vedla seba bez gramatickej spravnosti (tata pa). Vtomto obdobi
ide hlavne o vety, ktoré vyjadruju:

1. Atribuciu: napr. ,Velky pes”.

2. Cinnost — napr. ,,Mimi haja“.

3. Majetnictvo — napr. ,,Mamy Capica“.

Prvé reCové prejavy su teda P E u §]SyntXkticka zlozka redi sa vyvija dost
pomaly. Je evidentné, Ze pre dieta je dbleZitejSi obsah ako forma. Zaklady syntaxe si
osvojuju aZz okolo 2. a 3. roka Zivota.

Mnohé vyskumy ukazuju, Ze deti sa odlisuju v spbsobe pouZivania reci a v déraze
na rozne jazykové funkcie. Specifickost tohto vyvinu zavisi na kvalite verbélnej
stimulacie. Vacsina sucasnych autorov (blizSie Vagnerova, 2009, s. 83) rozlisuje dva
zakladné jazykové styly:

1. Kognitivny, referencny Styl. Je zamerany prevazne na popis reality. V detskom
slovniku prevaZzuju podstatné mena a adjektiva.

2. Expresivny, emotivne-regulac¢ny Styl. PredovSetkym je zamerany na socidlnu
aktivitu a medziludské vztahy. Slovnik obsahuje prevazne slova uréené na vyjadrenie
pocitov, vztahov, prikazov, zdkazov, inicidciu kontaktov a pod.

89



1> } 17 }iUA E}I
Vacsina deti vtomto veku uZ hovori dobre, plynule a ma Siroku slovnu zdsobu
(800-1000 slov). Vredi pouzivaji mnozné Cislo podstatnych mien, slovies
i osobnych zamen, ale gramatika im este robi problémy. Castejie im staci, ked' iba
nie¢o povedia, namiesto toho, aby priamo konali. Vedia uz tiez plnit pokyny. Dokazu
vyhoviet zloZitej$im poZiadavkam, ako napr. ,Chod pre pohér a poloz ho na stol.” Pri
jednotlivych obrazkoch dokdZzu povedat, ¢o na ich vidia a aky dej znazornuju.

]> } iun } A E}I}

Slovnd zasoba je dost Sirokd, atak dieta moze tvorit dlhsie vety a pouzivat
spravne niektoré prislovky, vetny zépor a tvary slovies. Niekedy moze trochu koktat,
pretoZe jeho myslienky su rychlejsie ako slova. Dieta v tomto veku velmi ¢asto kladie
otazky, ktoré zacinaju slovami: preco, kedy alebo kto. Robi tiez velké pokroky
v pomenovavani veci a v pouZivani slovesnych ¢asov.

Tab. 2: Zmeny charakterizujlice osvojovanie jazyka (Sternberg, 2002, s. 340).

PRIBLIZNY CHARAKTERISTIKA INTERAKCIE S PROCESMI
VEK VEKU SPRACOVANIA INFORMACII

Reakcie na ludské hlasy.
Hrkdtanie zahrnujuce
vsetky mozné fény.
DZavotanie obsahujuce
iba vymedzené fonémy
charakterizujuce
matersky jazyk dojcata.

Zvuky pre dojc¢atd nadobudaju
postupne na zmysle, ich
zvukova percepcia sa stava
selektivnejSou, schopnost
dojciat zapamatat si zvuky
rastie.

Pred narodenim
Niekol'ko prvych
mesiacov
6 — 12 mesiacov

Rastie plynulost a miera
pochopenia, s nim rastie
schopnost mentalne
manipulovat lingvistickymi

Jednoslovné symbolmi a vyvin chapania
pomenovania. pojmov. Objavuju sa omyly
plynuce z nadmerného
1 -3 roky Dvojslovné pouZzivania gramatickych
pomenovania. pravidiel hned, ako sa dieta
snazi v rade prilis rozmanitych
Telegraficka rec. situdcii pouZzit svoj obmedzeny

slovnik. S rastucou
Specializaciou detskej slovnej
zasoby klesa frekvencia tychto
omylov.
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Jednoduché vety
reflektujuce ohromné
rozsirovanie slovnika

rovnako ako
pozoruhodné
pochopenie gramatiky
bez ohladu na omyly
plynuce z nadmerného
pouZzivania gramatickych
pravidiel.

Slovnik i pocet pojmov sa
rozsiruje v zmysle chapania aj
plynulosti. Dieta internalizuje

gramatické pravidla. Omyly
plynuce z nadmerného
pouZzivania gramatickych
pravidiel pomahaju pochopit
otazku, ako dieta tvori pravidla
jazykovych Struktur.

3 -4 roky

Usporiadanie detského jazyka
a stratégie osvojovania jazyka
sa skimaju rovnakym
sposobom ako u dospelych.
Metakognitivne stratégie
ziskavania slovnika sa v3ak
v priebehu detstva stéle
rozvijaju.

Zakladna sStruktura viet
dospelého cloveka, isty
rast zloZitosti viet

Okolo 4. roku pokracuje az do
dospievania, rastie
slovnik, ale jeho rast sa
spomaluje.

1> } o }oUd E}I

Slovnd zasoba sa znacne rozrastla (obsahuje v priemere okolo 1 500 slov. Dieta
ma stale tuzbu dozvedat sa, ¢o znamenaju slovd, ktoré eSte nepozna. Robi este
gramatické chyby pri skloriovani a ¢asovani. Dieta rado hovori, pyta sa na vela veci
a hovori vdlhsich suvetiach. Svoje recové schopnosti pouZiva kvymyslaniu
neuveritelnych historiek, v ktorych hra hlavna rolu. Vymysla si tisice pod6b svojho
imagindrneho kamarata, s ktorym sa casto rozprava. Velmi sa zlepSilo v sposobe
vyjadrovania a omnoho lepSie chape pojem cCasu. Vreli dokaze pouzivat spravne
pritomny, minuly ibuddci ¢as. Svoju slovnu zasobu obohatilo o mnoho vyrazov
vyjadrujucich ¢asové vztahy. Postupne sa orientuje v ronych obdobiach, mesiacoch,
dnioch atyzdroch. Chape vyznam slov ako pred, za, na rohu, v strede, blizko, dole,
hore a vie ich aj spravne pouzivat.

]> } 8uUA } A E}IIA

Slovnd zésoba sa rozrastla, dieta priemerne disponuje 1900 slovami. V tomto
veku deti ziskavaju zaklady dospelej syntaxe a Struktury jazyka. Vacsina 5 rocnych deti
chépe a tvori dost zloZité vetné konstrukcie. Vo veku desiatich rokov je detsky jazyk
v zasade rovnaky ako jazyk dospelych ludi. Zo vSetkého najviac ho zaujimaju neslusné
slova, nadavky, slovd, ktoré nedavaju zmysel avymyslené slova. Dokdze fudom
rozumiet natolko, Ze je mozné snim hovorit takmer rovnako ako s dospelym
Clovekom. Dieta si osvojilo tiez vyrazy ,najviac, viac neZ, najmenej, menej ako”, ale
vyznam slov ,rovnako” alebo ,,rovnaky” je pre nich stale este tazko zrozumitelny.
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Slovnd zasoba dietata obsahuje asi 2 000 slov, ale bez prestania sa rozsiruje
o nové slova. Vtomto veku uZ dieta hovori Uplne plynule atakmer gramaticky
spravne. Pokial u neho stale pretrvavaju niektoré drobné chyby vo vyslovnosti, je
potrebné sa im tento rok venovat. Dieta je schopné zhodnotit situaciu s pomocou
slov ako ,fahké”, ,tazké”, ,neviem*, ,zabudol som“, ,myslim si, Ze“. Za¢ina rozumiet

vyrazom mnozstva (polovica, najvacsi, este viac, nic,...). V tomto obdobi dieta hovori
velmi rado.

]> } AUA } o E}IIA

Pozna uZ viac alebo menej pismeniek. Dokaze spoznat niektoré slova. Ked' dieta
pise, zacina na papieri hore a pise zlava doprava, ale stava sa, Ze niektoré Cislice pise
naopak (1, 7, 9).

V predskolskom obdobi (zacina sa Stvrtym a konci Siestym az siedmym rokom) je
mozné vo vyraznej miere spdjat rozvoj reci s vyvinom rozumovych schopnosti a toto
plné rozvinutie spdsobilosti k mentalnym reprezentdciam mu umoziuje burlivy
rozmach re€ovych aktivit. V tomto Staddiu sa teda intenzivne rozvija aktivna recova
¢innost a dochadza k rychlemu obohacovaniu slovnej zédsoby. Tento jav sa rozvija
podla J. Piageta v procese tzv. predoperacného (preoperational) Stadia, ktoré zacina
od pociatkov vyvinu detskej reci (okolo druhého roka) a konci okolo Siesteho
(eventudlne siedmeho) roka veku dietata, ked sa nauci operovat so znakmi (Helus,
2004).

Rozsiahla symbolizacia vonkajsich objektov pomocou slov umozZiiuje dietatu uz do
znacnej miery rozpravat, premyslat o predmetoch, rozumiet rozpravkam a pribehom,
¢o znamend velké rozsirenie poznavacieho horizontu. Dieta vreéi symbolizuje uz
nielen predmety okolitého sveta, ale aj svoje dusevné zazitky. Dochadza tu
k semiotickej funkcii jazyka, kde dieta oznacuje nieco prostrednictvom nie¢oho iného,
napr. gestom, symbolom alebo slovnym znakom. Semiotickd funkcia sa postupne
meni na c¢innost naznakovl, zvnutornend, v ktorej treba vidiet predchodcu
operacného myslenia. V prvej polovici predoperacného Stadia sa vsak prejavuje este
egocentrickost detského myslenia — dieta sa nedokaze pozerat na veci a udalosti
z pozicie iného ¢loveka, vietko vidi a posudzuje iba zo svojej osobnej perspektivy.
Takato re¢ esSte nie je dialogicka, dieta vtomto Stadiu si spravidla ,vedie svoje”,
nedokaZe praktikovat vcitenie sa do reakcii druhych, ¢o prave tvori délezity moment
pravého dialégu. Vtomto S$tadiu sa rozvija aktivna recova Cinnost a rychle sa
obohacuje slovna zésoba.

V predskolskom veku si dieta osvojuje re¢ predovsetkym v komunikacii
s dospelymi, v mensej miere je ovplyviiované médiami (napr. TV) a komunikaciou
s vrstovnikmi.

Vidy, ked hovorime o reci a o mysleni, musime mat neustdle na paméti to, ze
hovorime o tom, Co je Cloveku medzi vSetkymi ostatnymi ZivoCichmi najvlastnejsie,
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¢im sa od nich vsetkych najviac odlisuje. Ide o fenomény, ktoré si zasluhuju zvlastnu
pozornost iz toho dévodu, Ze sa s nimi nerodime tak prirodzene ako napr. s tym, Ze
mame dve ruky, pat prstov na ruke a pod. Ide o zlozZité procesy, ktoré potrebuju
k svojmu rozvoju mnozstvo vnutornych podmienok.

2 Jazyk a rec v obsahovej rovine predskolského vzdelavania

Re¢ ajej vyuZivanie ma v Zivote ¢loveka enormny vyznam. Zjednodusene ju
mobzeme vymedzit ako prostriedok kognitivneho rozvoja jedinca inastroj jeho
socializacie. Tato skuto¢nost sa nepochybne podpisala na tom, Ze rozvijanie re¢i ma
v systéme predskolského vzdeldvania na Slovensku dlhu histériu. VSeobecne je znamy
zakladny pedagoglcky dokument pre materské Skoly snazvom WCE}P & u AE 7}

Al o A v] WS ElE Z “lkory Dol schvaleny MS SR vr. 1999

a obsahoval jazykovu vychovu (ako sucast rozumovej vychovy). Obsah jazykovej
vychovy bol ¢leneny do nasledovnych tematickych celkov:
- rozvijanie slovnej zasoby;
- spisovna vyslovnost a zretelnost reci;
- gramatickd spravnost hovorenych prejavov;
- rozvijanie komunikativnych schopnosti.

Obsah vychovy avzdeldvania v materskych Skolach v sudasnej dobe definuje
as 3vC Al o0 A _ %EIPHE /BE]Ju Ev AV APuv]/ e

s ktory bol schvaleny dria 19. jina 2008. Ide o najvyssi kurikularny dokument,
ktory definuje hlavné principy aciele kurikuldrnej politiky S$tatu, podstatné
demokratické a humanistické hodnoty, na ktorych je vychova a vzdeldvanie zalozené.
Obsahuje vseobecné ciele a poZiadavky, ktoré sa vztahuju na obsah vychovy
a vzdelavania a klu¢ové kompetencie (spbsobilosti) ako hlavné nastroje vyvdzeného
rozvoja osobnosti deti. Statny vzdeldvaci program podporuje celostny pristup pri
rozvijani  kognitivnych  (pozndvacich) a nonkognitivnych  (mimopoznévacich)
spoOsobilosti deti na danej Urovni vzdeldvania. Predstavuje vychodisko a zavazny
dokument pre vytvorenie Skolskych vzdeldvacich programov — kurikuldrnych
dokumentov Specifickych pre obsah vychovy a vzdeldvania v jednotlivych materskych
Skolach s ohladom na ich lokdlne podmienky.

as SvC Al o A _ %o E }iPldRychovy é brdeldvivia, stuperi vzdelania,
profil absolventa predprimdrneho stupna, vzdeldvacie oblasti, charakteristiku
a organizaciu predprimérneho vzdeldvania, vzdeldvacie Standardy, vyu€ovani jazyk,
organizacné usporiadanie dennych cinnosti v materskej sSkole, organiza¢ni formu
predprimarneho vzdelavania, persondlne zabezpedenie predprimarneho vzdeldvania,
materidlno-technické a priestorové zabezpecenie, podmienky na zaistenie
bezpecnosti aochrany zdravia pri vychove avzdeldvani, osobitosti a podmienky
vychovy a vzdeldvania deti so Specidlnymi vychovno-vzdeldvacimi potrebami a zdsady
a podmienky na vypracovanie Skolskych vzdelavacich programov.
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,0 AVEuU ] aredprimarneho vzdeldvania je dosiahnut optimainu
perceptudlnomotoricki, kognitivhu a citovo-socidlnu uroven ako zaklad
pripravenosti na sSkolské vzdelavanie a na Zivot v spolocnosti. Vychodiskom je
jedineénost dietata, aktivne uéenie a zaélefiovanie do skupiny a kolektivu.

Absolvent predprimarneho vzdeldvania ma poznatky aschopnosti, ktoré maju
vyznam vo vztahu kpropedeutike kulturnej, (Citatelskej, matematickej
a prirodovednej gramotnosti. V tomto kontexte sa v MS rozvijaju tieto kompetencie
(spbsobilosti):

iX WeC Z}u}S}E] | 1}u% S v ] X
TX Ke} vieSv ~]JvSE % Ee<}v oV ¢ I}u% S v ] X

a) Zaklady sebauvedomenia.

b) Zaklady angaZovanosti.

iX "} ] ov ~]vS8E % Ee<}v oV ¢ I}u% S v ] X
dX <}upv]l 3_Av 1}u% 8 v ] X
fiX <}Pv]3_Av 1}u% 3 v ] X

a) Zaklady riesenia problémov.

b) Zaklady kritického myslenia.

c) Zaklady tvorivého myslenia.

OX h v [}u% S v ]X
OX IvV(}EWuU% S v ] X
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- podporovat celostny osobnostny rozvoj dietata;

- aktivizovat a motivovat rozvoj psychomotoriky, poznania, emocionality
a sociability;

- rozvijat tvorivost a predstavy v kazdodennych aktivitach;

- pomoct dietatu formovat vlastnd jedineCnost a Zivotné kompetencie
(spbsobilosti).

Program je integrovany do Styroch tematickych okruhov: Ja som, Ludia, Priroda,
Kultara. Z obsahového hladiska su tematické okruhy zamerané takto:

Ja som — na rozvijanie osobnostnych kompetencii, zmyslov, vztahu dietata
k rodine ak okoliu, na sebapoznanie, sebaprezentaciu, na socidlne, emocionalne,
motorické a kognitivne vnimanie Zivota dietata (telesny, dusevny, duchovny, socialny
a emocionalny Zivot).

Ludia — na rozvijanie socidlnych skdsenosti avztahu ku spolocenstvu ludi,
kontakty s dalSimi skupinami [fudi, na oboznamovanie sa s pracovnymi ainymi
aktivitami ludi, na rozvijanie predstdv o miestach, kde Iudia 7Ziju a tvoria,
o prostrediach, v ktorych sa nachdadzaju, o multikulture, etnikach, rasach (dalsi ludia,
[udstvo).

94



Priroda — na rozvijanie poznania elementarnych zdkonitosti Zivota na zemi,
prirodnych javov, Zivych i nezivych predmetov, na formovanie zadiatkov ekologickej
kultdry, na vytvaranie (formovanie) pohladu na svet prirody a vztahu k prirode, na
vytvaranie zakladov svetondzoru a ziskavanie zakladnych vedomosti o zemi a vesmire
(zem, vesmir).

Kultira — na rozvijanie kontaktov dietata so svetom dusevnych cinnosti fudi,
rozvoja vnimania a uplatfiovanie hudobnej, literarnej a vytvarnej kultdry (predmetny
svet, svet hry a svet umenia).

Pre kazdy tematicky okruh su presne Specifikované obsahové a vykonové
Standardy. Tieto su definované v nasledovnych troch vzdelavacich oblastiach rozvoja
osobnosti dietata:

- % E %oPYylONME] | }Vo >
- 1}PV]S_Av } 0 >V
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V kontexte rozvoja jazykovej a literarnej gramotnosti deti v materskej Skole je
potrebné uviest, 7e vsucasnom programe je doterajSia jazykova priprava zo
slovenského jazyka integrovand do jednotlivych tematickych okruhov, ktoré sa
vzajomne prelinaju adoplfiaji. Plnia sa integrovane v globalnom a nepretrZitom
pedagogickom procese.

Z uvedeného je zrejmé, Ze sucasny Statny vzdeldvaci program ponal edukacné
aktivity predprimdrneho stupfia (v porovnani s predchadzanim) v SirSom
integrativnom prepojeni komplexného rozvoja osobnosti. Napriek tomu sucasna
pedagogickd prax, najmd ak hovorime o priprave buducich ucitelov v Studijnom
programe Predskolska a elementarna pedagogika vyZaduje, aby sme si ciele v oblasti
jazykovej a literarnej gramotnosti Specifikovali blizsie.

V nasledujticej ¢asti sa pokusime zo SVP ISCED 0 vybrat v jednotlivych tematickych
okruhoch tie obsahové avykonové Standardy, ktoré poukazuju na rozvoj jazykovej
a literarnej gramotnosti deti predskolského veku. Uvedomujeme si, Ze ide o ,,nasilné
vytrhnutie” obsahového uchopenia jazyka. Vyznam jazyka areci vsak v systéme
vzdeldvania (najmad v obdobi predskolského veku) povaZujeme klticovy aztoho
dovodu pocitujeme potrebu blizsie Specifikovat vyssie spomenuty obsahovy ramec
jazykovej a literarnej gramotnosti. Vnimame ho ako zjednoduseny navod ako rozvijat
jazykovu a literarnu gramotnost v kontexte celostného rozvoja osobnosti dietata
v sulade s aktudlnymi trendmi vzdeldvania na Slovensku.
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Tab. 3: Obsahové a vykonové standardy rozvijajlce jazykovu a literarnu gramotnost

v tematickom okruhu JA SOM

Obsahové a vykonové standardy rozvijajuce jazykovu a literdrnu gramotnost
v tematickom okruhu

JA SOM

PERCEPTUALNO-MOTORICKA OBLAST

K+ 2}."8 v C

SEI}JVIA “3 v

Svalové napétie a dychanie.
Uplatnenie laterality v pohybe.

Jemna motorika.

Vizuomotorika.
Grafomotorika.
Zakladné grafické tvary.

- kontrolovat pri pohybe svalové napatie
a dychanie;

- prejavit v réznych pohybovych ¢innostiach
vlastnu lateralitu;

- zhotovit vytvory z rozmanitého materidlu,
skladaciek a stavebnic postupne od vacsich
dielcov po mensie;

- sediet spravne a dodrZiavat sklon papiera pri
kresleni na stole;

- vyuzivat koordinaciu zraku a ruky;

- kreslit velkymi grafickymi pohybmi;

- kreslit uvolnenou rukou, plynulo a smelo;

- drzat pravne graficky material a pouzivat
primeranu intenzitu tlaku na podlozku pri
pouzivani réznych technik;

- znazornovat graficky motivovany pohyb
vychédzajuci z ramenného kibu (kyvanie,
mletie, hojdanie, navijanie), zapastia
(vertikalne linie, horizontalne linie, krivky,
slucky) a pohybu dlane a prstov (horny
a dolny obluk, lomena linia, vinovka, lezata
osmicka, fiktivne pismo).

SOCIALNO-EMOCIONALNA OBLAST

K+ Z}A "8 v

SEI}JVIA “3 v

Kontakt v komunikacii.
Pocduvanie s porozumenim.

Artikulacia hldsok a hlaskovych
skupin.

Spisovna rec.

Tvorivost v re¢ovom prejave.

Pasivna a aktivna slovnd zasoba.
Zmysluplnost re¢ového prejavu.

- nadviazat neverbalny a verbalny kontakt
s inymi detmi a dospelymi;
- predstavit seba a svojho kamarata;
- pocuvat s porozumenim;
- rozsirovat si pasivnu a aktivnu slovni zdsobu;
- uplatnit aktivnu slovnu zasobu vzhladom na
obsahovy kontext (zmysluplne rozpravat
o svojich pocitoch, zazitkoch, dojmoch);
- vediet sluchom rozlisovat jednotlivé hlasky
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Analyticko-syntetické ¢innosti so v Skole, ich kvalitu a lokalizaciu;

slovami. - vyslovovat spravne a zretelne vsetky hlasky
a hlaskové skupiny;

- uplatriovat spisovnu podobu materinského
jazyka;

- pouzivat synonymd, antonyma a homonyma,
vytvarat rymy;

- uplatriovat schopnost analyticko-
syntetickych hier a ¢innosti so slovami.

Tab. 4: Obsahové a vykonové $tandardy rozvijajlce jazykovu a literarnu gramotnost
v tematickom okruhu LUDIA

Obsahové a vykonové standardy rozvijajuce jazykovu a literdrnu gramotnost
v tematickom okruhu
LUDIA
KOGNITIVNA OBLAST
K e Z}A “3 v SEI}JVIA “3 v

- pocuvat s porozumenim;

- reagovat neslovne a otazky a pokyny;

- reagovat slovne na jednoduché otazky
jednoslovnou, viacslovnou odpovedou alebo
jednoduchou frazou;

- komunikovat jednoduchymi vetnymi
konstrukciami v statnom —slovenskom
jazyku a v cudzom jazyku;

- pouzivat spisovnu podobu statneho —
slovenského alebo cudzieho jazyka.

Pocduvanie s porozumenim.
Neslovné reakcie (pohyby,
gestd, mimika).

Pasivna a aktivna slovna zésoba
v §tatnom — slovenskom jazyku
a v cudzom jazyku (anglictina,
nemcina atd’);

Spisovna podoba jazyka.

Jazykova a literarna gramotnost (Petrova, Valdskova, 2007, s. 15) je v predskolskej
vychove sytend uUsilim *C+3 u 3] IC0 W} % }E}IA > } }Z }A v] %o}
ol-e v}e3 |Ju% 3 v ]_ § o A%eJuUIL & ve%u}iv A v_u i IClI
AZ}YA}E Whoi_* VvV i %} } X

Petrova a Valaskova (2007, s. 15) v suvislosti s moznostami rozvijania jazykovej
a literarnej gramotnosti v MS uvéadzaju, Ze hovorent podobu jazyka mozno rozélenit
do styroch jazykovych rovin:

1. foneticko-fonologickej;
2. morfo-syntaktickej;

3. pragmatickej;

4. lexikalno-sémantickej.
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Tab. 5: Obsahové a vykonové standardy rozvijajlce jazykovu a literarnu gramotnost
v tematickom okruhu KULTURA

Obsahové a vykonové Standardy rozvijajtice jazykovu a literarnu
gramotnost v tematickom okruhu
KULTURA
SOCIALNO-EMOCIONALNA OBLAST
K e Z}A “3 v SEI}JVIA “3 v
- prejavit zdujem o knihy, pismena, Cislice,
orientovat sa v knihach;

Knihy, pismena a Cislice. - pocuvat s porozumenim a citovym
Detskd, ludova aautorska zaangaZzovanim detsku ludovl a autorsku
poézia a préza. poéziu, rozpravky a pribehy;

Prednes literarnych dtvarov. vnimat scitovym zaangaZovanim babkové
Volna reprodukcia literarnych divadlo ainé detské divadlo (Cinohru,
textov. spevohru);

Literarno-dramaticka tvorivost. zapamatat si aprednasat kratke literarne
Umelecké stvarnenie obsahu utvary, napr. riekanky, hadanky, vycitanky,

literarnych a dramatickych diel. kratke detské basne, atd’;
,Citanie” a ,pisanie” | - reprodukovat volne [fudové aautorské
jednoduchého pribehu. rozpravky a pribehy;
- vyjadrit réznymi umeleckymi vyrazovymi
prostriedkami (vytvarne, hudobne,

dramaticky, hudobno-dramaticky) pocity
a dojmy z rozpravok, pribehov a divadla;
»Citat” kresleny pribeh a obrazkovy serial;
»pisat obrazkovy list”.

iX &}v &} o}P] I E}A]v Z}A}E v i %} } C i lcCl

V kazdom jazyku mozno skimat okrem slovnej zdsoby agramatickej stavby aj
jeho zvukovu stranku. Zvukova rovina je najnizsim podsystémom s najjednoduchsimi
prvkami (hlaskami, fonémami). Na nej st vybudované ostatné, vyssie plany jazyka —
lexikalny, morfologicky, syntakticky.

Na zvuky fudskej reci sa mbézeme pozerat z dvojakého hladiska:

1. artikulaéné a akustické hladisko;
2. funkcné hladisko.

Fonetika je veda o fyziologicko-artikulacnej a akustiko-optickej stranke reci. Zvuky
ludskej reci sa tvoria istymi orgdnmi fudského tela. Tymto orgdnom hovorime recové
(artikulacéné) orgdny. Zvuky rec¢i maju zaroven aj akustické vlastnosti (vnimame ich
sluchom) a optické vlastnosti (ktoré pozorujeme zrakom). Fonetika sa zaobera
skimanim tychto vlastnosti.
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Fonoldgia je veda, ktora skima: ktoré zvuky ludskej reci a ktoré vlastnosti tychto
zvukov sa vyuZivaju, a ako sa vyuZivaju na dorozumievanie v danom jazyku. VSima si
teda funkénu stranku ludskej reci.

Fonetika a fonoldgia si samostatnymi jazykovednym disciplinami len relativne,
pretoZe maju spolo¢né nielen funkéné hladisko, ale aj predmet badania, t. j. zvukovu
rovinu jazyka.
A% ]*}Av AE.0}&EvEeqgV}esje Ednjym zo zékladnych cielov sucasnej
koncepcie predskolskej vychovy. Z hladiska moZnosti materskej Skoly v rozvijani
fonologickych procesov je podstatné rozvijanie orientacie dietata v zvukovej
Strukture reci. Pre tuto etapu rozvijania jazykovej gramotnosti deti v oblasti
foneticko-fonologickej roviny jazyka je vyznamné postupné vyclefiovanie formy reci
ajej odlisenie od vyznamu reci, ktoré sa nazyva fonematickym uvedomovanim.
L&} u 8] 1 pA JuliA v]Z}%v}e> A Ju v E > e} ¢ Pu v$
HA Ju}A > o] TAul}A. “SEUIS-Epu *0}AU ] v3]($bC v é JuE
$}Ip & JU pelpsd} x}A > Zo «I}A- 1o} dEITUY «CvE%RIpo ] <}
E JUV % EX % E] >UE }]EZ0J=bl M Mikeddjovd, Dujeikova,
2001, s. 7, in Petrova, Valaskova, 2007).
Pri rozvijani fonematické uvedomovania je mozné identifikovat pat Grovni (Adams,

1995, in Petrova, Valaskova, 2007):

1. NajelementarnejSou Uroviou je Uroven meratelnd poznanim riekaniek, ktord
nevyzadujeviacako 4 Z} % E +0}Av TAupICX

2. Schopnost identifikovat podobné arozdielne zvuky v slove vzmysel tvorby
rymov a aliterdcii (poznamka autora: naslovny rym; Stylisticka figura, ktora vznika
opakovanim rovnakych alebo zvukovo podobnych hlasok (slabik), na zaciatku dvoch
alebo viacerych po sebe iducich slov), ale zarover aj upriamit svoju pozornost na tie
komponenty zvuku reci, ktoré ho robia podobnym alebo rozdielnym.

3. Uvedomenie si, Ze slova mozno roz€lenit dalej na zvuky suvisiace s fonémami,
ktoré nie su nositelmi vyznamu a ktoré vedu k schopnosti rozéleriovat slova na slabiky
a zamienat ich.

4. Segmentdcia slova na hlasky, ktord vyZzaduje nielen uvedomenie si, Ze je slovo
zloZené z foném, ale aj schopnost slovo na tieto fonémy rozanalyzovat.

5. Manipulacia sfonémami, t.j. schopnost pridat, odobrat, zamenit alebo
nahradit fonému v slove (aj ale v neslove).

Pri fonematickom uvedomovani je potrebné klast déraz na:

- eCe3 u 3] 1}i*Z}AE}I A _prvé dve Urovne (predovietkym citlivost na
rymy) sa vyvijaju u deti spontanne, tie ostatné vyzaduju pravidelny, systematicky
tréning;

- %o } * 3 U %neymechavanie a nepreskakovanie) i V}S0]AE Z -E}Av_X
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utvarat spravne jazykové a reCové navyky a zruénosti;
cibrit zretelnu vyslovnost hldsok a hldskovych skupin;
spravne, zretelne a spisovne vyslovovat takmer vSetky hldsky a hlaskové skupiny
v slovach;
schopnost jednoduchej analyticko-syntetickej ¢innosti so slovami, napr.
rytmizovat slovd aslovné spojenia, riekanky, vycitanky ainé kratke literarne
utvary;
na zaklade fonematického sluchu viest deti kdéo najsamostatnejsiemu
uplatiiovaniu schopnosti analyticko-syntetickych ¢innosti so slovami;
postupne viest deti k tomu, aby vymyslali slova na zaciato¢nu slabiku;
rozvijat fonematicky sluch;
stimulovat fonematické uvedomovanie;
rozvijat schopnost hlaskovej diferenciacie;
postupne rozpoznavat intenzitu, dizku a vy$ku trvania rozliénych zvukov a ténov;
na zaklade sluchového vnimania reagovat na rozlicné zvuky, ako aj na zvuky
ludskej reci (v neverbdlnej rovine);
postupne (v intuitivnej rovine)rozoznavat artikulovanu re¢ a citlivo vnimat: smer
zvuku, zdroj a signalne vlastnosti reéi (¢lenitost, hlasitost, vysku, dizku a tempo
hlasok, slabik a slov);
postupne nacvicovat schopnost spravne dychat (dych a vydych s fonaciou);
precvi¢ovanie hovoridiel v réznych situaciach s ohfadom na ich hygienu;
nacvik plynulého prechadzat do hlasovych poléh srdznou intenzitou, vyskou,
farbou a moduléciou hlasu a slovne identifikovat tieto polohy hlasu;
v prirodzenych reCovych situaciach ucit deti pouZivat spravnu vyslovnost,
hlasitost, zretelnost, intonaciu a tempo reci.

Vyucbou vMS je moziné vramci rozvijania foneticko-fonologickej roviny jazyka
vykonavat nasledujuce aktivity:

rymovanie, tzn. rozne aktivity zamerané na identifikaciu rymov, ako aj produkciu
rymov;

predstava o slove, slabi¢na analyza, slabi¢na schéma, tzv. uvedenie do Struktury
slova, slabika ako prirodzena jednotka, zmateridlnenie slabiky;

hldskovd analyza, vyclenenie prvej hlasky vslove, tzn. prechod na ,umeld”
jednotku (hlasku), uvedenie pojmu hlaska, rézne aktivity sledujuce vyclenenie
prvej hlasky ajej upevnenie — prostrednictvom jej zvyraznenia a oddelenia
v prude reci;

vy€lenenie vsetkych hldsok, uréovanie poctu hlasok v slovach, tzn. zmateridlnenie
hlasky a urcovanie jej poCtu v troj-, stvor-, pat- hlaskovych slovéch;
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- oddelenie slova od oznacovaného predmetu, tzn. Ulohy typu do akej klietky sa
zmesti lev aslovo lev, ¢o vsetko sa da so slovom robit, ¢o vSetko sa da robit
s predmetom;

- vedomd manipulacia s fonémami v slovach, tzn. vynechavanie, prehadzovanie,
nahradzanie, syntéza zaciato¢nych hlasok slov do novych slov;

- tvorenie novych slov, ktoré zacinaju poslednou hlaskou predchadzajiceho slova.

IXDIERLVS 18] 1 E}A]v Z}AYE vi %} } C i ICl

Gramatikou suhrnne nazyvame oblast, ktora hovori o ohybani slov a tvoreni viet,
je to teda nauka o stavbe jazyka. Gramatiku delime na tvaroslovie (morfoldgiu)
a skladu (syntax). Morfolégia alebo tvaroslovie je tradicné oznacenie pre vedu
o tvarovych prostriedkoch jazykovej stavby, pricom tvaroslovie sa v ramci gramatiky
zaoberd slovnymi druhmi, ich ohybanim (¢asovanim, sklofiovanim a stupriovanim)
a pravidelnym odvodzovanim slov pomocou predpdn, pripon avpon. Syntax sa
zaobera spajanim slov do viet, tvorbou viet a syntaktickych celkov.

Z obsahu prvej kapitoly je zrejmé, Ze dieta, v okamihu ked' vstupuje do $koly, ma
vybudovany bohaty lingvisticky systém. ReCova produkcia dietata preto nie je
zaloZena na uplatiovani formalnych znalosti o gramatike a morfolégii, ale opiera sa
o sémantické a pragmatické faktory. Ak porovname spdsob, akym si dieta osvojuje
jazyk v mimoskolskom prostredi, zistime, Ze tym cielom pre neho a ani pre dospelych,
ktori snim komunikuji, nie je osvojit si konkrétne morfologické a syntaktické
pravidla. Tento proces je vedeny zdujmom o to, ¢o na jednej strane hovori dieta a na
druhej strane hovori niekto druhy. Dieta si samozrejme musi osvojit aj morfologické
a syntaktické pravidla tvorby vypovedi, ale v predskolskom veku nie je nutné, aby
toto poznanie bolo explicitné. Tym, Ze sa s dietatom normaélne komunikuje, poznava
aj takéto pravidld. Jeho poznanie vsak zostava zatial v implicitnej (neuvedomovanej)
podobe. Nie je si vedomé, aké pravidla uplatiuje vreci, napriek tomu, Ze ich
uplatiiuje spravne. A toto povazujeme za podstatny a pre predskolsku vychove plne
postacujuci ciel (Petrova, Valaskova, 2007, s. 16).

Ak sa podrobne pozrieme na vyvin redi v prvej Casti nasho prispevku, pomerne
presne (samozrejme sohladom na individudlne odlisnosti deti) dokaZzeme
kontinualne sledovat vyvin morfologickej a syntaktickej stranky jazyka v ontogenéze
dietata.

Hlavnym ciefom v suvislosti s osvojovanim jazyka v jeho morfo-syntaktickej rovine
jerozvijatudeti PE u 8] | *% @& Av}e> Z}A}E VE Z % E i A}A

] oW
- utvarat povedomie o gramatickej spravnosti;
- zdokonalovat reCovy prejav z hladiska gramatickej a Stylistickej spravnosti;
- ucit deti intuitivne vycitit gramatickd spravnost hovorenych prejavov inych oséb;
- rozliSovat gramaticky spravne a nespravne tvary v reci inych osob;
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- postupne v beznej reci pouzivat slova vgramaticky spravnych tvaroch asnaha
priblizit sa v hovorenom prejave spisovnému re¢ovému vzoru dospelych;

- postupne sa orientovat v gramatickom systéme jazyka a v réznych prirodzenych
situaciach;

- prirodzene (postupne a spravne) pouzivat v reCcovom prejave vsetky slovné druhy;

- ohybat zikladné slovné druhy;

- hovorit spisovne, slovd avetné konstrukcie pouZivat vgramaticky sprévnych
tvaroch.

iX WE Pu&JA]v Z}A}E v i %} } C i lcCl

Tato oblast jazyka sa javi ako najproblematickejsSia z hladiska hladania moznosti
jej rozvijania v materskych skolach. Pod pragmatickou rovinou Petrova a Valdskova
(2007, s. 16) rozumeju ,oblast pravidiel jazyka, ktoré suvisia s participaciou jedincov
na komunikacii, t. j. s ich schopnostou rozlisit kontext situacie a vhodne nar reagovat
verbalnymi prostriedkami tak, aby bol komunikacny zdmer dosiahnuty co
najefektivnej$im spdsobom®. Rozvijanie tejto roviny v MS mdze byt problematické
preto, Ze je potrebné tuto oblast poznania jazyka dietatu sprostredkovat cielene
a zmysluplne. Z hladiska planovania vyu¢bového procesu maju byt volené aktivity
orientované tak, aby dietatu sprostredkuvali pravidla, ktoré riadia pouZivanie jazyka

z hladiska jeho Uéelu a formy. Hlavnym ciefom v tejto rovine jazyka sa javi: GE }TA _

[Jupv]l 8_AvC Z « Z}%ov}e3 & _

Je potrebné premyslene selektovat také typy aktivit, ktoré dokazu realne
sprostredkovat poznanie a prakticku aplikaciu:

- 1}upv]l vE I}VA v 1_U SIAMUE]l JAE Z v}idié su vo
svojej podstate pravidlami riadiacimi komunikdciu medzi [udmi. Tieto normy na
jednej strane ulahéuju komunikaciu a dosahovanie nasich komunikacnych zamerov
ana strane druhej ale obmedzuju tym, Ze vyZaduju priebeh komunikacie
s akceptdciou tychto formalnych pravidiel. Suvisi to s poznavanim, Ze v komunikacii je
potrebné vziat do Uvahy:

a) mnoistvo informacii (primeranost vzhladom na vek a kognitivne dispozicie),

b) kvalitu informacii (Cize objektivitu),

c) relevantnost (vhodnost) informécii,

d) spbsob prezentovania informacii (logicka naslednost).

Inak povedané, deti by sa mali naucit nielen formulovat suvisli vypoved alebo
pocuvat (a nerusit) pokial iny hovori, ale aj aktivne participovat na dialégu (tzn. udit
sa viest dialdg) v zavislosti na téme, kontexte komunikacie a statuse komunikujucich.

- E€IvC Z I1}upv]l VE Zt 3.58plikéci® Javerbalneho vyjadrenia
rozlicnych kognitivnych operdcii v zavislosti na téme komunikdcie a komunikaénom
zamere. V predskolskej vychove by malo ist predovsetkym o sprostredkovanie
komunikacnych stratégii stvisiacich s rozvojom kognitivnych kompetencii v rovine:

a) lokalizacie a oznacenie predmetov a javov;
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b) opisu predmetov a lebo javov;

¢) sumarizacie, definovania alebo porovnania objektov alebo javov;

d) riesenia a vysvetlenia problému (Masseyova, 2004, in Petrova, Valaskova, 2007,

s. 17).

Z hladiska funkéného vyuzitia reci je vidy dolezité rozliSovat rézne komunikacné
situdcie a prispésobovat komunikaciu a cinnost kontextu situacie azucastnenym
aktérom. Ak sa ma odohravat poznavanie pragmatickej roviny jazyka v skolskom
kontexte, potom by sa akcent mal klast nielen na ziskavanie skdsenosti s rozlicnymi
komunikaénymi situaciami, ale zamerat sa aj na objasnenie dévodov, preco je Ziaduce
vysporiadat sa s danou situaciou konkrétnym spdsobom, aké verbdlne prostriedky
volit ak akym nasledkom mozZe viest ich nesprdvne pouZitie aprefo. Preto je
potrebné nielen vytvarat rozlicné komunikaéné situdcie (napr. telefonovanie,
u lekdra, v lekarni, v reStauracii, v kniZnici, na poste, v obchode, na stanici, v televizii
a pod.) a popri praktickej realizacii objasnit detom prislusné pravidla komunikacie
spolu s dovodom vyberu komunikacnych stratégii (¢i konvencii).

] oW

- jazykovo spravne a v sulade so spolo¢enskymi pravidlami naudit deti viest dialdg;

- stimulovat tvorivost, samostatnost a aktivitu v reCovom prejave, aby sa dieta
nestalo pasivnym prijimatefom recového prejavu inych;

- osvojovat elementarne komunikativne zru¢nosti;

- vrOznych prirodzenych situdcidch primerane odvdzne ajazykovo co
najspravnejsie nadvazovat dialdg s detmi alebo dospelymi;

- podporovat vlastnu tizbu deti po rozpravani, posilfiovat interpersonalnu odvahu
v reCovom prejave a primeranu schopnost presadit sa v skupinovom rozhovore;

- spontanne asamostatne sa zapdjat do rozhovoru o predmetoch, javoch,
Cinnostiach alebo udalostiach, o svojich pocitoch, osobnych zdujmoch
a skusenostiach;

- samostatne sformulovat odkaz alebo odpoved na odkaz, ktory vyplyva z redlnej
alebo fiktivnej situacie;

- prirodzene asamostatne klast otazky, suvisle a pohotovo na poloZené otazky
odpovedat;

- schopnost reagovat na otdzky dospelych aformulovat na ne jednoduché
odpovede;

- posilfiovat schopnost citlivého vnimania a sUstredeného pocuvania obsahu redi
druhych (deti i dospelych oséb);

- postupne rozumiet obsahovému vyznamu konkrétnych slovnych oznamov, ktoré
sU adresované jednému dietatu i skupine deti a zodpovedajicim spdsobom na ne
reagovat;

- ucCit deti primerane asamostatne oslovit inych, jasne azrozumitelne vyjadrit
oznam, prosbu, Ziadost alebo Zelanie;
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- prirodzene, jazykovo sprdvne a o najsamostatnejSie charakterizovat vlastnosti
poznanych predmetov, javov a ¢innosti a stihrnne opisat ich zékladné znaky;

- v komunikdcii s druhymi vyjadrovat myslienky postupne od jednoduchych viet,
cez rozvité vety k jednoduchym suvetiam;

- reprodukovat kratSie dejové celky a dramatizovat rozpravky, pribehy a zazitky;

- posiliovat zdravé sebavedomie a sebaddveru v reCovom prejave.

X > AN aws] E}A]v Z}AYE v i %} } C i ICI

Lexikoldgia je jazykovedna disciplina skimajica slovnu zasobu jazyka z hladiska
sucasnosti i v historickom vyvine.

Slovna zasoba (lexika) je suhrn slov awvyrazov daného jazyka. Je to otvoreny
a dynamicky systém. Jeho hranice sa vcelku nedaju poznat, pretoZe jeho niektoré
jednotky sa menia sémanticky islovotvorne a zostdvaju v uréitom zmysle vidy za
hranicou sucasného (momentdalneho) stupria poznania.

Jednym zo zakladnych cielov predskolskej vychovy je E}IA i v] <o0}Av i |
E . \ predskolskej vychove sa ciele suvisiace s rozvijanim slovnej zasoby casto
redukuju len na rekapituldciu terminov, slovnych oznaceni, ktoré st detom uz zname
a su teda obsiahnuté v ich aktivnej alebo pasivnej slovnej zasobe. Takyto stav ma svoj
vyznam (sumarizacia poznania, ktoré si dieta prinasa z mimoskolského prostredia
alebo z predchadzajucej vyucby; takymto systémom vzdeldvania slova z pasivnej
slovnej zdsoby postupne prechadzaju do aktivnej) avSsak nemozno ho povaZovat
o optimalny, efektivny a rozhodne nie dostacujuci.

Pod rozvijanim slovnej zasoby chapeme (Petrova, Valaskovd, 2007) také zamerné
iniciované aktivity, ktoré maju dietatu sprostredkovat nové oblasti poznania spolu so
slovnou zésobou spitou s touto oblastou. Specificky doraz by sa mal klast na tie
oblasti poznania deti, ktoré suvisia s pozndvanim jazyka, ktoré operuju vlastnou, tzv.
metalingvistickou slovnou zdsobou, napr. pojem hlaska, pismeno, slabika, veta, slovo,
text a pod.

Sémantika je nauka ovyzname jazykovych jednotiek aozmenach vyznamu.
Jazykovymi jednotkami su slovd, spojenia slov, vety a texty. Skiimaju sa vztahy medzi
jazykovymi jednotkami: sémantické sustavy, synonymad, antonymad, homonyma3,
polysémia. Pri zmendach vyznamu sa skimaju jednak typy zmien (napr. prenasanie,
rozsirovanie vyznamu) a jednak ich priciny (jazykové aj mimojazykové).

Okrem rozvijania slovnej zdsoby je pre oblast predskolského vzdeldvania doleZita
aj oblast poznavania Struktlry slovnej zdsoby. Vyznam slov sa teda Specifikuje
v kontexte, v ktorom su pouZivané. Vyber slov v komunikdcii je teda upresfiovany
komunikaénym zamerom a preto volba ,vhodného slova“ moéze vyrazne ulahcit
komunikaciu. Slovnu zasobu diferencovat zo sémantické hladiska nasledovne:

- u}v}e u v3] |  <@¥Aovyznamové). V slovnej zasobe slovenciny je ich
priblizne 75 %. Jednovyznamové su najma terminy z rozliénych vednych oborov

a vlastné meng;
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- % }0Ce u Vv(Sipclyznamové). V slovnej zasobe slovenciny je ich priblizne
25 %. Viacvyznamové slova maju v urcitom kontexte tiez len jeden konkrétny
vyznam.

- Z}u}v G uslova, ktoré maju rovnaku zvukovd podobu, vyslovnost i gramaticku
stranku, ale vyznam je odlisny;

- *Cv}vGulova, ktoré maju rozdielnu zvukovd podobu, ale vyznam je rovnaky,
resp. priblizne rovnaky;

- v 8§} v C(pozitd) — slova, ktoré oznaduju protikladné pojmy a predstavy. Prave
tato protikladnost ich v istom zmysle spdja.

Inym typom diferencidcie je delenie slov z pohladu na spisovnost a nespisovnost:

-«0}A A*} v ~ o}v E} vo MPEEGIXemvndzvy predmetov
ajavov, bez ktorych by bol Zivot v spolo¢nosti nemyslitelny a maju celondrodnu
kodifikovani podobu (zem, voda, orat, tkat, sekera, otec, matka, Skola a pod).
V istom zmysle ide o Cast slovnej zasoby, ktord mozno pomenovat spisovnou lexikou.

re0}A}2E v] VEU % }ul A% bAv hEritedost” pouzivania
suvisi vo vacsine pripadov so socidlnym, resp. regiondlnym prostredim. Patria sem
dialektizmy, slang, Zargdn a argot.

] oW

- uCit deti rozumiet jednoduchému rozpravaniu;

- podnecovat deti kaktivnemu asamostatnému pomenovavaniu predmetov
a javov;

- rozvijat detsky slovnik;

- rozSirovanie slovnej zasoby realizovat v postupnosti od spravneho
pomenovavania areagovania na slovad alebo slovné oznamy osob, zvierat,
veci, ¢innosti a javov, ktoré bezprostredne vnimaju, cez pomenovavanie 0sob,
predmetov ajavov bez ich pritomnosti k postupnému pouZivaniu slov
oznacujucich predmety bez zavislosti od ich pritomnosti a slov, ktoré vyjadruju
predstavy, myslienky, city a Zelanie;

- utvarat arozliSovat aktivnu spisovnu slovnl zasobu zaloZend na obsahovom
porozumeni vyznamu slov;

- zdokonalovat porozumenie vyznamu slov v pasivnej slovnej zasobe;

- porozumiet obsahu vyznamu slov, napr. zmyslovym vnimanim aréznymi
neslovnymi reakciami na podnety;

- zdokonalovat zrozumitelnhost redi;

- zdokonalovat schopnost jasného, zrozumitefného a plynulého vyjadrovania
myslienok;

- posilfiiovat cit pre sémantickd a formalnu pribuznost slov;
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- postupne deti ucit (na zaklade ¢o najdokonalejsieho recového vzoru kultivovanej
spisovnej slovenciny) vnimat a chapat zhody a odlisnosti ndrecovych a spisovnych
slov v slovnej zasobe;

- postupne odliSovat vintuitivnej rovine nareCové slovd avetné vzorce od
spisovnych a rozumiet vyznamu spisovnych slov a vetnych vzorcov;

- ucit deti kategorizovat slovd na zdklade vSeobecnosti ich vyznamu, t. j. nadradené
a podradené;

- rozvijat schopnost reprodukovat obsah urcitej vypovede druhych (iného dietata
alebo dospelej osoby), napr. oznamu, myslienky, ndapadu, udalosti alebo zaZitku;

- eliminovat na najniz$iu moznu mieru psychické zabrany dietata v reCovom prejave
spOsobené napr. recovou poruchou, alebo znizenou sebaddéverou.

Jazyk, reé, slovo a komunikaéné obraty vyjavuji novl doévernost, ktord ma
dalekosiahly vyznam pre dalsi osobnostny vyvin dietata. Otvara sa zdroj novej,
doposial nepoznanej radosti z toho, ako daleko si vieme byt blizki, ako intenzivne
dokazeme svoju blizkost vyjadrovat, ako sa vieme navzajom spoznavat a ¢o vietko
mozZeme spolu robit. Vyvin reci a hovorenia sa tak stava vyznamnym Cinitelom
rozvoja myslenia. V tomto rozvoji a stimuldcii ma vyznamné postavenie predskolské
vzdeldvanie. KedZe do troch rokoch vo vacsine pripadov hovorime o nezdmernom
uéeni a o osvojovani materinského jazyka prirodzenou formou v procese jeho

pouZivania, vyznamné miesto vtomto procese patri p ]S gl u S Eel.i "I}
h 15 gl %o}elCSui >}u Ipo3]AYA VE ADEV pirckiz€Rythel i C

reCovych situdciach citlivo vnimaju anapodobriuju recovy vzor dospelého.
V edukac¢nom pésobeni ucitelka modeluje jazykovu spravnost a kultdru reci spolu
s kultdrou spravania sa dietata. Vytvara dostatok prileZitosti na napodobriovanie
zretelnej vyslovnosti hldsok, hldskovych skupin, gramaticky spravneho a spisovného
pouzivania slov, slovnych spojeni a roznych vetnych vzorcov v reci.
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VPLYV VEKU NA OSVOJOVANIE SI CUDZICH JAZYKOV

Viera Zavodyova

UCit sa a naucit sa cudzi jazyk je velmi zloZity a ndrocny proces, ktory neprebieha
izolovane, ale naopak, v interakcii s najréznejsimi faktormi, ktoré ho mézu pozitivne i
negativne ovplyvriovat. Z tohto dévodu treba pri osvojovani si cudzieho jazyka brat
do uvahy individudlne osobitosti uciaceho sa, ale aj vplyv réznych faktorov, ktoré
podmieriuju Uspesnost ucenia. Vo vztahu k uiacemu sa sU to napr. motivacia,
nadanie, inteligencia a z hladiska vonkajsich Cinitelov najma vyucovacie podmienky,
¢i postoje. Jednym z najvyznamnejsich faktorov, na ktory nemozno zabudnut, je aj
vek, v ktorom si ¢lovek zacina osvojovat cudzi jazyk.

Tato problematika je vsak velmi zloZita, pretoZe nazory odbornikov na otdzku —
kedy je vhodné zadat scudzojazyénym vzdeldvanim, sa na celom svete znacne
odlisuju a kazdy z nich podklada svoj nazor inou tedriou, vysledkami inych vyskumov,
ako aj vlastnymi empirickymi pozorovaniami. Vztah medzi vekom a predpokladanou
Uspesnostou v uceni sa cudzieho jazyka je neustdle predmetom pocetnych diskusii.
Vo vSeobecnosti prevladaju dva hlavné, aj ked protichodné nazory:

1. ¢im skor, tym lepsie;
2. Cim neskér, tym lepsie.

1.1 Cim skor, tym lepsie

Privrzenci prvého nazoru preferuji ¢o najvCasnejsi zaciatok. Su presvedéeni
o existencii ,kritického obdobia“, tiez nazyvaného aj ,senzitivne obdobie”, ktoré
mozno definovat ako dobu, pocas ktorej si dieta osvojuje jazyk rychlo, lahko,
jednoducho, bez zdmerného ucenia sa (Richards, Schmidt, 2002, s. 145). Predpoklad
existencie kritického obdobia vychadza z osvojovania si materinského jazyka. Podla
Lenneberga ,,schopnost osvojit si normalne spravanie a poznatky v réznom prostredi
nepretrvava neobmedzene dlho a deti, u ktorych sa re¢ nikdy nerozvijala (v désledku
sluchového postihnutia, alebo extrémnej izolovanosti), nemézu dosiahnut normalnu
uroven recovych zrucnosti, ak ich deprivacia trvala prilis dlho“ (Lightbown — Spada,
1997, s. 25). Nadobudanie jazykovych znalosti je teda Uspesné len vtedy, ked' je
stimulované vo vhodnom case. Toto tvrdenie, ktoré sa tyka existencie Specifického
a ohrani¢eného cCasového obdobia vhodného na osvojovanie si jazyka, sa oznacuje
ako ,ZC%}3 1 1E]8] | ZWvidzgu]sa Ke verzie tejto hypotézy. Podla
silnej verzie ,si dieta musi osvojit svoj materinsky jazyk do obdobia puberty.
V neskor$om veku uZ nie je schopné naucit sa rozpravat.” Podla slabej verzie ,je vyvin
jazykovych schopnosti po puberte len tazsi a obmedzenejsi“ (Lightbown, Spada,
1997, s. 25).
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V suvislosti s ndzorom — ,,¢im skér, tym lepsie”, sa hypotéza kritického obdobia
aplikuje aj na ucenie sa cudzieho jazyka. Stretdvame sa tu teda s tvrdenim, Ze aj pre
ucenie sa cudzieho jazyka existuje urcita kritickd faza, dokedy je potrebné osvojovat
si novy jazyk, alebo jazyky, lebo po jej uplynuti schopnost prirodzeného osvojenia
klesd. Podla Larsen-Freemanovej alongovej (2008) ucenie sa dalSieho jazyka
prebieha lahsie medzi narodenim avekom, kedy dieta prichddza do puberty. Po
uplynuti tejto doby sa rychlost uéenia viditelne oslabuje. Vilke (1989) tieZ oznacuje
pubertu za ¢as, kedy nastavaju problémy s u¢enim sa cudzieho jazyka. Upozorfiuje na
nazor neurolégov, ktori za pri¢inu spominanych zmien povaZzuju biologické zmeny,
konkrétne dozrievanie avyvin mozgu, ktory sa v obdobi dospievania stava akoby
»zafixovany”, nemenny (1989, s. 16). Stymto nazorom sa stotoZnuje aj Penfield
(1953, cit. podla Titone, 1964). Prave tvarnost mozgu vrannom veku poklada za
vyhodnu z hladiska ucenia sa jazykov. Tvrdi, Ze detsky mozog je v suvislosti
s mechanizmami reCi plasticky. Preto sa malé dieta u¢i materinsky jazyk bez prizvuku
a bez akejkolvek namahy. Najskor sice vyslovuje chybne a vytvéra si svoju ,vlastnu
rec”, ale po kratkom Case si osvojuje re¢ dospelych, ktoru pocuje vo svojom okoli. Ak
sa pred dosiahnutim obdobia v rozmedzi od 10 do 14 rokov stretdva s fudmi, ktori
hovoria druhym, i tretim jazykom, méZe sa podobnou technikou naucit niekolko reci
bez vynaloZenia vacsieho Usilia. Penfield upozoriiuje, Ze plasticita mozgu sa neskor
vytraca, vzhladom na €o je nevyhnutné, aby dieta prichadzalo do kontaktu s dal$im
jazykom co najskor. Ak sa teda clovek uci jazyk sprdvnym spOosobom a najma
v spravnom veku, ako uvadza Penfield, dokéze si ich osvojit aj niekolko s minimalnou
namahou (Titone, 1964).

Velmi vyznamné je aj zistenie, ktoré prezentuju Johnson a Newport (1989) Svojim
vyskumom potvrdzuju nazory vyssie spomenutych autorov, ze puberta je zlomovym
obdobim z hladiska osvojovania si cudzieho jazyka. Podstatny je vSak fakt, Ze pokles
v schopnosti naucit sa cudzi jazyk zaznamendvaju este skor. Za vyznamny medznik
povazuju 7. rok dietata. Do uvedeného veku zvlada jedinec novy jazyk lahko a rychlo.
Okolo 7. roku vsak tato schopnost klesa. Hoci je pokles mierny, stupriuje sa az do
puberty, kedy zmeny vrcholia. Ako dodava Lightbown a Spada (1997), v tejto faze,
teda zadiatkom dospievania, uz osvojovanie jazykov nie je zaloZené na vrodenych
Strukturach (o ktorych sa predpoklada, Ze zabezpecuju aj zvladanie materinského
jazyka), ale zavisi uz od vseobecnejsich mechanizmov ucenia, ktoré vsak neumoznuju
do takej miery Uspesné osvojenie jazyka, ako prave spominané vrodené dispozicie,
ktoré funguju v detskom veku.

V nadvéaznosti na uvedené informacie o vyzname cudzojazycnej vyucby v rannom
veku je vhodné spomenut dalsi podstatny fakt, ku ktorému dospeli Kim a kol. (1997,
cit. podla Gordon, 2000) na zéklade vyskumu mozgovej aktivity v ramci spracovavania
jazykového materialu. Z vyskumu vyplynulo, Ze u ludi, ktori si zacali osvojovat druhy
jazyk v dospelosti, sa aktivuje ind oblast mozgu pri pouzivani druhého jazyka nez pri
pouzivani materinského jazyka. Av3ak pri jedincoch, ktori si osvojili dalsi jazyk
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v rannom detstve, s oba jazyky — materinsky, aj druhy — zastipené v rovnakej oblasti
mozgu.

Michelli a kol. (1997, cit. podla Cameron, 2001) v tejto suvislosti demonstrovali,
Ze mladsi maju vacsiu sivi mozgovu hmotu v ¢asti pre jazykové procesy v porovnani
s dospelymi jedincami.

Z uvedeného vyplyva, Ze isté zmeny slvisiace s jazykom moZno pozorovat aj
v oblasti mozgu. So stupajicim vekom sa zmen3uje mozgova Cast zodpovedna za
jazykové procesy azaroven zaznamendvame, Ze pri cudzojazyCnych procesoch sa
zaCina aktivovat ind oblast mozgu ako pri materinskom jazyku. Spomenuté zmeny
teda jasne naznacuju, Ze schopnost osvojovania si dalSieho jazyka sa so stipajicim
vekom postupne meni.

V suvislosti s detstvom a cudzojazyénym vzdeldvanim na vyznamny faktor
poukazuje aj Karashen (1981). Vyhody deti oproti dospelym vidi v tom, Ze v obdobi
puberty dochadza k zosilfiovaniu afektivneho filtra' (cit. podla Krashen, 1987). Teda
opat, podobne ako mnohi dalsi autori, oznacuje toto obdobie ako podstatny medznik
v Zivote kazdého jedinca. Tvrdi, Ze deti nemaju vytvorenu bariéru voc¢i novému ako
dospeli, neboja sa, su uvolnenejsie, a preto je aj ich afektivny filter nizsi, o ich
zvyhodnuje oproti starsim jedincom (1987, s. 45).

Littlewood (1984) prezentuje podobné myslienky, ktoré hovoria v prospech
mladsich jedincov a zaroven suvisia s Krashenovym predpokladom o afektivnom filtri.
Hovori, Ze deti nemaju negativny postoj voCi novému, inému jazyku a novej
komunite, alebo voéi inym faktorom, ktoré mozu posobit ako bariéra v interakcii
a uceni, pricom vo vSeobecnosti maju lepsie podmienky na ucenie (1984, s. 66).

Na zaklade toho, Ze mladsi jedinci nemaju negativny postoj k cudziemu jazyku,
nemaju strach a maju lepsie podmienky pre ucenie sa, mozno tvrdit, Ze maju zaroven
i vy$siu motivaciu ucit sa nové veci, z ¢oho nasledne vyplyva, Ze ich afektivny filter je
vypnuty a nemusia prekonavat Ziadne bariéry, ktoré by im branili naplno vyuZit
poskytovany input.

Vzhladom na uvedené fakty je teda zrejmé, Ze s pribudajucim vekom dochadza
k istym Specifickym zmenam, ktoré vyrazne ovplyviuju jazykové schopnosti. Z tohto
dévodu je vhodné, aby dieta prichddzalo do kontaktu s cudzim jazykom ¢o najskér,
pretoZe prave vrannom detstve ma dispozicie osvojit si ho rychlo, lahko, bez
vynaloZenia velkej namahy, pricom tento proces prebieha na podobnej baze ako
osvojovanie si materinského jazyka. Vo vSeobecnosti teda plati, Ze zacat s ucenim sa
cudzieho jazyka je vhodné uZ v detstve. Za zmienku vsak stoji , Ze aj ndzory vedcov,

! w»Afektivny filter” je urcitd imaginarna bariéra, ktord brani ¢loveku, aby vyuzil input, ktory mu prostredie
poskytuje. Pod afektmi mozno rozumiet faktory ako motivy, potreby, citové stavy. Ak je ¢lovek napéty,
nahnevany, boji sa, input sa akoby zablokuje, ¢im sa stava nepristupny pre osvojovanie. Takto filter
v zévislosti od psychického stavu obmedzuje to, na ¢o sa ¢lovek dokaze zamerat a ¢o si dokdze osvojit.
Filter je ,zapnuty”, alebo funguje, ked' je ¢lovek stresovany, nesvoj, nedostato¢ne motivovany. ,Vypnuty”
je vtedy, ked'je ¢lovek uvolneny, motivovany.” (Krashen, 1982, cit. podla Lightbown, Spada, 1997, s. 43).
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ktori su zastancami kritického obdobia, sa v istom zmysle roznia . Niektori odporucaju
zacat s cudzim jazykom uz od narodenia (Frances, 1946, Penfield, 1953, Leopold
1939 — 1949), ini povazuju za vhodné zadat o par rokov neskér — v predskolskom
obdobi. Dovodom je argument, Ze osvojovanie si viacerych jazykov sucasne moze
sposobovat ich vzajomné miesanie. Titone (1964) povaZuje za primerany vek 4. rok
dietata, a to na zdklade tej skutoénosti, Ze vtomto obdobi by uZ za normalnych
okolnosti mali mat osvojené isté zaklady materinského jazyka. Stvrty rok je podla
jeho nézoru najskorsi moiny vek aza najplodnejsie a najpriaznivejsie roky poklada
prave obdobie medzi 4. — 8. rokom , kedy mozno ocakévat velmi rychle napredovanie
osvojovania si jazyka.

Oba postoje mozno povazovat za doleZité a opodstatnené, v znacnej miere vsak
zévisia od podmienok v akych dieta Zije vzhfadom na to, Ze mo6zu ovplyvnit zaciatok
kontaktu s novym jazykom (Ci nie je aspon jeden zrodiov cudzinec, ¢i dieta Zije
v cudzojazyénom prostredi a pod.). Ak sa nam v3ak ponuka mozZnost vyberu, nazor
Titoneho je v istom zmysle presvedcivejsi. V Styroch rokoch ma uz dieta vybudované
zaklady svojho materinského jazyka a osvojilo si aj vSeobecnejsie pojmy (napr. pozna
farby, vie pomenovévat zvieratkd a pod.), na ktorych su tiez zaloZzené cudzojazyéné
aktivity. Preto je vyhodnejSie, ked sa dieta zacina dostdvat do kontaktu s novym
jazykovym systémom v zrelSom obdobi. Lojova (2004) tieZ podporuje tento ndazor
a zaCiatok cudzojazyéného vzdelavania odporica zaradit do predskolského veku. Do
popredia stavia vyznam ,jazykovej zrelosti“, ktora je uréovand hlavne vnutornymi
dispoziciami, jazykovym nadanim, ¢o sa prejavuje komunikativnostou a primerane
vytvorenym systémom materinského jazyka. Az ked je dieta schopné plynulo
komunikovat prostrednictvom jednoduchych viet asuveti, i ked sistymi chybami,
ktoré su prirodzenou sucastou jeho jazykového vyvinu, je zrelé vytvarat si systém
cudzieho jazyka. Lojova (2004), podobne ako Titone (1964) varuje, Ze v opachom
pripade moze u jedinca dojst k miesaniu oboch jazykov, k uritému chaosu, ktory sa
nasledne mobZe negativne prejavit vreCovom a kognitivnom vyvine a neskor
i v poruchach uéenia. Z toho dévodu je Ziaduce toto prirodzené tempo respektovat
a neurychlovat ho.

Vzhladom na argument o miesSani jazykov ako idedlny vek pre zaciatok
cudzojazy€ného vzdelavania vyznieva Stvrty rok dietata. Preto by sa mala podporovat
snaha, aby sa deti zacali stretavat s dalsim jazykom uz v predskolskych zariadeniach

V oblasti osvojovania cudzich jazykov zaznamendvame niekolko vyskumov, ktoré
dokazuju, Ze skory zacdiatok ma skutoCne svoje opodstatnenie. Vacsina z nich sa
dotyka fonologického aspektu, ale evidujeme aj iné. Napr. Patkowski (1980, cit. podla
Lightbown-Spada, 1997) zistoval vplyv veku na osvojenie réznych aspektov cudzieho
jazyka. Skumal Ustny prejav vanglictine u67 americkych imigrantov
s vysokoskolskym vzdelanim. Angli¢tinu sa zacali ucit vréznom veku, ale vsetci Zzili
vUSA dlhsie ako 5 rokov. Dalej skimal hovorovi angliétinu 15 Ameri¢anov
s podobnym vzdelanim. Ich re¢ mu sluZila ako isty Standard. S kazdou skimanou

111



osobou robil interview. Pouzil transkripciu 5-minutovych vzoriek z kaZdého
rozhovoru, ktoré hodnotili odbornici vdanom jazyku skalami (0-nulova droven jazyka,
5-Uroven vzdelaného rodeného Americana). Hlavnou otazkou bolo, ¢i je rozdiel medzi
ludmi, ktori sa zacali ucit angli¢tinu pred pubertou, a tymi, ¢o sa zacali ucit neskor.
Porovndval aj niektoré dalsSie charakteristiky a skusenosti, ktoré mohli, tak ako aj vek,
ovplyviiovat vysledni Uroveri ovlddania cudzieho jazyka (napr. vztah medzi
dosiahnutymi vedomostami v jazyku a poctom rokov, ktoré stravil v USA, ako dlho
navstevoval kurzy anglictiny, ...). Zistil, Ze 32 z 33 os6b, ktoré sa zacali ucit angli¢tinu
vo veku mladSom ako 15 rokov, dosiahli Groven 4+ alebo 5. Skupina ludi, ktora zacala
s cudzim jazykom aZ po puberte, dosahovala vyrazne horsie vysledky. Vacsina
dosiahla Uroveri 3+, ale rozptyl bol pomerne velky. Co sa tyka dal3ich faktorov, ktoré
mohli pripadne ovplyvnit Uspesnost osvojovania cudzieho jazyka, vysledky uz neboli
také jednoznacné. V mnohych pripadoch sa potvrdilo, Ze vek suvisel s tymito faktormi
tak Uzko, Ze ich nebolo mozné oddelit. (napr. dizka pobytu v USA: ¢lovek, ktory prisiel
do USA ako 18-rocny a Zil tam 20 rokov, nedosiahol signifikantne vyssie skére ako
ten, ktory tam tie? priiel v rovnakom veku, ale il tam 10 rokov; dizka absolvovanej
vyucby tieZ neovplyvriuje Uspesnost natolko ako vek, kedy sa jedinec pristahoval do
USA). Z vyskumu nasledne vyplyva, Ze vek, kedy si jedinec cudzi jazyk osvojuje, je
najdoleZitejSim faktorom pri stanoveni limitu dosiahnutej urovne ovladania jazyka.
Uvedené vysledky teda potvrdzuju aj hypotézu kritického obdobia.

Podobny vyskum robil Yamada a kol. (1980, cit. podla Singleton, Lengyel, 1995,
s. 14). Zucastnilo sa ho 30 japonskych deti vo veku 7 — 11 rokov zo zakladnej skoly.
Nikdy predtym sa s angli¢tinou nestretli. Skimal ich schopnost osvojit si niekolko
anglickych slov. Zo zoznamu 40 jednoslabi¢nych a dvojslabi¢nych slov (boli
prezentované aj na obrazkoch) sa kazdé dieta malo naucit pocas dvoch hodin 4 slova.
Testovanie sa uskutocnilo s 24-hodinovym odstupom. Ukazalo sa, Ze so stupajucim
vekom dosahovali deti nizsie skére.

Uvedené vysledky znova potvrdzuju fakt, Ze mladsie deti sa ucia jazyk rychlejsie
a fahsie. Vyskum zaroven hovori v prospech zdverov ku ktorym dospeli Johnson
a Newport (1989), teda, Ze od siedmeho roku dietata sa postupne zacina prejavovat
pokles v schopnosti osvojit si cudzi jazyk.

Mnoho vyskumnikov sa zameralo na prieskum v oblasti fonologickych schopnosti,
pretoZe prave tu moino pozorovat vysoky potencidl mladsich deti osvojit si
prirodzeny autenticky prizvuk, alebo sa vo vyslovnosti aspori znac¢ne priblizit
k rodenym hovoriacim. Tuto schopnost vnima vacsina vyskumnikov ako najvyraznejsi
rozdiel medzi detmi a dospelymi v oblasti cudzojazy¢ného vzdelavania.

Vyskum tohto charakteru realizovali napr. Dunkel aPillet (1957, cit podla
Singleton, 2005). Porovndvali osvojovanie francuzstiny medzi ziakmi zédkladnej Skoly
a Studentmi univerzity (zaciatoCnici vo francuzstine). Podstatny rozdiel medzi
subjektmi vyskumu sa prejavil najma vo vyslovnosti. Vyslovnost mladsich Ziakov bola
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ovela lepsia neZ u starsich Ziakov. V pisomnych a posluchovych testoch vsak lepsie
vysledky dosiahli univerzitni Studenti.

K podobnym vysledkom dospeli aj Fathman a Precup (1983, cit. podla Singleton
2005), ktori testovali imigrantov, uciacich sa anglictinu ako druhy jazyk v USA.
Vysledky indikovali velmi dobré fonetické schopnosti skupiny jedincov, ktori sa do
USA pristahovali v nizkom veku oproti tym, ktori do USA prisli v starSom veku.
V oblasti morfologicko-syntaktickej sa vsak lepSie vysledky podarilo dosiahnut
v druhej skupine.

Ramsey a Wright (1974) tiez zistili, Ze mladsi imigranti (skimali imigrantov
v Kanade) maju menej cudzieho prizvuku nez starsi.

Niektoré vyskumy boli zamerané aj na otazky kultdry a rozdielnost v prizvukoch
medzi jedincami hovoriacimi rovnakym jazykom. Lobov (1920, cit. podla Singleton,
1995) dokazal, Ze fudia si zriedka osvoja prizvuk urcitého regidnu, ak sa don
prestahuju po doviseni puberty. V tomto pripade neslo sice o cudzi jazyk, ale vyskum
je relevantny z hladiska vnimania rozdielnosti vo vyslovnosti medzi jedincami
v zavislosti od stupajuceho veku. Odtiene jednotlivych prizvukov sa prejavovali
natolko, Ze bolo zrejmé, ktory clovek Zil vtom ktorom regiéne od malicka a ktory sa
pristahoval v neskorsom, postpubertdlnom veku. Z uvedeného nasledne vyplyva, Ze
citlivost pre vnimanie fonologickych odtieriov zavisi od veku jednotlivca a len ¢lovek,
ktory sa vrannom veku zacne stretdvat skonkrétnym jazykom, si vie relevantne
osvojit typicku vyslovnost. Je teda zrejmé, Ze aj tento vyskum mozZno povazovat za
vyznamny dbkaz v prospech existencie kritického obdobia pre osvojenie si jazyka,
v tomto pripade najma relevantnej vyslovnosti.

Oblast foneticko-fonologicka je jednou z najzaujimavejsich a najdiskutovanejsich
tém. Mnohi sa snazia pochopit a vysvetlit, ¢o vlastne pomaha dietatu v prirodzenej
schopnosti zvladnut tak dokonale vyslovnost cudzich slov, viet, slovnych spojeni, ...
a Co je pricinou jej straty v neskorsom veku. Uvedenou problematikou sa zaoberali aj
autori Baker et al. (2008). SnaZzili sa objasnit rozdiel medzi detmi a dospelymi v oblasti
fonologicko-fonetickej. Ich vyskum bol postaveny na interakénej hypotéze” a hlavnym
predmetom ich zaujmu bolo zistit, ¢i vplyv veku na osvojenie si cudzieho jazyka
vychadza zo zmien spésobenych interakciou medzi materinskym a cudzim jazykom.
Pouzili dva experimenty na overenie uvedenej hypotézy. Vyskumu sa zucastnilo 64
0s0b- Kérejcania a Anglicania. Polovicu tvorili deti a polovicu dospeli, pricom skupina
Angli¢anov bola pouZitd ako porovnavacia vzorka. V experimentoch sa kladol déraz
najma na rozliSovanie medzi anglickymi samohlaskami [il-[I] (napr. ,beat” — ,bit“)
a [ul-[&] (napr. ,boot” — ,book”), oba samohlaskové pary si zvyknu Kérejcania, ktori
sa ucia angli¢tinu, zamienat v produkcii i v percepcii (Flege a kol., 1997, cit. podla

’ Podla interakénej hypotézy, ¢im starsi je Ziak, ktory sa uci druhy jazyk, tym je pravdepodobnejsie, Ze si

v mensej miere dokaze osvojit nové samohlaskové kategdrie v zmysle spravnej produkcie a percepcie,
pretoze so stupajucim vekom ¢lovek zalina stotozfiovat samohlasky cudzieho jazyka s pribuznymi
samohldskami materinského jazyka (Flege, 1995, cit podla Baker et al., 2008, s. 319).
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Baker et al., 2008). Experimenty potvrdili, Ze korejské deti nevnimali samohlasky
druhého jazyka ako priklady samohlaskovych kategorii materinského jazyka do takej
miery ako dospeli jedinci, priCom sa zaroven ukdzalo, Ze kérejské deti boli lepsie
v produkcii uréitych samohlasok ako dospeli, ale v percepcii boli obe skupiny — deti aj
dospeli, porovnatelné (produkcia a percepcia bola porovnavand srodenymi
Anglicanmi — detmi a dospelymi).

Vyskum teda Ciastocne potvrdzuje interakénud hypotézu, pricom zo zistenych
vysledkov vyplyva, Ze miera interakcie zvukovych kategérii materinského jazyka so
zvukmi cudzieho jazyka nie je udeti a dospelych rovnaka. Tato interakcia je ovela
vyssia u starsich jedincov. Mozno teda tvrdit, Ze ¢im je ¢lovek starsi, tym viac sa snazi
hladat pomoc vo svojom materinskom jazyku, ¢o mozno vtomto pripade povaZovat
za negativne, pretoze tato tendencia oslabuje jeho schopnost naudit sa ekvivalentne
chépat, patricne rozliSovat a vyslovovat cudzie hlasky. Prave tu mozno hladat skrytu
schopnost deti osvojit si adekvatnu vyslovnost do takej miery, Ze je totoind
s vyslovnostou obyvatelov danej krajiny.

Fonologicku problematiku vo vztahu k veku jedinca riesi aj Titone (1964, s. 50).
Kladie si otazku, kedy je percepénd schopnost najlepsia — v rannom veku, v obdobi
dospievania, alebo v dospelosti? Prichadza kzaveru, Ze uvedena schopnost je
najprinosnejsia v ¢o najrannejSom veku. Za hlavny dévod poklada fakt, ze sluchové
navyky este nie su pevne a nemenne ustalené na zaklade istych fonetickych vzorov a
pamat dietata je eSte pruina, preto dokadze do velkej miery prijimat mnoZstvo
najroznejsich aj nezvycajnych zvukov, pricom sa vie lahko naudit rozliSovat nové
zvuky bez toho, aby si ich zamienalo s tymi, ktoré uz poznda. Nazory Titoneho (1964),
Bakera a kol. (2008)., sa navzajom podporuju a zhoduju v tom, Ze obdobie detstva je
vyhodné najma z hladiska osvojovania si spravnej vyslovnosti, vzhfadom na to, Ze
v tomto obdobi dietatu nerobi problém rozlisovat jednotlivé cudzojazyéné zvuky od
tych zvukov, ktoré pozna zo svojho materinského jazyka a sucasne vie dokonale
napodobnovat aj vyslovnost osvojovanych zvukov. Prave tieto oblasti su pre
dospievajucich a najmad dospelych velmi ndaroéné a vo vacsine pripadov
nedosiahnutelné.

V suvislosti s problematikou vyskumov v oblasti cudzojazy¢ného vzdelavania deti
treba este spomenut, Ze niektori odbornici nepovazuju za relevantny dokaz vyskumy,
ktoré boli zrealizované v prirodzenom prostredi, kde deti imigrantov prichddzaju
neustdle do kontaktu s cudzim jazykom. Argumentuju tym, Ze vplyv veku nemozno
ocakdvat v situaciach, kde sa participanti stretavaju scudzim jazykom minimalne,
podla ich ndzorov sa prinosy kritického obdobia prejavuju len v prostredi kde su deti
v neustdlom styku s cudzim jazykom [Patkowski (1964), DeKyser (2000), Lightbown
(2000)]. V tejto suvislosti vsak moZno oponovat vyskumom, ktory nedavno
uskutocnila Jenifer Larson-Hall (2008). Jej hlavnou otdzkou bolo, ¢i je mladsi vek
vyhodnejsi pre zaciatok Studia cudzieho jazyka aj pri minimdlnom kontakte (t. j. max.
4 hodiny za tyzden) s tymto jazykom. V jej zaujme teda nebolo porovnavat schopnosti
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deti s rodenymi hovoriacimi (anglicanmi), ale objasnit, ¢i skory zaciatok prinesie
detom vyhody oproti jedincom, ktori sa zacali cudzi jazyk ucit neskér. V stadii boli
porovnavané dve skupiny japonskych Ziakov — mladsi Ziaci (zacali studovat angli¢tinu
okolo veku 9 rokov) a starsi Ziaci (ich Studium jazyka zacalo okolo 12 — 13 rokov). Test
absolvovali v priemernom veku 19,4 roka. Ako vyskumny nastroj bol pouzity
gramaticky test (,gramaticality judgement tests“) — ktory testoval morfologicko-
syntaktické schopnosti (ako napr. pouZivanie ¢lenov, tretej osoby singuldru, rodu,
zamen), test fonetickej diskriminacie, test jazykovej schopnosti a dotaznik. Dotaznik
bol zamerany na: predoslé skusenosti sanglictinou, pocet hodin, kolko sa ucili
angli¢tinu v skole, domace ulohy, navsteva jazykovych $kol po 12 rokoch, postoj
k anglictine. V zdvere autorka uvadza, Ze na rozdiel od predpokladov, Ze vek hra rolu
iba v prirodzenom prostredi, Studia prindsa dokazy, ktoré dokladuju, Ze zaciatok
studia cudzieho jazyka vmladSom veku preukazuje mierne rozdiely ako
v morfologicko-syntaktickych, tak aj vo fonologickych schopnostiach oproti starS$im
zaciatocnikom, dokonca aj v podmienkach minimalneho kontaktu s cudzim jazykom.
Nasledne este dodava, Ze so skorym zaciatkom sa vyvija aj pozitivny pristup k uceniu
sa jazykov a zaroven odporuca, aby sa s cudzim jazykom zacalo tak skoro, ako je to
mozné s ¢o najvacsim poctom vyucovacich hodin (Larson-Hall, 2008, s. 58).

Uvedené vysledky teda potvrdzuju vyznam kritického obdobia a dokladuju prinos
ranného cudzojazy¢ného vzdeldvania aj vtakych podmienkach, kde je kontakt
s cudzim jazykom nizsi oproti prirodzenému prostrediu. Vekovy faktor je preto
nezanedbatelny aj za tychto okolnosti a to nielen z dévodu, Ze deti dosahuju lepsie
vysledky, ale aj preto, Ze so skorsim zaciatkom zaroven stipa aj motivdcia deti ucit sa
cudzi jazyk.

Mnohi autori poukazuju na najréznejsie vyklady mechanizmov, prostrednictvom
ktorych vysvetluju, ako spominana kriticka faza funguje, a teda preco je vhodné zacat
s cudzojazycnou vyucbou v ¢o najmladsom veku. Jedni spominaju plasticitu mozgu,
ini vy$Siu rychlost a bezproblémovost ucenia sa s vyuZitim vrodenych Struktdr, dalsi
zase zaujimavu mozgovu aktivitu suvisiacu so spracovavanim cudzieho jazyka v tej
istej oblasti, kde prebieha aj spracovanie materinského jazyka, ¢i vyuzZivanie vacsej
Casti mozgu pre jazykové procesy, nizky ,afektivny filter”, alebo schopnost dokonalej
produkcie a percepcie zvukov cudzieho jazyka. Ich spolocnym menovatefom je
predpoklad existencie kritického obdobia, ktory sme doloZili najréznejSimi
vyskumami [Patkowski (1980); Yamada (1980); Johnson, Newport (1989); Dunkel,
Pillet (1957); Fathman, Precup (1983); Ramsey, Wright (1974); Lobov (1920); Baker,
Trofimovich, Flege, Mack, Halter (2008); Larson, Hall (2008)].

1.2 &im neskor, tym lepsie

Oproti privrzencom skorého zaciatku cudzojazycnej vyucby vsak stoja jej
odporcovia. Vo vSeobecnosti nesuhlasia s ndazorom, Ze dieta sa vrannom veku udi
jazyk lahsie, prirodzenejsie a rychlejsie, pricom v dosahovanych vysledkoch dokaze
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prevysit starsich jedincov. Odbornici zastavajici tento nazor skor preferuji mienku —
,Cim neskdr, tym lepsie”. V zasade popieraju existenciu kritického obdobia pre ucenie
sa cudzieho jazyka a bojuju proti pretaZovaniu dietata v rannom veku. Podla Lojovej
(2006, s. 52) zastancovia uvedenych nazorov zdéraziuju, Ze obdobie predskolského
veku by malo byt najma obdobim hry. Hra je podla nich velmi délezita z hladiska
zdravého vyvinu dietata. Varuju pred preceriovanim jeho kognitivneho vyvinu na tkor
dalSich aspektov a funkcii, najmd osobnostnych, socidlnych aemocionalnych.
V nadvéznosti na uvedené fakty tvrdia, Ze deti sa moZu ucit cudzi jazyk efektivnejsie
a rychlejsie v neskorsom veku, ked uz maju rozvinuté mechanizmy ucenia sa, ktoré
viac zodpovedaju podmienkam Skolského vyucovania.

V tejto suvislosti poukazuju odbornici preferujuci neskorsi zaciatok cudzojazycnej
vyucby na rozne vyskumy, ktoré dokazuju rychlejsie napredovanie starsich jedincov v
cudzojazyénom vzdeldvani v porovnani s mladsimi Ziakmi.

Jeden z takychto vyskumov realizovali napr. Snowova a Hoefnagelova-Hohleovd
(1982). Pozorovali 51 Anglicanov v piatich vekovych skupindch (cielovym jazykom
bola nemcina). Dosiahnuté vedomostné vysledky boli porovnavané s dvomi
pokrocilymi nemcinarmi a s dvomi nemecky hovoriacimi subjektmi. Zaciatocnici boli
preverovani trikrdt v4 -5 mesacnych intervaloch a pokroCili raz. Testovanie
prebiehalo individudlne, bolo zamerané na rézne oblasti — vyslovnost, schopnost
rozliSovat zvuky, morfoldgia, opakovanie viet, preklad viet, posudzovanie viet,
obrazkovy test ,Peabody” na testovanie slovnej zasoby, porozumenie pribehu,
prerozpravanie pribehu. Zavery z vyskumu hovoria proti existencii kritického obdobia.
Vsetky testy ukazali, Ze dospievajuci vo veku 12 — 15 rokov a dospeli boli Uspesnejsi
vuceni sa cudzieho jazyka. Autori ktomu uvadzaju: ,Dospeli mali pocit, Ze
zaostavaju, pretoZe sa zlepSovali pomaly. TinedZeri dosiahli vynikajuice vedomosti
(takmer ako Nemci) behom niekolkych mesiacov. NajdblezitejSie vSak bolo
hodnotenie 3 -5 ro¢nych deti, ktoré celkovo preukazovali horsie vysledky oproti
ostatnym.” (1982, s. 103). Zistenia, ktoré vyplyvaju z uvedeného vyskumu teda
hovoria v prospech starsich jedincov a popieraju nazor, Ze mladsi Ziaci su lepsi
v osvojovani si cudzich jazykov.

V Amerike robila podobny vyskum Fathmanovd (1975). Pozorovala rozdiely
v rychlosti osvojovania si anglickej fonoldgie, morfoldgie a syntaxe u rdzne starych
jedincov (6 —10 a 11— 15). Z vyskumu vyplynulo, Ze Ziaci vo veku 11— 15 rokov si
dokazali osvojit gramatiku (avsak nie vyslovnost) rychlejsie nez Ziaci vo veku 6 — 10
rokov. Uvedené vysledky sa zhoduju aj so Studiou Burstallovej (1974) alebo
Genelotovej (1996). Burstallova (1974) skiumala vyucbu francustiny u 8 a 11-ro¢nych
deti. Vyhody starsich Ziakov boli najma v ¢itani a pisani, pricom u mladsich Ziakov boli
zaznamenané lepsie vysledky v posluchu. Podla Burstallovej teda vyhody rannej
vyucby neboli v Ziadnom pripade potvrdené. Genelotova (1996, cit. podla Hanusova,
Najvar, 2007) zase skimala efektivnost formélneho cudzojazyéného vzdeldvania na
zakladnych a strednych skolach. Jej vysledky preukazali, Ze vyhody véasnejsieho
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zaciatku su minimalne po prvom roku strednej Skoly atakmer nepatrné na konci
druhého roku.

Do vyskumov takéhoto charakteru patri ajvyskumny projekt EVYL V30 na
Pedagogickej fakulte Masarykovej univerzity v Ceskej republike, ktory bol
zrealizovany v rokoch 2004 —2006. Tiez sa zaobera vplyvom veku na dosiahnutu
uroven osvojenia cudzieho jazyka, pricom ucastnikmi vyskumu boli uchadzaci
o Studium ucitelstva anglického jazyka na katedre anglického jazyka a literatury PdF
MU. Participantom (vo veku od 19 do 52 rokov) bol distribuovany kratky dotaznik
zamerany na faktografické udaje tykajlce sa ich skdsenosti s vyu¢bou a osvojovanim
angli¢tiny (dizka $tudia angli¢tiny, pobyt v zahrani¢i a pod.). Odpovede z dotaznika
boli ustvztaznené svysledkami testu z anglického jazyka s vyuZitim Kruskalovho-
Wallisovho testu variacie. Test bol zamerany na gramatiku, syntax, pravopis, slovnu
zdsobu a Ccitanie s porozumenim. Participanti ho absolvovali vramci prijimacich
skusok na katedru anglického jazyka a literatiry PdF MU. Odpovede v dotazniku
umoznili rozdelit respondentov do nasledujucich 5 skupin: 1. anglicky sa u¢im od
materskej skoly; 2. anglicky sa u¢im od prvej alebo druhej triedy zakladnej skoly;
3. anglicky sa uc¢im od tretej, Stvrtej alebo piatej triedy zakladnej skoly; 4. anglicky sa
ucim od Siestej, siedmej, 6smej alebo deviatej triedy zakladnej Skoly; 5. anglicky sa
u¢im od strednej skoly. Vysledky testov nepreukdzali vyznamné rozdiely medzi
skupinami respondentov. Prekvapivy bol najma vysledok Studentov, ktori sa ucia
anglicky od strednej $koly. Ziaci, ktori mali skdsenost s intenzivnou rannou vyu¢bou
(od materskej skoly) dosiahli v teste relativne rovnaké vysledky ako Ziaci, ktori sa
anglicky zacali ucit neskoro (na strednej Skole). Autori vyskumu vzhlfadom na uvedenu
skutocnost dospeli k zaveru, Ze neexistuje Ziadny presvedCivy dokaz potvrdzujuci
tvrdenie, Ze mladsie deti sa v Skolskom prostredi ucia cudzi jazyk lepsie nez dospeli
(Hanusova, Najvar, 2007).

MozZno sa vsak zamysliet nad réznymi Cinitelmi, ktoré mohli ovplyvnit vysledky
testov. Ucastnici vyskumu boli réznych vekovych kategérii, pricom vekové rozdiely su
prilis velké, kedZe niektori participanti mali 19 a niektori az 52 rokov. V teste sa dalej
neoverovala schopnost spravnej vyslovnosti, ani posluchové schopnosti
respondentov, teda foneticko-fonologicka stranka, kde by sme prave mohli o¢akavat
mozné odchylky hovoriace v prospech skupiny, ktord s anglictinou zacala v rannom
veku.

Je vhodné spomenut, Ze autori k vyskumu dokladaju komplex réznych faktorov,
ktoré prezentuju v suvislosti s nazorom, ze ,vplyv ranného vzdeldvania v cudzom
jazyku je zakratko vyrovnany vplyvom inych premennych ako su: nadanie Ziaka;
odborna sposobilost ucitela; materidlne podmienky vyucovania; pohlavie Ziaka; vek
Ziaka; motivacia Ziaka; osobné charakteristiky ahodnotovd orientdcia Ziaka;
socioekonomicky status rodiny aZiaka; typ azameranie Skoly; hodinovd dotacia
cudzich jazykov v danej Skole; pocet ucitelov, ktori Ziaka vyucovali anglictinu;
kvalifikovanost a aprobovanost tychto ucitelov; vek ucitelov; pocet Ziakov v skupine;
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region; velkost sidla; poCet Studovanych jazykov; vyucovacie metddy a techniky,
ktoré ucitel vyuZiva a iné” (Hanusova, Najvar, 2007, s. 50).

Mnohé z uvedenych premennych vsak mézu ovplyviovat kvalitu osvojenia si
cudzieho jazyka ako v neskorsom, tak ivrannom veku, ateda nemozZno s istotou
tvrdit, Ze za rovnakych okolnosti (vplyv rovnakych Cinitefov a pod.) dokazu starsi Ziaci
dobehnut mladsich az v takej miere, aby sa im vyrovnali. Z predloZeného vyskumu nie
je uplne jasné, aké boli podmienky na vyucovanie Ziakov predskolského veku, i
pretrvavali, alebo sa vroznej miere zlepSovali, ¢i zhorSovali a aké podmienky mali
naopak starSi Ziaci (strednd skola). Kazdopadne tieto pocetné podmienky neboli
v uvedenom vyskume pod kontrolou...ich vplyv sa nesledoval, respektive len velmi
orientatne (dotaznik). MoZno vychadzat len zopisu avysledkov, ktoré nam
predostreli autori, azich konecného stanoviska, Ze so stupajucim vekom sa
schopnost naucit sa dalsi jazyk neznizuje.

Celkovo existuje nespodetné mnozstvo vyskumov, ktoré sa snazia ponuknut
relevantné dokazy o vhodnosti, ¢i nevhodnosti ranného cudzojazyéného vzdelavania.
Tazko je viak urobit konkrétne zavery, pretoze zatial ¢o jeden vyskum nie¢o dokaze,
objavi sa druhy, ktory to vzapati popiera. Vysledky dostupnych empirickych vyskumov
tykajlcich sa vplyvu veku na osvojovanie cudzieho jazyka sa snazili zhrnit Krashen,
Long a Scarcella (1979). Uvadzaju tri nasledovné zovseobecnenia:

1. Dospeli vzaciato¢nych Stadidch osvojovania si nového jazyka napreduju
rychlejsie neZ deti (pod podmienkou, Ze ¢as a kontakt s cudzim jazykom su
konstantné).

2. StarSie deti si osvojuju cudzi jazyk rychlejSie neZz mladsie deti (pod
podmienkou, Ze ¢as a kontakt s cudzim jazykom su konstantné).

3. Ti, ktori sa stretdvaju scudzim jazykom v prirodzenom prostredi pocas
detstva, vo vSeobecnosti dosahuju lepsie vysledky a su zdatnejSimi uZivatelmi jazyka
nez ti, ¢o zadinaju aZ v dospelosti (Krashen, Long, Scarcella, 1979; cit. podla Krashen,
1987, s. 43).

Autori dodavaju, Ze zadkladnou tézou nie je tvrdenie ,deti su lepsie”, ale Ze deti
dosahuju lepsie vysledky po dlhsej dobe. V zacdiato¢nych Stadiach teda dospeli mozu
predbehnut mladsich Ziakov, ale nakoniec sa deti dostévaju do popredia.

Uspech dospievajtcich a dospelych najma v prvych $tadiach, vysvetluje Krashen
(1987) na zéklade dvoch &initelov — , zrozumitelnosti inputu® (porozumenie obsahu)

. 4
a ,monitoru”“.

Hypotéza inputu: ,Krashen (1982, cit. podla Lightbown, Spada, 1997, s. 41) tvrdi, Ze jazyk si osvojujeme
len jedinym spdsobom a to vnimanim zrozumitelného inputu — porozumenim obsahu. Ak sa v inpute
nachddzaju formy a Struktury, ktoré len mierne presahuju aktudlnu droven ovlddania jazyka, potom
dochddza aj k porozumeniu aj k osvojovaniu.”

Hypotéza monitorovania: ,Krashen (1982, cit. podla Lightbown, Spada, 1997, s. 41) tvrdi, Ze osvojeny
systém funguje ako iniciator reového prejavu Cloveka azodpoveda za plynulost a intuitivne
posudzovanie spravnosti tohto prejavu. Na druhej strane nauceny systém funguje len na redigovanie
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Cituje autorky — Scarcelovu a Higovu, ktoré zistili, Ze napriek tomu, Ze mladsi
prijimaju ,jednoduchsi” input, ked' si osvojuju zaklady nového jazyka (¢o potvrdzuje aj
prieskum Wagner-Gougha a Hatcha, 1975), starsi (adolescenti) vedia vhodnejsie
regulovat kvalitu aj kvantitu inputu, maju vacsiu odvahu zapajat sa do konverzacie
alahsie dokazu naznadit hovoriacemu, aby pozmenil vyjadrenie pre lepsie
porozumenie. Inak povedané, maju vacsiu ,konverzaéni schopnost”, ktord im
nasledne pomdha ziskat zrozumitelnejsi input a to je podla Krashena (1987, s. 44)
»pravdepodobne hlavny faktor, preco su starsi v prvych fazach uéenia sa cudzieho
jazyka efektivnejsi“. RychlejSie napredovanie dospievajlcich a dospelych dalej dava
do suvislosti s pouzivanim ,,monitoringu”. Jeho aplikacia je mozna len v pripade, ked’
ma uciaci sa rozvinuté formdlne operacie — isty stupen kognitivneho rozvoja, ktory sa
zvycajne objavuje okolo puberty (Inhelder, Piaget, 1958, cit. podla Krashen, 1987).
»Monitor” (alebo vedoma gramatika) umoznuje dospelym produkovat formalne
akceptovatelné vypovede s vyuZitim pravidiel pouzZivania materinského jazyka
upravenych prostrednictvom aplikdacie ,,monitoringu”. ,,Monitorovanie” pomaha tym,
Ze jedinec sa zacina skor rozpravat, participuje v konverzaciach a tak nasledne ziskava
aj input, ktory je zrozumitelnejsi (Krashen, 1987, s. 44).

Ak vychddzame z ndzoru, Ze starsi napreduju rychlejsie v pociatocnych Stadiach
uéenia sa nového jazyka, z vykladu, ktory prezentuje Krashen, je zrejmé, Ze dospelych
v uceni sa pohana niekolko faktorov. Je to najma ich kognitivny rozvoj, konverzacna
schopnost, ovladanie pravidiel pouZivania materinského jazyka a pod. Vilke (1989)
potvrdzuje tieto tvrdenia vyskumom, ktory sa uskutocnil v Juhoslavii v roku 1974. Boli
viom porovndavané rozdiely medzi predpubertdlnym a post-pubertalnym
osvojovanim si cudzieho jazyka, ktoeé poukazuju na velmi podobné schopnosti
dospelych (ovladdanie jazykového systému, skusenosti s osvojovanim si réznych
aspektov materinského jazyka, intelektualna vyspelost) ako vyhodu ich rychlejsieho
napredovania v osvojovani si novych Struktur a slovnej zasoby v cudzom jazyku.

Ked sa pozrieme na vyskumy, ktoré hovoria v neprospech skorého zaciatku
cudzojazytného vzdeldvania, mozno si vSsimnut, Zze vo vacsine pripadov stavaju do
popredia horsie vysledky mladsSich Ziakov oproti starSim najma v oblasti gramatiky
[Fathman (1975), Burstall (1974), HanuSova, Najvar (2007), Harley, Swain, 1994,
Lightbown, Spada (1994), Harley et al., (1995)]. Cameron (2001) ako pri¢inu, preco su
star$i po gramatickej stranke lepsi, poznamendva: ,dévodom je skutoCnost, Ze
gramatika nespada do jazykového, ale do kognitivneho rozvoja“ (s. 17). Kognitivny
rozvoj teda mozno povazovat za hlavny faktor, ktory pozitivne ovplyviiuje rychlost
cudzojazy€ného vzdelavania dospelych.

Otazka gramatiky vsak nepokryva celkovi schopnost ovladania jazyka. Jeho
sucastou su aj iné komponenty ako napr. uz spominana fonologicka stranka. Najma

alebo ,,monitorovanie”, pricom robi len malé zmeny a Upravy toho, ¢o vytvoril osvojeny systém. Mali by
byt splnené tri podmienky potrebné na pouzitie monitora: dostatoéne dlhy ¢as, zameranie na formu
a poznanie pravidiel.”
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tl mozno povazovat za najsignifikantnejsiu, pretoze prave deti (¢o sme uz uviedli aj
vyssie) si vedia dokonale osvojit vyslovnost cielového jazyka bez cudzieho prizvuku.
Vo vadsine spomenutych vyskumov (i tych, ktoré celkovo preukazali lepsie
napredovanie starsich), ktoré brali do Uvahy aj tuto oblast, deti dosahovali oproti
starSim podstatne lepsie vysledky. Scovel (1999, cit. podla Singleton, 2005) sa na
zdklade prehladu réznych vyskumnych vysledkov domnieva, Ze kritické obdobie
v oblasti prizvuku nebolo zatial vyskumom napadnuté. Spolsky (1989, s. 96) potom
stanovuje jednu z podmienok ucenia sa cudzich jazykov nasledovne: ,V ¢im mladSom
veku sa jedinec zacne ucit cudzi jazyk, tym vacsiu ma Sancu, Zze dosiahne autenticku
vyslovnost.” Na zdklade uvedeného teda nevylucujeme fakt, Ze dospievajuci a dospeli
si nemoZu osvojit cudzi jazyk v dostatocnej miere, ale tvrdime, Ze ak chceme, aby Ziak
dosiahol vysoku uroven, kedy bude porovnatelny s rodenym hovoriacim, je Ziaduce,
aby bol obklopeny tymto jazykom od ranného veku.

Zaver

Vek je teda jednou zo zakladnych charakteristik, ktoré podmiernuju spésob, akym
si jedinec osvojuje cudzi jazyk. Skupina odbornikov, po¢nuc starsimi pracami Penfield
(1953) ai po Baker et al. (2008), zastdva prvy ndzor a svojimi vysledkami
dokumentuje, Ze mladsi Ziaci si dokazu lepsie a prirodzenejsie osvojit cudzi jazyk,
pricom puberta je zlomovym obdobim, kedy sa zadinaju objavovat problémy v uceni
sa jazyka. Naopak, autori — poc¢ntc Burstall (1974) aZ po Hanusova a Najvar (2007),
popieraju existenciu kritického obdobia a tvrdia, Ze jedinec sa moze ucit novy jazyk
efektivnejsie a rychlejsie v neskorsom veku.

I napriek vyskytu kontroverznych otdzok v suvislosti s existenciou ,kritického
obdobia“, fakty, ktoré sme tu uviedli, vo velkej miere predpoklad obdobia,
senzitivneho na ucenie sa jazykov, podporuju. Aj ked na zaciatku mézu dospievajuci
a dospeli napredovat rychlejsie (a to najmd po morfologicko-syntaktickej stranke
kvoli kognitivnej a intelektualnsej vyspelosti oproti detom), ako uvadzaju Krashen,
Long, Scarcella (1979), deti ich vSak nakoniec predbiehaju a v konecnej faze sa stavaju
zdatnejsimi uZivatelmi jazyka.

Ak teda povaZzujeme pubertu za obdobie, kedy sa zacinaju vyznamne prejavovat
problémy v osvojovani si cudzieho jazyka (vytrdca sa schopnost prirodzeného
osvojovania, ktora sa prejavuje najma v zvukovej oblasti), skory zaciatok poskytne
detom dostatocny Cas, aby si dokonale osvojili najma foneticky systém sistym
poctom cudzojazycnych konstrukcii, slovnej zasoby a ked vyrastli a dostanu sa do
veku biologickej, socidlnej a psychologickej zrelosti, za¢ni pouzivat jazyk aj
v abstraktnej rovine. V tom case uz budd mat dokonale osvojeny foneticky systém
ato je podla Vilkeho (1989) hlavny prinos, ktory je uz takmer nemozné dosiahnut
v neskorsom veku.

Na otazku, kedy je vhodné zacat svyucbou cudzich jazykov, teda mozZno
odpovedat: ,¢im skor, tym lepsie“. V stvislosti s nazormi Lojovej (2004) a Titoneho
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(1964) ako najidedlnejsi zaciatok vyucby povaZujeme predskolsky vek, konkrétne
Stvrty rok dietata, vzhladom na dostato¢nu ,jazykovu zrelost” dietata, ktora mu
zabezpeci jednoduchsiu cestu pri osvojovani si systému cudzieho jazyka.

Obdobie dietata pred vstupom do puberty je velmi vzacnym obdobim. Preto
treba vyuzit vietky jeho vyhody, aby sme mu umoznili rychle a podvedomé ucenie sa
cudzich jazykov, pretoZe ak vrannom veku tuto kapacitu nerozvijame, plytvdme
vrodenym potencidlom dietata.

Na zaver vsak treba eSte podotknut, Ze vek nie je vSetko, nepredstavuje magicky
prostriedok v osvojovani si jazykov. Je potrebné brat do Gvahy aj iné, s nim suvisiace
faktory ako su napr. vyu€ovacie podmienky, motivacia ucit sa, individualne rozdiely
medzi jednotlivcami, Styly uéenia a pod., ktoré tiez ovplyvriuju rychlost a kvalitu
osvojovania si jazyka v réznych vyvinovych stadiach jedinca.
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PERCEPTION AND PRODUCTION OF A SECOND LANGUAGE AND THE CONCEPT OF
A FOREIGN ACCENT

Magdaléna Bila

1. Introduction: Communication between L1 and L2 speakers

The need to make oneself understood and to understand a foreign language has
presumably been a part of human activity for as long as there have been contacts
between different cultures. In the contemporary world, the most frequently
observed language contacts are between the English language and other languages

of the world, which is due to the status of Englishas‘SZ o]vPu (& v }( §Z

A’} & (Strfvens, 1987) and its dominant position in a large number of areas (science

and technology, international communication, diplomacy, popular culture, etc.).

Consequently, the issues of linguistic contacts and language acquisition likewise have

become the focus of researchers’ attention.

The focus of the presented paper is vocally realized language contacts, that is to
say production and perception of language, between L1 speakers and L2 speakers of
English. The paper is going to:

X deal with the underlying concepts of production and perception — i.e. variability
and invariance, and discuss the ‘categorical perception’;

X deal with perception and production piecemeal, i.e. point to two-way
processing of the signal aimed to achieve lexical access (bottom-up and top-
down processing) and provide exemplification (research on gated speech);
give the concept of foreign accent’ (production-based foreign accent Vs.
perceptual foreign accent).

X After addressing these key notions, attention will be paid to acquisition of L2
phonology and early and adult learners” differences through presenting
some approaches and hypotheses.

X The last concepts to be discussed are the concepts of perceptual development
and perceptual plasticity in adults.

X In conclusion recent research into the area will be presented.

2. Variability and invariance in speech production and perception, categorical
perception

Two defining aspects of communication are production and perception; the
fundamental concepts underlying them are variability and pattern/invariance (Laver,
1995; Sabol, Kral, 1989; Sabol, 1993, 1996). Variability is to a degree principled and to
a degree random and it is looked upon as an inherent feature of production, both
within and between speakers. In addition, it is universal since all languages exhibit a
fairly large variation in phonetic realization depending on a number of regional,

123



social, and stylistic factors. Due to this diversity of phonetic realizations, for
communication to be successful, it is vital that the perceiver have the competence to
access the distinctive patterns/underlying phonological representations in the
acoustic cues embedded in the spectral time-course of the speech signal.
Comprehension is thus associated with the capacity of listeners to access an invariant
phonological structure from extremely variable speech signals that are rich in
multilayered information. Due to exposure to and experience with such diverse
patterning, L1 user listeners’ perceptual apparatus is capable of anticipating the
variant input of the intended message. What is more, L1 listeners, apparently
because of extensive experience with the language, seem to have little difficulty in
distinguishing variant pronunciation (e.g. geographical or social varieties) from
deviant phonetic realization of the language usually known as a foreign accent (Laver,
1995, p. 19).

There is yet one more aspect of perception to be considered — investigations have
shown that listeners do not gradually change their judgment on the identity of the
stimulus in line with the progressive changes in the signal, but make an abrupt
switch’. This effect is referred to as categorical perception and is a manifestation of
the phonological organization, which is a matter of discrete options. (Its existence
can be further illustrated by experiments in which listeners are asked to identify pairs
of stimuli from a continuum as ‘same’ or ‘different’. Researchers illustrate that
discrimination is poorer within the boundaries of a perceptual category, and more
precise at or near the boundary.) Category boundaries are of course language-
dependent, at least to some extent. It has been established that categorical
perception is not specific to human speech and hearing, rather language takes
advantage of a fundamental psychoacoustic capacity to optimize the phonetic
processing, which means that it need not be regarded as exclusively phonologically
motivated (Clark and Yallop, 1995, pp. 313-315).

iX }53i%0 v 3 %o E} se]VP

In speech comprehension (McAllister, 1997) listeners attend to two sources of
information in order to achieve lexical access. The first is the speech wave — signal
dependent information and is achieved through bottom-up processing of speech
signal; the other draws on listener’s personal base knowledge that comprises not
only the knowledge of phonology, grammar and lexis of the language being heard but
also the knowledge of the world and the communicative situation (pragmatic
information). This kind of information has been referred to as signal independent
information and is attained through top-down processing of speech signal. Research
studies indicate that the two manners of signal processing may differ in the extent to

® For example when delay in VOT is increased in small steps (10 ms), from around zero to 100 ms after the
release of the occlusion, English-speaking listeners continue to hear the stop as voiced up to about 20 or
30 ms. The following 10 ms addition then brings a sudden switch in judgment and the stop is identified
as voiceless (Clark and Yallop, 1995).
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which they are exploited by L1 listeners and L2 listeners such that speech wave
information is more beneficial for achieving lexical access for L1 listeners than L2
listeners. This can be illustrated by research studies into perception of ‘gated’ speech
(in which the impact of context gets considerably reduced).

In the study | conducted, L1 English listeners and L2 listeners (1% year ELT trainees
and immigrants) were presented with a natural speech recording in which the time-
domain waveform was ‘gated’ so that only a fraction of 50 ms of the signal was heard
by the listeners. The duration of this gated fraction was progressively increased to a
point at which the signal was likely to be unfailingly identified by most L1 listeners.
The aim of the study was to compare the perception of impoverished /reduced input6
in the three groups of subjects. Results of the study indicate that L1 listeners being
familiar with the rules of variable phonetic realizations could relate them to their
underlying representations, were capable of decoding the input and finally achieved
the lexical access. L2 listeners, however, arrived at lexical meaning later presumably
because they needed more contextual cues. Immigrants, however, were closer in
their perceptual performance to L1 listeners than to teacher trainees. In other words,
L1 listeners were able to achieve lexical access also from referring to signal-
dependent information and did not need to rely so heavily on contextual clues
(Shockey, 1997, 1999; Bil4, 2005).

The data obtained were processed statistically by means of correspondence
analysis in order to compare the perceptual performance of the three groups of
subjects. The biggest difference in perceptual performance was observed between
the L2 subjects on the one hand and the L1 subjects and the immigrants on the other
hand.

The following table illustrates the perceptual performance of the subjects in gate
44. Based on the graph it may be concluded that the Slovak teacher trainees tended
to identify 0 — 6 (out of 10) words in Gate 44; the L1 subjects identified all the 10
words and the immigrants identified 4 — 10 words. The L1 subjects performed better
than the L2 listener groups. In addition, intersubject variability was observed in both
L2 user groups manifesting a higher degree in teacher trainee group. Thus, there
were still relatively large percentages of the L2 subjects with zero lexical access in
gate 44 and a very low percentage of those who identified all the 10 words.

In the following graph illustrating perceptual performance in gate 44 number 1
represents L1 listeners (who identified 10 words), number 2 immigrants (who
identified 4 —10 words) and number 3 represents teacher trainees (who identified
0 - 6 words).

® Utterances pronounced in conversational style with obscuration of certain vocalic phonemes towards
schwa or zero realizations, elision of certain consonant phonemes, merging of certain phonemes, etc.
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Figure 1

OXhe Concept of Foreign Accent and Research on Accented Speech

L2 English users’ productions typically exhibit deviant phonetic realizations of
English from which their native language background could be traced and these
features began to be referred to as ‘foreign accent’. Foreign accent can thus ... ‘relate
to ... national groups speaking the same language (Slavic accent)’ (Major, 2001).
“Foreign accent refers consistently to the inability of non-native language users to
produce the target language with the phonetic accuracy required by native listeners
for acceptance as native speech” (Major, 2001). Alongside its rather frequent usage
in a general (popular), non-scientific context, the concept represents a linguistic
phenomenon that is the object of scientific investigation in the domain of L2
acquisition (Major, 2001).

Two types of foreign accent began to be differentiated — the type of foreign
accent related to production and the type related to perception. The former one
affects communication, which has continuously been the concern of research into
acquisition of L2 phonology. Manifestations of foreign accent may be observed at
both segmental and suprasegmental level.

One of the studies (Bil4, Zimmermann, 2001) dealt with exploring the rhythmic
patterning in L1 and L2 speakers” spontaneous utterances. Since rhythmic patterning
is based on an alternation of stressed and unstressed syllables and these differ in a
number of parameters one of which is duration, the focus of the study was an
investigation of the differences in durations of the two kinds of syllables. Six subjects
(two L1 speakers and four L2 speakers — first-year English language teacher trainees’)
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participated in the research. The data obtained were processed statistically and the
results were verified by means of the two-sample Student t-test with the confidence
intervals at the significance level D= 0.05. This test confirmed that the results of the
analysis were statistically significant and could be numerically expressed as intervals
in milliseconds, given in the following table:

L1 speakers | Scott 58.80 —83.02 ms
Paul 58.50 - 73.58 ms
Arthur 50.35-73.81 ms
Ervin 43.83 - 63.07 ms
L2 speakers | Viktoria 28.84 — 46.09 ms
Michaela 45.27 - 68.09 ms

It follows from this table that native speakers maintain a consistent difference in
durations of stressed and unstressed syllables whereas in L2 speakers this difference
varies considerably (being of lowest value in the speaker SS), which results in deviant
rhythmic patterning.

The focus of another study (Bild, DZzambovd, 2009) was a further suprasegmental
feature — pause, an important universal means in perception and production of an
utterance responsible for segmenting it into shorter stretches and drawing hearers’
attention to important bits of information. The study in question conducted a
comparative analysis through exploration of the similarities and differences in
semantically identical utterances in micro-textual units in colloquial style produced
by L1 and L2 speakers of English and German. The differences between L1 speakers
and L2 speakers of both languages could be observed in the total number of pauses,
their frequency and in their distribution. A higher frequency of pauses and overall
longer durations of pauses observed in L2 speakers of both languages appeared to be
affected by L2 speakers’ accented speech manifested in hesitations before
articulatorily more difficult words, uncertainty in decoding an L2 printed text,
substituting linking mechanisms by pausing and apparently overall slower speech
rate.

L2 speakers’ deviant perception of L2 speech is manifested by the difficulties
decoding and making sense of an L2 utterance, which results from unfamiliarity with
the manner in which variability and invariance/ pattern operate in an L2. In order to
refer to the difficulties in comprehending L2 speech the notion of perceptual foreign
accent has been introduced. The term ‘perceptual foreign accent’ (McAllister, 1997,

7 These intervals (e.g. in the L1 speaker Scott) are interpreted in the following way: it can be stated with
95% reliability that the difference of average values of durations of stressed and unstressed syllables is
in the interval 58.80 — 83.02 ms, etc. This is a relative difference of averages which is maintained even at
a different tempo (e.g. in the L1 speaker Paul).
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pp. 207-208) was first used by Strange (1995; in McAllister, 1997) and also tentatively
by McAllister (1997). Strange used the term to refer to the major difficulty with which
the adults perceive the greater part of phonetic contrasts that do not operate
distinctively in their L1. She claims that this difficulty can impede learning L2
phonology (McAllister, 1997).

It is apparent that, to the outside observer, the deficient L2 listener’s perceptual
proficiency is not as noticeable as the deviant pronunciation usually labeled as
(production based) foreign accent. Nevertheless, authorities assert that in the
everyday use, one’s difficulties in comprehension caused partly by phonetic and
phonological features can certainly be compared to challenge and frustration that
the L2 users face when trying to make themselves understood (McAllister, 1997,
Major, 2001).

Research studies into perception of L2 speech (by Garnes and Bond, In: Celce-
Murcia et al.,, 1996, pp. 222-223) indicate that L2 users manifest difficulties in
deciphering L2 speech signal due to the following reasons:

X lack of background knowledge (including cultural gaps);

X lack of knowledge of the L2 sound system, along with the tendency to transfer the
rules and features of their L1 sound system to the L2 sound system;

X incomplete knowledge of the L2 grammar and vocabulary.

The first and the third kind of knowledge can be helpful in top-down processing; the

second kind of knowledge related to bottom-up processing appears to be the very

source of perceptual foreign accent.

5. Acquisition of second language phonology, early and adult learners
differences

Much of experiential as well as experimental evidence shows that in the
acquisition of L2 phonology infants (early learners) ultimately manifest more native-
like mastery than adolescents and adults (late learners). Therefore, quite a
considerable number of researchers started to advocate what Flege named as the
“Doom Hypothesis” (2005) holding that late/adult learners are unable to acquire the
phonology of a new language in a native like manner (cf. Scovel, 2002). The lack of
ability in late/adult learners to achieve target like proficiency in pronunciation was
labeled as the ‘Joseph Conrad phenomenon’ by Scovel.

The Doom Hypothesis has developed from three principal sources (Flege, 2005).
The assumptions made by the proponents of this hypothesis drew on linguistic
research which introduced the concept of the “L1 phonological grid” (as formulated
by Trubetzkoy) according to which the phonemes of the L2 are perceived through the
“filter” of phonemes of the hearer’s L1. Consequently, the advocates of the
hypothesis formulated another assumption, namely that it is difficult or unattainable
to learn to produce or to perceive phonemic features not used contrastively in
learners’ L1. Even if L2 phonemic features are recognized at sensory level, they are
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not stored in long-term memory and thus not used to form perceptual
representations. Therefore, late learners’ perception of an L2 is perturbed by their L1
and their oral productions eventually manifest erroneous L2 segmental realizations
(Flege, 2005).

Another source of the Doom Hypothesis was neurolinguistic research which put
forward The Critical Period Hypothesis (CPH). Initially proposed by Lenneberg for L1
acquisition, the CPH was later also applied to L2 acquisition claiming that most late
learners (people starting to learn an L2 after a certain age) would speak the L2 with
foreign accent. It is important to note, however, that there is no consensus among
authorities in terms of delimiting the critical period. In other words, late /adult
learners are much less successful in L2 speech learning due to the loss or atrophy of
neural “plasticity” of brain (i.e. its ability to change) (Flege, 2005).

The third source of the Doom Hypothesis was speech research. Many studies
revealed that infants and children get perceptually “attuned” to the language specific
phonetic properties of their L1 to which they were heavily exposed. Thus, they
develop the capability to perceive differences that are critical in their L1 and lose the
ability to spot differences that are non-functional in their L1. Consequently, they
cannot develop an ability to form accurate long-term memory representations for L2
sounds, which in turn hinders accurate production of L2 phonetic segments (Flege,
2005).

However, a number of researchers persuasively claim (Flege, 2005) that not all
early-late learner differences may be ascribable to maturational constraints. Flege
(2005) reveals that an exhaustive examination of research results frequently unveils
differences between early L2 learners and L2 native speakers.

Authorities also point to the research studies illustrating late learner subjects who
manifest relatively native-like mastery in the L2. Major (1987) provides an
exemplification by introducing the study by Salisbury (1962) and Sorensen (1967)
who conducted research on some native communities in Papua New Guinea and the
Northwest Amazon where multilingualism is a widespread, desired and necessary
skill and members of native communities often learn other languages as adults and
reportedly attain target like pronunciation.

In another study, Neufeld (1987) reported on a program designed for three
groups of English speaking subjects to learn Japanese, Chinese or Eskimo. The results
show that out of the twenty adult subjects (eight males and twelve females), nine
were given ratings within the range of ratings usually obtained by L1 speakers; six
were assessed as near native like speakers and five performed in the manner
generally expected after a short period of training.

Yet another study by Bongaerts, van Summeren, Planken and Schils (1997) was
based on a group of extraordinarily successful Dutch learners of English who had
achieved target-like proficiency in pronunciation. The L2 subjects were evaluated by
L1 speaker judges who assessed some informants as L1 speakers of English. Thus, the
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researchers concluded that it is possible to attain target-like pronunciation in an L2,
even after a specified biological period of time.

Neufeld (1987) concluded that purely biological factors may not suffice to account
for adult performance in L2 acquisition. The Critical Period Hypothesis (CPH) does not
clarify why some adults are capable of achieving native like proficiency, thus the
differences between adults and children may be ascribable to other reasons, e.g. to
learner characteristics, affective factors (psychological disposition toward the target
language and its culture), difference between the two age groups with respect to
language learning strategies and learning environment.

In addition, there are some research studies into the perception of foreign-
accented speech which persuasively claim that even adults retain some ability to spot
within category differences. With the greater amount of exposure L2 users’
acquaintance with foreign-accented speech increases, as a result of which within-
category phonetic variation is perceived and stored in memory (Flege, 1984; in Flege,
2005). As exemplification an experiment conducted by Flege can be introduced. Its
objective was to establish if L1 English adults can detect within-category differences
in French-accented English without receiving any prior training or subsequent
feedback. The acoustic stimuli were presented in pairs, one uttered by an L1 English
speaker and one by an L1 French speaker. Listeners’ task was to decide which of 2
stimuli was “foreign”. The results indicate that native English adults could spot
within-category differences. Yet another experiment by Flege and Hammond (1982;
In: Flege, 2005) verified that monolingual English adults can detect and store within
category phonetic differences due to everyday exposure to foreign-accented English.

A turning point in treatment of early versus late learner differences occurred with
research findings provided by investigation of monolinguals” perception of L1 sounds,
monolinguals” perception of foreign speech or foreign accented L1 speech. Due to
persuasive research findings manifesting successful acquisition of L2 phonology by
late/ adult learners some researchers started to advocate the “Full Access
Hypothesis” claiming that “the processes and devices that control successful L1
speech acquisition—including the ability to develop new phonetic categories—
remain intact across the life span” (Flege, 2005). In accordance with this hypothesis
both adults and children can finally achieve access to the features needed to
differentiate L2 speech sounds even if such features are not used contrastively in
their L1. In other words, neural and behavioral plasticity in speech perception may
not end with childhood and/or adolescence. Yet, there are differences between
early/young learners and adult/late learners in terms of their L2 learning abilities and
ultimate achievement of native-like proficiency in second language phonology (Flege,
2005).

6. Plasticity

Thus, an essential question arises regarding the source of the differences
between early and late learners. The answers were provided by neuroscience
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research and speech research. Based on the brain imaging studies and clinical
experiments researchers at the Acoustical Society of America (ASA, June 2003)
revealed new refined information of how the L1 we acquire distorts the perception of
any subsequent L2 sound system. Some neuroscientists hold that this may start a
very important stage in understanding and explaining, at physical level, why L2
speakers of a language are incapable of differentiating some foreign phonemes and
also why it is much easier to learn a new language in childhood than at adult age
(Gibbs, 2008).

Another group of researchers at Boston University (see
http://www.cns.bu.edu/~guenther/) presented a neural network model that may
illustrate at neurological level how phonetic categories develop naturally from the
organization of auditory cortex. In Guenther’s model after neurons get organized and
become sensitive only to between category differences after a period of exposure to
a certain language during which they have repeatedly and correctly responded to the
phonemes of a the language in question. Simultaneously, the capacity of cortex to
discriminate small differences in equally clear phonemes (i.e. within category
differences) diminishes (Gibbs, 2008).

Still another team of researchers at UCL headed by Iverson based on their
extensive research into the area concluded that “acquiring one's native language
phoneme categories alters perception so that individuals become more sensitive to
between- than within-category acoustic variation. Thus, human auditory system gets
tuned up to be especially sensitive to the details critical in our native language”
(Ilverson, 2001, p. 107). When trying to learn another language, those tunings
interfere with one’s ability to perceive and subsequently to learn new categories Xhe
following experiment by researchers at the UCL supports these claims. The
researchers (lverson et al., 2003) presented maps of the human hearing apparatus
when it gets the input of the synthesized sounds that extend over the continuum
between the American English phonemes /ra/ and /la/. Three groups of subjects,
English, German and Japanese were asked to identify each phoneme and to provide
quality ratings as well. Whereas American and German informants categorized the
phonemes in question similarly, the Japanese speakers manifested totally different
perceptual patterns.

Based on the above-given findings the researchers at the UCL have formulated a
new theory of L2 perception (ibid.). The core of an important new theory is that the
difficulties we encounter when learning languages as late/adult learners are not
ascribable to maturational constrains and that, under favorable conditions the brain
can be retrained.

Early language experience alters relatively low-level perceptual processing in such
a manner it interferes with the formation of higher-level linguistic representations.
Thus, language-specific perceptual processing can modify within- and between-
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category acoustic variation, and thereby distort our capability of acquiring L2
phonology (lverson et al., 2001).

Infants are born with a universal capacity of learning any language. Due to their
early experience with their L1 speech, however, infants develop sensitivity to the
features that are functional in their L1. In other words, infants’ neural organization is
modified such that they eventually develop language specific perceptual and
cognitive processes. The neural reorganization consequently interferes with the
acquisition of an L2, which is manifested in inappropriate processing of the L2 speech
signal and likewise inappropriate motor articulations of the L2. Linguists and
researchers in L2 acquisition aimed at identifying the core of the transition from a
language-general to a language-specific pattern of perception. Iverson at al. (2001)
illustrate that early researchers (e.g., Eimas, Siqueland, Jusczyk, & Vigorito, 1971; In:
Iverson et al., 2001) contended that infants are born with perceptual sensitivities for
speech manifesting similar features to adult categorical perception (i.e., high
sensitivity to between category differences and low sensitivity to within-category
differences; Liberman, Harris, Hoffman, & Griffith, 1957; In: Iverson et al., 2001).
They maintained that infants are endowed with these perceptual sensitivities even
for non-native phoneme boundaries (e.g., Streeter, 1976; in Iverson et al., 2001).
Thus, researchers theorized that infants are born with a universal set of phonetic
feature detectors that are instrumental in the formation of underlying phonological
representations (Eimas, Corbit, 1973; in Iverson et al., 2001). It was further
contended that due to maturation and lack of use these universal feature detectors
atrophy and adults eventually develop language specific phonetic feature detectors
(Eimas, 1975; in Iverson et al., 2001). Iverson et al. (2001) further illustrate that this
early conception of perceptual development has been refuted since it now seems
that the perceptual capacities of infants are due to auditory processing (not innate
linguistic structures). What is more, the atrophy hypothesis has proven to be
erroneous since a number of research studies have shown that adults retain the
ability to detect some non-native phonemes (between-category differences) to which
they have had little exposure and lose the ability to differentiate some non-native
phonemes to which they have been exposed in the allophonic variation of their L1
(within-category differences). Therefore, Iverson et al. conclude that instead of
atrophy, it appears that the initial perceptual abilities of infants are actively modified
by language exposure, such that individuals” perceptual sensitivity to within-category
acoustic variation for L1 phonemes diminishes (Kuhl, 2000; Werker, 1994; in Iverson
et al., 2001). These perceptual constraints interfere with the ability of adults to
detect non-native contrasts and the difficulty of spotting these differences is
dependent on the extent of difference between the L1 and L2 phonemes. Based on
recent evidence Iverson et al. suggest that the current developmental and
electrophysiological evidence both advocate that the perceptual modifications due to
language experience occur at an early phonetic or late auditory level, prior to the
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recognition or categorization of speech in terms of higher level linguistic units. The
current theory further claims that lower-level perceptual processes can interfere with
the flexibility of these higher level processes which, in turn, will probably interfere
with the lower-level perceptual processes during adult L2 acquisition. This theory is
well-matched with Kuhl’s hypothesis (1998; 2000, in Iverson et al., 2001) that the
critical period for language acquisition (i.e., the decline of language acquisition
abilities from infancy through puberty) results more from the interference of prior
experience than from biological constraints. Iverson et al. agree with Kuhl asserting
that the early exposure to a language will alter the perception of all subsequent
speech sounds. In other words, even though an adult learning an L2 is exposed to the
identical acoustic characteristics of speech sounds as an infant learning the same
language, the auditory distribution of those sounds would be different for an adult
due to prior perceptual modifications:

$FRXVWLF GLVWULEXWLRQ

$XGLWRU\ GLV ULEXWI
LQ DQ HDUO\ UQHU

Figure3: Differences in acoustic and auditory distribution in learly and late L2
learners

In addition, Kuhl claims that the perceptual insensitivity for L2 phoneme
contrasts in late/ adult learners may result from neural commitment (Kuhl, 2000, in
Iverson et al., 2001) to a particular network structure for decoding language.

7. Recent research into the area
“According to the current view of L2 phonological learning then, the key to the
mastery of L2 speech is the successful restructuring of the L1 categorical system and
the resulting perceptual re-categorization of the arrangement of acoustic input
stimuli that fit the phonetic categories of the target language” (McAllister, 1997, p.
206) X

The recent research exploring the difficulties observable in L2 learners when
perceiving L2 speech sounds has taken into account the effect of a number of
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speaker and language variables of the perception of L2 phonemic contrasts. These
variables include (cf. Flege, 2005): the learner’s length of exposure to an L2, their
length of residence in an L2 country (LOR), their initial age of acquisition (AOA), the
degree of ongoing use of their L1, the inherent ‘skill’ in language acquisition or
language aptitude, the phonological status of L2 sounds in the learner’s L1 and the
inherent acoustic salience of L2 sounds.

Flege (2005) concludes that language variables have proven to be critical as
can be exemplified by the models of L2 speech perception primarily appealing to
language variables. These models have generally been successful in predicting areas
of perceptual difficulty in L2.

Regarding learner variables, cross-language research has emphasized the
initial age of L2 acquisition and amount of exposure to L2 as determining factors in
the ability to perceive and produce a foreign language. As an exemplification the
research study on perception of gated speech® by L2 speakers of different age groups
can be introduced (Bila, 2005). The research study in question also considered the
effect of the L2 listeners’ initial age of acquisition (AOA) and their length of stay/
residence in the L2 country (LOR, which would supposedly account for the amount of
exposure to L2) on their perceptual performance. The research findings can be
illustrated by the following tables: i

| JEE *%}v Vv v oCefe }(T 8§ o
Variables and number of categories:
Row variables: Age of Acquisition (AOA: 2: 6-9 years of age; 3: 10-11 years of age; 4:
12-15 years of age)
Column variables: perceptual performance in Gate 44
Eigenvalues: 0,2348, 0,1010
Total chi square: 25,8612 df=20 p=0,1706

8 Representing impoverished L2 speech signal.

° This is the raw crosstabulation of two discrete variables with marginals. The object of the correspondence
analysis is to explain the inertia (variance) in this table. The correspondence map is a graphical tool
which helps the researcher easily to notice relationships within this table.
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2 (6-9 yrs): 6-9 words
3 (10-11 yrs):7-8 words — impossible to interpret
4 (12-15 yrs):4-5 words
Figure 4: If we review the 2D graph of the row and column points, we can see that
the first (horizontal) dimension, which accounts for most of the inertia (being
therefore more important in the interpretation, explaining most of the differences
between the patterns of relative frequencies in the rows of the table, and in the
column table) is characterized by 4 and 3 (age groups) on the left and 2 on the right;
the row point that is farthest to the left on this axis is 2 (number of identified words
in Gate 44). This would suggest that much of the total inertia is due to the difference
between AOA 3 and 4 on the one hand, and AOA 2 on the other hand. In conclusion,
the subjects falling into the AOA 2 group (aged 6-9) identified 6-9 words in Gate 44"
and the subjects falling into the AOA 4 (aged 12-15) identified 4-5 words. Thus, it is
possible to state that the subjects who started learning English at the age of 6-9
performed better than the subjects who took up English at the age of 12-15. It was
not possible to interpret the AOA 3 group (AOA: aged 10- 11) since its contribution to
relative inertia (variance) was rather low.

The following tables and correspondence maps show the correlation
between L2 subjects’ length of stay/ residence (LOR) in an English speaking country
and their perceptual performance in Gate 44. Figures 1-5 indicate the length of stay

1% Gate 44 was the last gate when all the words of the utterance were produced.
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in an English-speaking country: 1 — several days, 2 — several weeks, 3 — several
months, 4 a year, and 5 — several years.

Two kinds of correspondence analyses and correspondence maps were
prepared. In the former one all the options regarding the length of stay were taken
into account and in the latter one only the prolonged stays were considered (figures
3-5).

| JEE *%}v VvV v oCe]e }( T 8§ o
Variables and number of categories
Row variables: stay in an English speaking country (5)
Column variables: perceptual performance
Eigenvalues: 0,6832 0,3391 0,1980 0,1123
Total chi square = 45,3081 df=40 p=0,2603
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Figure 5: If we review the 2D graph of the row and column points, we can see that the
first (horizontal) dimension, which accounts for most of the inertia (and is therefore
more important in the interpretation, explaining most of the differences between the
patterns of relative frequencies in the rows of the table, and in the column table) is
characterized by 3, 5, 8, 10 and 0 (number of identified words) on the left and 1 on
the right; the row points that are farthest to the left on this axis are 3, 5 as well as 2
and 4. This would suggest that much of the total inertia is due to the difference
between the L2 subjects who have experienced a prolonged stay in an English
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speaking country on the one hand and the L2 subjects who have only experienced
a short term visit on the other hand (1). In conclusion, the groups 3 (several months),
5 (several years), 4 (a year) and 2 (several weeks) performed better than group 1
(several days), the interpretation being more significant for groups 1 and 4 since they
have the highest contribution to relative inertia (variance).

I YEE *%}v Vv Vv oGCe]e }( T S o
Variables and number of categories
Row variables: stay in an English speaking country (3)
Column variables: perceptual performance
Eigenvalues: 0,5821 0,2021
Total chi square = 22,7435 df=20 p=,3016
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3 — several months: 8-10 words, 4 — a year: 0-3 or 7-9 words, 5 — several years:
8-10 words.

Figure 6: If we review the 2D graph of the row and column points, we can see that
the first (horizontal) dimension, which accounts for most of the inertia (and is
therefore more important in the interpretation, explaining most of the differences
between the patterns of relative frequencies in the rows of the table, and in the
column table) is characterized by 3, 6 and 10 (number of identified words) on the left
and 2 on the right; the row points that are farthest to the left on this axis are 3 and 5.
The correspondence map would suggest that much of the total inertia (variance) is
due to the difference within the L2 subjects who have experienced a prolonged stay
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in an English speaking country is between those who have stayed for several months
(8-10 identified words) or several years (8-10 identified words) on the one hand and
the L2 subjects who have experienced a year-stay (low percentage of those who have
identified 0-3 words as well as low percentage of those who have identified 7-9
words) on the other hand. This fact may be due to the purpose of the stay and the
fact that group 4 subjects have not had sufficient exposure to native speakers of
English (they might have stayed and/or worked with other L2 speakers). In
conclusion, the groups 3 and 5 tend to perform better than group 4, the
interpretation being more significant for groups 3 and 4 since they have the highest
contribution to relative inertia.

In conclusion, the findings of the presented study indicate that the L2 subjects
who took up English at the age of 9-12 (prior to the critical period) have performed
better than the subjects who started to learn English later (12-15). However, the
subjects who claim that they commenced learning English at the age of 6-9 were
inconsistent in their perceptual performance, which might be due to the fact that at
the second level of primary education and later at secondary school they might have
continued their study of English as false beginners and, consequently, received an L2
inappropriate input.

The subjects who had an extended stay in an English speaking country performed
better than the subjects who experienced a short visit only, but the subjects who
claimed that they spent a year in an English speaking country were inconsistent in
their perceptual performance. This might be owing to the reason that they had less
interaction with L1 speakers and, consequently, less L1 (authentic) input.

The studies presented at PSP workshop (Plasticity in Speech Perception, 2005)
challenged the classical Critical Period Hypothesis convincingly claiming that the adult
perceptual system may be more plastic than once considered. These studies
illustrated that cortical representations may continuously change throughout life.
Thus perception of L2 contrasts may not be lost at adult age and consequently even
late learners may eventually develop appropriate cortical representations of L2
sound system (PSP, 2005).

Nygaard, Sidaras and Duke (2005, p. 51) explored the mechanisms involved in
perceptual learning and change in speech processing through examining the effects
of exposure to foreign accented speech. Two groups of adult American English L1
subjects were asked to transcribe English words uttered by L2 speakers of English.
Prior to this transcription task, one group of listeners experienced a one-hour training
session with speech tokens produced by the same L2 speakers of English, a group the
speakers of the same L1, or a group of L1 American English talkers. The control group
of L2 subjects was not exposed to any training. The results showed that the subjects
performed better at the transcription task with accented speech to which they had
been exposed during training. What is more, they performed most accurately when
transcribing speech produced by the same accented talkers they had heard during
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training. The findings of the study suggest that adults maintain some sensitivity to
both talker-specific and accent-general regularities in spoken language. In other
words, the results provide evidence for behavioral and representational plasticity in
speech perception in adult listeners.

Some research studies also provided further insight into the effect of some
linguistic, psychological, sociological and training factors on acquisition of L2
phonology and shed light on possible causes of inter-subject variability.

Hazan, Iverson and Bannister (2005, p. 172) tested the effect of acoustic
enhancement and variability on phonetic category learning by L2 learners. In their
study Japanese subjects were retrained to perceive the difference between r's and
I's.

In their research study the tested training methods (,sWd Z]RE &E]

% Z}v 8] SC& ]Jv]vP § Zv]<p *W 00 VvZ vV SCE Jv]vP
SE Jv]vP u $Z} U A }Jv EC p A E)wielHGlEdcdsi P u &

in improving /r/-/I/ identification by Japanese subjects. The researchers thus
concluded that the presence of naturalistic phonetic variability may not therefore be
responsible for the success of HVPT.

Ortega-Llebaria, Faulkner and Hazan (2005, pp. 39-51) investigated auditory-
visual L2 speech perception and based on their findings concluded that visual
features appear to have different weights when cueing phonemic and allophonic
distinctions.

Sereno and Jongman (2005, p. 142) extended their research on the learning of
language contrasts by investigating not only what is learned but also how it is learned
through comparison of two groups — adult and children subjects. Overall, both adult
trainees and children manifested a similar improvement (19%) over the six training
sessions. However, the accuracy rates in children were lower than those of the
adults. In addition, the researchers also detected differences in the nature of the
learning across adults and children.

Evans and lverson (2005) investigated plasticity for accents within the same
language, as a function of both exposure and sociolinguistic factors. The results
illustrated that subjects” adjustments in spoken accent after experience of exposure
were related to sociolinguistic factors; subjects who were exceedingly motivated to
be identified with their university community changed their accent more. Evans and
Iverson provided an implication for cross language research studies in that although
learning to perceive and produce the phonemes of a new language is largely
dependent on exposure, “losing one's accent may also be affected by one's
willingness to be identified as a member of the same culture as a native speaker of
that language” (Evans, lverson, 2005).

Flege and other researchers noted that in L2 learners there is much inter-subject
variability, especially in late learners for which many different explanations have
been provided, such as auditory acuity, language learning aptitude, phonological
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short-term memory, identification with L2 culture, native speaker input, total input,
musical ability, bilingual balance, language dominance, amount of L1 use, gender, L1,
anxiety, integrative motivation, instrumental motivation, strength of concern for
pronunciation, introversion, age, mimicry ability (Flege, 2005).

With regard to this issue, Flege suggests that most inter-subject variability is due
to variation in the quantity and/or quality of L2 input received (cf. Bila, 2005).
Corder! emphasized the importance of the difference between intake and input.
When they come into direct contact with the target language, this is referred to as
“input”. When learners process that language in a way that can contribute to
learning, this is referred to as “intake”.

These assumptions seem to be in agreement with Flege (2005, pp. 1-2) who
concludes that if L2 learners are strongly motivated to speak L2 well, they will receive
much native-speaker input. Therefore, what may seem as “motivational” differences
are really input differences. Thus, if they are strongly motivated to attain a good
command of L2, they will seek to be exposed to L2 in question and, consequently
receive an abundance of native-speaker input (intake).

Overall, the researchers presenting their findings at PSP (2005) concluded that
extensive periods of auditory training along with suitable training methods may
increase sensitivity to L2 phonemes. In addition, diversity of the training stimuli
(manifested as different voices and different speech tokens) and likewise the use of a
broad stimulus set enhance the perceptual learning. However, commitment to the
training task is vital. The training task should offer the maximum challenge for a
learner and at the same time target that challenge towards specific tasks (cf. Flege,
2005). In addition, success in acquisition of L2 phonology may also depend on
sociolinguistic factors (one’s willingness to fit in the L2 community).

06X }v ope]}v

The most recent research into the area can be illustrated by Zhang, Kuhl, Imada,
Iverson, Pruitt, Stevens, Kawakatsu, Tohkura and Nemoto who used
magnetoencephalography (MEG) in order to study perceptual learning (2009). The
researchers developed and tested a training software program based on the
principles of infant phonetic learning (systematic acoustic exaggeration, multi-talker
variability, visible articulation, and adaptive listening), in other words making use of
principles of Infant Directed Speech (IDS). The aim of the research project was to
investigate whether the training program in question could assist Japanese listeners
exploit an acoustic dimension relevant for phonemic categorization of /r-I/ in English.
The outcomes indicated that it is vital to focus not only on key features of the
phonemes but also on overcoming neural commitment, i.e. prior learning, which
means that to develop appropriate methods is of primary importance Xhe subjects

" http://www.hawaii.edu/sls/uhwpes|/20(1)/Ito.pdf
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manifested significant recognition progress over 12 hours of instruction and positive

transfer of skills to new stimuli.

The good news is that “biology (age) is not a destiny and given appropriate
stimulus the brain can be retrained” (Flege, 2005; Iverson et al., 2005). In other
words “it is possible to teach the old Joseph Conrad new (pronunciation) tricks”.
Nevertheless, further research is needed to investigate
X the basis for inter-subject variability (Flege, PSP 2005);

X the cross language affect of sociolinguistic factors, namely whether “losing one’s
accent may also be affected by one’s willingness to be identified as a member of
the same culture as a native speaker of that language” (lverson, Evans, 2005).

X the neurological basis of speech perception so that appropriate methods of
overcoming neural commitment can be developed.
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ACTIVE TEACHING OF ENGLISH LANGUAGE TO ADHD STUDENTS
IN DYNAMIC PROCESS OF CREATIVE DRAMA

Silvia Hvozdikova

This article sets out to investigate the notion of Special Educational Needs
students (SEN), specifically, Attention Deficit and Hyperactivity Disorder (ADHD)
students and English language teaching to such students, with particular reference to
the genre known as drama in education or educational drama. It is our ambition in
the following discussion to refer to educational drama as an effective medium for
language teaching to SEN students. This article brings terminology, research
discussion and results of research undertaken with common students (not SEN
students) in language schools presented as foundations for further research to be
made.

The Primary elements of foreign language teaching for students with special
needs, lie in highly effective, productive and enjoyable learning and teaching
processes, potentially achievable by using appropriate methods. It is seldom simply
defined and attained. The process of education of special educational needs (SEN)
students is much more difficult and much wider than just theoretical definitions and
methodological suggestions. This article develops the idea of active and dynamic
learning in a friendly atmosphere, regardless of the intellectual or emotional level of
the students personalities. Nevertheless, researching problems with special needs
students that teachers (including language teachers) all over the world face, we
assume it is necessary to consider weaknesses of those learners more so than
strengths. When educating such students, there should be trust that there is much
more behind their disability to write, read or speak correctly. There is a great need to
build on their self-esteem by reinforcing in them what is good.

1 Who are Special Educational Needs (SEN) Students?

The term s%o0 ] © B S]}v o v hes e3qgal "dfinition, referring to
a student who has a learning difficulty or disability that makes it harder for them to
learn or access education, compared to most children of the same age. This does not
include children placed in special educational centers (for example re-educational
centers, educational and medical institutions, based on §2 of Education Code of
Practice).

The categories of special educational needs are as follows:
1 disability or disorder:

mental or physical disorders or disabilities;

lack of mental or physical health attributes;

developmental disorders;

behavioral disorders;
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2 lower socioeconomic environment refers to lower than usual social, economic or
cultural conditions in which a child’s mental and emotional development is
insufficiently developed. Naturally, such an environment does not create enough
opportunities for the overall development of a child’s personality and
socialization;

3 gifted children are children with extraordinary cognitive, artistic or physical
abilities, either as combined or individual talents. Gifted children usually attain
higher and better results and scores in school compared with other children of
their age. Institutional education is thus aimed to develop their talents (Internal
Recommendations of LAs, 2009).

Based on further content analysis of Anglo-Saxon publications there is the
National Joint Committee on Learning Disabilities definition from the year 1989:
Learning disabilities is a generic term that refers to a heterogeneous group of
disorders manifested by significant difficulties in the acquisition and use of listening,
speaking, reading, writing, reasoning, or mathematical abilities. These disorders are
intrinsic to the individual, presumed to be due to central nervous system dysfunction,
and may occur across the life span. Problems in self-regulatory behaviors, social
perception, and social interaction may exist with learning disabilities but do not by
themselves constitute a learning disability. Although a learning disability may occur
concurrently with other handicaps (for example, sensory impairment, mental
retardation, serious emotional disturbance) or with external factors (such as cultural
differences, insufficient or inappropriate instruction), they are not the result of those
conditions or influences. (Diana Joyce and Eric Rossen from National Association of
School Psychologists, Quoted from http://www.nasponline.org/publications/cq/
cq353postsec.aspx, October, 2010).

1.2 Attention Deficit and Hyperactivity Disorder

Our main focus is students with Attention Deficit and Hyperactivity Disorder
(ADHD). They represent a group of children often described by teachers as over-
energetic and overactive. Based on Rief’s (1999) definition of Attention Deficit
Hyperactivity Disorder children, the main characteristics of such children are as
follows:
- high extent of physical activity;
- impulsiveness and low self-control behaviour;
- difficulty to adapt to another activity in the classroom;
- aggressive behaviour, over-exaggerated responses to the smallest impulses;
- lower social competence;
- lower self-esteem and high level of frustration.

Based on Munden and Arcelus’s (2006) conclusion about Attention Deficit and
Hyperactivity Disorder students, the main symptoms are: ZC % E (thph h&C
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physically over-active), ]u %o |10 *] Atheyemespond to actions too quickly), and
§8 v8]}v (4 PElonger period of attention). Overall, every student is an

individual and the extent of their deficit is different, case to case. All of the above

mentioned characteristics may appear in certain level of behaviour in any child.

Nevertheless, it is alarming when it appears too often and too intensively, thus a

child may be diagnosed as ADHD. Considering teaching of ADHD students, there are

many factors that have influence on teaching process itself. Among others, there are

the following (Munden, Arcelus, 2006, p. 21):

- flexibility of teachers and their personal engagement;

- long-life process of teachers’ education;

- creative, interactive and attractive teaching methods;

- team work;

- less homework and less writing;

- reinforcement of students strengths, increasing their self-confidence and self-
esteem;

- sensitive approach to students (no humiliation or mockery- their self-esteem is
low enough).

The main focus is laid on abilities of the ADHD students rather than their
disabilities. As Reif (1999, p. 21) states, in teaching of SEN students it is necessary to
avoid:

- general belief that SEN students are lazy, antisocial, and non-active;

- judgments of SEN students based on your responses to their disorders and
disabilities;

- to use only traditional teaching methods;

- other co-teachers who consider SEN students as losers unable to achieve high
quality education.

Serfontein (1999) focuses on several main characteristics of ADHD students.
They are as follows:

- impulsiveness;

- attention disorder;

- hyperactivity;

- lower social development;
- lower self-esteem.

/ U %o |1 0 * ] As anesof the most complicated symptoms. He suggests it is vital to
teach the child how to keep order in what they do and how they act. Moreover,
teaching the child to think more thoroughly before acting. First think then do, write
or say.

A child with §S vS]}v ]hddproblEms to focus on one activity for longer
time. Serfontein suggests that such a child should be placed as close to the teacher as
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possible without any disturbing factors nearby. The other principle is to divide one
activity in more partial activities.

,C% E 3] Aserfahtetn dthtes, is the most common phrase that parents use
to identify their child with ADHD syndrome. Some of such children, however, behave
differently. Their physical activity does not show to be higher than others. On the
other hand, there are individual cases that shows even lower extend of activity
(hypo-active child). A child appears hyperactive when it disturbs others, when its
activity is higher compared to other children of the same age. Most commonly it is
present when the classroom is quiet, working individually on various tasks.

>}A & +} ] 0 }ui%oprdbably the most permanent attribute in male
population of attention disorder students. Their social behaviour usually seems very
infantile, both at school and at home. It is widely common that such students act as
fools among the others just too direct attraction towards themselves. The other
attribute of lower social competence is emotional shallowness. Many parents are
concerned and complain that their children do not show emotions openly, or they
show it inappropriately. For example, they may cry over a dead hamster for weeks
but do not show any emotions over their grandmother’s death.

Apparently, the level of « @(*S s so low among these students that it may
gradually grow into serious difficulties in later teen years — into a secondary disorder
of self-esteem. Their confidence and self-esteem lowers with each negative
experience through years of school and creates lifelong damages in his emotional
development. Occasionally it may lead into a very specific mental disease: paranoia.
Thus, it is effective to reinforce the strengths of such children as much as possible.

Generally, it is vital to focus on child’s strengths. As it is mentioned in the
interview with a 15 years old ADHD student, Joseph, who suggests to teachers:
“Teachers should respect students as much as students respect teachers. Lessons
should not be stressful. There should be friendly atmosphere on the lesson. Teachers
should not make fun of students or humiliate them. | enjoy active learning project
learning and | prefer oral presentations to written forms” (Rief, p. 31). Obviously,
ADHD students prefer kin-aesthetic dimension of learning process. They enjoy
moving, looking, watching, touching (a haptic aspect of learning). Successful teaching
of such students should include the latter mentioned aspects to provide a classroom
as a place for productive and effective learning. When teachers prefer active teaching
and try to create friendly atmosphere, their teaching may become successful even for
an ADHD student.

2 Language Teaching to ADHD learners

In our research we intend to focus on language teaching to Special Educational
Needs students. Based on the research of Bartova (in Kucharska, 1996, p. 64), Special
Education Needs students have a desire to learn foreign languages because they
realize the importance of foreign languages in their future professional career.
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Furthermore, difficulties in learning a foreign language are not different from

learning a mother tongue (writing, reading, social interaction, etc.) Students have the

same problems in both, cognitive and non-cognitive aspects when studying a mother
tongue or a foreign language.

Considering foreign language teaching in the middle Europe, there is an English
textbook for children with SEN in the Czech Republic by Chrobokova (2006a, 2006b,
2008) available in bookstores. The textbook is designed for elementary education
students and includes visual and audio materials. The author claims it is also suitable
for others as well as SEN students.

In Slovakia Vackova and Zatkova (2003) made a publication about teaching
English to SEN students. It discusses general characteristics and specifications of
teaching a foreign language to special educational needs students. They draw
attention also on evaluation of such a child and they suggest some activities how to
make SEN student feeling relaxed and accepted in a classroom. Authors emphasize
Total Physical Response and Communicative Method as the most suitable
approaches for teaching SEN students. Children usually perceive these two
approaches as attractive, mainly in elementary education. Teachers might also
effectively use games and bring in a lot of humour during his lessons. Both are
seemingly attractive.

European Commission published a document called d ZIlvP > vPu P -
> @Ev E+ A]SZ " %o(htip:Mec.duropaseu/education/languages/pdf/doc647_en,
2005) with the main contributions brought by the experts from Finland, Hungary,
Germany, and UK. The authors discuss widely the themes of teaching and learning
processes including difficulties in teaching process and terminology of special needs
learners. They encourage teachers to get acquainted with various aspects of the
program, and continue with suggestions:

- Listen and respond to foreign language songs, poems, or stories, which have
rhyming or repeated words. Staff may vary the repetition by saying things
loudly, quietly, quickly or slowly.

- Listen carefully and discriminate between sounds, identify some meaning from
words and intonations, and develop auditory awareness, for example, using
audio, video tape or CD-ROM.

- Respond to a certain word or phrase, for example, a greeting.

- Use symbols and audio-recordings, for example, a Language Master, to associate
a word and object, and to record themselves or others.

- /v E + +}] o0 ¢lJooe C % E}A] JvP v A }vd £35 (JE }L
(JE £ u%o0 U 3 I]VP % ES v % |E v PI&E)E AGEd - \

- /E % E e« 3§ Ziej\&abpAtweople, places and environments by showing a
preference or by expressing likes and dislikes, for example, using a growing
vocabulary of words, symbols, gestures and facial expressions.

- Develop general language skills through new learning experiences, resulting in the
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positive acquisition of a simple, relevant vocabulary that can be used for practical
communication at a level appropriate to their ability.

- Respond to, use and understand words and phrases which are reinforced with
visual aids, for example, in a game with real objects, using puppets, video, picture
flashcards and gestures.

- Communicate messages by sending information in the form of pictures or text by
e-mail.

- Enhance self-esteem through } %0 % } ESuVv]3] « (JE v A Z] A u v3eX
Considerably, it was the main intention to draw attention to common features of

ADHD students mentioned in the previous chapter. When syndromes of diagnosed
students are turned into positive aspects of their education, we may be successful in
teaching them foreign languages. Regarding suggested approaches and various
general ideas about teaching SEN students, we deem creative drama to be an
effective medium for teaching foreign language to ADHD students. In the following
chapter we would like to explore the world of creative drama.

3 Background of Creative Drama

There is no definite terminology in defining term creative drama. We conclude
our definitions and terminology from several English speaking teachers of drama and
the Czech theoretical concepts of educational drama by Machkova (2002). Most of
drama teachers in UK, Canada, USA and Australia use creative drama as an effective
means of teaching arts (including music, theatre, drawing and literature) and history.

Based on British school of drama founded in 1960" by Heathcote (1984), Czech
educational drama began to use means of drama in education of interaction and
ethics to children and young people. Obviously, in the past there had been
tendencies to use creative drama in school theatre education and poetry theatres.
Nowadays, educational drama is used much wider in Czech schools than Slovak or
Austrian ones. There are drama teachers who educate young students at school.
They may study educational drama at DAMU (Music and Art Academy) having a wide
number of possibilities for teaching at public schools or art public/private schools.

3.1 What is Creative Drama
Apparently, when trying to define E §]A dE w $]}v o GeveralU
definitions emerge as outstanding stated by acknowledged representatives of
creative drama mainly from Anglo-Saxon backgrounds. Somers (2000), teacher of
creative drama in Great Britain identified E $]A  ifEhefollowing statements:
- Creative drama makes us explore various imaginary worlds.
- We may become a part of other personalities.
- We use language of symbol representing real world.
- In creative drama we are |v E&oalevelop the process and }us }( €&Efhe
same time to evaluate the process.
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- We are aware of the fact that what we doisonly ¢ ](X
- Creative drama is model for exploring the world.

The coreof E §]A KEsed on Somers’s terminology (2000) is narration
and storytelling. It is essential to create mutual relationship among the content of
storytelling, the participants and dynamic process of creative drama.

Indeed, there is storytelling and narration in many other forms of our lives. We
use narration to learn about history, in biology to learn about human body, we learn
about our lives through storytelling. Nevertheless, drama allows deconstruction of
the story; it allows participants to doubt the truth and content narrated in the story.
It helps participants to encounter other people’s stories and thus develops their own
self identifications.

Somers (2000) differentiates creative drama methods referring to their theatrical
nature and creative drama content. The later varies, for example literature, history,
arts, etc. Creative drama is unique in the way it reaches the above contents through
the language of drama itself. Furthermore, its uniqueness derives from the following:
1 from dynamic relationship between drama process recipients and use of drama in

storytelling;

2. from the way how drama overlaps two different categories, A Z ®e explore and

Z } Ave approach it;

3. from holistic approach of creative drama based on heterogeneous sources that
creative drama uses for exploring its worlds.

Machkova (2002, p. 16), the main representative of Czech school of drama defines

creative drama as follows:

- Itisindividual school subject with the special emphasis on aesthetics and arts.

- Itis a method of teaching various subjects at school.

- Itis a method how to develop personalities of children and young people.

A method of teaching general human abilities, communication and socialization.

- It may also be used as a method how to teach social competence to professionals
in their career development, i.e. doctors, teachers, managers, politicians,
shopkeepers.

- It may also be a sociotherapy and psychotherapy.

American founder of modern creative drama Ward (in Klima, 2001) refers to creative

drama as an opportunity for:

- controlled emotional expression;

- self-expression in arts;

- support of creative imagination;

- healthy emotional and social development in common understanding and social
cooperation;

- Thinking individually and expressing own ideas without any kind of fear.
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Heathcote (1984, p. 152), British actress and founder of u} @E&v pu $]}v o

(E uin Great Britain refersto @& uas u v]( *8 S]}v }(. DlanvaRs not
something static in the instance of time. It makes situation stay here for a while in
time just to create opportunity to explore and possibly change it. Educational drama
could be defined as having two significant aspects and aims. One of them we may
define as “creative work” the other as “coping work”. Both are significant areas of
experience in the developing person. A broad definition of educational drama is
“role-taking” imaginatively via identification in social situations.

Referring to the concept of active social learning in context of SEN students,
Lambert and O’Neill (1982, p. 57) suggest that the active learning is a natural
component of educational drama. They claim: “Drama in education is mode of
learning. Through the pupil’s active identification with imagined roles and situations
in drama, they can learn to explore issues, events and relationships. Drama is
essentially social and involves contact, communication and the negotiation of
meaning.”

Apparently, creative drama may function only in the context of group or team
work. Although learners contribute as individuals, a purpose of development of
relationships in the classroom should be co-operation. The meaning of group
cooperation is highly relevant in the class learning of SEN students. Cooperation
increases communication and social perception of learners themselves and helps to
perceive the others. Authors Lambert and O’Neill also state the following:
“Cooperative activity is rare in our schools. Too often, pupils are trained to work as
individuals and to be competitive and possessive about their achievements. The
meaning of creative drama is build up from the contributions of individuals, and, if
the work is to develop, these contributions must be monitored, understood,
accepted and responded to by the rest of the group” (1982, p. 13).

Thus, when the contributions of individuals are accepted and we respond to them
in @ way, drama has the purpose and meaning. Students in order to cooperate need
to be aware of the importance of their own contributions. Every drama activity
should be built on the foundations of individual contributions and active mutual
interactions. The writers encourage teachers to have a particular social objective for
each lesson:

- increased social competence and confidence;

- the ability to work purposefully with the others;

- willingness to accept and respect the ideas of others and build on team;

- willingness to accept responsibility;

- the opportunity to escape from existing self-image or “role” in the group group-
clown, trouble- maker, outsider.

Generally, social learning provides an opportunity to increase social awareness of
language learners and their willingness to take responsibility for their own learning,
and respect the ideas and opinions of other learners. Thus, learning by means of
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creative drama could also be taken into consideration when teaching social
interaction and communication in SEN students in our education.

Clearly, common idea of all definitions is the environment, atmosphere and space
that creative drama creates and offers to an individual in the process of education. It
is atmosphere of self-identification, social interaction, creativity, self-expression,
imagination development. Creative drama is a medium for exploration of reality
through < tality.

3.2 Make-belief in Creative Drama

There is a concept of building up belief in educational drama. Naturally, it is
relevant for the participants of classroom activity to create atmosphere of belief that
what they manifest and express is objective and appropriate in context of class
activity. When students understand the meaning and purpose of their actions in
specific activity they are likely to believe in what they are doing and consequently
interact on the bases of class activities. It is substantial to work on make-belief in the
class. Only after concept of belief is widely spread in activity learners may be
developed individually in both dimensions cognitive and non-cognitive. Make-belief is
one of the vital objectives in educational drama. Woolland (1993, p. 55) in his book
The Teaching of Drama in the Primary School suggests several strategies how to build
belief in actions in children making drama:
- raising the status of the children , making them important in the class;
- careful questioning;
- periods of reflections;
- teacher in-role to challenge, to re-direct, and make sense of glib responses;
- encouraging research;
- developing intercultural work, which itself enhances the drama;
- developing the drama beyond single lessons into extended projects;
- Making the work as visual as possible, trying wherever possible to create visual

images and symbols rather than simply talking.
Above all the teacher needs to take the work seriously —whenever possible we
ensure the drama time is not interrupted.

Lambert and O’Neill (1982, p. 12) also discuss the problem of make-belief and
they suggest three basic make-belief objectives for drama teachers:
Interact with the rest of the group.
Agreeing to join the class.
Choosing a leader for the community.
Making a group decision.
Teaching a skill to a friend.
Adopt arole.
Make-belief with regard to actions and situations.

NoukwnNpR
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They also add: “Drama is unlikely to develop successfully unless the participants
are prepared to make-believe, to share their make-believe with others by working
together, and maintain and extend their make-believe through appropriate action,
role, and language” (Lambert — O'Neill, 1982, p. 12). Drama teachers state that make-
belief is a fundamental and core condition for successful drama. Regardless of
various social conditions, it is necessary to interact in the context of social interaction
in order to create common make-belief. Additionally, teachers should create friendly
and creative atmosphere in the classroom to allow learners to adapt their roles and
act in social situations spontaneously.

3.3 Teaching in Role

Drama in the classroom demands complete commitment from both sides, from
learners as well as full commitment from teachers. Naturally we expect learners to
take roles, and thus, it is probably necessary for teacher to act in-role. According to
Heathcote, the teacher is supposed to go in and out of roles to heighten and develop
emotions. According to Woolland teaching in role is important to deepen
understanding of meaning, to challenge learners to participate and cooperate with
other learners. He claims: “The purpose is to offer a way of intervening which
challenges and focuses the work, which moves it on, which creates learning
opportunities and deepens the understanding of the participants” (Wooland, 1993,
p. 67).

However, it is important for teacher to understand that she needs to take a
middle-rank position. It is not productive to take a role of the highest possible
position, in order to avoid take final responsibility and making final decisions being in
that kind of role. On the other hand, it is not effective to take a role of the lowest
possible position, in order to avoid confusion and chaos in the classroom. Heathcote
suggests that in the middle-rank role she is free to communicate with both ranks,
higher and lower and still maintain activity in the classroom.

Additionally, teaching in role provokes willingness to take responsibility. When
learners are in control of situations in the classroom they should spontaneously take
a step of active interaction and cooperation. However, we are aware of the fact that
it is only possible in relaxed and friendly atmosphere where students are prompted
naturally to interact. Indeed, an atmosphere where they may express themselves
individually and confidently without being mocked or disqualified.

3.4 Story-telling

One of the most known and most popular drama techniques for teachers and
learners is storytelling technique. Use of storytelling may have several influential
aspects which we should discuss in the following section. Without any doubts
storytelling develops both cognitive and non-cognitive dimensions of learning
process. Thus, we believe it is very effective for SEN students because it provides
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countless opportunities for social learning and social interaction in the classroom.
Storytelling strengthens social communication, including both, verbal and non-verbal
aspects. The last may have a great positive impact on ADHD learners who seem to
work/show with their body a lot of their “talking”.

There are always two positions in storytelling: 1. narrator, 2. listeners. When a
narrator is telling a story she is building a personal contact, a specific form of
relationship, with the listeners of the story. Narrator uses other imaginary worlds,
including other situations using other characters’ lives stories. Indeed it itself creates
learning atmosphere in the classroom. Listening to a story may bring class together
and get listeners involved in the topic of discussion. Based on King’s research (1993,
p. 206): “When we read a story to a group we read the story using someone else
words, constructions, and contents. When we tell this same story as a storyteller, we
must use our own words and as more dependent on the listening audience. We have
more eye contact, a deeper awareness of response (or lack thereof) and a greater
sense of community.

Storytelling is a very effective medium for teachers of SEN students who being
listeners to teacher/narrator build greater sense of personal relationship with
teacher and other learners. When teacher herself is that narrator of the story her
learners are listening, she is becoming a closer part of class community, and she gets
more involved in their world. Storytelling may bring a lot of fun and great dimension
of intimacy in the classroom. It helps to create friendly and relaxed atmosphere. The
latter is specifically necessary for ADHD learners.”

4 Main Aims of the Future Research

- Learn and analyze up-to-date condition in the foreign language teaching and
acquisition to the special educational needs students in the world, in Europe, and
in Slovakia.

- Emphasize the importance of creative drama for language skills acquisition in
foreign language teaching to the special educational needs students, with the
closer accent to the ADHD diagnosis students.

- With the special emphasis on non-cognitive education, consequently prove the
positive influence of creative drama as a highly motivating and effective tool of
socialization and social interaction in the group of participants, integrated
students.

- Motivate English language teachers and other language educational leaders to
include the tools of creative drama into their own teaching styles, thus, laying the
accent on innovation of creative drama techniques.

5 Main Research Questions
As we based our research on language teaching to SEN students we state our
research in several research questions. We should focus on present day situation in
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the field of students who are diagnosed as Attention deficit syndrome and

hyperactive. We lay our attention on their capabilities as learners and our

possibilities as teachers to include them into our education as naturally as possible to

help them to create better perspective for their future personal and professional

lives.
The questions are as follows:

1. What is the present-day situation in the foreign language teaching of SEN
students?

2. What are the main obstacles in foreign language teaching to the SEN students in
the integrated classes?

3. How does implementation of creative drama influence foreign language
acquisition?

4. What is the influence of creative drama use in foreign language teaching?

5. What is the impact of creative drama on interpersonal communication in foreign
language teaching to SEN students?

6 Hypotheses of the Research

H1 If use of creative drama in English language teaching is connected to cognitive
language development then it increases English language acquisition of selected
integrated students.

H2 If use of creative drama eliminates social interaction barriers then it raises
secondary socialization in the group of selected research participants.

H3 If use of creative drama increases interaction in the classroom then creative
drama as a medium of teaching language leads an individual with special
educational needs into interpersonal and interactive situations.

7 Research Sample

Teachers of elementary and secondary education mostly from the southern
regions of Slovakia will participate in the first phase of research. It is our aim to
distribute self made questionnaires to 300 teachers all over the region. Second phase
of research is focused on one case study of a selected participant identified as ADHD
student of English in integrated school classroom.

8 Methods of Research
In order to achieve the presented aims we decided to follow both forms of
scientific research, quantitative and qualitative forms:

1. Literary method, content analysis of legislation and other relevant research
educational sources available. Results of this part of research should help us to
understand the variety of language teaching to SEN students in general. It shall
provide necessary legislation data expected in our research.
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2. Collection of data by use of questionnaire. Main emphasis is laid on elementary
and secondary education institutions and SEN students. The second phase of
research should bring important “lively” data from teachers themselves. They
shall provide real numbers and problems of contemporary teachers.

3. Main part of research is a case study of a selected participant. The third part of
research is meant to be more practical and will be demanding for teachers. They
are the ones to teach a selected student via creative drama and observe possible
changes in aspects, language acquisition and mental development.

4. Sociometry will be applied in research of social interaction. As Hopkins, quoted in
Nunan (1989, p. 209) suggests: “Sociometry is used to obtain an indication of the
interpersonal dynamics and social structure of a group.”

Conclusion

Based on previous research made in the field of creative drama, it is clear that
drama in education is suitable and effective means for teaching in order to achieve
cognitive and non-cognitive objectives all teachers strive for. Furthermore, we may
create some space for drama in every subject in school. Creative drama may lead to
more spontaneous, more creative, fearless communication and interaction in both,
between student-student and between student and teacher relationships, naturally
leading to increased language acquisition. We believe it increases social interaction
of SEN students based on their increased self-expression and strengthen their self-
identification.
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INTERPRETACIA KLUCOVYCH, KOMUNIKACNYCH A DIGITALNYCH KOMPETENCIi VO
VYUCBE CUDZICH JAZYKOV NA 8

Eva Tandlichova

Analyza a hladanie vychodisk pre riesenie ,problémov“ [najméa tych, ktoré su
spojené so zlepSovanim metdd a postupov] vo vyucbe cudzich jazykov na zdkladnych
Skolach je pritomné medzi odbornikmi, didaktikmi i ucitelmi zakladnych skél od
70-tych rokov dvadsiateho storocia. V tomto obdobi nachadzaju niektori autori aj
»Prvad zmienku” o kompetenciach v ekonomickych veddach. Ucitelia cudzich jazykov,
ale najma anglického jazyka, si vSak velmi dobre pamétaju price C.J. Brumfita,
K. Johnsona, D. A. Wilkinsa ¢i H. Widdowsona, ktoré sa ¢asto odvoldvaju na vyskumy
a vystupy D. H. Hymesa. Clanky a publikdcie D. H. Hymesa u? vtedy prinasali definicie
(cudzojazytnych) kompetencii a ich uplatnenie v pedagogickej praxi. Inak povedané
termin [}u%o 8 v Je tusnamiuZ odvtedy. PriebeZzne sme sa aj my k nemu vracali
v roznych kontextoch, ale akosi déraznejsie sa or zasadzujeme prave pri uplatiovani
Koncepcie vyucovania cudzich jazykov na zdkladnych a strednych Skoldch, ako aj
tvorbe rbéznych referenénych pedagogicko-didaktickych publikacii, ktoré mozu ci
pomozu pochopit obsah tohto terminu. Vtejto suvislosti pod¢iarknem najma
finalizaciu glosaru k Spolocnému referencnému ramcu pre jazyky, na ktorom sa
podiela Siroky tim odbornikov v Siestich cudzich jazykoch. Tento projekt nadvézuje
arozsiruje/prepraciva uz existujuci glosar ktomuto vyznamnému eurdpskemu
dokumentu.

V tejto suvislosti by som rada podotkla, Ze otdzkou kompetencii, ktoré tu s nami
sU uZ niekolko desatrodi, ale aj tymi, ktoré definovat si vyZaduje sucasnost, sa
zaoberaju nielen filolégovia a didaktici cudzojazyéného vyucovania a nielen u nas.
Vroku 2009 sme spolu sPhDr. S. Dugovicovou, PhD. aDoc.RNDr. B.
Brestenskou, PhD. vstupili do trojro¢ného medzinarodného projektu, v ktorom je
spolu s nami dalSich pat eurdpskych univerzit, pod nazvom v ]JvS PE o $§ Z
SEV]VP (JE A 0}%]vP JP]13 0o v Juupv] S3]JA  Ju% 3 v
0o Ev]vP § fmaddojanyUWifelong Learning Programme 502769-LLP-1-2009-1-
ES-COMENIUS-CMP, 2009-2012. Hlavnym cielom tohto projektu je vychova buducich
ucitelov pomocou osobitnej metddy, ktora integruje vedomosti z daného predmetu,
digitdlnu a komunikaéni kompetenciu, a tak prispieva k zmene pohladu na vyucbu
daného predmetu. Vystupom tohto projektu:

- je Specifikacia didaktickych postupov pri integracii ainkorporovani vedomosti
zdaného predmetu, digitdlnej akomunikacnej kompetencie zapojenim
digitdlnych nastrojov;

- tvorba materidlov vtom zmysle, Ze kaidy partner vytvori CD, ktoré bude
obsahovat dva moduly (jeden v materinskom jazyku a jeden v angli¢tine). V tychto
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moduloch budu prezentované didaktické aktivity a metodické odporucania pre

Studentov — buducich ucitefov, aby ich vedeli vyuzit pri vyucovani;

- ako aj podpora mobility Studentov-buducich uditelov s ciefom posilnit ich
interkultdrny obzor a posilnit U¢inok projektu.

Ide teda o definovanie, vymedzenie pojmu, precizovanie jeho interpretacie vo
vyucovacom procese, ato nielen vcudzojazyénom vyucovani, ale aj vo vyucovani
prirodovednych predmetov.

Vzhladom na vys$Sie uvedené, ale aj vzhladom na to, Ze otdzka rozvijania
kompetencii je integralnou sucastou aj prave prebiehajiceho projektu vzdelavania
ucitelov zakladnych $kél povazujem za potrebné zamysliet sa nad pojmom
kompetencia ajeho prepojenie na proces vyucovania, ufenia sa iosvojovania
cudzieho jazyka. Vo svojich Uvahach sa budem opierat existujuce (pedagogické)
dokumenty, ale aj vychodiskové materidly Rady Eurdpy ¢i Spoloény referenény ramec
pre jazyky. Ide mi najma o to, aby sme si uvedomili potrebu porozumiet postaveniu
kltucovych a $pecificky komunikacnych kompetencii pre efektivne osvojenie cudzieho
jazyka, ale mozno aj napriklad digitalnych kompetencii.

1. Obsah pojmu kompetencia

S tymto pojmom, ako som uviedla vysSie, sa zaoberame v réznych kontextoch,
atak pojem 1}u%. S vakoby tym nadobudal rozny, ¢i modifikovany obsah.
Nebudem citovat autorov, ktori vychadzaju zinych vednych odborov, ale sa
zameriam na sledovanie obsahu tohto pojmu v pedagogickych a ndsledne
lingvodidaktickych vednych disciplinach.

1.1 Pojem kompetencia zo vSeobecného hl'adiska

Viaceri odbornici sa zhodnu vtom, Ze to je * %o €} ]m@dbibkizovat v réznych
kontextoch a cinnostiach systém vedomosti, zrucnosti, schopnosti, socidlnych
a kultdrnych hodnét, postojov, emocnych a dalsSich osobnostnych kvalit, ktory je
Specificky usporiadany.

Moino ma pravdu prof. S. Svec, ked tvrdi, ¢ Ccl}u% 3 v ] U %€} ]
[Ju%o AV UIV“SE}IA v ¢ Z}%Vv}e> i Vv}30]A ACl}v A
%}SE V V. Ue%}I}i]A e%ov V] “% ] ovC Z %}1] A] I
15 ]_ % E] AEH}YZ % B ENVE AvE I Zo AVE Z u]ul}% G
I3]JA +§ 1] ovC Z E}oV | ZEXHI % E 18] | 1v 0}vS]IA «PGpXEG]
}o} v}e3Y+"Svec, 2002, s. 103). Prof. I. Turek vo svojej definicii oznacuje
kompetenciu ako C*% E A v}es 0 } IJu%o &£ ]Jvv}ed U IS}E
ACv]l i- ] AE]IMIAE i } 0 8] ]Jvv}e3]X <}u% 3 Vv ] e« Z(
Jvv}e3]U IS}JE « AC-ICSpi-€pAd qv i“13 %TE] }* Z}A v_ AC
AEI}VIAU |} % E] }u ZBAEvD %HEZ AEIWEA]A | } @urek] XA
2009)

159



V zdsade sa zhodnu na tom, Ze , u Jvv}eSVE Z p€Etok& s§Fddmuje na
zdklade osobnej a praktickej skisenosti, pricom sa realizuje vpraxi, i [}u% o0 A} u
vedomosti, zrucnosti, postojov a dalSich zloZiek, ktoré boli doteraz vnimané
samostatne, ,U % E} <y ovC @retlZel Heddddruje trvaly stav, ale
kvalitativne sa meni podla stupnia osvojenia v procese celoZivotného vzdeldvania, i

Cv u] | E}IA]lvus v @&k modo)pdda} Yrocesu osvojovania
len predpokladat; to znamend, Ze je nevyhnutné presne Specifikovat kritéria jej
vyhodnotenia, i % E %0}l0 }u % E ARIGEy]&uii}ldpe Aprefoiw}+3]U
je vysledkom akéhokolvek vzdeldvania. Vychadzajuc z vyssie uvedeného, zo sucasnej
pedagogickej dokumentacie a Spolocného referenéného ramca pre jazyky, budem sa
vdalsich  kapitolach venovat vSeobecnym kompetenciam  a detailnejsie
komunikacnym jazykovym kompetenciam.

1.2 VSeobecné, alebo aj klticové kompetencie

»Vseobecné kompetencie su tie, ktoré nie su charakteristické pre jazyk, ale ktoré
suU nevyhnutné pre roézne ¢innosti, vratane jazykovych.” (Pedagogickd dokumentacia
2009). Vzhladom na to mozno asi suhlasit s Turekom, Ze ,klicové kompetencie su
najdoleZitejSie z mnoZiny kompetencii, pretoze (..) umoZnia jedincovi Uspesne sa
vyrovnat s rychlymi zmenami v préci, osobnom i spolocenskom Zivote.” (Turek 2009)
Inak povedané, osvojenie si klfucovych kompetencii (¢o je dlhodoby celoZivotny
proces)umozni jedincovi zaclenit sa do (pracovného) ¢innostného procesu, v ktorom
bude podla potreby a okolnosti menit svoje spravanie akonanie, bude schopny
vyberat a selektovat vhodné alternativy sprévania, ale bude ochotny rozsirovat si
vedomosti azrucnosti, atak spajat uz zname, skér nadobudnuté vedomosti
a zruénosti s novymi.

Domnievam sa, Ze nakolko je osvojovanie kompetencii longitudinalny proces,
teda nie jednoaktovd zaleZitost, je potrebné polozit dobré zéklady pre efektivnost
tohto procesu na zdkladnej Skole komplexne, teda vo vSetkych wvyucovanych
predmetoch, inkluzive cudzich jazykov. Pomdct tak pospdjat ,jednoaktovky” do
dlhodobo fungujlcej Zivotnej scény, na ktorej si jedinec upeviiuje svoje miesto
a fungovanie.

Pokusim sa teraz venovat pozornost vseobecnym kompetencidam ako ich chapeme
so zretelom na fungovanie jednotlivca v su¢asnom svete. Vseobecné kompetencie su
postavené na nasledovnych pilieroch:

1.2.1 Deklarativne vedomosti

Deklarativne vedomosti su predpokladom nielen osvojovania cudzieho jazyka, ale
flexibilného fungovania jedinca vZivote, pretoze sa formovali, prehlbovali
a modifikovali od detstva cez adolescenciu az do dospelosti prostrednictvom
intuitivnej skdsenosti, ale aj intencionalnej vychovy vrodine avskole. Takym
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sposobom jednotlivec dospel k %o} 1v S} Al & & u A“} VE E}iz
}eA § X

Dalsou zlozkou deklarativnych vedomosti je poznanie spolo¢nosti a kultiry nielen
ciefovej krajiny (pri vyucbe cudzieho jazyka), ale aj lepSie poznanie vlastnej
vychodiskovej kultiry v komparacii sinou kultirou, alebo globalnych poznatkov
o kazdodennych ritudloch, konvenciach, medziludskych vztahoch, [udskych
hodnotéach, postojoch a tizbach, t.j. *} ]}Iuo0S - Ew SPER E 3 ACX
Deklarativne vedomosti si nevieme odmysliet (a nielen v kontexte cudzojazy¢ného
vyucovania) od poznania apochopenia podstaty Jvd Eluos-Ev Z} & A }u
predpokladu chapania inakosti kultdr pre Uspesné komunikovanie so svetom prace
a volného casu. Teda ,poznanie, pochopenie a uvedomenie si vztahu (spolo¢nych ¢rt
avyraznych rozdielov) medzi vychodiskovym svetom a svetom cielového
spolocenstva” pomdha ziskat a uvedomit si déleZitost medzikultirneho povedomia.
(SERR 2006)

1.2.2 Zruénosti a praktické schopnosti
V suvislosti so zru¢nostami a praktickymi schopnostami hovorime o *} ] ovGC Z ]
*%}0} VelE Z I jktorjchDlladatie sa prejavi vtom, e jedinec sa sprava
v sulade stypmi konvencii a dodrZiava platné normy spolocenského sprdvania sa.
Praktické schopnosti a zru¢nosti sa prejavujiajv | T} vv i (E fivblaza prace.
Dalsou zlozkou tychto zruénosti st odborné a profesné zruénosti prejavujice sa
v schopnosti vykonavat Specifické ¢innosti potrebné pri vykone povinnosti spojenych
so zamestnanim (SERR 2006). A nakoniec nembzeme nereSpektovat ani potrebu
striedat pracovné nasadenie soddychom avolnym c¢asom, preto Vv 15 Av
ACul_A v] A} q\eZbtrebndi dbat pri vychove ausmerfiovani mladého
Cloveka.

1.2.3 Interkultdrne zrucnosti a praktické schopnosti

Sucasna Eurdpa je multikultirna amultilingvalna, dize Zivot apraca vramci
Eurépy je neodmyslitelnd od pochopenia tohto multikulturalizmu ainakosti
avyZaduje to reSpektovat kultirnu roznorodost a odliSnosti, respektovat fudské
prdva abudovat vztahy s druhymi. Tato nova situacia si vyZaduje, aby sa Ziaci
a Studenti pripravovali sa na tuto skuto¢nost najma v cudzojazyCnej triede, pretoze
jednota jazyka a kultury je danost a podmienka pre Uspesné komunikovanie s inymi.
Respektovanie tohto faktu otvéra priestor pre budovania spdsobilosti vytvarat dobré
vztahy sostatnymi. To znamend, Ze nds upozorfiuje na potrebu osvojit si
interkulturne zruénosti, so zretelom na reSpektovanie ilokucnych a perlokuénych
reCovych aktov v kontexte sociokultirneho spravania sa partnerov v komunikacii.
Inak povedané ,dat do vzijomnej suvislosti vychodiskovd a ciefovd kultdru; byt
vnimavy a schopny identifikovat a pouzivat rozlicné stratégie, ktoré su potrebné na
kontakt s nositelmi inych kultar;” (SERR, 2006). Za velmi doleZité povaZzujem

161



schopnost plnit Ulohu kultirneho sprostredkovatela medzi vlastnou kultdrou a inou
kultdrou v procese rieSenia problémov alebo Uloh, atak predchadzat konfliktom
interkulturneho charakteru.

V suvislosti s interakciou ,heterogénnych skupin® vznikd potreba nezabudat na
budovanie praktickych zruénosti vtimovej praci, interpersondlnej komunikacii,
stanovovani si redinych cielov a tvorivosti pri rieSeni problémov.

1.2.4 Osobnostné schopnosti, schopnost uéit sa a $tudovat

W} eSEkdm spominala vy$Sie v suvislosti s formovanim a rozvojom poznatkov
o svete. Na tomto mieste podciarkujem najma otvoreny charakter tohto procesu,
nakolko sa postoje kinym osobam a myslienkam, ¢i skdsenostiam inych formuju
a ,preformulovdvaju” pocas celého Zivota jednotlivca.

Ak chceme, aby tento proces prebiehal Uspesne je potrebné venovat velku
pozornost U} 3] A vddkajsej i vnitornej, instrumentalnej i integracnej, nakolko je
ona hnacou silou nielen vzdeldvania, ale najméa p6sobenia jednotlivca v spolo¢nosti.

V suvislosti s rozvijanim schopnosti 1 >  “Sp } Ajestreba venovat pozornost
Stylom ucenia sa a stratégiam ucenia sa. Je vSeobecne zndme, Ze v tejto slvislosti sa
hovori aj o rbznych typoch ucenia, o vztahu pamate a ucenia, schopnostiach
a predpokladoch Ziaka uéit sa a v neposlednom rade o dbévodoch pre ucenie sa
cudzieho jazyka, teda o motivacii. Vzhladom na charakter tejto Studie nebudeme sa
podrobnejsie zaoberat u¢enim, ale prave “SEou] *3@E 3§ P] u]l pu V]
NSE § P] predstdvuju vyssi celok zlozeny z ciastkovych zamernych postupov,
pomocou ktorych Ziak riesi ulohy. Inak povedané Ziak sa postupne uéi vyuzivat
stratégie ucenia sa, aby bol neskor schopny prevziat zodpovednost za riadenie svojho
uéenia. Je to ciel, ktory sa v odbornej literature definuje ako ,naucit Ziaka, ako sa
ucit” (learner training). Viac o tom piSe H. Holec (1995, s. 265) v tom zmysle, Ze
,naucit ziaka ucit sa znamena umoznit mu postupovat krok za krokom tak, aby sa
ucenie a osvojovanie cudzieho jazyka uskutocnilo”. Viaceri autori (O’Malley, Chamot,
apod.) rozliduju medzi u § I}Pv]3_AvCu] -3or& zdhitaj] stanovenie
ciefov, planovanie, monitorovanie, samostatné riadenie a vyhodnocovanie postupov
arieeni,a I}PVv]8_AvCu] 3 @ord sk jzko]spaté s priamym riesenim uloh
a zahtnaju jednotlivé kroky, analyzu, syntézu, indukciu, dedukciu, pisanie pozndmok,
a pod. V kontexte cudzich jazykov treba este uviest aj lJupv]l §_Av
*S(E S petodd su Uzko spaté s aktudlnym Ustnym prehovorom a ich Uspesnost
zavisi od predchadzajucich vedomosti Ziaka, jeho kreativity i samostatnosti pri ich
vybere so zretelom na danu situdciu. Snad' najdalej v tejto suvislosti pokrocila R
Oxford (napr. 1998, spolu s C. Namovou), ktora rozliSuje priame stratégie (direct
strategies) vratene pamate, kognitivnych stratégii a kompenzacnych stratégii;
a nepriame stratégie vratane metakognitivnych (metacognitive),
afektivnych(affective) a socialnych(social) stratégii.
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Vadsina badatelov sa zhodne v tom, Ze stratégie udenia je mozno ziakov naucit

a uplatnit ich, ako sme uviedli vyssie, pri rieeni réznych typov uloh. Vzhladom na to

Ze nas budu zaujimat predovsetkym Styly uéenia (sa), budeme sa na tomto mieste

nimi hlbsie zaoberat. J. Mare$ uvédza tzv. pracovnu charakteristiku Stylov ucenia:

,Styly ucenia su subtilné transsituaéné prejavy individuality ¢loveka. Predstavuju

metakognitivny potencidl ¢loveka. SU to postupy pri uceni, ktoré jedinec v danom

obdobi preferuje. Postupy, vlastné svojou orientovanostou, motivovanostou,

$truktirou, postupnostou, hibkou, elaborovanostou, flexibilitou. Vyvijaji sa

z vrodeného zakladu, ale obohacuju sa a menia sa v priebehu Zivota jedinca ako

zamerne, tak aj neuvedomene. Clovek ich pouZiva vo vidsine situdcii pedagogického

typu, v relativne mensej zavislosti na obsahovej stranke ucenia.” Povedané

jednoduchsie — Styly ucenia su individudlne spOsoby ucenia sa Ziakov. Pritom treba

zdoéraznit, Ze:

- sl to vlastné postupy, pri ktorych sa uplatiiuje metakognitivne uéenie sa (viem,
ako sa mam ucit);

- sl uplatiiované v ur¢itom obdobi Skolskej dochadzky (ale sa menia);

- sl zavislé na povahe uciva a predmetu;

- vedu k istému vysledku;

- vznikaju na vrodenom zaklade;

- rozvijaju sa spolupbdsobenim vnatornych a vonkajsich podmienok, do urcitej miery
ich mozno ovplyviiovat a menit (Mares, 1998, s. 239).

Styly uenia sa maju charakter metastratégie, ktord zdruZuje vlastné ucebné
stratégie, ucebné taktiky a ucebné operacie. Pri vyucbe cudzieho jazyka je velmi
dolezité, aby sme si uvedomili réznorodost Stylov ucdenia(sa) nasich Ziakov.
A.Trulikovd, frekventantka Specializaéného kvalifikaéného §tddia diagnostikovala $tyly
ucenia(sa) Ziakov ZS, ktorych udi. VyuZila pri tom dotaznik R.Oxford a dospela k tymto
zaujimavym zisteniam:

KIEunz dC%IW} § AEX 0 EXO6 EXD6 EXO EX
18 Iv_ |1 1] 11A

Pouzivanie zrakovy 30 38 33 36 21
zmyslov pri sluchovy 27 30 38 34 21
studiu prakticky 27 45 48 33 11
Vychadzanie extrovertny 50 68 73 58 29
s fudmi introvertny 6 7 12 11 3

Zaobchdadzanie intuitivny 41 58 68 56 27
s moznostami  konkrétno- 28 44 27 32 13

sekvenény
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Pristup uzavrety 37 26 26 27 15

k dloham otvoreny 28 62 54 55 22

Postoj globalny 46 68 72 58 27

k mysSlienkam  analyticky 18 26 28 26 13
Spoluziakov 51 70 74 60 31
v ro¢niku

Niektoré vysledky boli prekvapujice, ale pomohli autorke upravit vyucbu
anglického jazyka tak, aby stupla motivacia Ziakov a v3etci, i ti slabsi, boli zapojeni do
prace s cudzim jazykom nielen na hodine anglického jazyka, ale aj v domacej
priprave.

Tento priklad sndd’ podpori myslienku viacerych autorov, Ze uditel méze naucit
Ziakov ako sa ucit (cudzi jazyk) a pomdct im najst svoj Styl ucenia sa. J. Mares$ (1998,
s. 72), odvolavajic sa na vyskum, ktory sa uskuto¢nil vo Velkej Britanii, uvadza
9 znakov, ktoré su typické pre zlepsenie Stylov ucenia:

1. stimulovanie samostatného ucenia;
2. podpora osobného rozvoja Ziaka;
3. zadavanie takych problémov, ktoré su blizke redlnym Zivotnym situdciam (a to je

v cudzojazy¢nom vyucovani klticové);

4. stimulovanie Ziakov k tomu, aby sa zamyslali nad svojimi postupmi pri uéeni sa;
5. organizovanie samostatnej skupinovej prace bez zasahovania ucitela

(v cudzojazyénom vyucovani to moze byt napr. praca na projekte);

6. ucenie prostrednictvom ¢innosti (zname simuldcie, hranie roli, a pod);

7. pomahanie Ziakom, aby si lepSie uvedomili poziadavky uloZenych uloh a ucel
ucenia sa v danej situdcii;

8. praca na zadanom projekte;

9. jemné dolad'ovanie tradi¢nych metdd.

Na zaklade porozumenia Stylov ucenia sa pri formovani osobnosti Ziaka si
uvedomime, aké dolezZité postavenie formovanie autonémneho sprdvania sa.
Autondmne ucenie je jednym typom ucenia(sa), t.j. jednou z moZnosti aktivneho
a tvorivého rozSirovania moznosti Cloveka, jeho schopnosti prisposobit sa novej
situdcii. Inak povedané, je to schopnost jedinca neuspokojit sa z dosiahnutym, ale
¢inorodo napredovat vo svojom zdokonalovani sa v presnosti a plynulosti v cudzom
jazyku, a tak pochopit, Ze je to nekoneény pribeh, ktory sa deje nielen
prostrednictvom formalnej, institucionalnej vyucby, ale predovsetkym samostatnym
(autondmnym) ucenim (sa) v dospelosti prostrednictvom kurzov, televiznych
a rozhlasovych programov, studiom priruciek, ¢etbou i odbornych ¢asopisov, a pod.
To znamend, Ze ide o aktivne uplatiiovanie premisy o uceni, Ze je to proces
prostrednictvom ktorého sa meni chovanie jednotlivca v naSom pripade v kontakte
s cudzojazyCnym prostredim. Ak sa to esSte navySe deje na zaklade slobodného
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rozhodnutia jednotlivca cize uplatnenim jeho autondémie, mozno aplikovat
Maslowove zavery, Ze sa tym otvaraju uciacemu sa cudzi jazyk neohranicené
moznosti vlastného rastu a rozvoja, ale predovsetkym uvedomenia si vlastnej
zodpovednosti za to o kolko a do akej kvality sa moje Usilie posunie smerom
k ,,vrcholu pyramidy”, teda k mojim cielom a potrebam v oblasti ovladania cudzieho
jazyka. Je to, samozrejme, neoddelitelne spaté s efektivnym vplyvom vnutornej
motivacie a pozitivnych incentiv, pretoze bez motivacie neexistuje zZiadna ¢innost, ani
ucenie a osvojovania cudzieho jazyka.

MozZno prave preto sa autonémia a samostatnost ¢i nezdvislost Ziaka od riadiacej
prace ucitela dostava v sucasnosti do popredia zaujmu teoretikov i praktikov vo
vyucbe cudzich jazykov. Zdo6raziiuje sa potreba samostatného rozhodovania
a zodpovednosti za obsah i hibku osvojeného viac na strane Ziaka, ako utitela.
PovaZujeme to za nieco nové, inspirujuce a demokratizujuce vyucbu cudzieho jazyka.
Je to vsak skutocne tak?

Vysledky historického a filozofického badania dokazuju opak. Ved uZ Kant, ale
v suvislosti s anglickym jazykom aj Mill (17. stor.) rozvijali myslienky slobody,
samostatnosti a autondmie v rozhodovani individua. Podla Milla , autonédmna
osobnost mysli, citi, utvara si svoju mienku a nazory. Autondmia znamend teda
myslenie a konanie za akymkolkvek uUcelom a akymkolvek sp6sobom, ktory
neposkodzuje inych..” (Mill, 2001). V tejto suvislosti nembzeme nespomenut
J. A. Komenského, pretoZe on nechdpe autondmiu len zvonka, t.j. nezdvislost od
inych, ale ako esencidlnu charakteristiku Cloveka. V pedagogickom kontexte to
pravdepodobne znamena vytvarat takd atmosféru v cudzojazytnej triede (a nielen
v nej), aby uciaci sa mohol slobodne vyjadrovat svoj nazor (aj na vyucovaci proces)
a naudil sa respektovat nazory svojich spoluziakov a predovsetkym ucitela, ale aj
inych fudi mimo triedy a skoly. Inak povedané, autondmia je socidlny proces, ktory je
zaloZeny na schopnosti spoluprace, ale aj schopnosti seba-reflexie a seba-
hodnotenia.

Mozno, keby sme boli désledne uplatriovali Komenského myslienky o skole hrou,
ked ucenie (sa) je potesenim a uspokojenim vnutornej harmédnie, Ci reSpektovanie
osobnosti Ziaka a jeho moznosti, boli by sme na tieto ,,nové” techniky prisli uz skér.
PretoZe vsetky definicie autondmneho ucenia (sa) sucasnosti stoja v podstate na
dolezitosti ochoty a motivacie uciaceho sa prevziat velky podiel zodpovednosti za to,
¢o sa naudi, kolko a do akej hibky. A to nielen v $kole, ale aj v domacej priprave.
Presun vacsiny zodpovednosti pri osvojovani si cudzieho jazyka z pliec ucitela na Ziaka
je v podstate aj mottom Spolo¢ného eurdpskeho rdmca a najma jeho Portfélia. Prave
cez Portfédlio si Ziak formuje a sebareflektuje databazu progresu v osvojovani
cudzieho, ¢i cudzich jazykov. Portfélio a Pas predstavuju rozvijanie autonémie az do
dospelosti. Urcite je tu este vela nezodpovedanych otdzok — najméa v naSom kontexte,
ktoré si vyziadaju dalsi vyskum, aby obraz autonémneho uciaceho sa nadobudol
kontrétne parametre.
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V tedrii vyucby cudzich jazykov sa vSak v sucasnosti snazime vytvorit bazu pre
pochopenie autonémie Ziaka, ucitela a procesu na réznych (i vsetkych) typoch skél,
ale ako na to reaguju ucebné osnovy, Standardy ¢i iné Skolské dokumenty?
Predovsetkym ucebnice cudzich jazykov — ¢i si budu udiaci sa za pomoci ucitela tvorit
uéebny material sami a u¢ebnicu nepotrebuji? Mozno v tom mdzu byt napomocné
samovzdeldvacie centra (self-access centres). Domnievame sa, Ze na uplatiiovanie
autondmnosti ¢i autondmie je potrebné dozriet. Preto Ziaci a Studenti potrebuju
citlivého, vnimavého poradcu, usmerfiovatela a facilitatora v osobe ucitela, ktory ich
v malych krokoch ,,nauci” uplatiiovat stratégie autonémneho ucenia a spravania. Inak
povedané, Uspesnost tejto prace uditela bude zavisiet aj od toho, do akej miery sa
bude sdm vychovévat k autonédmnemu spravaniu; do akej miery si uvedmi silu svojho
vplyvu na uciacich sa, do akej miery pochopi pedagogicko-psychologické zaklady
tohto procesu a nakolko bude uUspeSnym riadiacim prvkom v triede smerujlcej
k autondémii, t.j. nakolko pochopi, Ze uUspech vyucovacieho procesu je vlastne
spolo¢nym dielom uditela a Ziakov — meni sa len ich vzajomny podiel na jeho
realizacii.

Na druhej strane nie je to len otdzka riadenia vyucovacieho procesu v cudzom
jazyku, ale Ziaka treba viest k autondmnosti a samostatnosti v celom vyucovacom
procese, a nielen na hodinach cudzich jazykov, avSak pre potreby tejto Studie
ostdvame na platforme cudzieho jazyka.

Pokisme sa na tomto mieste charakterizovat samoriadiaceho ¢ize autonémneho

uciaceho sa. Snad' najvystiznejsie ho charakterizuje Hedge (2001, s. 76):

- Ziak pozna svoje potreby a produktivne spolupracuje s ucitefom pri plneni
vytycenych cielov;

- ucisav triede aj mimo nej;

- vie pracovat s u¢ebnym materidlom;

- vie vyhladavat informacie;

- vie aktivne mysliet;

- vie prisposobit stratégie ucenia a v pripade potreby zlepSovat proces ucenia;

- vie si zadelit ¢as.

Vyssie uvedenu analyzu roznych nazorov na autonémne ucenie a jeho doleZitost
re rieSenie Zivotnych situacii mézeme syntetizovat v tom zmysle, Ze Ziak bude poznat
a pochopi svoje myslienky, bude schopny uplatnit stratégie ucenia, ktoré si osvojil.
Ziak nadobudne sposobilost spravat sa v&irsich stvislostiach, teda bude vediet
uplatriovat svoju identitu v spolo¢nosti, bude vediet aplikovat etické a moralne
vlastnosti vsulade so spoloéenskym spravanim, bude schopny regulovat
a cielavedome riadit svoje konanie a pochopit svoje zaujmy, obmedzenia a potreby
a stanovit si vlastné ciele na ich realizaciu.

V neposlednom rade udrzat pozornost pri prijimani informécii, schopnost vyuzivat
dostupné materidly pri samostatnom $tudiu, schopnost uvedomit si vlastnych silnych
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a slabych stranok pri uéeni sa, pretoze ak sa Ziak nauci ucit sa bude to povaZovat za

»schopnost pokradovat a zotrvat v ueni sa, organizovat vlastné ucenie sa (...). Tato

kompetencia zahffia uvedomenie si procesu ucenia sa a potrieb jednotlivca, uréenie

dostupnych prileZitosti aschopnost prekonat prekazky na Gcel Uspesného
vzdeldvania sa. Tato kompetencia znamena ziskat, spracovat a prispdsobovat nové
vedomosti azrucnosti (...), aby stavali na predchddzajucom vzdelani a Zivotnych
skusenostiach (...). Motivacia asebadbvera su pri tejto kompetencii jednotlivca

rozhodujuce” (Turek, 2009, s. 2).

Vieobecné kompetencie mbézeme uzavriet Z WE]+5] IEu] | EAk jo ek
schopny ich uplatiiovat v praxi, tak vie

- prijat novu skdsenost aschopnost vyuzivat dalSie kompetencie v Specifickych
situdciach ucenia sa;

- hladat, pochopit a v pripade potreby odovzdéavat nové informacie;

- wvyuzivat informaéno-komunikacné technoldgie a média, napriklad vo vyucbe
cudzich jazykov moze vyuzivat informacie a rézne Gdaje z internetu, vie si vybrat
tie, ktoré potrebuje pre rieSenie uUlohy, vie pracovat stextom, ktory najde na
internete, vie tieto informacie spracovat a oboznamit s nimi ostatnych, a pod.

Z vyssie uvedeného v podstate vyplyva, Ze vSeobecné (klucové) kompetencie by
mali byt sufastou vyucovacieho procesu, pretoze pomocou nich sa Ziak pripravuje
pre Zivot, ale Uspech tohto procesu zavisi podla mna od toho do akej miery sa bude
realizovat v tvorivych Cinnostiach, kde aktivitu prevezme Ziak za predpokladu, Ze
Cinnosti budu reSpektovat jeho mentdlnu vyspelost, osobnostné predpoklady,
motivaciu a pripravenost.

Doteraz sme sa venovali rozvijaniu vSeobecnych kompetencii len u Ziaka, ale
dolezité je identifikovat vSeobecné kompetencie aj u uéitela, pretoze ,ucitel by mél
tedy disponovat nejenom Sirokym vseobecnim a odbornym rozhledem, ale také
souborem pedagogickych kompetenci, které se stanou vychodiskem jeho komunikace
se zaky. To vSe se odrazi v jeho pojeti vyuky, jez se promitne do jeho vyucovaciho
stylu” (Nelesovska, 2005, s. 11).

A preto je potrebné uvaZovat nielen o véeobecnych kompetenciach u Ziaka, ale aj
u ucitela. Inak povedané treba pedagogické spoOsobilosti (kompetencie) aj ucitela
cudzieho jazyka brat do Gvahy. Mam na mysli tie, ktoré st predpokladom Uspesného
pbsobenia akéhokolvek ucitela. Vtomto kontexte sa stotoZfiujem svymedzenim
tychto kompetencii/spdsobilosti so V. Svecom ,,ako exteriorizované spdsobilosti maju
charakter Ccinnosti, vktorych si vrdznej miere zastupené prvky Ccinnosti
myslienkovych, socidlno-komunikativnych atiez psychomotorickych. Pri realizacii
spoOsobilosti spojenych s projektovanim a hodnotenim vyucby a vychovy dominuju
¢innosti myslienkové, pri pedagogickej komunikacii vystupuju do popredia cinnosti
socidlno-komunikativne“ (Svec, 1998).
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Viaceri autori sa pokusili o klasifikaciu vseobecnych ucitelskych kompetencii. Podla
Manaka k zakladnym pedagogickym spOsobilostiam patria:

- pladnovacie Cinnosti;

- spoOsobilosti potrebné na realizaciu vyucovacej hodiny;

- riadiace sposobilosti;

- spoOsobilosti potrebné na udrZanie discipliny v triede;

- sposobilosti na zabezpecenie priaznivej klimy v triede;

- diagnostické spOsobilosti spojené s kontrolou a hodnotenim;

- autodiagnostické sposobilosti, ktoré suvisia so sebahodnotenim.

K tymto vseobecnym kompetencidm sa u ucitela cudzieho jazyka pripaja aj
jazykova kompetencia, ktora velmi vyznamne ovplyvriuje efektivnost cudzojazycne;j
hodiny. V sucasnosti nezanedbatelnt ulohu zohrdva aj zrucnost ovladat IKT
technoldgie Cize mat ]P]S ovp |} u%s delem]nozvijat ju aj uZiakov, a tak
rozvijat ich samostatnost, autondmne ucenie a pracu s autentickym materidlom. Inak
povedané ucitel cudzieho jazyka by mal rozumiet tymto technolégidm a vybrat
vhodny materidl pre rozvijanie napriklad prace stextom. Ovladanie digitdlnej
kompetencie umoziuje ucitelovi jej kritické pouZivanie na hodinach cudzieho jazyka
s cielom podporit rozvijanie digitalnej kompetencie aj u Ziakov.

Ucitel' by si mal uvedomit, Ze IKT maju svoje obmedzenia, ale podporuju
komunikaciu a prostrednictvom nej vymenu informdcii andpadov. Efektivne
vyuzivanie IKT je mozné docielit spravne volenymi cielmi avystupmi.
V cudzojazy¢nom vyudovani umozfiuju rozvijat Citanie s porozumenim, prehlbovat
slovnu zdsobu i gramatické ucivo a pri praci na projektoch aj timovu pracu. Takym
spOsobom sa u Ziakov rozvija vztah k druhym, k ich ndzorom a navrhom rieseni; Ziaci
sa naucia respektovat iny ndzor, naucia sa pocivat sa navzajom.

2. Komunikacné jazykové kompetencie
Uvodom chcem este upozornit na $pecifikd cudzojazyénej vyueby na zakladnych
Skolach aj so zretelom na vSeobecné kompetencie. V obidvoch Urovniach (A1, A2) sa
za vSeobecné kompetencie povazuju tie, ktoré nie su charakteristické pre jazyk, ale
ktoré su nevyhnutné (ako sme videli vyssie)pre rdzne ¢innosti vratane jazykovych.
Vymenujeme aspon niektoré:
- vedome ziskat nové vedomosti a zruénosti;
- opakovat si osvojené vedomosti a zru¢nosti;
- uvedomovat si stratégie ucenia sa;
- pochopit potrebu vzdelavania v cudzom jazyku;
- doplfiat si vedomosti arozvijat redové zrucnosti, prepdjat ich sprv
nadobudnutymi a vyuzivat ich aktivne pre dalsi rozvoj;
- kriticky hodnotit svoj pokrok, prijimat spatnu vazbu a uvedomit si svoje moznosti
pre dalsi progres v jazyku;
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- udrzat si pozornost a motivaciu pri plneni Gloh;

- porozumiet zadanie a ciel Ulohy;

- Ucinne spolupracovat v skupindach, dvojiciach, time;

- vyuzivat dostupné materidly a IKT pri samostatnom studiu;
- byt otvoreny kultdrnej a etnickej réznorodosti.

MoZeme teda konstatovat, Ze nadobudanie tychto kompetencii sa deje v priereze
jednotlivych predmetov, pretoZe aj v nich je jazyk (sice materinsky) prostriedkom,
ktory ,. komunikuje” informacie, fakty a obsah tychto predmetov. V cudzojazy¢énom
vzdeldvani ony priberaju jemné odlisnosti typické pre jazyk a pomdhaju kreovat
komunikaéné kompetencie.

2.1 Komunikacné jazykové kompetencie

2.1.1 Lingyvisticka kompetencia

Vacsina odbornikov (inkluzive SERR) sa zhodne vtom, 7e i ICI}A - 1}u%o
treba chapat vo vdetkych jej zlozkach, t.j. lexikalne, fonologické, syntaktické
vedomosti a zrucnosti a dalSie dimenzie jazyka ako systému, bez ohladu na
sociolingvisticki hodnotu jeho varidcii a pragmatické funkcie rozlicnych spbésobov
jeho pouZivania. Autori SERR vSak upozorfiuju aj na to, Ze ,kazdy jazyk sa neustdle
vyvija“, a tak je jazykovy systém v neustdlom pohybe. Na druhej strane, ak berieme
do uvahy Ziaka zdkladnej sSkoly je nevyhnutné do urcitej miery limitovat tento
jazykovy systém so zreteflom na jeho psycho — motoricky vyvin. Naznacuje to aj
Hartanska, ked' tvrdi, Ze ,z lingvistického hladiska sa na zékladnej Skole kladie doraz
na rozvijanie recovo-analytickych schopnosti, jazykového citu, sluchu, pamati,
podnecovanie myslienkovej arecovej tvorivosti (Hartanska, 2004, s. 21). Podla
L. Cameronovej (a v podstate aj v sulade s nasou pedagogickou dokumentdciou pre
urovne A1) klucovou zloZkou osvojovania jazykovej kompetencie je budovanie
slovnej zasoby, ale aj gramatiky. ,Children will ask what a particular word means, or
howto say a word in the foreign language, and, in learning to read, the word is a key
unit in building up skills and knowledge” (Cameron, 2009, s. 73).

Podla mdjho nazoru nesmieme zabudat ani na vysledky vyskumov L. Vygotského,
ktory uZ v Sestdesiatych rokoch minulého storocia upozorrioval na to, Ze slova, ktoré
si malé deti osvojuju v cudzom jazyku, maju velkd vahu. Podla neho su to prave nové
(cudzojazytné) slova, ktoré uvadzaju malého Ziaka do sveta cudzieho jazyka.
(Vygotskij, 1970) Aj dalsia jeho myslienka je na zamyslenie. Vygotskij upozornoval aj
na to, Ze aj ked' sa nam zd3, Ze dieta priklada slovam ten isty vyznam, ako my dospeli,
nemusi to dokazovat, Ze ho aj tak chape. PodcCiarkuje to potom fakt, Ze osvojenie
vyznamu slov je proces nadvdzovania jednotlivych krokov smerom k spravnemu
porozumeniu ich obsahu a to potrebuje svoj ¢as. Inak povedané ,(...) our production
races ahead of our comprehension, and vocabulary development is a continuous
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process, not just adding new words but building up knowledge about words we
already know partially. (...) vocabulary development is about learning words, but that
learning words is not something that is done and finished with. Learning words is
a cyclic process of meeting new words and initial learning, followed by meeting those
words again and again, each time extending knowledge of what the aords mean and
how they are ised in the foreign language” (Cameron, 2009. s. 74).

V priebehu tohto procesu si Ziak uvedomuje akou komplexnou jednotkou slovo je,
pretoze ma svoju (pisanu) formu (v angli¢tine odliSnd od hovorenej) a sémanticky
obsah CiZe vyznam, pretoZe nieCo pomenuva, oznacuje. Presvedcenie, Ze ¢im viac Ziak
prichddza do styku so slovami v odliSnych situaciach, tym lepsie si ich zapamatd, nie
je ni¢ nové. Dokladné osvojenie slova (izolovane i v kontexte), teda jeho uchovanie
v dlhodobej pamiti, je kfu¢ové pre zvladnutie o A ]l ov i |} u %kossécaiti
lingvistickej kompetencie, a to vyuzitim réznych foriem a metdd prace s jazykom vo
vyucCbe: aktivity zamerané na zapamdatdvanie (pozri vysSie citat Hartanskej),
pocuvanie a predvedenie slova/slovného spojenia, poclvanie a nakreslenie pocutého
slova, i slovné hry, a pod.

Vsimnime si, alebo si spomerime, ako si deti osvojuju slovnu zasobu materinského
jazyka. Budete urcite so mnou suhlasit, Ze najma v ,spolupraci” s dospelymi. Tato
spolupraca je vSak Uspesna aj pri inych Cinnostiach. Dieta sa tvorivo hra s pomocou
dospelych, oni mu pomahaju v hladani najvhodnejsej cesty ako aktivitu, hru, ulohu
zvladnut. Ide v podstate o akusi socidlnu interakciu. Takou je aj rozpravanie pribehov,
ktoré su studnicou slovnej zasoby aj pre cudzi jazyk, pretoze Ziak ma mozZnost
osvojovat si slovnu zdsobu nepriamo, priam nahodne, najma ak je pribeh alebo
rozpravka podobna s rozpravkou, ktord poznaju z materinského jazyka.

Podla Cameronovej pristup k osvojovaniu novych slov ma u Ziakov svoj vyvoj. Kym
mali Ziaci si osvojuju slova skér v kolokaciach, starsi Ziaci su skoér schopni pochopit
vztahy medzi slovami avyuZit paradigmatickd organizaciu slov avyznamov, a tak
pochopia ulohu ,,content words and grammar words“ (Cameron, 2009, s. 98). Tu je
vhodné upozornit na vyssie uvedené respektovanie a pochopenie rol uéebnych Stylov
a stratégii u malych Ziakov.

Spravne osvojenie slovnej zdsoby je stavebnym kameriom osvojovania cudzieho
jazyka, avsak bez ovladania gramatiky, ktora spdja tento staveny kamen do pevného
a spravne kédovaného cudzojazycného diskurzu, to jednoducho nie je mozné:

,»(...) grammar is necessary to express precise meanings in discourse; grammar ties
closely into vocabulary in learning and using the foreign language; grammar learning
can involve the learning of chunks of language; talking about something meaningful
with the child can be a useful way to introduce new grammar; grammar can be
taught without technical labels (Cameron, 2009).

Inymi slovami Cameron upozoriuje, Ze nestaci naucit Ziakov osvojit si slovnu zasobu,
ale plynulo prejst aj na zékladnej skole ku gramatike, a to prostrednictvom vhodného
kontextu a neformdlnymi metédami. Vhodnym kontextom je napriklad organizovanie
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vyucovacieho procesu v triede, ked' poZiadame Ziakov, aby nam pomohli s pripravou
pomécok pre niektord aktivitu. Inou moznostou je rozhovor o zndmej téme, napriklad
o udalosti vrodine, a pod. Zndme su aj aktivity s manaskami, alebo rézne kvizy,
aktivity sinformacnou medzerou, ktoré umoZnia neuvedomene porozumiet
fungovaniu gramatickych Struktir bez teoretického vykladu.

2.1.2 Sociolingvisticka kompetencia

A} J}o]vPA]«38] | |}da%taBuje np sociokultirne podmienky pouZivania
jazyka, CiZe ,sa zaobera poznanim azruénostami, ktoré su potrebné na zvladnutie
spoloéenskych dimenzii jazyka“. (SERR, 2006) Svojou citlivostou voci spolocenskych
konvencidm (pravidla zdvorilosti, normy, ktorymi sa riadia vztahy medzi generaciami,
pohlaviami, triedami a socidlnymi skupinami, jazykova kodifikacia urcitych zdkladnych
ritudlov v Zivote komunity) sociolingvisticka zlozka vyrazne ovplyviiuje celd jazykovu
komunikaciu medzi predstavitelmi rozli¢nych kultur, hoci sa ¢asto stava, Ze Gcastnici
komunikacie si jej vplyv vobec nemusia uvedomovat.

Ide o ukazovatele spoloéenskych vztahov, zdvorilostné frazy, ustélené spojenia,
ale u mladsich Ziakov sa jedna o nadviazanie zakladnej spolocenskej konverzacie tak,
Ze Ziak pouZije tie najjednoduchsie spdsoby vyjadrenia pomocou jednoduchej slovnej
zasoby a gramatickych Struktur.

2.1.3 Pragmaticka kompetencia

WE Pu S] | |}u%sa Zaobefa funkénym vyuzitim lingvistickych zdrojov
(tvorenie jazykovych funkcii a recovych aktov), vychddzajuc zo scenara zauZivanych
noriem a tradicii cudzieho jazyka. Zaobera sa, napriklad aj zvladnutim jazykovych
prejavov, ich sudrznostou a vnutornym usporiadanim ¢i identifikaciou typov textov
aich Struktudrou. U mladsich Ziakov na drovni Al sa interpretuje vtom, Ze dokazu
spajat slova alebo skupiny slov pomocou najzékladnejsich linedrnych spojovacich
vyrazov a dokazu zvladnut velmi kratke izolované a vacsinou naucené vypovede. Na
urovni A2 Ziak rozvija tuto pragmaticki kompetenciu a dokaze sformulovat svoje
myslienky vsulade svyzadovanou stratégiou; jazykové prostriedky vie funkéne
vyuzivat na ziskanie informacii, na jednoduché vyjadrenie odmietnutia, tuzby,
zaujmu, prekvapenia, strachu apod.; dokdZe naplnit interakciu pomocou
jednoduchého textu; dokaze zacat, udrzat i ukoncit kratky rozhovor; dokaze pouzivat
vhodné konektory na spajanie viet do vacsich celkov.

Z vyssie uvedeného vyplyva, Ze vseobecné a komunikacné jazykové kompetencie
treba formovat a rozvijat od zaciatku Skolskej dochddzky. Ako sme vysSie pochopili
nie je to jednoducha uloha pre ucitelov cudzich jazykov. Vyzaduje si citlivy pristup
a porozumenie vyvinovych procesov najma u mladsich Ziakov, pretoze v mladsom
Skolskom veku sa tvoria zaklady nielen jazykovej Urovne Ziakov, ale aj zaklady pre
dlhodoby proces rozvijania osobnostnych vlastnosti jedincov pre Zivot. Podla mna je
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dolezité najst spravne formy a metddy prace ucitelov a $kol, aby sa vsetky vseobecné
i jazykové kompetencie rozvijali v prospech Ziakov a Studentov.
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COGNITIVE ACTIVITIES AND CULTURAL EDUCTION

Eva Stranovska, BoZzena Horvathova

1. Culture and cognition — cognitive theories of culture

Quotation from Al-Absi and Al-Absiova, “To be able to tolerate each other, we
need to know and understand each other” (2008, translated by BH) describes current
issues in the modern world as a place where many cultures encounter. This supports
wide cultural and cognitive dynamics and the ongoing processes in it. The current
processes of globalization, which increase the risk of xenophobia and nationalism,
the need for mutual tolerance, knowledge, empathy and cognitive structuring or
thought flexibity towards the cultural transmission of knowledge is even more
urgent. The questions arise: What are the causes of understanding and
misunderstanding among individuals? Why and how do different language groups
and styles originate? How are language, communication, culture and processing of
language and culture connected with each other? From this point of view, we attach
great importance to cognitive anchoring of the individual within culture and
language. We emphasize its importance not only in preparation of intercultural
encounters, cultural transmission, integration, adaptation, or stereotypes of different
cultures, but particularly in the cognitive processing, acceptance of cultural and
linguistic artifacts, which affect the undestanding and misunderstanding of the
foreign language.

Culture has an impact on the overall perception of people; it is reflected in their
thinking and in the area of their emotions. It should be noted that many differences
in the behavior of different groups have their origins in cultural differences and not in
racial or biological nature. Vygotskij (in Vyrost, Slaménik, 2008) was inspired by
Piaget's theory of cognitive development, which emphasizes the importance of
culture in the life of adults and especially in lives of children. It states that the child
gradually changes its thinking and behavior depending on the culture in which it
grows up. It follows that a person is already affected and directed from the early
childhood. Vygotsky's socio-cultural theory, which focuses on explaining how the
culture — its values, beliefs, customs and social group skills are transmitted from
generation to generation, is significant as well.

According Takac (2003, in Bacova 2009), linguistic structures in the population are
transferred vertically (from parents to children) and horizontally (communication
interactions among equal members of the population). The language is not
transferred as a static constant system, but it is subject to development as well;
neoplasms appear, archaisms disappear, some grammatical exceptions are regulated,
etc.
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Takdc¢ understands $Z HOSHE 0 SE veu]ee]}2003 ioBatBvg, 009) as

an evolutionary process with the following characteristics:

- Transmitted structures are stored in the memory of individuals and not in the
genes.

- The transfer is secured by behavioral imitation (learning) and not heredity.

- The sources of variability are the errors in imitation-acquisition process (eg.
excessive generalization or specialization) as well as noises in the production or
conscious innovation of speakers. A particular form of language is the result of
different selective pressures — maximizing of communication success, minimizing
of cognitive processing and memory load, time efficiency and limitations given by
the sensomotoric apparatus.

hv E&<§ yDY¥Huv &S v JvP }( (}& ]Pv o vPu P ]« ]v(o
( S}E-W

/Ivd Eep i 3]A]JSCW ¢Z E pupuv E+35 v JVPe

X
[ }o}PCU ] Wusdetstanding/Misunderstanding W pHOSUE 0 v [}PV]?
v o] ( Cv u] -
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Intersubjectivity as a concept spans disciplines and methods from the
phenomenological to the biological. It is arguably the most promising conceptual
resource for unifying approaches to cognition, emotion and interaction studies, and it
has an important comparative (cross-species and cross-cultural) dimension. It is also
becoming increasingly important in the study of interactions between humans and
artificial agents.

Potential topics include — but are not limited to: ZdZ }EC }( u]v [ Vv
%eC Z}o}PC[V :}]vS 88 vS]}v v Slivv ~"Z &E IviAo |

v o EV]vPV u% S$ZCU ]Ju]s S]}v v u]u ]V dEu-SU
§Z }ECYu AH%0®} ] 0 JvS E S]}vU v pE&} }viu] X
it E8 ( 8 v Vv] Z W +Z E A}CEo -

An increasing body of research has argued that one of the defining features of
human activity is the widespread collaborative construction and use of objects,
material as well as virtual. The sharing of meaningful outer worlds, in a physical,
mental and semantic sense, appears to allow for coordination of action and
establishment of joint understanding, while the inscription of objects in chains of
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intentionality is one of the defining features of technology. Similarly, situations of
misunderstanding may be both caused by and indexed by ,living in different worlds,
in both a literal and a metaphoric sense. An examination of artefacts and niches, that
is, of the properties, uses, and limits of shared worlds, objects and technologies, is of
crucial importance for the issue at hand.

Potential topics include — but are not limitedto: }PVv]3]A &ES§ ( S« v A&
ul}Juvs ~8Z]Jvl]vP Al3Z v S3ZE}uPZ 3Z)joBp®E & VPHA P

ul}3] u ] 8]}vV E}Eu 3]A]18C Jv A 0}%s&]vIE0o%S(EA]SC

S P}YE] 0 % E %S]}vv d Zv}o}P] ooC pPu vs tuup

it poSuE o v }PV]S]A Cv u] -

In the actual world of human interaction, processes of understanding and
misunderstanding are deeply embedded in particular cultural contexts, and they play
themselves out in a historical perspective. This contextualisation may be difficult to
capture in a purely experimental approach, as such factors are typically among those
that controlled experiments will attempt to factor out. However, the dynamics of
understanding and misunderstanding, as they are enacted and experienced by
concrete individuals, are often largely incomprehensible without taking into account
cultural and historical contexts. It is therefore crucial to understand how
misunderstanding and understanding are related to agreement and disagreement
within and between complex multicultural and intercultural settings.

Potential topics include — but are not limited to: %S S]}vU Jvs PE 8]}
]Jvs EP v (E RP}SYUE 0 SE veu]ee]lvV A 0}%u v3 o SE i

V }pvs E- v MOSUE o JvV}A 8]}vV > vPu P Z vP v

}vs £3 }( Po} o]l 8]}v v ZPo} o VvPO]*Z[V ]* JuE-
]JvS E HOSUE o JueVvE S|E%JVP v lv(o] 8V > vPu P
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Recent political violence in Europe and the rest of the world has clearly
demonstrated that processes of nderstanding and misunderstanding are not just a
linguistic, cognitive or psychological issue. At the level of action and interaction, they
are major socio-political topics, and they tie in with questions of ideology, identity
and belief (including religious faith). The frameworks for understanding
understanding and misunderstanding developed in the other key concepts may
therefore provide an initial platform for charting dynamic relations between personal
and socio-cultural identity.

Similarly, the understanding of understanding and misunderstanding produced at
this level contextualizes and situates analyses at other levels.

Potential topics include — but are not limited to: DpoS] HOSHE O] uW ]
pMv &S v JvPU u]epv Ee*S v JVP v tv(o] §(CE]eFaEHSY} V'

v }8Z v W €& o]P]J}vU 8Zv] ]SCU v S]}v o]SCU P v
}( IviAo P v 0] ( ~& o]P]}vU « ] v VvV uP]se]v v
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2. Cognitive structuring

In the next section we analyze the structuring of cognitive processes for deeper
penetration into the cognitive processing of language and culture. We perceive the
support of language and culture understanding Jv §Z v E + }( §Z ]c

E 3 FRA] *3Eu SPE U Jv 82 ] 0 1d¥ €ocihl pheSorReh@Eofi 3]} v
situations which individuals encounter within the culture as a whole. dZ % (E} <+ }

§ PYE]ItS]PRV]S]A & Espthd guligdat Bf many studies of cognitive,
personally and socially oriented linguists and cognitive psychologists. They focus in
particular on the correlates, which are involved in the preferred method of
categorization, information processing, decision making, coping strategies and so on.

(In Sarman Schuller, Gerekova, 2002).

Euv Eie kbdwj e SZ 1EC }( e+ S€Feps t HHE classification of
perceived objects, whether things, persons or events into classes according to the
identity of certain characters (Ndkonecny, 2000). According to him, learning the
structure means learning to recognize relationships among different cultures.

According to Kelly (in Vyrost, Ruisel, 2000), we create __* § }( % (Eelv g }VveS
we perceive the world through a filter, which is created by our personal constructs —
characteristics (dimensions), we use for the categorization of events and people (we
determine the similarities and differences among traits). We use these constructs to
anticipate, to predict events. Our thoughts, feelings and behavior are largely
determined by them.

Bar — Tal (1999) points to the “ }PV]3]A 3 EE pr &je@olivation as a
process that facilitates achieving the security by filtration of inadequate information
and he claims: When a person processes information gradually, the information is
assimilated within the cognitive structure and becomes usable.

Neuberg and Newsom (1993) consider the cognitive structuring to be a means of
understanding the relationships in the world, to which they attach an attribute of
relative spontaneity and automatism. If a person is equipped with a simple and rigid
system of cognitive structuring, he or she still uses the same constructs and still
makes the same mistakes. The research has shown that people with higher level of
cognitive structuring have better communication skills and they manage stress and
stress situations better (Burger, 1993, in: Vyrost, Ruisel, 2000).

Cognitive structuring is associated with tolerance of uncertainty. Tolerance of
uncertainty deals with the way an individual (and the whole group) perceive and
process information about uncertain incentives and situations or situations that are
considered to be uncertain, if there is a confrontation with a group of unknown,
complex or inkongruent keys. Bochner (1965) attempted to carry out a categorization
of the so called primary and secondary characteristics of uncertainty tolerance.
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- rigid dichotomisation into fixed categories (the need for categorization);

- search for certainty and avoidance of uncertainty (the need for certainty);

- inability to accept the coexistence of positive and negative features of the same
object, for example good and bad features of the same person;

- acceptance of attitudes which are rigid (black-white image of the world);

- preference of the known to the unknown;

- rejection of the different or the unusual;

- resistance towards the reversal of apparently fluctuating incentives;

- quick selection and insisting on one solution in a situation of perception
uncertainty;

- early termination.

Nty G ( SHE W
- authoritarianism;

- dogmatism;

- rigidity of mind;

- ethnic prejudices;

- disability to be creative;

- anxiety;

- aggression.

Notable is the dimension of risk tendency to the relationship of innovation and
preparedness to risk, which requires from the individual overcoming of the used
stereotypes, stepping out of the routine, willingness to cross one’s borders, readiness
to make changes (willingness to change one’s customary belief, behavior, attitudes,
simple structures) and eagerness to cope with ambiguity, uncertainty and insecurity.
These characteristics are considered to be extremely important for $Z }IPV]3]A
%o E} eo]§P }§ EP S o vPu P.Individuplowith@ich preferences are
characterized by low levels of the %o %0 (E} %0 E] S 35 (hljke $ndidEduals with
high levels of structure need who can not cope with ambiguity, who prefer simple
process of reasoning, who have little willingness to change attitudes, belief and faith,
even when they encounter new information.

dZ }JveSENU 8 }( %o E-}Vv iothedfEtigal pdded on the assumption
that the ability to reduce the uncertainty of the situation is significantly more bound
to a higher ability to solve new situations or to cope with stress situations which are
frequent when encountering foreign cultures and languages. That's why, it is
necessary to focus on the increase of the capabilities of thought flexibity in the
learning process, so that we are ready to manage the elements connected with the
cognitive processing of culture, such as:
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- HOSUE o (Wheoahtigely opposed and irreconcilable cultures meet — the
background of the conflict is mostly built by different value systems and different
social norms. When two cultures encounter weak conflicts always arise);

- M 0 § U Etakihgwver of the elements of one culture by another. What, when
and which culture takes over depends on many factors — the economic power of
culture, the effect of mass media, the strength of value systems, the lifestyle, the
cohesion of the social group and others. The acculturation process is a usual
process of the cultural exchange. In its other effects it may lead to the cultural
integration in form of assimilation of one culture to the other);

- ]JvS E poSUE o0 MMculthres and Jthid? representatives live peacefully
side by side, they tolerate and accept each other, they feel free to exchange their
knowledge and cultural artifacts. Similar situations develop especially in border
regions such as Central Europe, where on a relatively small area there are many
cultures situated);

- HOSUE (tZi} important to remember within the context of language
learning that the desired result may not appear immediately. This means that
reactions can be different, both positive and negative. It is possible that learners
will experience a culture shock or perceive the different culture as a stereotype;
thoughts, feelings and actions of the students can be negative towards a certain
group of people. However, it is possible to improve these drawbacks by increasing
the tolerance and empathy.

- An important aspect of language learning is mainly the A & v s+ }( ](( &

HOSUE o (& inclulipgelen the own cultural background of the learners.
Another aspect is teaching the pupils to be able to look at their own environment
from the outside perspective. It is important that language teachers embrace all
these aspects so that they can lead their students into the process of language
acquisition.

The conclusions of studies of cognitive structuring particularly for individuals with
high level of personal need structure (PNS) can be summarized in the following
findings.

Individuals with high need for structure have strong preference for:

- simple, uncomplicated organization of the information;

- application of already obtained social categories into new, uncertain situations;

- relatively simple processes of reasoning and thinking;

- little willingness to change attitudes and beliefs when facing new information;

- generalization of the experience of failure into learned helplessness;

- susceptibility to depression;

- lesser complexity of memory structures;

- arranging social interactions in order to avoid complexity while maintaining a
simple structure;
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- strong emotional responses to events that disrupt the adapted scheme and
activities;

- high need for structure is positively associated with more effective coping
strategies such as social communication;

- high need for structure is positively associated with narrow categorization;

- high need for structure is in a positive relationship with high anxiety;

- high need for structure is associated with a low capacity of active
experimentation;

- high heuristic orientation is tied to a low need for structure.

From this perspective, thought flexibility (tolerance of uncertainty) as well as the
ability of optimal risk and the ability to reduce the uncertainty of the situation can be
considered to be important prerequisites for successful coping with the problem,
coping with the situation within the foreign culture and coping with the foreign
language situation.

Cognitive structuringisaformof E pn JvP §Z tu%o AE]SCriesSZz o

amount of information which a person comes into contact with; it helps the
individual to regulate the sorting out of information flow and situation flow of
incentives.

Below, we design the context of theories of processing of social situations and
theories of cultural dimensions and of intercultural communication. Next, we
introduce the training possibilities for future teachers and pupils to interculturality
through 0JvP p]*38] Jv8 EA viThhe spedBEipR @orluwith the concept of
interculturality or intercultural communication. This concept filters into many areas
of human activity including the education. It is the task of teachers to educate and
guide students so that they become cultural Europeans. It is important to realize that
cultural-conscious students are able to apply intercultural training in their teaching
practice.

3. Social structuring in the context of culture and intercultural communication

The researchers examine the similarities or diversity of systems of different
individuals in the social area. This is connected with the extent to which a person can
understand and anticipate the system constructs of another person or persons.
Vyrost, Zelova, Lovas (1996) regard a theory of social information processing to be
the most systematically elaborated theory, in which the following processes play the
key-role: }JvP v JvS E% E& S S]}v }( I CU ]°1}v }v
*]Su S]}v v }v 1 S]vP eS@omp@tent%okghale behavior assumes the
functionality of all three processes. Dodge (in Vyrost, Zelova, Lovas, 1996) elaborated
these ideas into a model of social competence and processing of social information
(more ibid.).
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In this context, Bandura (in Vyrost, Slaménik, 2001) states that the processing of
social information is not the result of a mechanical combination of external and
internal effects, but it is Cv u] %E&} ¢ }( upSp of ®s 1% &)1
§ Bu]v]eu

(;7(518%/ — ,17(51%/
)$&7256 D E— )$&7256
(rewards and (beliefs
punishments) and expectations)

% (+$9,285

Picture 1: Bandura's model of reciprocal determinism

Bruner (in Nakonecny, 2000) notes SZ %o (E} <+ ¢ }((attentios }¢ certain

parts of the incentive) and Jv8 E ( (Ehewerception of sensory impressions, the
derivation from perception, for example the emotional state of the individual derived

from the facial expression). ~ o S]}vU ]Jvs E( &E v vV représeRt} E ] ¢
basic perceptual processes:

The interplay between these processes leads to the creation of an image of the
social situation, of other individuals and of oneself (Nakonecny, 2000). The research
of Cantor, Mischel and Schwartz (in Baumgartner, 1997) showed that people form a
hierarchical taxonomy of situations describing the same characteristics of the
situation (physical characteristics, personality traits and characteristics of the
experiences of participants of the situation, as well as the expected types of
behavior).

Hofstede (in Vyrost, Sleménik, 2008) definined a set of cultural dimensions based
on the research of values associated A]$Z §Z indsB@ational cultures. Hofsted's
dimension is constructed as a continuum defined by two poles, where the culture
moves. Four dimensions were defined:

180



Image of Social
Situation

1. %} A (E ] eréflacts social inequality within the society, the concentration
of power in the hands of one person and the extent to which it is accepted by
members of society, especially by those who do not have the power;

2. uv ES Jv3C  Arpflects the attitude towards risk, conflict and
ambiguous situations;

3.]v ]A] n o]+u A dEhe]expresses the continuum of two approaches
to social coexistence, where individualism enables to maximize particularly one’s
own aims (possibly those of the closest family) on the contrary collectivism favours
the common aims of the broader community which reciprocally provides
membership, protection and resources;

4. upe pHO]V]E3C A - preflects Jtid \cdS@unity's orientation towards
social roles represented in the case of musculinity by men (the resulting values are
success, money and power) or femininity by women (the values are care for others
and quality of life).

Recent research was published by Schwartz (1999, in Vlach 2006) who considered

these domains of individuals of different cultures to be priority — « ( SCU Vvi}Cu v
V () u . o0

Another finding was that the distribution of the domains is common for western
European countries and for other eastern countries as well. Eastern countries have
different arrangements of the domains with regard to other perceptions of which
values are compatible and which are contrasting. On this basis, the authors came to
the conclusion that the distribution of the domains is not universal.
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The division of domains in further literature specializes according to the research
object: whether it describes values of different cultures or examines values within

the population and in the family. When examining cultures average values of

population are compared, while in the research of population value priorities of

individuals are compared (Thagard, 1996).

To examine the values of individuals Schwartz (1992, in Vyrost, Zefova, Slaménik,

1996) defined the dimensions at the individual level. The result was the value space

divided into two dimensions, the first one consisting of the poles } %o vv ¢« S} Z VvP

and }ve EA &hewsecond dimension was made up of poles « o( SE ve Vv Vv

(leaving behind the selfish interests and help to others) and « o( VvZ v u v§

(the effort to master and control one’s physical and social environment).

Schwartz (in Vyrost, Zelova, Slaménik, 1996) allocated the following

10 dimensions of the priorities of the individual within the given culture (the most

studied aspects of culture or interculturality):

W}A E v ]vW@bdilstatus, the power over people and resources;

Z] A u3wfrsonal success according to social criteria;

.} V] Measure or sensual satisfaction;

N o( ] @& \M8dgendence of thought and action;

hv]A E+ unPerstdhding, tolerance and concern for the welfare of all people

and nature;

v A}o vmaMtaining and developing the welfare of closest people;

dE ]3Apect and commitment to historical and religious customs and ideas;

8.  }Vv(}E u}8fxddtrol in behaviour and emotions that could hurt others or
disappoint the expectations of society;

9. /v JA] n op &\MeCurity and physical and mental stability, security of
relationships and close familyand v §]}v 0 ¢ : gadlirib$ & the nation against
surrounding threats;

10. *SJupo &jditeMent, challenge, unusualness.

uhwnN R

N

Schwartz defined (in Vyrost, Slaménik, 2008) for the research of cultures seven
types of values according to the "type of fundamental issues which the society has to
face in order to regulate human activities, namely:

1. }ve EA epiny status quo, avoiding changes disturbing solidarity within
the group or the traditional system;

2. ]JvS oo Spu 0 MEphpsisCon the development of free thinking and the
rights of individual;

3. (( 3]A M S Mieudpnphasis on the positive affective experiencing and
enjoying the life, relationships, etc.;

4. Z]1 (E @mpH3sis on established division of roles and resources;

5. P 0]38 (] thegeraphasis on the excess of personal egoistic interests in favor
of voluntary commitment to help others;
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6. Z (E v C¥khphasis on the harmonious integration of a person into the
environment;

7. u 3§ Edphasis on human development through active mastery and
management of one’s natural and social environment.

It follows that the driving forces behind cross-cultural processes are the processes
of value orientation, thinking, emotions, motivation and attitudes of the individuals
towards the life quality, which they sorted into their cognitive structure during their
life.

Fantini (in Brychova, 2004) introduces five components, which support the

successful development of the intercultural communication: A E v eeU 33]3p

*lJoo*U IVIAo P v 0 VP SR m¥atEns(dertaivi f€atures as well,
which characterize the interculturally competent speaker: respect, empathy,
flexibility, patience, interest, curiosity, open-mindedness, motivation, sense of
humour, tolerance towards ambiguity and the preparedness to reduce prejudice. We
decided to conduct an intervention linguistic programme to support these
competences. According Byama (in Brychova, 2004), intercultural communicative
competence requires certain attitudes, knowledge and skills in addition to linguistic
and sociolinguistic competence and discourse. These attitudes include curiosity and
openness as well as willingness to see other cultures in the light of speaker’s own
culture without any prejudice. This requires knowledge of “social groups and their
products and practices in one’s own country and in the country “of other speakers”,
as well as knowledge of the general processes of societal and individual interaction.

Cultural and intercultural aspects in foreign language teaching gained such a huge
importance that intercultural learning has become a part of the Common European
Framework of Reference. The scope, content and learning goals of intercultural
education are the subject of research.

Reid (2010, p. 38) compares previous and current curriculum and examines to
what extend they are connected to objectives of the Common European Framework
for languages related to the competences of an individual (detection or recognition
of the plurality of languages and cultures, retreat from ethnocentrism, relativization
and confirmation of the own linguistic and cultural identity of the learners, attention
to body language and gestures, the sound aspects, music and rhythm, experience
with physical and aesthetic dimensions of certain elements of another language) and
their relationship to communication competence.

The acquisition of the culture goes on wihin non-verbal communication, so that
the barriers to learning culture are nonverbal rather than verbal. In foreign language
teaching this would mean the recognition of cultural variation in nonverbal
communication, especially in the following areas: %o (E } /£ —Uspaee and distance
between people, |]v § ] facial expression, gestures, movements, paralanguage, it
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means non-verbal sounds and silence. Training these skills of interculturality can be
supported by an effective strategy such as linguistic intervention programme.

4. Linguistic intervention programme

Intervention programmes are oriented at the modification of a certain problem
area— Jv3 EA v3]}v % E}PE uu Ju § §8Z eU%o%o}ES]|VP
Jvd EA v3]}v % E}PE uu Ju § 8Z eu%%}ES|VP
Jvd EA v3]}v %o E}PE uu Ju § ¢} ] o]I]vP }( 8Z <3p v
A18Z]v 8Z o0 «+E}}u

According to GajdoSovd (1997) intervention means a change in the current
relationship between adult and child in order to improve it. Intervention may be
intended to modify the way an individual behaves or learns, to change the self-
percepcion, self-understanding, to modify the environment or the system in which
the child works (school, class, family).

Education programmes do not correspond to theoretical intervention models.
They prefer a more pragmatic approach based upon the combination of intervention
strategies, which use theoretical models (psycho-educational, cognitive-behavioural,
neuropsychological, psycho-dynamic, humanistic or other). These programmes do
not put stress only on the cognitive aspect of a personality — the achievement.
Emotionality, social aspects of the personality, the support of autonomy and
creativity of the individuality get in the foreground. The purpose is to get the
students to understand themselves and other people, to communicate effectively, to
cooperate and to manage difficult situations.

Gdborova (1999) considers personal experience of the effect of the activities on
the individual's personal development or on problem-solving to be necessary, which
is a precondition for their further use.

Reid (2009, p. 93) speaks about general competencies of the foreign language
learners. These competencies consist of knowledge, skills and existencial
competence. The existencial competence is understood as a summary of attributes,
character features and attitudes (eg. What is the image of oneself, what are the
individual opinions about others, is the individual willing to interact with other
members of the society). These competencies should be taken into consideration
when learning a foreign language. We tried to respect this fact when creating the
intervention programme which is aimed at the following areas:

- development of the participants;

- obtaining the insight into one’s own and foreign behaviour-models within
interpersonal contacts and their improvement (group dynamics);

- obtaining special abilities to carry out certain profession (guiding of study-groups
or work-groups).

Linguistic programme is aimed at the foreign language education and
intercultural education. It works through active social and autonomous (self-
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regulative) learning. Its nature is based on the activities of the participants, their
insight into the situation and practicing of new ways of behaving, feeling and
evaluating.

It is not just the lectures and it is not just the training (Zelinova, in Zelina, 1998).
Hermochova (1992) wrote that the intervention programme is suitable to enhance
the training and educational activity to develop skills and to learn new skills within
human interaction. She states that it is a variant of the training and an experiential
learning form. Her opinion is valuable especially for teachers because it does not put
education against training, but rather speaks about intensifying of the educational
activity. Respectively, it represents a suitable method for the growth of intercultural
sensitivity, tolerance, empathy for the individual cultures, and mainly for the growth
of linguistic competence of the individual.

According to Hermochova (1981) the starting point of all programmes is the
stimulated, concise social process in which learning is a process affecting the social
behaviour, induced by repeated reinforced cognitive and emotional interactions.
According to the author, the following fact is significant: individuals are aware of the
fact and they experience it inside, that it is realy possible to change individual
behavior in a certain direction, despite the difficulty arising from the retraining of
long-term fixed stereotypes. It becomes an important moment that participants have
the opportunity to obtain information about themselves and their behaviour in the
process of the intervention programme which is not possible in real life because of
the conventional social norms.

The structure of the intervention linguistic programme (in general):

I. INRODUCTION - 1. Welcome
2. Expressing feelings and experiences
3. Warm-up
II. MAIN TECHNIQUE (language technique) — 1. Instruction
2. Implementation
3. Analysis
4. Summarising
I1l. CONCLUSION — 1. Relaxation technique
2. Feedback

The whole programme is taught in a foreign language. The next part of the research,
analyzes the research verifying the effects of linguistic intervention programme.

185



6. RESEARCH SECTION

6.1 Research objectives

We check the effect of the intervention linguistic programme — what is the impact
of a deliberate stimulation of linguistic and intercultural components on:

- 8§87 ]o]sS¢C s} & S8 } P thiStpleraned 6 pncéptdinty of the
situation (whether an individual is able to structure information about uncertain
incentives and situations of the target language culture);

- 8Z v (}E& -@dRvpat®gtéht individuals need the structure, do they wish
a simple structure, do they react to the lack of structure).

We try to increase the ability of cognitive structuring — flexibility of thought,
tolerance, acceptance of foreign culture and language and to increase the linguistic
competence by applying the linguistic intervention programme. We verify the
watched experimental fields, we compare crossculturally (Slovakia, Denmark), we
verify the control groups without intervention, and process the gained data with the
help of quantitative statistical methods.

6.2 Research hypotheses
Based on the above objectives we have set the following hypothesis:
H1: We assume that the linguistic effect of the intervention programme will result in
a higher capability of creating cognitive structures.
H2: We expect that the effect of the intervention programme will result in the
reduction of the necessary structures, strengthening the flexibility of ideas.

6.3 Research sample

158 pupils of the primary school in Gbely (Slovakia) and Aabybro (Denmark) took
part in the research.

The experimental group | was build by 14 pupils (9 girls, 5 boys) of the primary
school in Gbely, 6th grade, average age 12 years.

The experimental group Il consisted of 18 pupils (11 girls, 7 boys) of the primary
school in Aabybro, Denmark, 8th grade, average age 14 years.

The experimental group IIl was build by 27 of the primary school in Gbely, 6th
grade, (6 girls) average age 12 years.

The experimental group IV was build by 27 of the primary school in Gbely, 6th
grade, (6 girls) average age 12 years.

The control group | consisted of the group of 40 randomly chosen pupils of the
primary school in Gbely, average age 12 years.

The control group Il consisted of the group of 32 randomly chosen pupils of the
primary school in Aabybro, Denmark, average age 14 years.
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The procedure was as follows:

1. Elaborating of the intervention programme

2. Selection of appropriate methods

3. Measurement — At the beginning of the programme the scales were administered
in the groups, the instructions were read; the participants followed the
instructions in their own copies. The administration was not time-limited.

4. Measurement — After concluding the programme the scales were administered in
the same way. The part of the research consisted of the subjective evaluation of
the programme through written feedback/self-reflexion.

5. Statistic proceeding, analysis and interpretation of the results.

We proceeded in the same way within the control group (simultaneously with the
experimental group) without conducting the intervention programme.

Statistically significant difference could be observed between the first and the
second measurement in the Ability to Achieve Cognitive Structure. The pupils in both
experimental groups showed higher ability to build structures of ambivalent social
structures.

6.4. Methods and their characteristics

Ability to Achieve Cognitive Structure AACS

To determine the level of ability to create the structure we used the Scale AACS
(Ability to Achieve Cognitive Structure) from Yoram Bar-Tal, the Slovak translation is
credited to lvan Sarmany Schuller.

It contains 24 items. Individual items are rated by respondents on a six-point scale
from strongly disagree to fully agree. The AACS scale score was calculated by means
of 24 items (Cronbach’s coefficient o = 84).

dZ 18 us AE + 0 8 38} E %%E » v38 3Z A %E *+]}ve }(
a. ((JES0 eov oo Jv 8Z pe }( YEMPShAt usudiGhavé pE
additional ideas after | have made some decision);
b. J((] pod] » A]SZ }Pv]$deAinspife hefpctEHar the decision
process bothers me, it is hard for me to decide and to free myself from
difficulties);
c. ((JESO0 eov oo }( e v 3Z <|eg. l'm3ie ustallFEshre my work
is carefully planned and well organized);
d. ]((] po8] « A]8Z 8Z pe }( *peg EvehAhouph Gdd a list of to-
do-things, it is difficult for me to carry them out).

The AACS scale is oriented so, that a high score means a high level of capability of
creating a structure. The total score reflects the ability of creating a cognitive
structure that enables an individual to achieve certainty in the effective way.
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Personal Need for Structure PNS

While determining a shift in the need for structure we used the QU *S]}vv ] CE

W E-}v o E (} CRvhich @ssumégqithBt the ability to reduce the uncertainty
of the situation is connected with managing new situations.

The authors are Thomson, Naccarato, and Parker, translated and edited by
Sarman Schuller.

It contains 12 items. Individual items are rated by respondents on a six-point scale
from strongly disagree to fully agree.

The PNS construct based on two-factor structure of the concept of personal
Need for Structure (Sarman Schuller, Strizenec, 1999):

1. wish of structure (factor F1)
2. response to the lack of structure (factor F2)

The total score of % Ee<}v 0 V (} EWeEifEqmédL Bf summing the
scores for both subfactors epu }( A oft ¢ ~

In the analysis of the research findings, the sum of values of both factors ( §
shows a low need for structure (if values of the gross score show values lesser than
34) and a high need for structure (if values of the gross score show values greater
than 50). The range of values from 35 to 49 indicates the standard range.

Values in subfactor F1 show little wish for the structure, if the value of the gross
score shows values lesser than 13. The wish for the structure is high, if the value of
gross scores shows values greater than 21. The range of values from 14 to 20
indicates the standard range. Subfactor values F2 show adequate response to the
lack of structure, if the value of the gross score shows less than 20. We speak of the
inadequate response to the lack of structure, if the gross score shows values greater
than 30. The range of values from 21 to 29 indicates the standard range.

Previous research findings indicate that people with high PNS have higher
predisposition to organize information in a less complex form. They do not tend to
use the simplification of structures, to stereotypes in ambivalent situations and to
the arranging of social interactions in such a way that it is possible to avoid
complexity and to maintain a simple structure, unlike people with low PNS. In
addition, individuals with high PNS are less willing to change their beliefs and
attitudes when they are confronted with new information, more likely they
generalise experience of failure into learned helplessness, they have strong
emotional responses to events that disrupt the adapted schemes, they tend to high
anxiety and seem to have inclination to depression (Moskowitz, 1993, Neuberg,
Newson, 1993, Sarmany Schuller, Strizenec, 1999, Halamova, 2001, Sarmany Schuller,
Gerekova, 2002).

6.5 Analysis and interpretation of the results
We processed the obtained data (gross scores of the experimental group before
and after the programme, gross score of the control group) from the range of ability
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to create structures AACS, the questionnaire of personal need for needs PNS by
statistical methods. We calculated the average and standard deviations. The
statistical significance in each questionnaire was calculated by the means of the pair t
—test and unpaired t - test.

We ordered the values into the table, represented them in diagrams, analyzed and
interpreted them in terms of the stated objectives and hypotheses which are
presented below. We used the same symbols for all data in the tables, which are
shown in the legend:

AM — arithmetic average

SD —standard deviation

t —values of t - test

p — significance level

* —significance level p 0.05

n —frequency

EG — experimental group

CG - control group

1. measurement — measurement before the programme

2. measurement — measurement after the programme

EG | — experimental group | (pupils of the primary school Gbely — Slovakia)

EG Il — experimental group Il (pupils of the primary school Aabybro — Denmark)

EG Il — experimental group Il (pupils of the primary school Gbely)

EG IV — IV experimental group (pupils of the primary school Gbely)

CG | — control group | (pupils of the primary school Gbely — Slovakia)

CG Il — control group Il (pupils of the primary school Aabybro — Denmark)

Interpretation of the results of the range of the Ability to Achieve Cognitive
Structure AACS

&IPUE iW dzZ «]PVv](] v 1 8§z 1(( @ v « }( n
u *pE u vs

100
80 A
60 -
40 -
20 A
0 T T T T T f

EGI EGIl EGII EGIV CGI CGll

B 1.Measurement

W 2.Measurement
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A statistically significant difference between the first and the second
measurement of the ability of creating cognitive structures towards better ability to
structure information about the ambivalent social situation after the completion of
the intervention programme could be observed with children of primary schools.

Participants had more adequate ability to structure information based on
uncertain incentives and uncertain situations at the end of the programme, which
they face not only in everyday life, but when encountering a different culture as well.
Furthermore, individuals had a higher tolerance for uncertainty in the different
context of social situations. It is important that the individuals initially tolerated their
own culture to optimize and modify the social competence or to develop necessary
skills which are prerequisites for the intercultural communication and understanding
between cultures.

We ascribe these findings to the application of *]Spu S]}v o v ¢S P]JvP § .
within the intervention programme to encourage the participants to self-reflection,
to thinking about their objectives, about the organization of their life, setting their
aspirations and going beyond their usual stereotypes, to promote the thought
flexibility, growth and strengthening of their independent behavior, belief in their
own strength, cooperation and friendly behaviour among the participants.

After completing the programme the participants motivated themselves to the
awareness of their behavior, of their feelings and feelings of other people, their
attitudes and actions making them more tolerant towards the processing of
information about indeterminate incentives. Sarmany Schuller, Gerekova (2002)
argue that individuals with high tolerance towards uncertain situations perceive the
uncertain situattions as desirable, interesting and having a challenging effect. They
do not refuse these situaions and their complexity is not disturbed by the
incongruency.

Having compared the control group (no intervention) and the experimental
group, no statistically significant shift in the control group or the control groups could
be detected. There was no increase noticed in the ability to structure information
about incentives of uncertain situations adequately.
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Figure 2: Comparison of average values of AACS within the first and the second
measurements of children in primary schools Denmark and Slovakia
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Figure 3: Comparison of average values between AACS CG | (Slovakia) and CG II
(Denmark)
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We carried out the research by comparing the experimental and the control
groups of children in Slovakia and Denmark before and after the intervention
programme. The research has proved higher ability of cognitive structuring of Danish
children. After conducting the intervention programme we observed higher increase
of values of Slovak children. We can speak of significant shift in the direction of
improving their ability to create a structure. After passing the intervention
programme the values were close to the values of Danish children. The research
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findings during the initial measurements showed greater ability of structuring of
Danish children. We have not found such a significant shift with the Danish children
as with the Slovak pupils after the final measurements. Slovak children seemed to
have less tolerance towards the uncertainty of incentives and unknown situations
within the social environment at the beginning of the programme.

The intercultural comparing of the results of the ability of cognitive structuring
within the experimental and control group of Danish children showed greater ability
of structuring. We speak of the ability to categorize information about uncertain
incentives adequately and better ability to tackle new situations or manage stress
situation, which we interpret by differentiated socialization practices in both
cultures, especially in closer ties to the authorities (family background, education) of
Slovak children and liberal life style of Danish children.

Applying linguistic intervention programme we supported the ability of creating
cognitive structures of language and culture, openness to the processing of
unexpected situations in the culture. It is important that the individuals initially
tolerate their own culture in order to optimize and modify their social competence.
We consider the increased thought flexibility, the encouraging of divergent thinking
in dealing with social situations, the promoting of tolerance, empathy, and the
ambiguity reduction to be the key skills in cognitive processing of language, cultural
and intercultural communication.

Interpretation of the results of the questionnaire of personal need for structure
(PNS)
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F1 — wish for structure

F2 —response to the lack of structure

6— PNS — the need for structure (sum of subfactors F1, F2)

The construct of the PNS questionnaire is based on the two-factor concept of
personal need for structure — the wish of structure — F1 and response to the lack of
structure — F2. Total score of personal need for structure PNS — 6is formed by adding
two scores of the subfactors.

Statistically significant differences between the first and the second measurement
in the need for structure were confirmed in the case of the overall score of the
personal need for structure (6§, dimensions of the wished structure (F1) and
dimensions of response to the lack of structure (F2).

Within the wish for structure (F1) we found differences between the input and
output measurement concerning lower wish for structures in the experimental
groups between the EG Il (Danish children), EG Il and IV of the EG (Slovak children),
which shows the tendency of pupils to give up the usual ways of behaviour in
uncertain situations, giving up the wishes for simple structures and the simple
process of thinking, the arranging of gained social categories into new uncertain
situations.

In subfactor F2 — response to the lack of structure — we found a significant
decrease of values between the first and the second measurement of Slovak children
in the EG | and EG Ill, which shows the predominant appropriate forms of
categorization in uncertain (new) social situations and the reactions to them. We did
not reveal statistical significance in other experimental groups (Danish, Slovak
children, university students) in this dimension.

The sum of values ( § of both factors points to the total score of personal need
for structure PNS. Significantly lower scores in the need for structure — higher
tolerance of uncertainty was discovered with Slovak (EG Ill, IV, EG), Danish (EG Il)
children.

We tried to verify the statistical significance of the wish for structure, the
reactions to the lack of structure and the overall score of the need for structure of
Slovak and Danish children through the intervention programme within the
mentioned dimensions by the control groups. We did not find any statistical
significance studying the differences in the need for structure in the control groups of
Slovak and Danish children (CG I, CG Il).

We interpret the significantly lower scores of the need for structure of the
programme participants as a willingness to change their attitudes, beliefs, typical
behavior and their preference to more complex thought processes by the application
of the programme. According Sarmany Schuller (1999) individuals with low need for
structure are characterized by the preference of abstract conceptualization, active
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experimentation (exceeding the familiar stereotypes, stepping out of the usual
routine), by the ability of optimal risk and by the ability to reduce the uncertainty of
the situation.
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Comparing the average values in personal construct structures of Slovak and
Danish children we observe a reduced amount of need for simpler structure, less
need for structure of Danish children in the first and the second measurement.

We observed in the F2 dimension — reaction to the lack of structure — in the first
measurement lower values of Danish children compared to the reactions to the lack
of structure of children EG I. The response to the lack of structure of Danish children
is higher comparing F2 of children in the EG | in the second measurement.

The values in the observed subfactor of the children in EG Ill and EG IV in the first
measurement are approximate to the values of F2 of Danish children; in the second
measurement the values are higher than values of F2 of Danish children.

Danish children seem to be more confident in the new social situations after
applying the intervention programme; they are more open to active
experimentation — overcoming the known stereotypes towards more complex ways
of thinking.

Summary

Applying the linguistic intervention programme, we supported the increasing of
the ability to create a cognitive structure and reduced the need for structure — simple
algorithmic thought processes. We percieve the ability of creating the cognitive
structure of language and culture as thought flexibility or openness towards the
processing of uncertain/unexpected situations within the culture in which
intercultural communication takes place constantly. It is important for the individuals
to tolerate their own culture first so that they can optimize and modify their own
social competence or develop skills which are necessary prerequisites for the
intercultural communication and understanding between cultures. From this
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perspective, we consider the support of the ability of cognitive structuring —
increasing of the thought flexibility, encouragement of divergent thinking in dealing
with social situations, promoting tolerance, empathy, reduction of the thought
ambiguity to be the key-skills in cognitive processing of language, culture and
successful intercultural communication indicating intercultural understanding.
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CULTURE — AN INEVITABLE PART OF A FOREIGN LANGUAGE TEACHING

Eva Reid

Teaching culture in foreign language courses and developing the intercultural
communicative competences of the students is a very topical area of research all
over the world. In Slovakia, the issue of teaching culture is progressively becoming
more important as a response to greater mobilities in business, science, education or
personal lives. Culture has always been taught to a certain extent, although not
entirely in foreign language classes. Learning about geography, history, literature,
arts of other countries is providing some factual information, but often is missing the
cultural connection between the given facts and society in concern.

Is language and culture so closely connected that the teachers should teach them
together? It is a very difficult task for language teachers to include cultural aspects of
a foreign language in a language classroom, but it is a necessary one none the less.
According to Kramsch (2009) culture is not something we are born into, or something
which we biologically inherit, but we have to grow and be groomed into it. Acquiring
culture (Enculturation) is a process by which a person learns the requirements of the
culture by which he/she is surrounded, and acquires values and behaviours that are
appropriate or necessary in that culture (Grusec, Hatings, 2006). Kramsch (2009)
claims that language is bound up with culture in multiple and complex ways.
Language provides a medium through which we can express our cultural reality, the
words themselves allow us to share our common experience (e.g. there are many
Eskimo words for snow, whereas in warmer climates only one word exists). But also
alternatively, the language can provide a fresh outlook on cultural reality, when new
experience is created through the language itself (e.g. a new “catch phrase” occurring
possibly through stand-up humour). Language could be explained as a system of signs
having a cultural value. Language symbolizes cultural reality, where the views,
attitudes and values of a specific culture are reflected in the way the language is
used. Language without culture is only a set of symbols without meaning. These
symbols can be misinterpreted, if they are not understood in the right cultural
context (Brooks, 2001). People identify themselves as members of a certain society
based on the language they use, language is a symbol of their social identity.

Sapir-Worf (1940) hypothesis of linguistic relativity is closely connected with the
notion of language and culture. The hypothesis claim that different people speak
differently because they think differently, and they think differently because their
language offers them different ways of expressing the world around them (one's
world-view is affected by one's language and vice-versa). There are two versions of
the hypothesis. The strong one suggests that language totally determines the way we
think and that we are prisoners of our languages, which could easily lead to prejudice
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and racism. The weak one does not claim that linguistic structure constrains what
people can think or perceive, but tend to influence the way they think (Kramsch,
1998).

Researching social dimension of language (semiotics, theory of oral acts, ethno-
methodological analysis of language, discourse analysis, language and culture,
intercultural communication, etc.) has lead to changes in the understanding of
languages. Understanding of languages moves from psycholinguistic perspective to
social perspective, which forms a base of specific culture. The social world of
individuals is created by their mental images in the process of interaction
(Stranovska, 2010).

According to Byram (1989), language embodies the values and meanings of
culture, refers to cultural items and indicates people’s cultural identity. Language
cannot be used without carrying meaning, even in the most sterile environment of
the foreign language classes. The meanings of a particular language refer to the
culture of a particular society and the analysis of those meanings involve the analysis
and comprehension of that particular culture. He states that the study of culture has
two purposes which are interdependent, one is to facilitate learners with the use of
language, and the other is to help learners understand the concept of cultural
“otherness”, to realize how much we are the same and ,,how much we are different”.
By introducing learners the new meaning systems and their associated symbols, we
are providing them with opportunities to acquire new competences and to allow
them to reflect upon their own culture and cultural competences.

Similarly, Geertz (1975) also puts emphasis to including culture in foreign
language teaching. He defines culture as “historically transmitted pattern of
meanings embodied in symbols, a system of inherited conceptions expressed in
symbolic form by means of which men communicate, perpetuate and develop their
knowledge about and attitudes towards life” (Geertz, 1975, p. 89). He views
languages as principal carriers of meanings, which are at the centre of an account of
a particular culture, and therefore language teaching has to involve teaching culture.

In the past, people learned foreign languages by studying their literature, and this
was the main medium of culture. It was through reading that the students were
gaining associations with the target culture (Lessard-Clouston, 1997). In the 60ties
and 70ties, many educators started discussing the importance of including cultural
aspects in foreign language learning, putting greater emphasis on sociolinguistics and
situational context of a foreign language. (Hammerly, 1982; Seelve, 1984; Damen
1987). The communicative approach in teaching became more apparent, which
resulted in more natural integration of language and culture. (Canale, Swain, 1980).
In the 80ties culture started being considered and valued as a vital component of
successful language learning, but linguistic proficiency kept its superiority in acquiring
a foreign language (Byram, 1994). Advances in pragmatics and sociolinguistics have
contributed to development of teaching culture by attempting to bridge the cultural
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gap in language teaching (Valdes 1986). Progress was obvious in educators’
consideration of culture as an evident element in foreign language learning, but
problematic issues remained, in that they saw it as another skill rather than an
integral part of communicative competence which every individual should gain, and
that cultural knowledge should be an educational objective in its own right
(Thanasoulas, 2001). With the introduction of the Framework of reference for
language learning and teaching by the Council of Europe (1996) much greater
importance was given to cultural components in foreign language learning. New
“European” perspective was introduced into education of foreign language teaching
with the title “Language Learning for European Citizenship”. The intention is to
strengthen the individual’s independence of thought and action combined with social
responsibility of a citizen of a pluralist society. Concept of mobility between countries
is fundamental in acquiring intercultural competence.

According to Kramsch (1993) there are two perspectives influencing the teaching
of culture. One includes factual information, which is called highbrow information
and the other includes information about customs, habits, everyday life, which is
called lowbrow information. A similar notion of culture is presented by Stern (1992)
who differentiates between big “C” culture and small “c” culture. The “C” culture
describes the elite culture, including architecture, science, fine arts, literature. The
“c” culture represents lifestyles of people from a particular society, their social
customs, how men and women’s lifes differ, what people do in their free time, what
they eat, etc., which consequently determines the usage of language in discourse
communities. A very eloquent analogy is the iceberg concept of culture, where like
with an iceberg, the greater part is hidden below the surface. The main idea of this
model is that only the top part is visible and that means fine arts, literature, music,
folklore, architecture, food, clothes. The greater part below water is invisible, which
is actually the foundation of the whole iceberg and it includes conversational
patterns, language, accents, dialects, interaction between sexes, generations, social
groups, body language, etc. (Afs Intl, 1984). The visible part is a result of the invisible
part. People from other cultures usually only see the visible part of the iceberg and
are consciously aware of that dimension of a particular culture, but they are not able
to understand the whole iceberg with its invisible parts, which are by far the most
significant factors of any culture.

The aim of foreign language learning is to develop the intercultural
communicative competence of its learners. However rather than promoting the
notion of the native speaker as a model for foreign language learners, Byram (1997)
suggests that it is better to attain the goal of being a competent intercultural speaker
in a given situation, rather than striving to achieve the unattainable goal of native
speaker competence. Someone with intercultural communicative competence
corresponds to the needs and opportunities of a foreign language learner with
personal experience of interaction with people of another culture involving the use of
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a foreign language. The knowledge of another culture is linked to the language
competence (ability to use the language appropriately — awareness of the specific
meanings, values and connotations of the language).

According to Byram (1997) linguistic competence, sociolinguistic competence,
discourse competence and intercultural competence are the dimensions of
intercultural communicative competence. He claims that all language learners need
to acquire intercultural communicative competence, because of encountering people
of different cultural identities, social values and behaviours. Byram (1997) developed
a model for foreign language teachers of teaching and assessing intercultural
communicative competence. He discusses the main factors of intercultural
competence — attitudes, knowledge, skills of interpreting and relating, skills of
discovery and interaction and critical cultural awareness — and their objectives in
gaining intercultural communicative competence.

§ §] § pinclude curiosity, openness, readiness to change opinions and to accept
the otherness. By evoking willingness, for example in seeking opportunities to engage
with otherness, in questioning values and cultural practices, in showing interest to
discover other perspectives, attitudes for successful intercultural communication
would be developed. There should be pointed out the difference of gaining
experience based on the kind of engagement with otherness. Byram (1997) refers to
the tourist approach based on collecting exotic experience, commercial approach
based on business experience and making profit. Both have a place in international
relations, but are not useful for developing intercultural competence.

By IV}Ao Byram (1997) means the knowledge about social groups and their
cultures and the knowledge of the processes of interaction at individual and societal
levels (which are fundamental to successful interaction and are not acquired
automatically). Knowledge should be acquired from the perspective of one’s own
country and also the other countries (for example in the case of national memory of
Joan of Arc, the story would have two versions, the English and French, which would
be understandably quite different). Acquiring knowledge of historical and
contemporary relationships between the own and interlocutor’s countries, processes
of social interaction, social distinction, means of achieving contacts, national
memories, causes of misunderstanding, etc. are ones of the main objectives for
reaching successful intercultural interaction.

Declarative knowledge needs to be complemented by procedural knowledge of
how to act in specific circumstances. This is linked with the ¢l1Jooe* }( JvS E % E &
E o $HeveRisting knowledge to understanding of specific situations. The objective
is to attain the ability to interpret documents (tourist brochures, reports, textbooks)
or events from another culture, explain them and relate them to ones’ own
documents or events by identifying ethnocentric perspectives, areas of
misunderstanding and mediating between the conflicting interpretations. Similarly
the «1]Jooe }( ]+ }A EC wre {he3nds &f Hpveloping knowledge about
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how to respond to specific aspects of interaction. The objective is to obtain the ability
to acquire new knowledge of culture and ability to operate knowledge, attitudes and
skills in real communication. ]3] o0 po3$uEisan ipddant cemponent in
intercultural communication, where the objective is to gain the ability to evaluate
critically perspectives, practices and products of one’s own and other cultures.

According to Byram (1997) acquiring intercultural competence is a complex
matter involving more than traditional language lessons. Also teachers might find it
difficult to identify themselves with the objectives of intercultural competence.
Probably linguists find it more difficult than the people educated in literary criticism,
who can find analogies in the skills of interpreting and discovering with the traditions
of some approaches to literature.

There are three overlapping categories of location for acquiring intercultural
competence: the classroom, fieldwork, independence experience.

There is a general assumption, that classroom learning is a preparation for
experience in the real world. Byram (1997) suggests that engagement with otherness
in a contemporary world is simultaneous and that the dichotomy of classroom and
the real world is a false one. The classroom has advantages of providing systematic
and structured presentation of knowledge, acquisition of knowledge and skills under
the guidance of a teacher and the classroom can be the location for reflection of skills
and knowledge. One of the objectives of classroom learning is to acquire knowledge
of relationships among different perceptions of someone’s own and another culture.
Learners should be introduced features of the national memory of another country
and how they are perceived by other societies including their own. Also skills of non-
verbal communication of the target culture should be introduced. The classroom
provides opportunities for teaching skills of interpreting, as knowledge and skills are
inter-related. What classroom cannot offer is the chance to develop the skills of
interaction in real circumstances. The only possibility is to simulate real
communication.

Pedagogically structured experience outside the classroom, in fieldwork is
another way or acquiring intercultural competence. Fieldwork could be a short visit
organized by a teacher or learners, or a long term period of residence organized for
or by the learner, who has a limited contact with the teacher during the stay.
Fieldwork allows the development of all the skills in real circumstances, especially the
skills of interaction. In interaction, learners have a chance to experience
communication under the time pressures and to appreciate the significance of non-
verbal behaviour. Especially in the long term fieldwork learners can develop attitudes
including ability to cope, engage with unfamiliar conventions, etc. This experience
does not necessarily lead to learning and here is important the role of the teacher to
set the attitude objectives (Byram, 1997).

Independent learning is a part of long life learning. It can be subsequent or
simultaneous with classroom learning and fieldwork. Effectiveness depends on
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learners’ ability to continue to develop their knowledge, skills and attitudes acquired
in previous learning. Otherwise, experience of otherness remains mere experience
(Byram, 1997).

Byram suggests (1997, p. 114) another option to learn the foreign language,
which is in other areas of the curriculum, where English becomes the medium of
instruction. In other subjects there is a chance for creating alternatives for potential
comparison of one’s own pre-suppositions and those of created by another culture.
For example, history lessons taught in English, could offer different interpretations of
the same historical events. Learners would be acquiring general knowledge and
relativising this knowledge through specific examples, which would include critical
reflection on what their own society takes as “granted truth”. Byram’s suggestion is
very close to what we know as CLIL (Content Language Integrated Learning).
According to Pokriv€akova (2008, p. 7), CLIL covers all forms of education, including
academic, artistic, technical and specialized subject throughout the means of a
foreign language. The foreign language is only a mediating tool in learning the
contents of other subjects. For example at the physical education lesson, children can
be practicing in English typical English games and sports (three legged race, sack
racing, cricket), where they would be acquiring not only necessary vocabulary, but
also cultural aspects of the target language country.

As we mentioned before, culture should be an integral part in language learning.
The tendency to treat language independently of the culture disregards the nature of
language (Byram, 1989). Teaching culture should not be considered as an extra fifth
skill in addition to teaching speaking, listening, reading and writing. It should be
always in the background, right from the beginning, to make evident the limitations
of the learners’ communicative competence and to challenge their ability to
understand the world around them (Kramsch 1993). Consequently we should include
right from the beginning cultural activities to enrich learners’ awareness, attitudes,
knowledge and skills concerning their own and other cultures, which are needed for
successful intercultural communication. Kramsch claims that to learn a foreign
language is not only to gain the ability to communicate but also to discover how
much leeway the target language allows the learners to manipulate sounds,
grammatical, syntactical forms, meanings, social norms, conversational patterns, etc.
to be understood and not to be unfriendly or even rude.

We mention here some examples of common Slovak mistakes representing
combination of cultural and linguistic issues. The distinction between the vowel
sounds /e does not exist in the Slovak language. Mixing these sounds for example
inaword  P/baeg - beg/ can change the meaning of the original word Pto P
The consonant sounds t/d are the sound of assimilation in Slovak, but can cause
misunderstanding if they would be assimilated in English, such as in a word ]
/bR:d, bE:t/. By using the wrong intonation patterns people can sound rude if they
use rising tone for example in a sentence d v %o} Vv ¢ .%o0e used by native
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speakers would be the falling tone, which represents a polite request. Grammatically
it is correct to use double negative in Slovak and the meaning still would be negative.
The example: /' }v[3 Z A v}l 6€Ed nu friends) would be a common mistake
of Slovak learners. Considering tenses in the Slovak language there is not an
equivalent of a present perfect tense and the present tense would be used instead:
/[Tu o E&v]vP VvPo0]*Z (I&Ebekd @ErningEndlish for three years). So
using present tense in such a sentence is highly unsuitable. It is common to omit the
subject in the Slovak language, which would be obviously wrong in the English
language: /¢ JU%}ES vS S} %o(IG impSrtand |d\pay attention), /» E
P }}. (He/she/it is really good). Different countries have different degrees of

ooC

politeness. The question t}po C}pu o]l §  Jduld B énsikred /[00 Z A
M %o } (inSSlovak, but would be rude in English. The correct answer would be /[00

Z A H% }( 8. U %o0

We have to be aware of the fact that cultures never remain static, but they are
constantly changing. Cultures change over time, where different generations
interpret things differently. According to Robinson (1988) culture is a dynamic system
of symbols and meanings where the past experiences influence meanings, which in
turn affect future experiences, which subsequently influence the future meanings.
Changes in culture can also be seen between generations within the same culture,
where older generations do not understand symbols of younger generations and vice
versa. For example older generations do not recognize abbreviations/slang used in
sms and email communication (c=see, u=you, y=why, ASAP=as soon as possible,
ttyl=talk to you later), which are used by young generation. This dynamic change in
culture is underrated in foreign language teaching and learners work on the
assumptions based on their own culture (Straub, 1999). In order to attempt to
understand the target language culture, we need to be aware of the changes in our
own culture and to be aware that all cultures go through changes.

The norms of certain behaviour are set entirely within the particular culture and
help the individuals to interpret experience in that culture. Individuals cannot use the
same norms of behaviour outside their own culture expecting they would function
the same. Individuals need to be aware of existence of other cultures and of the fact
that other individuals would perceive them in turn as the ones from outside.
Individuals establish social identities which they support through identifying
distinctive and critical features of their cultures which serve to separate them from
the outsiders (Byram, 1989). Culture either includes or excludes. It is hard to say who
is an insider or who is an outsider, as it is hard to say what represents a particular
culture. Usually members of a certain community consider themselves as insiders
and others as outsiders (Kramsch 1998).

As a result of ignoring the differences between cultures, tension can occur
between ones own culture and the target cultures. The tension can come from the
belief that meanings which are often taken for granted are suddenly questioned and
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challenged (Kramsch, 1993). Speakers have expectations of certain behaviour,
originated from their experience and consequently interpret situations based on
their own culture. Perception of time can be interpreted differently by different
cultures, when a representative of one culture expects the arrangements to be
binding, while a representative of another culture does not put much importance to
the exactness of being on time (German/Spanish). Rules of politeness concerning
offering/accepting a refreshment can be interpreted differently, when a
representative of one culture believes the refreshment should be offered several
times before accepting one, while a representative of another culture offers a
refreshment once and believes the visitor should accept it or refuse it. (Arab person
visiting a western house, being offered a drink once, says no and gets nothing. His
culture requires offering a drink several times before accepting one). Politeness or
rudeness can be put to a question in case of strangers meeting coincidentally face to
face, when representatives of one culture smile or even greet one another, while
representatives of another culture behave indifferently, or even look away from each
other. (American, English strangers smile at each other when they meet face to face,
Slovaks don’t. American/English people in Slovakia might interpret the encounters as
if they had offended someone, or that the Slovaks are rude.) As a result, it would be
reasonable to appeal on the importance of increasing awareness of different rules of
behaviour, politeness and interpretation in different cultures of the learners in the
process of enriching their intercultural competence and developing their sensitivity
towards other cultures.

According to Politzer (in Brooks, 2001) the language teachers must be interested
in the study of culture not because they necessarily want to teach the culture of
another country, but because they have to teach it. The reason is that if we taught
language without teaching culture at the same time, we would be teaching
meaningless symbols or symbols to which students would add the wrong meanings.
Students would associate their own concepts with the foreign symbols. Brook claims
that cultural competences could be the best gained in practice, just like acquiring
phonological accuracy, syntax or morphology through imitation and actual practice.
Successful conversational topics should be about daily tasks which should bring out
identity, similarity, or sharp differences in comparable patterns of culture (greetings,
patterns of politeness, intonation patterns, taboos, festivals, music, cleanliness, etc.).
Cullen (2000) warns from teaching culture with only pleasant aspects. Activities and
materials should portray different aspects of culture to show contrasts within one
culture (historical vs. modern, facts vs. behaviour, old vs. young people, attractive vs.
shocking, etc.)

Huhn (1978) established several criteria dealing mainly with the content of
cultural education:

- providing accurate contemporary and factual information;
- relativisation of stereotypes — making learners conscious of them;
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- presentation of a realistic picture, not to pretend the foreign society is problem-
free;

- learners should not be encouraged to accept the dominant image of society, but
to question and compare whether it is foreign or own culture;

- presentation of structural and functional contexts rather than isolated facts;

- presentation of historical material in relation with contemporary society.

It should be made clear that the contemporary world is a result of historical

development.

Byram (1997) suggests that the selection of documents, authentic or contrived,
involving generalizing and stereotyping statements could be included in an accessible
language to the foreign language lesson. The documents should be suitable for easy
analysis of ethnocentric perspectives in order to start development of skills of
interpreting and relating, identification of values and developing critical views. By
analysing documents, which include ethnocentric views of familiar stereotypes,
learners should critically compare their own perspectives of another culture to
similar stereotypes of their own culture. This should help to initiate development of
understanding in individual learners.

Creating a portfolio could be a valuable means of keeping control over ones own
progression. It documents improvements in competence, maintains the relationship
between testing and teaching, as the documentation is done in the teaching and
learning process. A portfolio allows levels to be set for each component and for
holistic performance. It can contain examination results, specification of examined
skills, an example of translation from the foreign language with the teacher’s
evaluation, understanding of various aspects of the foreign culture, description of
encounters with someone in the foreign language, learner’s experience from visiting
a foreign country, description of learner’s experience both within and outside formal
learning, etc. Additionally, the portfolio can be used as a passport to further
educational opportunities (Byram, 1997).

For teaching cultural awareness Hughes (2001) selects some of the most practical
techniques. The }u%. E]e*}Vv woscrtrates on discussing differences between
the own and target cultures. With the technique of HOSUE 0 e ethe Jearmelg Vv
are presented with a critical incident, which would probably be misunderstood.
Learners are given four possible explanations, from which they choose one which
they think is correct. By P OSSP E o0 thddesgher presents learners, for example
with a custom that would be different in the two cultures. It would be accompanied
by visual aid to show the differences and a set of questions for class discussions.

(E uis a technique where learners act out short scenes of misinterpretation and
also clarification of something that happens between two cultures, which would be
caused by misunderstanding of the target culture. d Wt&chnique is designed to
respond to oral commands to act out a cultural experience. By creatinga HOSHE 0
] * 0 Yputting contemporary posters, pictures) in a classroom the teacher tries to
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attract the students’ attention, evoke comments and maintain the cultural
atmosphere. W (E ] v § piovifle a rich source of cultural aspects. Students are asked
to compare items between foreign and their magazines, newspapers (headlines,
advertisements, sports pages, comics, weather reports). Electronic media (radio,
television, films) are a welcome variety of classroom activities and offer first-hand
cultural presentations.

According to Cullen (2000) many books which attempt to teach culture offer only
discussion activities. With no doubt discussion is a valuable technique for learning
culture but not all the students are able to discuss complex issues in a foreign
language. Cullen offers a number of various activities which would contribute to
effective development of intercultural competences. Z (}EupoisStgally a
retelling a story to a partner in own words. It could be a story from listening, reading
or watching a video. It's a simple but successful method for both language and
culture learning. E} 8] Jiwfying attention to particular features. For example, by
picking differences in Christmas customs showed in a video. By asking students to
notice the differences, it makes them more involved rather than passively viewing
the video. dE <P E invblyasSsearching for certain items set in advance, for
example people, dates, events in a news or magazine article. W & $§] pvigages
students actively by finishing (predicting) for example a half told story. Or the
students are given only some information about the new topic and they predict what
they would learn. This should evoke students’ curiosity and interest to talk, no matter
if their predictions are correct or not. Z} 0  %dor €xample based on menus give
learners great opportunities to practice structures and functions of language being
acquired. Z * (Eisdne of the most powerful learning tools, which combines
learning and interests. Students are asked, for example to research any aspects of the
target culture that interest them, present their projects and very appreciated would
be creating posters. Also most of the standard EFL activities (games, role plays, field
trips, singing, etc.) could be adapted for teaching culture.

Contents, levels of difficulty, types of material of cultural teaching should be
carefully chosen. Teachers cannot just simply go to the class and teach all the cultural
aspects of the target country. They have to know what their students’ interests are,
should ask them what they want to learn about the target culture. Teacher should
therefore pick out interesting aspects from the culture and present them in a way
that would engage the learners’ attention. Of course the teacher’s enthusiasm is
important for creating an exciting class (Cullen, 2000). Teacher should encourage the
learners to compare the given information with their own culture, as usually learners
tend to think that what they do in their own culture is the same in other cultures
(Galloway, 1981). Age, language level and background knowledge of the learners
should be considered when choosing the difficulty level of cultural materials. The
materials have to be comprehensible to the learners, but at the same time should be
challenging enough to sustain their motivation. Therefore, selected materials should

208



be at an equal level of difficulty or slightly above the learners’ present level. Teachers
have to remember that the learners would not presumably understand everything
presented. Consequently, it is not the aim to understand every word, but to
challenge the learners to want to learn more about the target country, to encourage
learners to pursue their studies of the language and the culture of the respective
country and above all to raise intercultural awareness (Cullen, 2000).

There is a vast amount of materials that could be used in teaching culture.

Authentic materials are one of the most attractive sources for foreign language
classrooms. Hammer (1983) describes authentic texts (written or spoken) as those
which are designed for native speakers, they are real texts designed not for language
students, but for the speakers of the language in question. Most everyday objects in
the target language qualify as authentic materials. According to Nunan and Miller
(1995) authentic materials are those which were not created or edited for language
learners. Authentic materials bring reality to the classroom and all the learners can
make contact with real-life language, which can be for them a great motivation
factor. Authentic materials introduce learners the reality of the language, help them
to recognize that there is a community of users who live their lives in this other
language. Exposing learners to authentic materials can also help them understand
the target culture and imagine how they might participate in this community. On the
level of day to day teaching of foreign languages, authentic materials can make
individual lessons more interesting or remarkable. (Brinton, Wong, 2009).
Authentic materials include W ]} u § &)V programmes, commercials, news,
weather reports, films, cartoons, radio programmes including adverts, music, audio
materials on the internet, audio-taped stories and novels, announcements at the
airports, shops, etc.), A]ep 0 u $ (GRdtographs, paintings and drawings,
wordless street signs, images on the internet, pictures from magazines, postcards,
stamps, coins, wordless picture books, etc.), %0 E ]V S LD (8eviEphpers including
adverts, magazines, TV guides, books, catalogues, lyrics to songs, restaurant menus,
product labels, street signs, tourist information brochures, maps, letters, junk mail,
school notices, billboards, bus and train schedules, application forms, printed
materials on the internet, etc.).

Although there is available a great choice of authentic materials, teachers need to
be careful in choosing appropriate materials for foreign language teaching, which
would include suitable cultural contents. Teachers should set up specific criteria for
selecting materials suited to the special group of learners. The teacher has to make
sure that the topic of the authentic materials meets the needs and interests of the
specific group of learners. There is a need to take into account the age, language
level, interests, usefulness and background of the learners. Cultural appropriateness
has to be considered, as authentic materials are based on native speakers culture
which may be quite alien or inappropriate to some language learners. The teacher
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has to consider whether the students have the background knowledge for the topic

and if the information included in the materials have any value to the students.
Authentic materials, especially from the internet are easily and inexpensively

obtainable. Internet is a rich source of all kinds of authentic materials, including
audio, visual and printed materials. Nuttall (1996) gives three criteria for choosing
authentic texts to be used in the classroom: suitability of content, exploitability and
comprehensibility. We presume, that these criteria can be used generally for
choosing any authentic materials for foreign language classroom:

- "ul8 ]10]1S8SC }(can}bs& cossidered as the most important. Authentic
materials should be interesting and relevant to the needs of the learners.

- /E %00}] Srefdro }& fow the authentic materials can be used to develop the
students’ knowledge and competence. Just being authentic does not mean that it
can be useful.

- Yu% (E Z \B<Gefpos] to grammatical and lexical difficulty, it has to be
appropriate to the language level of the learners.

There are many references to the use of authentic materials in the ELT literature.
There are many discussions whether the authentic materials should or should not be
included in the language lessons. The authors supporting the use of authentic
materials have in common one idea of the benefit learners get from being exposed to
the language in authentic materials.

There are many advantages of using authentic materials in the foreign language
teaching. We mention the most significant ones:

- they bring reality into the classroom, which makes interaction meaningful;

- connect the classroom to the outside world;

- provide authentic cultural information;

- expose learners to a wide range of natural language;

- they are suitable for all language levels, from basic levels to advanced levels;

- they are actual with up to date topics;

- research studies on the use of authentic materials have proved that there is an

overall increase in motivation towards learning (Nuttall, 1996).

Certainly there are also problems and disadvantages with using authentic

materials. The disadvantages mentioned by several writers are:

- they can contain difficult language, unusual vocabulary which is not used in
everyday life, complex language structures (Richard, 2001);

- may be too culturally biased, too many structures mixed, causing lower levels
having problems decoding the texts;

- special preparation is necessary which can be time consuming. It requires a lot of
effort to choose the right type of material and to prepare the supporting
exercises;
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- with listening, too many different accents and dialects;
- material can be outdated easily, e.g. news, gossip (Martinez, 2002).

We can assume that, there are more advantages than disadvantages using
authentic materials in a language classroom, but the potential problems should be
carefully considered when choosing authentic materials. Authentic materials provide
a rich source of cultural material. The chosen cultural materials should be freely
discussed by learners and compared to their own culture in a relaxing atmosphere of
a language classroom. If learners are regularly exposed to authentic materials, they
could get more familiar with them and for the future to be able to avoid partially a
cultural shock when visiting the culture in question.

We want to discuss in more detail how authentic materials — such as
advertisements and magazine articles — could be used in teaching culture in a foreign
language lesson. Advertisements and magazine articles are an excellent source for
discovering a “new” place and making the learners more culturally competent. They
can provide the linguistic and cultural authenticity, which students need in order to
become culturally competent. They are a good source for current data, they offer
real interaction with the target language and culture. The most suitable
advertisements and articles to be used in a second language classroom are those,
which were made for a national consumption that would represent trustworthy
cultural aspects from the country that is being studied (Moutinho, 2007). Both
television commercials and magazine articles are easily accessible from the internet
and free to use in classes.

For our lesson we chose two TV commercials, an English one and a Slovak one.
The resources were the contemporary TV advertisements available on the internet
(YouTube, 2010). Both adverts promote television sets and the then forthcoming
World Cup in football. The age and language level for this activity should be students
from 12 years of age at an intermediate level. The aim of the lesson was to improve
listening skills and to find and compare typical cultural features portrayed in the
chosen adverts, find differences, similarities or any relation between Slovak and
English cultural features. We started the lesson by asking students to name typical
features or even stereotypes about the target and their own cultures and wrote them
down on the board. We started with the English advert. First time round the advert
was shown to the students without sound in order to experience it without the input
of language, and also to evoke their imagination about what the advert is conveying.
We discussed with the students whether they recognized any of their predicted
features, or if they saw any other features typical for that culture. The advert was
then repeated several more times with sound until students felt certain about the
scenario and its content. Students’ questions about the advert were clarified. Apart
of focusing on culture, adverts can be also used at the same time for grammar and
vocabulary purposes. We followed the same sequence with the Slovak advert,
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coming to the discussion and comparison of Slovak and English adverts, typical
cultural features observed in both adverts. To summarize, the cultural features
showed in the English advert were mainly football, humour, different accents. The
English advert showed the significance of the game of football in England, that it is
not just a game but also a way of life, as pensioners in the retirement home were
fully involved in following the games, collecting football stickers, wearing football
tops, having pictures and posters on the walls. Another typical feature showed in the
advert was dry English humour. The whole advert was humorous, and most of it was
easy to understand even by representatives of other cultures. Specific humour
understandable only by the English people was also present in the advert. The
pensioners in the advert were famous football managers and players, who were
making fun of themselves. These two features were also among the learners’
predicted features. Additionally, people in the adverts were speaking with different
accents, which presented students some of the different variety within the English
language, which can be quite challenging to understand. The Slovak advert was also
based on humour, but more about the play with words, idioms and proverbs (Prist na
psi tridsiatok/To lose your shirt on a deal, Stastny ako blcha/Happy as Larry, Zabit dve
muchy jednou ranou/To kill two birds with one stone). Slovak humour would not be
understood outside the Slovak culture and would be very difficult to translate or
interpret. Idioms and proverbs are universal language phenomena, which are
culturally conditioned. Their origin and use is based on historical development,
different lifestyles and customs. Idioms and proverbs are the carriers of cultural
peculiarities, which are very difficult to translate (Horvathova, 2009).

Another type of activity was chosen from a tabloid UK magazine available on the
internet. Tabloid magazines are very popular with teenage generation, as they
contain up to date information from the world of show business, film and fashion.
Most tabloid articles do not carry high value in their content, but are culturally
authentic and up to date. When carefully chosen, some articles can be adapted for
foreign language teaching. We chose for our lesson an article about Madonna and
adoption (Now magazine 2009). The age and language level of proficiency for this
activity should be students from about 14 years of age at an intermediate level. The
aim of the lesson was to improve reading comprehension and to bring to discussion
issues of adoption in different cultures. At first the students were shown a picture of
Madonna and they had to guess who it was and mention as many things as possible
they could relate to her. All their suggestions were written down on the board.
Students were given the article to read in silence. In the meantime, we wrote
unknown words, phrases and expressions on the board. After the first reading, we
discussed and clarified the meanings of the unknown words and any cultural
connotations. Students read the article again. For the post reading activity, to check if
the students understood the article well, they were all given written questions to
answer. Students were pleasantly surprised how much they understood and it gave
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them confidence to read more authentic texts. Then we discussed the issue of
adoption drawing on their knowledge and experience. For their homework they had
to do a research about different kinds of child adoptions (single parent families,
homosexual families, children from different countries, different races). This activity
helps to develop critical thinking towards sensitive issues apparent in every culture.

There are many other activities, which by using authentic materials, can be
developing learners’ cultural awareness and intercultural communicative
competences. Product labels, restaurant menus, signs, weather reports offer great
possibilities for lessons full of fun and interesting learning. Learners with lower level
of proficiency need a bit of help by using more visual materials, making scaffolding
for their discussions. More advanced students can discuss topics of identities,
appearances and values.

To conclude, the teaching of culture should without doubt be a part of foreign
language teaching. Culture should be an integral part of teaching reading, listening,
speaking and writing and should not be treated as an extra skill. Apart of learning the
foreign language, learners should increase their knowledge of the target culture in
terms of people’s way of life, values, attitudes, believes and how these are
manifested in the linguistic categories and forms. At the same time as learning about
the target language culture, learners should be lead to critically look at their own
culture, with the aim to understand that there is no such a thing as a superior or
inferior culture. In order to acquire intercultural communicative competence,
language teachers need to be well prepared to be able to provide learners with
relevant cultural information, prepare extra activities, encourage and support
learners’ critical thinking and discussions. To be able to fulfil these criteria, language
teachers should receive both experiential and academic training, with the aim of
becoming “cultural mediators”.
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