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Konferencia md za ciel prepojit vedecké poznatky z oblasti osvojovania si cudzich jazykov u deti
v domdcom, ale aj Skolskom prostredi, systém studia a pripravy budtcich ucitelov a vystupy z
vyskumnych projektov realizovanych v praxi.

The aim of the conference is to interconnect scientific knowledge from the field of acquiring
foreign languages by children in home as well as school environment, the educational system
and teacher training and outputs from research projects realized in practice.
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PREDHOVOR

Predkladany zbornik vychddza z prezentovanych prdc na medzindrodnej vedeckej
konferencii, konanej v Bratislave v drioch 21.-22. septembra 2012, pri prileZitosti ukoncenia
projektu ,Starime sa dvojjazycnou rodinou”.

Jednotlivi prispievatelia pontikaji teoretické poznatky modernych humanistickych
pristupov k vyucovaniu cudzich jazykov deti v mladsom veku, popisuji postupy prdce s detmi,
pribliZuju vyskumy a metddy pre prirodzené osvojovanie si jazyka v ranom a mladsom skolskom
veku, ,predstavuju aplikdciu teoretickych poznatkov v praxi aoboznamuju Citatelov so
zaujimavymi konkrétnymi postupmi“ (z recenzného posudku Dr. Kostelnikovej).

Samostatnd sekcia je venovand prdcam z oblasti bilingvizmu. Vysoko hodnotnd je hlavne
td skutocnost, Ze mnohé prispevky reflektuju vlastné skiisenosti autorov z bilingvdnej vychovy
deti.

Prepojenie sveta vedy, skoly a rodiny povaZujeme za pozitivny aspekt nasej konferencie,
co vysoko oceriuje aj minister Skolstva, vedy, vyskumu a sportu Slovenskej republiky, Dusan
éaplovié: ,Pre miia je velmi cenné, Ze v rdmci konferencie pocitate aj s tucastou rodicov,
spoluprdca s ktorymi aj v oblasti cudzojazycného vzdeldvania je nevyhnutnd"

Verime, Ze prispevky uverejnené v zborniku budu nie len podnetom k zamysleniu sa a k
novym vedecko-vyskumnym prdcam, ale Ze budu sluZit' ucitelom a rodicom ako prakticky ndvod
pre inovdciu vyucovania cudzich jazykov v skolskom a v rodinnom prostredi.

V Bratislave
Zlatica Jursovd Zacharovd, 2012

Bratislava 21.-22.09. 2012
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Plenary Lectures
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PRIHOVOR STAROSTU MESTSKE] CASTI PETRZALKA

Vazené damy, vaZeni pani,
mili spoluorganizatori, prednasajuci, hostia,

dovol'te mi, na Gvod, privitat vas na pode Petrzalky, najvacSej mestskej Casti Bratislavy, ktora
v jednom baliku ponuka rusny Zivot mesta a pokoj prirody. Ako sa méZete sami presvedcit na
vlastné oci, alebo prostrednictvom fotografii, ktoré sa tu premietaju, Zivot na pravom brehu
Dunaja uZ nie je len o panelakoch ¢i cestach, ale aj o prirodnych zakutiach, lesnych cestickach
a chodnickoch, o Sportovani, konickoch akultire. Dnes je Petrzalka pre mnohych
Bratislavéanov domovom na ,pravom mieste".

0d nepamaiti je Petrzalka spojena s viacerymi narodmi a jazykmi. Z historického hladiska
moZeme povedat, Ze znemeckého Engerau a madarského Ligetfalu sa stala slovenska
Petrzalka, na ktori sme hrdi. Nezabidame vsSak na doélezitost cezhranicnej spoluprace a
mame na zreteli jej potrebu s ¢im je spojend nutnost ovladat cudzie jazyky. Skoly u nas
v Petrzalke podporuju vzdelavanie sa v cudzich jazykoch nielen navySovanim vyucovacich
hodin cudzieho jazyka v rdmci volitelnych hodin Skolského vzdelavacie programu, ale tiez
realizovanim projektov, ktoré podporuju toto vzdelavanie. Nie tak davno boli nasi Studenti
v Turecku na vymennom pobyte vramci projektu Medzikultirna komunikacia, kde sa
prostrednictvom spoznavania histdrie, inej kultury, tradicii zdokonalovali v anglickom jazyku.
Ziaci petrzalskych zakladnych $kél chodia aj do Anglicka, kde Ziju a byvajt priamo v rodinach.

Preto vitam kazdy dalsi krok, ktory pomdze k vzdelavaniu v akejkolvek oblasti, preto som aj
prijal ponuku Materského centra BUDATKO spoluorganizovat tito medzinarodnu vedecku
konferenciu, ktora je (v ivodzovkach) ,len“ miestom, kde sa dozvieme poznatky a vysledky
dvojro¢ného projektu BILFAM - Stanime sa dvojjazy¢nou rodinou! To dolezité sa odohravalo
v rodinach, ktoré sa do projektu zapojili. Mnohé boli z Petrzalky a nie vSetky to zvladli. Ti
uspesni - prvé lastovicky - si zaslizia nas obdiv, za ich odvahu a trpezlivost, ktorti museli
vynaloZit pri vzajomnom uceni sa. VSetko sa samozrejme odohravalo pod odbornym
dohladom a s pomocou expertov, a to je to, co ma na tomto projekte zaujalo. Nadchla ma
myslienka prepojenia troch zdanlivo nespojitelnych svetov - svet vedecko-vyskumny, svet
ucitelov z praxe a svet rodiny. Z tohto spojenia vznikol projekt, ktory nam dnes dava odpoved’
na otazku - ¢i je vhodné ucit cudzi jazyk deti v predSkolskom veku. Navyse ja osobne by som
kladol déraz na to, Ze nasi, resp. vasi najmensi sa ucia bez toho, aby si to uvedomovali
a predovSetkym v rodinnom prostredi.

Musim tieZ vyjadrit uznanie i podakovanie petrzalskému Materskému centru BUDATKO,
ktoré je partnerom projektu za slovensku stranu a robi tak dobré meno nielen sebe, ale aj
Petrzalke icelému Slovensku. O to viac si treba tdto pracu cenit, pretoZe na rozdiel od
zahrani¢nych partnerov, kde projekt viedli profesionali z danej oblasti, na Slovensku si celu
vahu zodpovednosti zobrala na plecia mamicka na materskej dovolenke (pani Zlatica Jursova
Zacharova).

Na zaver mi dovol'te eSte raz vas privitat, a popriat vam prijemny deni. Som presvedceny, Ze
bude plny zaujimavych poznatkov a prednasok a Ze si z Petrzalky odnesiete nielen mnoZstvo

informacii o skdsenostiach z projektu, ale aj dobry pocit z uZito¢ne straveného dna.

Ing. Vladimir Bajan




PETRZALKA MAYOR'S SPEECH
Dear ladies and gentlemen,
dear co-organizers, participants and guests

[ am glad to welcome you in PetrZalka, the biggest district part of Bratislava that offers in one
place the busy city life and peace of the nature. As you can see with your own eyes or in the
photos being presented, life on the right bank of the Danube is not only about blocks of flats
or roads but also about natural world, forest paths and lanes, about sports, hobbies and
culture. Today Petrzalka is “true home” for many inhabitants of Bratislava.

Within living memory Petrzalka has been connected with various nations and languages.
From the historical aspect Slovak Petrzalka, which we are proud of, can be said to have
developed from German Engerau and Hungarian Ligetfalu. However, we do not forget about
the importance of crossing boarder cooperation and we are aware of its necessity which is
connected with importance of knowing foreign languages. The schools in Petrzalka support
learning foreign languages not only by increasing the number of lessons within optional
lessons of the school educational programme but also by carrying out projects supporting
this education. Not so long ago, our pupils were in Turkey on student mobility within the
project called Intercultural communication where they were improving their English by
learning about history, the other culture and traditions. The pupils of primary schools in
Petrzalka also go to England where they stay in families.

Therefore I appreciate every other project that will help to improve education in whatever
field and therefore I accepted the offer of the Mother and Child centre BUDATKO to co-
organize this international research conference that is (in quotes) “only“ an occasion where
we will gain new knowledge and will be informed about the results of the two-year
programme BILFAM - Let's become a bilingual family! The most important thing happened in
the families participating in the project. Many of them were from PetrZalka and not all of
them were successful. The successful ones - as we say the first swallows - deserve our
admiration for their courage and patience they had to have during learning together.
Everything was carried out, of course, under the supervision of experts and with their help
and this is what fascinated me in this project. I was inspired by this idea of connecting three
seemingly incompatible worlds - the scientific world, the world of the teachers and the world
of the families. From this connection the project was born and gives us the answer for the
question whether it is suitable to teach pre-school children foreign languages. Moreover, |
would personally emphasize the fact that our, actually your little ones learn subconsciously
and in family environment.

Iwould like to express my gratitude and appreciation to the Mother and Child centre
BUDATKO in Petrzalka, which is the Slovak partner of the project and makes a good name not
only for itself, but also for Petrzalka and whole Slovakia. It is important to appreciate this
work all the more because while in the case of other countries involved where the project was
carried out by experts from the particular field, in the case of Slovakia the whole
responsibility for the project was taken by a mother on maternity leave (Mrs. Zlatica Jursova
Zacharova).

In conclusion, I would like to welcome you once more and wish you a very nice day. [ am
convinced it will be full of interesting information and lectures and you will not only gain
a considerable amount of information and experience from the project, but also good feeling
from a successfully spent day.

Translation into English Mgr. Kristina Kovdrovd
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THE DEVELOPMENT OF THE BILINGUAL FAMILY PROJECT AND ITS
RESULTS IN ITALY

Sabine Pirchio, Ylenia Passiatore, Giorgia Tomassini, Traute Taeschner
Department of Dynamic and Clinical Psychology, Sapienza University
Rome, Italy

sabine.pirchio@uniromal.it

Abstract
Knowing more than one language is important for the future of citizens in Europe and the world. Early childhood
is the best period for becoming bilingual, because the brain is highly flexible and children are very interested in
learning language. Children can learn two or more languages if they have enough input and they have enough
motivation and enjoyment. Speaking two languages brings several social and cognitive advantages.

When in a family two different languages are spoken or when the family’s members speak a different language
compared to the language spoken in the rest of the society, the children have the opportunity of growing
bilingual, but this require some effort and systematic strategies by the parents. On the contrary, for most parents
the task of raising children in two languages does not come with the provision of a concrete theoretical basis or
experimental evidence.

This is precisely the objective of the Bilfam project, to provide the parents with a valid tool, the Narrative Format
model (Taeschner, 2005) to bring up their children knowing and practising two languages at home and with
friends. Preliminary results suggest that children love Bilfam activities and use foreign language not only during
the activities but also in ordinary life contexts. The support provided by the tutor and by the other participants
via the website is relevant for the families to go on in the project. Each family found specific strategies to do the
activities at home and parents’ quality strategies influence second language acquisition.

Key words: foreign language learning, language teaching in the family, educational use of ICT, narrative format.

1. Introduction

One of the main priorities of EU in the field of education is to improve the European
citizens’ language learning in order to foster inter-country mobility and relationships and to
raise intercultural understanding.

Moreover, becoming bilingual brings to several cognitive advantages: better abilities to
focus attention, to switch between tasks, and lesser distraction from irrelevant external
stimuli [1].

Schools are the place where foreign language teaching and learning is most of the time
provided, and currently in Europe students start compulsory learning of a foreign language in
primary school, and in some cases in preschool and kindergarten. However, the effectiveness
of school foreign language teaching is not always so satisfactory: week time allocated to
language classes is too limited and the activities proposed are often not appropriate to allow
the student to acquire the language internalizing its structures and rules in order to use them
in an automatic way.

To be acquired a language needs to be an important part of persons’ life, to be present
in their daily life in natural contexts and meaningful situations. This is why the focus for
language teaching is shifting from formal teaching situations to informal and non formal
learning settings and methodologies should shift from linguistic to psycholinguistic
approaches (Taeschner and Pirchio, 2009).

In previous works we demonstrated the effectiveness of a language teaching
methodology, the Narrative Format model, for preschool and primary schools children [2][3].
The effectiveness of this methodology is due to the fact that it relies on the language
acquisition processes in first language learning, grounding the learning experience on the

Bratislava 21.-22.09. 2012
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creation of a positive relationship between teacher and student, on non-verbal
communication strategies and on the creation of a natural setting making easier to the
children using only the new language [2].

2. The Narrative Format model for foreign language teaching and learning at
school

The Narrative Format (NF) model for teaching a new language, second or foreign
language, focus on the learner - child, adolescent or adult - instead on the specific language
with its structural and morphological characteristics, as it is usually done in language classes.
It focus the attention on the nature of the process of language acquisition as it develops in the
particular situation of the school, where usually many pupils interact with only one teacher,
in a asymmetrical relationship for age, for the number of children and adults, for status,
experience and knowledge. Such an environment does not facilitate the language learning
process [3].

We know from developmental psycholinguistics that language learning occurs when
two persons interact face to face; on the contrary the setting of a conference or frontal lesson
does not permit the conversational turn taking and gaze alternation between the
participants, which are behaviours needed for establishing a positive and significant
relationship [4][5].

Language learning needs a frequent exposition to and use of the language, while at
school the students may hear the teacher speak the foreign language about one hour for three
times a week, at maximum. Furthermore, the teacher is usually the only person in the
classroom speaking that language, thus the only possible interlocutor for that language:
students usually go on speaking their own language for communicating even if the teacher
speaks the new language to them.

Play activities and games are usually used to teach a language to young learners; this
can of course improve the social climate and the creation of a good relationship, but it is not
the play or games in themselves that make the child learning the language. If children do not
have the possibility of interact often enough in the new language, if there are not the
adequate relational and timing conditions to learn a language, how the children could learn
it?

Considering that a language can only be acquired in a dialogic relationship, we
analysed the characteristics of human communication and the best relational conditions that
allow the language learning process to start; then we found strategies and activities to create
that conditions in the school setting. The NF model is a theoretical and a practical language
teaching model that includes a series of activities to be implemented in the classroom that
respect the features of human natural communication and thus activate the foreign language
acquisition.

Four theoretical principles guide the proposal of activities and the interactional
strategies that teachers use in the NF model.

The first principle states that teachers must create a significant and positive
relationship with their pupils using verbal and non verbal communication strategies,
constructing intersubjectivity and allowing turn taking. Many researches show that
interpersonal relationships characterized by positive affects and emotions are the best
contexts for learning and development [6] and that teacher-student relationship is one of the
most important factors of student’s social behaviour and academic achievement [7]. In the NF
model the relationship is built through the teachers’ gaze, gestures, smile, pauses and
capacity of adjusting their behaviour to the children. This constructs the primary motivation
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to learn the new language: the children want to speak with the teacher they love, doing
something they like to do together.

The second principle state that in order for the student to learn to understand the new
language, the teacher must speak only that language, and in order for the student to speak the
new language, the teacher needs to understand only that language. In this model children and
teacher enter a new world where they live the adventures of the two characters Hocus and
Lotus who only speaks the new language; in order to facilitate this transition they wear a
“magic” t-shirt that means “I cannot speak and understand our usual language anymore”. In
this way we create a specific intrinsic motivation to learn the new language: the children
want to acquire the language by which they can do something they like with the teacher they
love.

The third principle concerns the concept of narrative format: the activities to be
proposed for the foreign language learning are activities that children and teachers share as a
routine; during these activities the participants express positive emotions and affects and
they act the stories of Hocus and Lotus through gestures, actions, facial expressions, sounds
and the new language. The same story is repeated many times (about 15 in our studies) since
the children have acquired the narrative contents and the linguistic forms to tell them. The
role of the adult and of the children changes over these repetitions of the same stories: at the
beginning the children look, repeat gestures and actions and maybe some words, but at the
end they could act the story by themselves without the teacher’s prompts.

The fourth principle concerns the structure of the language to be acquired. In this
model the language is used to live the stories of Hocus and Lotus, therefore the lexicon and
the morphosyntax are those required by the narrative content instead of being decided on the
basis of semantic categorization or grammatical complexity. In the first story the children
learn the nouns for the three animals Hocus meets, not of all the farm or domestic or wild
animals; when they encounter the colours for the first time, the learn “yellow” that is the
colour of the butterfly Hocus meets, not all the colours of the spectrum. The first person
plural of the pronouns are proposed in the second story not because they are too difficult for
the first story, but because in the second story Hocus meets a friend - Lotus - and they
become “we”. This means that the language progression follow the experiences the children
live in the new language, as happens in natural acquisition.

These four principles are translated into practice in a series of activities that allow the
child to participate in experiences with other children and an adult sharing positive emotions
and using the new language for meaningful purposes in a context where it is clear what
language is to be used. The need for repetition is assured by the proposal of “side” activities
such as listening to and singing the songs and watching the cartoons that tell again the same
stories acted out in the classroom.

Using the NF model children can reach very good results in term of language learning
at school [2]. After one year of teaching they are able to tell the stories they learned in that
school year, not telling them by heart but using the structures of the language in autonomous
and creative way.

3. The Narrative Format model for foreign language teaching and learning at
home: the Bilfam project

Schools traditionally are considered the place for learning and teaching. However, as
we told in the introduction, foreign language learning is often unsuccessful because of the
features of the socio-physical environment of the school. In addition, there is a
misunderstanding about the goals of foreign language teaching to young children at school. In
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fact, often the foreign language activities proposed in primary schools - implying reflections
about the structure of the language and translations or comparison with the children’s first
language - could be more appropriate for children who already know the language while
activities implying using the language in natural interactional contexts, as proposed in the NF
model, are needed for children who do not already know the foreign language and need to
internalize and automatize its structures and its way of use [3].

The difficulty of proposing an innovation in the language teaching methodologies used
at school is due to the more general difficulty of proposing at school something that deviates
from the situation of formal teaching.

On the contrary, other educational contexts could be appropriate for proposing the
informal learning of a foreign language to young children. Family is one of these contexts and
maybe the most appropriate for several reasons: parents and children share a long time
together especially for children under the age of three who do not attend a nursery school;
they are bonded by a strong affective and long-term relationship and they often are involved
in activities implying expression of emotions and playful communication. However, the
families have no models, tools and materials to manage the introduction of a new language at
home, and even parents who already know very well a “minority” language could experience
many and hard difficulties in creating a bilingual educational context for their children.

The project “Let’'s become a bilingual family!” (Bilfam) has the specific aim of
providing the family with training, tools and support to start using a new language.

In addition to the three classical activities of the narrative format proposed also in the
school context - the acting out, singing the song and watching the cartoon - we proposed
other ten activities that parents can do to create together with their children experiences in
the foreign language that will motivate them to acquire it. The 13 activities are: Acting out,
Sing along, Cartoon, E-book, Puppets show, Speaking Voki avatar, My dinobook, Bilfam video,
the H&L board game, Did you understand?, Real life language, Video-conference, Dino quiz.
We advised the parents to find time every day to do at least one of these activities, in order to
provide continuity of exposure to the new language. The time required varies and depends on
the type of activity: some take only 5 minutes (listening the song or watching the cartoon),
but others require more time. It is therefore possible to decide how many and which activities
to plan for a specific day and prepare the optimal conditions that facilitate learning the new
language. We trained parents to propose the new language activity as a game to do together,
not as an obligation or a “language lesson”. If the child would feel tired or not in a good mood,
the activity could be postponed or less demanding activities could be suggested, even if these
have already been done the previous day.

We planned to involve in the project 25 families in 5 European countries (Italy, Spain,
United Kingdom, Slovakia and Romania); however, in Italy we received so many applications
that we decided to give to non selected families the possibility to be enrolled, buying the
already published materials (out of the European budget).

Parents received the already published material of “The Adventures of Hocus and
Lotus” to learn how to communicate during the foreign language activities, to act the stories
out and to propose and manage the activities to children. This includes: the Magic Teacher
Guide (papercopy and dvd traning), the Bilfam miniguide, 5 dvd with 6 cartoons each, 5 cd
with 6 songs each, Magic t-shirts for parents and children. They also received an exclusive
access to the Bilfam website where they find downloadable informative and play materials
and they can receive support from the tutor and from the other participant families, through
a forum and a blog.

We asked parents to periodically share their experience with the NF model and the
new language on the website and to produce videos of their activities. We met all the parents
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for the initial training and then we met most of them again after 6 months of activity in order
to follow up their experience and give them advises. Some families also participated in
playgroups organized with parents and children and in meeting to act out together some
stories of Hocus and Lotus with the tutor.

4. Aims and method

In this paper we describe the experience of 31 Italian families participating in the
Bilfam project. We will measure their active participation to the project analysing their use of
blog and forum to communicate and to interact with the other participant families.
Considering the posts uploaded on the website by the families, we will analyse the frequency
of uploading and also the posts’ content. All the posts uploaded by families were analysed
considering the first ten months of families’ activity with NF model.

4.1 Measures

The blog and forum analysis is both quantitative and qualitative. The quantitative
analysis includes:

- Number of posts: total number of posts uploaded by the families on the website and
total number of commented posts.

- Relation between commentators and comments: we measured the users’ variability and
the number of comments, with 0 meaning the absence of comments, 1 meaning the
higher variability of comments and 2 meaning a dialogic communication (ABAB).

- Days needed for the posts to receive an answer: mean of the days from the uploading of
the post and the first comment.

Qualitative analysis is on the content of the linguistic clauses that compose the
uploaded posts. A linguistic clause is a syntactic unit having a predicate, representing an
event or a condition. It can be part of an extended sentence.

Each linguistic clause is analysed with a system of category organized in two different
levels constructed for the purposes of this study. In the first level are coded the topics of the
linguistic clause and in the second level the type of communication about that topic. The
following table 1 show the coding system used for analysing the content of the blogs.

Level 1 Level 2
A. Principle of good 3
communication Alt ) . 4
B: Principle of blingualism 1. Practice | 2.Evaluation ernaty L
- e Metacognition
C. Language learning .
— Strategies
D. Activities
E. Interaction with other 1. Request
families 2. Proposal

3. Comparison

4. Adoption of strategies

F. Social elements 1. Greetings and introducing
2. Extra format life telling

3. Encouragement and praises

Table 1. Coding system of the families’ blogs content.
We coded a clause as A (principle of good communication) when the writer makes

reference to the creation of a positive relationship with the children with verbal and non
verbal communication. For example, a parent referring to the acting out activity done with
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the children: “We make them feel that we are present and that in the play there is the space
for parents-children interaction”.

The code B (principle of bilingualism) refers to posts where families talk about the
magic t-shirt and the use of only the new language during the activities. For example a parent
answers to another parent: “that place, as the t-shirt, will sign the passage from an Italian
world to an English one”.

With the code C (language learning) we code references to the learning process of the
children. For example a parent telling about the activities done with the child: “We reach the
prefixed aim, we learned all the first format”.

Category D includes references to all the 13 Bilfam activities and other project’s
activities involving the families as meetings, playgroups, etc. For example, a mother telling her
experience with activity 1: “Now, in the acting - out, we are introducing real objects”.

The clauses are coded as E when they display interaction with other families’ posts. For
example: “I'll tell to my friend that has the same problem”

The code F (social elements) is used for the clauses displaying a social relationship
with the other families’ group. For example: “Hello to everybody, we are the Antologio” or
“Good job! Go ahead!”

In the second level of analysis, “Practice” means the activities actuation and the
principles of NF model put in action.

“Evaluation” means the reflections, judgements, and opinions on the capacities to
suggest activities and on their effectiveness, on the actuation of NF principles and on
children’s learning of the second language.

“Alternative strategies” means different activities from those employed in the project
proposed to children by participating families.

“Metacognition” means reflections about the way the Narrative Format works and
interact with psychological processes of children and adults.

“Requests” means the implicit/explicit practical requests for suggestions, indications
about the method, and reassurance on doings.

“Suggestions” means the advices on the method and strategies to be adopted. They can
be spontaneous or an answer to a request.

“Comparison” means a connection between the personal experiences with NF model
or life events and those of other participating families.

“Strategies adoption” means accepting other families’ suggestions to improve in all the
project activities.

“Greetings and presentations” means greetings formulas and family or personal
introduction.

“Daily life narrations” means sharing daily life events and experiences of each family
not corresponding to project activities or foreign language teaching and learning.

“Encouragements and praises” means formulas of support and words that praise the
realized activities, adopted strategies, and obtained results.

5. Results
5.1 Quantitative analysis
In the first ten months of the families’ activity with the new language and the Narrative
Format, a total of 239 posts and 309 comments were uploaded on the website.

Families uploaded an average of 7,71 posts and 9,97 comments; however, the standard
deviations are very high either for posts and comments meaning that large differences exist
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about the families’ contribution to the website (table 1).

Total Mean (St.Dev.)
Posts 239 7,71 (9,02)
Comments 309 9,97 (15,98)

Table 2: Posts and comments uploaded on the Bilfam website from April 2011 to February 2012

Dividing the distribution of families’ interventions (posts and comments) in tertiles
the 10 families in the high participation group published 396 contributions (72,3%); 11
families in the medium participation level uploaded 123 posts on their blogs (22,4%) and the
10 families in the low participation group contributed with 29 posts (5,3%) (figure 1).

72,3%

m Alta
O Media
@ Bassa

22,4%

Figure 1. Percentages of the contributions (posts and comments) made by the three participation groups of
families

Considering the reactions to the families’ interventions, 51 posts (21,3%) did not
receive a comment. For 179 posts (74%) the comments / commentators ratio is about 1,
meaning the maximum variability in the users replying to the post. Only for 4 posts (1,7%) the
ratio is 2, indicating a dialogical exchange between two users (ABAB) while for 7 posts (3%)
the ratio was 1,50 meaning a three turns interactional exchange (ABA).

Which is the timing of the replies to a post? 67 posts (35,6% of the posts receiving at
least one comment) were commented the same day of their publication; 59 posts (31,4%)
after one day, 14 posts (7,4%) after two days, 18 post (9,6%) after 3 days; 4 posts (2,1%)
after 4 days; 10 posts (5,3%) after 5 days; for 15 posts (8%) after 6 days. The 92% of the
posts received the first comment in 5 days, and in average it took 2,5 days for a post to be
commented (figure 2).

70
60
50
40
30 O posts
20
10

0

day 1 day2 day3 day4 day5 day6 day7

Figure 2: Frequencies of the posts according to the day of the first comment
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5.2 Qualitative analysis

The qualitative analysis of the blogs produced in the Bilfam website has been done
using the linguistic clause as the unit of analysis. The blogs are composed of 3834 clauses; 98
of them (2,5%) could not be coded in any of the categories of the coding system; 126 clauses
(3,4% of the coded clauses) received a double code, therefore the total amount of codes
attributed to the clauses are 3862.

2500 ~
2000 -
1500
1000
500 A
04

A. Principle of B: Principle of C. Language D. Activities E.Interaction  F. Social

good blingualism  learning with other  elements

communication families

Figure 3. Frequencies of the clauses coded in each content category

As figure 3 shows, only 18 clauses addressed the topic of the theoretical principle of
the good communication, and 84 the principle of bilingualism. Language learning was the
content of 542 clauses and 2284 clauses have been coded as relative to the Bilfam activities.
Furthermore, 196 clauses showed an interactive function and 738 contained social elements.

The activities are the most frequent content present in the families’ blogs. In
particular, parents used the blog to talk about the acting out (45,6% of the clauses coded as
activity), about the foreign language activities generally speaking (26,3%), about watching
the Hocus and Lotus cartoons (8,7%), listening and singing the songs (5,2%), making the
family’s video (4,8%), about the puppet theatre (2,8%), about using the language in everyday
situations (2,4%), about face to face meetings with the project’s participants (1,7%), about
listening and reading the e-books (1,7%) and playing with the Dinobook (0,4%) and with the
board game (0,4%). Some activities (e.g. “Quiz”, “What did you understand?”) were not
applicable in the first 10 months of the project; therefore they are not present in the families’
blogs.

1200 -

1000 4

800 -

400 41

200 ¥

general  actingout singalong  cartoon e-book puppet  dinobook video  board game everyday meetings
language

Figure 4. Number of clauses in each activity category coded
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The second level of coding helped us to investigate the communicational function of
the topic addressed in the clauses.

As figure 5 shows, the families talk about putting in practice of the principle of good
communication in 11 clauses, they evaluate the principle in 6 clauses and make
metacognitive reflections in 1 clause. They address the principle of bilingualism talking about
its practice in 67 clauses and producing some evaluations about it in 17 clauses. When they
talk about language learning, they make reference to its practice in 250 clauses, to its
evaluation in 263 clauses and to metacognitive aspects in 29 clauses. Finally, the clauses
coded as activities address the issues of practice in 1508 cases, of evaluation in 579,
alternative strategies in 193 and metacognition in 4 cases.

O metacognition
DOalternative strategies
@ evaluation

O practice

principle of principle of  language  activities
good bilingualism  learning
communication

Figure 5. Percentages of the different communicative functions of clauses addressing the principles of good
communication and bilingualism, the language learning and the activities

Figure 6 shows that the clauses displaying a clear interactional action of the families’
blogs are used in 133 cases to make requests (of information or advice), in 27 cases to make
proposals or give advices, to make comparisons with the experiences of other families in 23
cases and in 13 cases to talk about the adoption of other families’ strategies.

150 -
100 4 Orequest
@ proposal
50 - 0O comparison
O adoption of strategies
0

interaction with other families' posts
Figure 6. Frequencies of the different communicative functions of the interactive clauses

Of the interactive clauses, 126 (64,3%) received a double code. In particular, of the 133
interactive clauses making a request, 88 (66,2%) received a double code: 68 have also been
coded as activities, 19 as language learning and 1 as the principle of bilingualism put in
practice (figure 7). In particular, 44 clauses (50% of the clauses with a double code) made a
request about the practice of the activity, 14 clauses (16%) made a request about the
evaluation of the activity, 7 clauses (8%) made requests about foreign language activities not
proposed by the Bilfam project and 3 (3,4%) requested a reflection about the functioning of
the activities.
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Other 19 clauses received a code in the interactive and in the language learning
categories: in particular, 12 clauses (14%) were requests about the evaluation of language
learning, 7 clauses (8%) were metacognitive requests about how language learning works in
adults and children. One clause (1,1%) was a request about the principle of bilingualism.

@ practice of the principle of blingualism
@ evaluation of language learning

O metacognition of language learning

O practice of activity

B evaluation of activity

O alternative strategies for activity

44 @ metacognition about activity

Figure 7. Frequency of the different codes attributed to the request clauses

Of the 27 clauses where the families make a proposal through the blog, 5 received also
a code as activity: in particular, 4 clauses were proposals about the practice of the project’s
activities and one about alternative strategies for language teaching (figure 8)

O practice of the activity

M alternative strategies for activity

Figure 8. Frequency of the different codes attributed to the proposal clauses

Of the 23 clauses in the category of comparisons with the other families’ strategies or
practices, 20 (89,9%) have also been coded as activity; in particular, 11 (55%) clauses were
comparisons about the practice of the project’s activities, 4 (20%) about the evaluation of the
activities, other 4 clauses (20%), made comparisons about everyday events and 1 clause (5%)
about the practice of the principle of bilingualism (figure 9).

O practice of the principle of bilingualism
M@ practice of activity
O evaluation of activity

Oeveryday events

Figure 9. Frequency of the different codes attributed to the comparison clauses
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All the 13 interactive clauses that refer to the adoption of strategies proposed by other
families received also a code as a clause about the activity; in particular, 6 (46,2%) referred to
the adoption of practices about the activities proposed and 7 clauses (53,4%) were about
alternative strategies for the project’s activities (figure 10).

6 . o
O practice of activities
[ alternative srategies
7

Figure 10. Frequency of the different codes attributed to the comparison clauses

The last category of our coding system included the social aspects of the clauses
produced in the families’ blogs, that are 738; in particular, 292 clauses (39,6%) are greetings
and personal introductions, 411 clauses (55,7%) are life events shared among the families
and 35 clauses (4,7%) are encouragements and praises (figure 11).

35

292 O greetings and introducing

[ extra-format life events
O encouragement and praises

Figure 11. Frequencies of the different functions of clauses with social aspects

6. Discussion

The results here presented, related to the first 10 months of the Bilfam language
education programme, show how the Narrative Format model works as a tool of language
education in the family context.

The 31 families participating in the Bilfam project appreciated and used the website to
share and think about their experience, producing personal posts and interacting with the
other families reading their blogs and exchanging comments.

However, different levels of participation to the website activity have been reported. In
fact 21 families contributed to the 94% and more of the interactional exchanges, and the
other 10 families accounted for the 5% of the activity: these differences could be due to a
different general aptitude and familiarity of the families with ICT and in particular with blogs
and with their use for learning purposes.
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About 80% of the posts received at least a comment, more than 70% of the comments
have been published in two days from the uploading of the relative post, and most of these
exchanges involved several commentators. This can be due to the format of the medium - the
blog - that do not favour the dialogic exchange but the expression of opinion by different
interlocutors about the topic of the post.

The most discussed topic reported in the families’ blogs is the practical activity in the
new language; this is not a surprise since the Bilfam website was created with the purpose of
being a resource and tool for language teaching a learning, and therefore the activity of
learning together is the core issue of the families’ communications, while the theoretical
aspects of the Narrative Format seem to be less crucial in this period of the activity.

In particular, it is not surprising that the acting out activity is the most discussed: this
is the most important activity to be done with the children for language learning, it is the first
to be presented and it is also one of the most engaging and demanding from the parents’
point of view. This is the activity where the families can meet the biggest difficulties because
of the change it requires in the perspective on language teaching and experiencing and this
may be why the families produced many posts about it.

To publish a post in your own blog allow to share with the others the difficulties
encountered along the path of learning how to do the acting out, the evaluations about the
activity and allow also to describe how the format has been adjusted to the family to make it
more enjoyable and fruitful, receiving a feedback and inputs for new reflections and
experiences through the comments received.

Another activity that captured the attention and production of the families was the
Bilfam Video: recording what is going on in our family during the acting out or other
activities, sharing the video with the other families was not a banal task for the participants.
Importantly, their production received a detailed comment by the tutor in order to give the
families a feedback on how they are developing the activities and to giving suggestions or
advises to improve.

In the blogs and comments the families recalled episodes that testify the foreign
language learning process put in action in the children and they produced positive
evaluations of the learning results in term of the child’s language competences; furthermore,
this was the occasion for several families to think about the processes of language learning
and the best ways to foster them, to reflect about their own and their children’s way of
learning showing some interests in deepen this theme and asking the tutor advices about
books, articles and websites in order to learn more about it.

The use of the Bilfam website to share the learning experience and to exchange
opinions and suggestions give the families’ blog their quality of interactivity: the interactive
clauses are the second most frequent code attributed, after the activity code. Families, most of
all, asked for advices about the practice of the Bilfam activities and about how to evaluate the
children’s learning results. They also gave advises and proposed strategies and activities to
other families. This shows how the families built a learning community, where the others are
resources and tools to foster motivation, reflection and good educational practices. Several
parents experimented new activities they invented to carry out with their children and share
them with the other families enlarging the learning opportunities of the project participants
and strengthening the families motivation and social support. To this point the presence and
work of the tutor is crucial in guiding the families towards teaching and leaning strategies
coherent and consistent with the theoretical bases of foreign language learning and that can
foster the children’s learning without transforming parents in teachers and playing and
communicating together in studying. Furthermore, the tutor’s intervention was also
important to give the parents a feedback about their capacity of doing the narrative format
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and, especially, the acting out.

The learning community created by the families and the tutor also became a social
community: families shared not only contents and practices related to foreign language
learning but also to other family events, practices and experiences. And the families
expressed the need to give this virtual community a reality, asking face-to-face meeting
among families and the tutor. This need, that was met by the project management organising
playgroups for parents and children and training meetings for parents, was explained by the
parents with the potential benefit for the children to know that other children are doing the
same things and living the same adventures of Hocus and Lotus to support their motivation
and sense of belonging to a “bilingual” community.

7. Conclusion

Our results show that it is really important in the family to have good strategies and
tools to teach a foreign language to children. Families need support from the other persons
that live their same experience or from experts that monitor their daily operate. For families,
this support means suggestions or advices on their activities at home. Parents communicated
their need to meet one another in order for the children to become aware that they do
something that it isn’t exclusive for their family but that involves also other children and
parents. From a practical point of you, future programs for foreign language teaching at home
should include a direct tutoring (not only online one) to better follow the families in the
foreign language education. The possibility of identifying and solving with the tutor any
difficulties in the foreign language activities could enhance both families’ enthusiasm and
their active participation and can influence the children learning. Therefore, it could be
interesting to investigate if the frequency (number of uploaded posts) of the families’
participation to the project and different kind (linguistic clauses’ categorization) of uploaded
posts on the website influence foreign language acquisition of the children. Surely, the family
is a context where it can be possible to learn a new language creating an important continuity
with the school educative environment. It is necessary to offer to the families the opportunity
to receive practice tools and careful support to provide the context where the foreign
language learning can take place. Moreover, it could be interesting to investigate which
variables influence the context and, in turn, the second language acquisition by children. We
will deepen the role of the parental educative style on children language acquisition, their
personality and the children temperament.
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Abstract
Drama lessons have been introduced to not only British classrooms long time ago and there are also a few schools
in Slovakia that offer drama lessons in a form of extracurricular activities whatmore there are also some schools
that have introduced drama lessons as a compulsory subject (especially at primary level). More often we can
observe especially language teachers (sometimes also e.g. history teachers etc.) who apply drama techniques in
their classes. They understand the positive effects and power of those techniques as well as they observe the interest
of learners to take part in those activities and to learn more about the subject matter or to perform well.
Automaticity and fluency belong to key features of good communication and drama can be one of the ways how to
approach it.

Keywords: drama, young learners, situations, learning foreign languages, automaticity, language principles

1. Drama in education

Frequently when we say drama (in educational context) people understand it as a
theatrical performance, stage representation, however in language classes we may use
different techniques that develop acting abilities and at the same time communication skills.
Communication is exchange of information and messages and it is not only about words and
phrases but also about movements, facial expressions, ability to express and “read” the ideas
that are “between the lines”, that were not said.

Holden [5] defines drama as any activity which asks the participant to portray himself
in an imaginary situation; or to portray another person in an imaginary situation. Drama is
thus concerned with the world of 'let's pretend'. It provides an opportunity for a person to
express himself through verbal expressions and gestures using his imagination and memory.

Drama techniques have been used in various fields of our lives - religious ceremonies,
arts, psychotherapy, sociology in confidence-building-courses etc. In all those above
mentioned situations the aim was to prepare students for various situations, to give them
language and help them to show or hide feelings and at the same time to read them. It is
closely connected to the communication. Tarone in Maleki [8] summarizes types of
communication strategies under five main categories, along with their subcategories. The list
goes as follows:

A. Paraphrase

B. Transfer

C. Appeal for Assistance (This refers to the learner's asking for the correct term or

structure (e. g. "What is this?")).

D. Mime

E. Avoidance
Avoidance consists of two subcategories described below.

(a) Topic avoidance: The learner's by passing concepts for which the vocabulary or other
meaning structures are not known to them

(b) Message abandonment: The learner's beginning to talk about a concept but being unable
to continue due to lack of meaning structure, and stopping in mid-utterance.
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In communication we involve also sociolinguistic and psycholinguistic strategies and these
can be trained.

Using drama techniques in language lessons students develop acting skills, mainly to
» portray characters in monologues, improvisations and scripted scenes - what
helps learner in real life situation to read the speaker, the partner
» express themselves confidently through movement and gesture - very important
for non-verbal communication
* communicate character through movement and gesture
* participate in blocking (adding movement ) to improvised or scripted scenes
* understand and execute stage movement effectively
* understand and execute stage business effectively
» develop a poised, controlled posture
See more [9].

1.1 Drama in language teaching

Use of drama activities in language classes creates a context for listening and
meaningful production. In some cases it can develop reading skills and even writing skills.
What is more important application of drama techniques leads towards integration of all
language skills and whatmore it involves expression of emotions and feelings. As Vilanova
Vila-Abadal states: “We, as teachers, should aim to highlight and enhance interactive skills
that will induce a coherent dialogue and understanding, and contribute to the individual’s
personal growth and their fulfillment as a human being.“ [14]

Regarding the point that drama has an important impact on language teaching,

Goodwin [2] states that ,drama is a particularly effective tool for pronunciation teaching
because various components of communicative competence (discourse, intonation, pragmatic
awareness, non-verbal communication) can be practiced in an integrated way. There are
some other elements involved in acquiring oral communication skills: adding efficiency to
communication and drama activities facilitates the improvement of these elements.”
Fleming [1] stated that “drama is inevitably learner-centered because it can only operate
through active cooperation. It is therefore a social activity and thus embodies much of the
theory that has emphasized the social and communal, as opposed to the purely individual,
aspects of learning.”

2. Samples of drama activities

Activities that imply drama techniques can be categorized into different categories
concerning different factors. We have already mentioned that mime is one of the
communication strategies, it is a compensation strategy used in conversation and needs no
verbal production. Although it seems that it has nothing with foreign language learning (no
foreign words are used) the technique is very important to communicate with foreigners and
we need to train students to use it.

Sample.
- You are sad. Act it out.
- You are happy. Act it out.
- You are scared. Act it out.
- You are tired. Act it out.
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- You are running. Act it out.
- You are dancing. Act it out.

The Slovak game Remeselnici is quite favourite and often played game by young
learners. Students guess the job (the instruction can be written on a strip of paper or it can be
said (whispered) by the teacher or it can be children who can think it up. (Concerning jobs -
we can mention also the TV panel game show What's My Line? is a panel game show which
originally ran in the US from 1950 to 1967. In Slovakia it is known as Inkognito. Four
panelists guess the job (usually unusual) by asking the questions. The presentation can be
supported by miming the job. (the game can present some features of role play - students
imitating celebrities and miming the jobs).

Another favourite game is called frozen images / still images / sculptures - e.g Make
a monster (your monster has three heads, one hand, four legs and is sad).

There are various alternatives, possibilities how to play it. One of the possibilities is to let
learners to make a still image. The rest of a group can guess what people in the picture are
doing. They can use (and practise) both interrogative or declarative sentences.

(Action) Chants use rhythm and rhyme, their use in the class builds confidence,
fluency. Students drill the text, phrases and support it by e.g. movement, what enhances
memorisation. Repetition drills provide for focus on accuracy, help memorisation and
automisation of language. The learnt chunks and phrases enable later smooth and fluent
utterances without hesitating about language and grammar. A rhythm Good morning good
morning good morning to you, good morning good morning, we are glad to see you. Although
drills as such are not very natural they frequently use common language and phrases as to be
glad to see sb.

Jazz chants are used to practise intonation - stress and intonation of foreign language.
Carolyn Graham, a jay chant writer, wrote several presenting jazz chants. She presents shorts
chants, grammar chants, fairy tale jazz chants. Children love them as they may combine
words, melody and movements can be added to present the content and rhythm.

e.g.
Trick or treat. Stop that noise
Trick or treat. Trick or treat. Sh! Sh! Stop that Noise!
I want something good to eat. Sh! Sh! Stop that Noise!
Trick or treat. Trick or treat. Come on boys, tell all the girls
Give me something nice and sweet. Tell all the girls to stop that noise!
Give me candy and an apple, too. Boys:Sh! Sh! Stop that Noise!
And I won't play a trick on you! Sh! Sh! Stop that Noise!
(Graham, C: Holiday Jazz Chants) Everyone: Come on girls, tell all the boys

Tell all the boys to stop that noise!
Girls:Sh! Sh! Stop that Noise!

Sh! Sh! Stop that Noise!

Everyone: Sh! Sh! Stop that Noise!
(Graham, C: Jazz chants for children)

Drama techniques can be used even with the very young learners in pre-primary
education, in kindergardens in various forms - games, sketches, performances, role-
plays etc.
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What's the time, Mr. Wolf? (The Slovak variant - Janko, Janko, kol'’ko hodin?, Vi¢ko, vitko,
kol'ko hodin) is a game where one child stands in front of the group of players standing
in a row. They all face the same side, what means that the wolf (one player standing in
front of the others can’t see the rest of a group). Kids are asking one after another what'’s
the time and kids counting aloud step forward (can also backward).

If the wolf turns and can see some player to move he/she has to move to the
starting position. The winner is the one who reaches the wolf’s position first. Repeating
the phrase what's the time and counting aloud leads to atomization of the phrase.

More language and higher productivity is expected in role-plays which is another
technique where students are placed into particular position. “Generally speaking, role-
play involves being an imaginary person usually in a hypothetical situation and
sometimes in a real one”[13]. The advantage of role-plays is that it involves spontaneous
actions and it also develops social skills. It provides a memorable experience and builds
confidence. On contrary it might be time consuming and some students might have
problem to identify themselves with their roles, those who are less emphatic and not so
fluent and creative might have problems to create situations. On other hand, some
introvert or shy students are more active compared the typical classroom situations as
they identify themselves with the characters being portrayed.

It is a teacher’s decision how structured information he/she will provide to
students and how much language is included in the task (usually students get more
specific information about their role on a role-play cards), it is a teacher who controls
and manages the whole activity before the actual activity. In the preparation phase a
teacher is in a role of facilitator, he can also become a participant in a role play. During
the role play teachers usually observes and it is necessary to evaluate learners after the
activity.

Short plays and sketches are in some way easier to be realised compared to role
plays. In role plays students are actively in involved in creating the content. Short plays
and sketches are based on scenarios, that are ready made and need to be memorised. It
usually starts with reading the text aloud to give students confidence that their
pronunciation is correct” we work on intonation, stress, pronunciation. In this phase we
usually can make slight changes to the original text to tailor it to the students’ abilities
and to create our image of the play. There is also a space to redivide the text. Usually the
teller has the longer utterances that can be divided into smaller bits and this gives us a
chance to involve more students and to make the texts shorter and easier to memorise.

The story Very hungry Caterpillar written by Eric Carle is a story of caterpillar
that eats every day and is still hungry. The story ends with a picture of beautiful butterfly.
In fact it is a children’s picture book but it also can be used for drama activities in a
classroom. Pupils recycle the food vocabulary as well as names of the days of the week.
(Carle got the idea of creating this book from a hole puncher "One day I was punching
holes with a hole puncher into a stack of paper, and I thought of a bookworm and so |
created a story called "A Week with Willi the Worm". Then my editor suggested a
caterpillar instead and I said "Butterfly!" That's how it began," he said. [7])

“In the light of the moon a little egg lay on a leaf. One Sunday morning the warm
sun came up and -pop ! -out of the egg came a tiny and very hungry caterpillar. He started
to look for some food! On Monday he ate through one apple. But he was still hungry. ...” The
presentation of a story can be supported with the flashcard or real objects.
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3. Disadvantages

The article is very optimistic and positive about using drama in language teaching.
Still, to be objective the drawbacks and disadvantages should be mentioned as well.
Eigenbauer [in 11] mentions “considerable disadvantage of isolated games and drama
activities: They are usually not embedded in wider contexts, they are short “extra
activities”, which are easily discarded if there is not sufficient time, and they are usually
“closed” and “controlled” language exercises. Sam [12] enumerates 9 disadvantages
connected with drama education, namely that activity is artificial, activities are difficult
to monitor, causes embarrassment, encourages incorrect forms, has cultural bias,
teachers' fear of losing control, spontaneity is lost, timing lessons is difficult, activities
may not be suitable for all levels.
The fact is that the advantages outweigh the disadvantages and being aware of them
allow teachers to plan and organise activities in a way to minimize their impact.

4. Conclusion

Drama activities are popular among students. They like performances, they
usually enjoy preparation phases, they are ready to learn their roles and many times
incidentally they learn also the roles of other participants. They are ready to use the
language presented and practiced automatically in real life situations and older students
can evaluate the benefits of leaning roles by heart.

The preparation phase is frequently concurrently supported by the preparation of

scene, costumes, scenery, masks where children can present their creativity and it opens
the space for integrated language learning. Teacher has possibilities — to use the ready-
made materials or to create their own, tailored to the needs e.g. sketches. There are
many books published with different drama techniques practise as well as dramas for
EFL classes, similarly as they can be found on internet (see e.g.
http://efltheatreclub.co.uk/).
It is possible to use the games or TV shows as pupils like them and they know the rules
and transformed to English variation they can be amusing, funny, educative (as it has
been already indicated in the text above). Currently the programme Particka has high TV
ratings and offers a lot of ideas for role plays (besides other games).

As we have already mentioned drama techniques should be included generally in
the school curricula as they develop communication skills, build confidence and develop
empathy. What more they develop vocabulary, fluency of use of language structures and
accuracy at the same time. It is usually a student-centred activity where all (or most) of
students are involved (suitable for all intelligence types of learners). They support habit
formation (what audio-lingual method and behaviourist learning theory was grounded
in and although later critised by Chomsky’s theory of Transformational-generative
Grammar) and we believe that as H.D. Brown claims automaticity is one of the main
principles of language learning and leads towards fluency what is one of the basic
characteristics of effective communication and drama techniques lead to automaticity in
a language what makes our learners to be effective speakers and language users.
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Ucitel hledd nové strategie, zptisoby a metody, jak udélat cizojazycnou vyuku vice efektivnéjsi. Studie predklddd

vysledky vyzkumného projektu k otdzkdam vyuky rustiny jako ciziho jazyka u Zdku se specifickymi poruchami
ucenti (ddle SPU), jenzZ byl realizovdn v ramci vyzkumného zaméru Specidlni potieby Zdkii v kontextu
Rdmcového vzdéldavaciho programu pro zdkladni vzdéldavdani (MSM 0021622443). Je traktovdna teorie hry,
konkrétni priklady didaktickych her, charakteristika osob se specidlnimi vzdéldvacimi potiebami a
specifickymi poruchami uceni. Hry jsou zaméreny na procvicovdni slovni zdsoby a vyuZivaji pohyb, vizudlni
pomiticky, autentické predméty, dramatickou vychovu a neverbdlni komunikaci.

Abstract
Teachers are looking for new strategies and methods to make foreign language teaching more effective. The
paper presents the results of a research study focusing on the issues of teaching Russian as a foreign language
to learners with specific learning difficulties (SLD). The study was realized within the framework of the
research centre Special Needs of Pupils in the Context of Framework Education Programmes (MSM

0021622443). We also discuss the theory of games, specific examples of didactic games and the characteristics

of persons with special educational needs and specific learning difficulties. Oriented to the practice of
vocabulary, the games use movement, visual elements, drama techniques and non-verbal communication.

Klicova slova: cizojazycna vyuka, rusky jazyk, didakticka jazykova hra, zZak, specifické poruchy
Keywords: foreign language teaching, Russian language, didactic language game, learner, specific learning
difficulties

1. Uvod do problematiky, legislativa a kurikularni dokumenty pro uplatnéni
integrace a inkluze ve vyucovani na v§ech stupnich $kol

Nase spolecnost prochazi v 21. stoleti ve vSech sférach Zivota a ¢innosti v diisledku

rozvoje védy, techniky a modernich technologii nejriiznéjSimi zménami, inovacem

i

a aktualizacemi. Nejinak tomu je ivoblasti vychovy avzdélavani. Jednim z hlavnich
trendli Skolstvi v nasi soucasnosti je snaha o plnohodnotné zapojeni a celoZivotni aktivni

pristup kazdého Clovéka ke vzdélani obecné, pricemz diiraz je kladen na ,,emancipaci“ lid

i

s handicapem, na jejich zapojeni do hlavniho vzdélavaciho proudu, tj. do béZnych trid

vSech stupnt Skol. PoZadavky moderni doby vedou ve vzdélavaci oblasti kromé jiného

i

k uplatnéni integrace a inkluze zaki se specidlnimi vzdélavacimi potfebami do ucebniho
procesu v bézné tiidé, tj. v prirozeném prostiredi tohoto znevyhodnéného ditéte a

adolescenta.

Integrativni snahy a procesy oproti minulosti kladou soucasné zvysené naroky na
profesni pripravu budoucich uciteli vSech stupni skol tak, aby ucitel v praxi umél
posilovat Zakovskou autonomii, osobni odpovédnost a samostatnost, aby dokazal
systematicky klast velky diiraz na zakovu sebereflexi, sebehodnoceni a uméni hodnotit
obecné. Odbornici doporucuji ,,nastavit mantinely“ ve vztahu ,zak - ucitel - ucivo“ a ,zak -
ucitel/Skola - rodice“ dle Kkonkrétnich specidlnich narokd a specifickych potieb
konkrétniho Zaka. Logicky je tak nezbytné, aby se dneSni pedagogicky pracovnik
celoZivotné vzdélaval, cyklicky si dopliioval a rozsiroval znalosti z oboru, aby se priibézné
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seznamoval s nejnovéjSimi trendy v pedagogice, didaktice a metodice cizojazy¢né vyuky
na prikladu konkrétniho vyucovaného ciziho jazyka, a tyto klicové profesni kompetence
pak dilisledné uplatnioval v kazdodenni praxi v cizojazy¢ném vyucovani.

Pravni stranka péce o déti se specifickymi poti‘ebami je o$etiena smérnici MSMT k
integraci a metodickym pokynem MSMT CR. Pro integrované zaky lze vypracovat plan -
tzv. Individualni vzdélavaci program, jenZ predstavuje urcitou ,trojdohodu” mezi ucitelem,
ditétem a jeho rodici, tj. mezi jednotlivymi aktéry integra¢niho a reedukacniho procesu.
Samotné pravo na rovnocenny pristup ke vzdélani v obecné roviné clovéku zarucuje
Listina zdkladnich lidskych prav a svobod, dale Charta ditéte, v ceském kontextu pak
Narodni program rozvoje vzdélavani a Ramcovy vzdélavaci program pro zakladni
vzdélavani [7], platné vyhlasky a smérnice Ministerstva Skolstvi mladeZe a télovychovy
Ceské republiky (dale MSMT CR), tzv. Skolni vzdé&lavaci programy (dale SVP) aj. V roce
2007 vstoupil v Ceské republice v platnost novy tzv. $kolsky zakon [9], vymezujici jako
jeden z hlavnich cila zvySeni efektivity vzdélavaciho procesu a zptistupnéni vzdélani vsem
jedincim v ramci realizace reformy vzdélavaciho systému - Zakon ¢. 561/2004 Sb. o
predskolnim, zakladnim, stfednim, vy$Sim odborném a jiném vzdélavani. VySe jmenované
kurikularni dokumenty uvadéji integraci a inkluzivni vzdélavani jako nastroje pro
uskutecnovani rovnopravného pristupu kazdého jedince ke vzdélani. Terminy inkluze a
inkluzivni vzdélavani v mezinarodnim méritku byly poprvé prezentovany v r. 1994 na
konferenci mezinarodnich organizaci o podminkach vzdélavani zaki se specidlnimi
vzdélavacimi potfebami v Salamance, v Ceské republice se nasledné tyto terminy
v odborné literatufe traktuji od druhé poloviny 90. let 20. stoleti. Integrace a inkluze
utvareji dichotomicky vztah a navzajem se mohou prolinat. Pod terminem inkluze
rozumime takovy piistup k zakovi ve Skolnim zarizeni jako vzdélavacim prostoru, kdy je
vétSina znevyhodnénych déti primarné vcélenéna do bézné Skoly bez ohledu na typ
postiZeni, pricemz kontextualné inkluzivni vzdélavani nemize byt chapano jako vyhoda,
ale je vnimano jako automaticky narok a pravo kaZdého jedince ve spolecnosti. Otazce
integrace a inkluze se intenzivné ve své vyzkumné cinnosti vénuje tym pedagogl a
odbornych pracovnikli Pedagogické fakulty Masarykovy univerzity v ramci vyzkumného
zaméru Specidlni potreby Zakd v kontextu Ramcového vzdélavaciho programu pro
zakladni vzdélavani (MSM 0021622443).

2. Vyuka zaku se specifickymi poruchami uceni
arole didaktické jazykové hry ve vyuce rustiné

V dnesSnim globalizovaném svété je vyvijen znacny tlak na jazykovou vybavenost
clovéka, tj. na jeho schopnost komunikovat v cizim jazyce. Vyuka ciziho jazyka patti vedle
poclitacové gramotnosti k prioritam Rdmcového vzdéldvaciho programu pro zdkladni
vzdéldvdani (dale RVP pro ZV). Jako prvni cizi jazyk je v Ceskych zakladnich Skolach
vyucovana anglictina, od 7. tfidy je pak dle podminek a mozZnosti konkrétni Skoly
definovanych v SVP realizovana vyuka druhého ciziho jazyka. Podle dostupnych informaci
zvetejiiovanych Ceskou $kolni inspekci a MSMT CR si nejcastéji zaci 2. stupné zakladnich
Skol voli vyuku némciny, za ni nasleduje rustina a francouzstina.

Ucitelé cizich jazyka promysleji pro vyuku dalsiho ciziho jazyka vhodné metodické
postupy, techniky, didaktické hry a cviCeni, snaZi se vramci integrace a inkluze
diferencované pristupovat k zakiim se specidlnimi vzdélavacimi potiebami. V tomto bodé
lze formulovat celou radu otazek jako napf. zda je v praxi v kazdodennim vyucovani
uplatiiovan ucitelem zretel ke specidlnim vzdélavacim potfebam toho konkrétniho zaka?
Zohlednuji-li adekvatné ucitelé potieby zakl se specifickymi poruchami uceni (dale SPU)?
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Pokud ano, vybiraji ucitelé vhodné postupy a strategie pro praci s témito Zaky? Podporuji
jejich autonomii, sebereflexi aktivitu? Motivuji je dostatecné k soustavné praci? Dokazi jim
umoznit proziti pocitu uspéchu a radosti z pozitivniho ocenéni svych Cinnosti a aktivity od
svych spoluzaki?

Az jiného Uhlu pohledu na tuto problematiku - lze viibec vyslovit obecné platné
zasady pro praci ucitele ciziho jazyka s handicapovanym ditétem? Vzdyt uznavany
psycholog a pedagog Z. Matéjcek [6] deklaruje, Ze jedinci s SPU netvoii v Zzadném pripadé
stejnorodou skupinu a Ze v podstaté nemame Kk dispozici néjaky standardni pristup k
jejich vzdélavani. V praxi se totiZ setkdvame s Zaky, jeZ jsou zasaZeni jednou z dysfunkci
(dyslexie, dysortografie, dysgrafie, dyskalkulie, dyspraxie, dyspinxie, dysmuzie, poruchy
chovani), nebo u nich dochazi ke kombinaci nékolika dysfunkci v rizné mire, popft. ke
kombinaci SPU s dalSimi specifickymi i nespecifickymi poruchami. Jinymi slovy - potreby
téchto déti jsou velmi individualni a riznorodé. V rdmci stanoveni diagnézy a nasledného
sestaveni planu reedukace a dalSiho vzdélavani jedince je proto zapotrebi upfesnit i miru
ovlivnéni téchto sfér. Velkou roli v tomto procesu sehrava i inteligence handicapovaného
jedince. Cim je totiZ %4k inteligentné&jsi, tim vic srovnava své vykony s okolim, uvédomuje
si vlastni limity a zaroven i intenzivnéji proziva pocit netispéchu a zklamani. Snadno se tak
dité milze dopracovat k prehnané negativistickému sebehodnoceni, k pohrdani samo
sebou, coz muze v dlsledku vést aZ k naruSeni jeho osobnosti a k hlubokému citovému
strddani a celkové deprivaci. Ucitel by mél mit na paméti, Ze SPU predstavuji ve vétsi ¢i
mensi mife handicap celozivotni povahy a Ze jeho kompenzace je realizovana s riznymi
vysledky, tj. s vétSim ¢i mensim Uspéchem, ponévadz i dle naSich dlouholetych zkuSenosti
[2] jen vyjimecné se zdari pri reedukaci vzdélavaci obtize komplexné odstranit ¢i plné
kompenzovat. To vSe se promita do sféry socialni i pedagogické.

Pro naSe potfeby nyni pristoupime ve stru¢nosti k zakladnimu definovani
jednotlivych SPU.

Dyslexie - specificka porucha Cteni - se projevuje v nékterych pripadech jizZ v Uplnych
pocatcich c¢teni, pfi procesu rozpoznavani a zapamatovani si jednotlivych pismen. Jako
problematické se muze jevit rozliSovani tvarové podobnych pismen a zvukové podobnych
hlasek apod. ObtiZe nastanou pii spojovani hlasek v slabiku a nasledné pfti souvislém cteni
slov, coz ma ptivod pravdépodobné v nedostatecné koordinaci prace mozkovych hemisfér,
v naruSeni o¢nich pohybti, prostorové a pravolevé orientaci aj. Takto postiZené déti pak
maji specifické problémy ve ¢teni - s rychlosti, spravnosti ¢teni, s vlastni technikou Cteni, s
porozuménim ¢tenému textu atd.

Dysgrafie - specifickd porucha psani - postihuje predevsim schopnost napodobit tvar a
fazeni pismen. Zak si nepamatuje tvary pismen, zaméfiuje tvarové podobna pismena,
pismo samotné plisobi neusporadané, tézkopadné a neobratné.

Dysortografie - specificka porucha pravopisu - znemoznuje postiZenému spravné zapsani
vSech pismen ve spravném poradi vcetné jejich délek a mékkosti. Tato porucha casto
souvisi s dyslexii a dysgrafii. Jeji obraz se béhem vyvoje ditéte méni.

Dyskalkulie jako specifickd porucha matematickych schopnosti postihuje priblizné 1
procento déti a nebude predmétem nasi pozornosti.

Dyspinxie - je typicka nizkou urovni kresby, dysmiizie - specificka porucha, jez postihuje
schopnost vnimani a reprodukce hudby a dyspraxie - je specifickd vyvojova porucha
obratnosti a schopnosti vykonavat slozité ukony. Tyto poruchy mohou c¢aste¢né ovliviiovat
cizojazy¢né vyucovani.

Cilem jazykového vzdélavanti je osvojit si cizi jazyk nejen jako systém, ale také jako
prostiredek komunikace. Jednu z mozZnosti jak posilit motivaci, efektivitu a zajem zaki o
konkrétni cizi jazyk predstavuje jazykova didakticka hra, jeZ umoZnuje nenasilné
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dosahnout automatizace jazykovych dovednosti Zaka i fixaci a upevnéni klicovych
kompetenci obecné. Jazykova didakticka hra predstavuje optimalni a intenzivni formu
prace, napomaha oddalit dnavu a ztratu pozornosti Zaka. Jazykové didaktické hry
umoziuji vytvorit zdani cizojazytné atmosféry ve tridé, podporuji utvareni piatelskych
vztahl mezi zaky navzajem i mezi Zaky a pedagogy, podileji se na pozitivnim klimatu ve
tridé. Ruska lingvistka a didakticka ruského jazyka jako ciziho A. A. AkiSina vymezuje tii

skupiny jazykovych didaktickych her [1]:

1. Jazykové hry, jejichZz priprava neni sloZitd (napi. ucitel sestavi k frazeologické
jednotce kratky text s otazkami, k obrazku problémovou otazku zadani ukolu
kreativniho charakteru jako jsou metody tvirciho psani apod.).

2. Jazykové hry, jez predpokladaji predchozi pripravu ucitele i pripravu pomiticek
(napft. pro hru ve dvou skupinach zakl potirebujeme dvé mapy, dvé sady obrazki,
karticek, dvé baterie otazek atd., dale napi. popis roli, pfedméty jako domino,
kulicky, koralky, kouzelné kostky aj.).

3. Jazykové hry, kdy jsou ucitelem cilené zvoleny riizné pristupy a vhodné strategie,
takze Zaci si ani neuvédomuji, Ze ,se uci“ (napt. vyuziti prstovych manaski, loutek,
predmétl pro praci ve dvojici ¢i skupiné, zapojeni motivacnich obrazki, rébusq,
lustének, kvizd, vtipi, kratkych historek, doplitovacek, osmismérek apod.).
Didaktické jazykové hry slouzi k procviceni, upevnéni a fixaci (i drilem) gramatiky,

slovni zasoby, fonetické stranky ciziho jazyka, k automatizaci komunikac¢nich navyku.

Jazykové hry samoziejmé nesou i prvek rozptyleni ¢i odpocinku, zvySeni zajmu, motivace,

pozitivni zmény, popi. napomahaji zaklim s relaxaci ¢i udrzenim pozornosti. Pfi vybéru

didaktické jazykové hry a také z divodu odpovidajicich ucinkd a vystupi spoletné

Cinnosti tak, abychom mohli uziti didaktické jazykové hry povazovat za Uspésné,

zohlednuje ucitel vramci dobré predchozi metodické pripravy hry toto ,desatero”

pravidel [3]:

1. Je nezbytné doptredu dobfe promyslet, odpovida-li hra cili, koresponduje-li
s tématem a vyhovuje-li podminkam ve tiidé (vék zakil, dosaZena jazykova Uroven,
pocet zaku ve tiidé, velikost a ergonomické usporadani prostoru atd.).

2. Hra musi sledovat jasné stanoveny didakticky cil - upevnéni a fixaci uciva,
zopakovani probirané latky (jazykové didaktické hry se jen v omezené mire daji
vyuzit k vykladu nového uciva, navic tu vznika riziko vysoké miry chybovosti, coZ
pak zpétné ovliviiuje plynulost a pribéh realizované jazykové didaktické hry a
miiZe mit i nezadouci ucinky- napft. - fixaci chyb apod.)

Hry se 74k G¢astni spontanné a dobrovolné. Zak sim musi mit potfebu ,hrat si“,

Pravidla hry musi byt jasna a strucna.

Pro vyuku je vhodna ta hra, jiZ se aktivné ucastni a do ¢innosti se zapoji co nejvétsi

pocet Zaku.

6. Organizaci hry a kompletni organizacni stranku je nutno predem dobte promyslet.
Ucitel musi disledné dbat na dodrzovani pravidel, ale pokud to je mozné, do
samotné realizace hry se vmésuje co nejméné.

7. Tridu lze v ramci hry jednoduse rozdélit do skupin podle raznych klici - tj. do
heterogennich nebo homogennich skupin, podle vlastni volby zaki, losem ¢i jinak
organizovanym nahodnym vybérem, dle pohlavi apod., ale vzdy si musi byt ucitel
dobte védom, pro¢ zvolil to které konkrétni usporddani zakd. Dale je vhodna
proporcionalita jednotlivych skupin, tj. aby skupiny mély priblizné stejny pocet
¢lend. Také kazda skupina by méla mit Sanci vyhrat urcitou dil¢i ¢ast hry, ponévadz
prirozené kazdy jedinec touZzi zazit uspéch.

8. Vysledky je dobré zaznamenavat priibézné v pisemné podobé, tj. aktivita zaka
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roste, pokud jsou vysledky jejich Usili nékde dostupné, snadno uverejnéné (Zaci
posiluji schopnost sebereflexe a uci se i objektivnimu hodnoceni) - napt. na tabuli,
nasténce, interaktivni tabuli, tfidnim PC aj.

9. Hra posiluje ve tridé tviir¢i atmosféru a radostné klima. Didakticka jazykova hra by
méla amérné k zakovské schopnosti udrZet pozornost adekvatné dlouha a ¢asové
narocnd, hry je zapotrebi také stridat a obménovat.

10.V pribéhu vyucovaci jednotky je nutné dobie promyslet ,nasazeni, tj. realizaci
vlastni hry, vétSinou je hra uplatiiovana s dobrymi vysledky uprostied hodiny ¢i na
jejim konci.

Pro kvalitni didaktickou jazykovou hru kromeé vyse uvedeného ,desatera“ plati, Ze
nepotiebuje dlouhou predchozi pripravu na vlastni realizaci - tzv. organiza¢ni moment,
ma intelektualni impulz a aktivizacni hodnotu, Ze nezabere ve vyucovaci jednotce
neumérné mnoho c¢asu, neoslabuje ,disciplinu“ a soustiedénost zakl ve vyucovani, Ze
nevyzaduje zvlastni ¢as pro kontrolu spravnosti odpovédi, reSeni apod.

3. Konkrétni projevy specifickych obtizi pii vyuce ruského jazykau zaku se
specifickymi poruchami uceni

Pii nastinu teoretickych vychodisek a zdkladi vyucovani ruskému jazyku na 2.
stupni ZS vedle role didaktické jazykové hry a problematiky zohlednéni zakd s SPU a zak
se specialnimi vzdélavacimi potiebami, tj. socidlné znevyhodnénych zaki, predevsim déti-
cizincli, ale také zakl nadanych a mimoradné pokrocilych, je tieba analyzovat i dalsi
aspekty, jako predstavuje:

vztah materského a ruského jazyka;

pozitivni transfer, vliv interlingvni a intralingvni interference;

vztah a poradi zvukové a grafické stranky ciziho jazyka;

vhodnost, Ucel, metodiku a zasady realizace uUvodniho audio-oralniho kurzu
rustiny;

vymezeni jazykovych kompetenci zakl dané vékové skupiny v piimé navaznosti na

Spolecny evropsky referencni ramec pro jazyky [8].

Ke konkrétnim projeviim specifickych obtiZi v oblasti nacviku techniky c¢teni a c¢teni
s porozuménim radime:
princip slabi¢ného cteni;
synteticko-analyticky charakter nacviku techniky ¢teni;
kontrola porozuméni c¢tenému - cteni s porozuménim, dité se soustiedi na
techniku cteni a pritom mu unikd obsah, domysli si slova nebo néktera slova
preskakuje (napt. slovni druhy jako predloZky, spojky i kratsi lexikalni jednotky);
psany text, tiStény text (psaci a tisténa azbuka - zvladnuti jiné grafické soustavy v
porovnani s latinkou);
osvojeni pravidla o zasadach spravného cteni pismene - grafému a vyslovnosti
fonému ,0° ,a“ - tzv. redukce (prizvucna kontra neprizvucna slabika), napt.

MOJ10KO, 20p00, no2oda, KapaHdaw + vztah grafému a fonému;

osvojeni pravidla ozdsadach spravného cteni pismene - grafému a
vyslovnosti fonému ,e“ ,é% ,b“ (tvrdost x meékkost), napt: Eea, ezo, nsmp,
yuumeavbHuya, 6os1eem, y He2o, NOOOWEN;

osvojeni pravidla o zasadach spravného cteni pismen - grafémil a vyslovnosti

" Y “« «

fonémt ,4a° ,e" ,€° 10 ,b% ,b" ve vSech polohach (tzv. jotované jako jeden celek),
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napf.: Mos,, mémsi, wecmvk), mempadb, CbeCcmb;

osvojeni pravidla o zasadach spravného cteni a vyslovnosti fonémi u spojeni typu
WA ,TI0  HE" (mékceni), napi.: da0d5, mémrio, oH HéC;

@ osvojeni pravidla o zdsadach spravného Cteni a vyslovnosti u pohyblivého slovniho
prizvuku, napt.: pyka, myka, caesa, 3amMok, c21080, 020p0d, yMHUYA, yHEeHUYA;

@ osvojeni pravidla o zdsadach spravného cteni a vyslovnosti predlozek a predpon
»B% ,c" ,0e3" pred slovem zacinajicim samohlaskou, napt.: 8 amesave, 8 smom, c
asmopoM, 6e3 omya;

osvojeni pravidla o zasadach spravného c¢teni a vyslovnosti slov umo, 3dpascmayii,
nosxcasyilicma, ce2o0Hsl.

V oblasti psani dochazi k témto projeviim obtizi:

negativni transfer z ¢estiny do rustiny, tj. tzv. pismena - grafémy ,zradni pratelé,
presmykovani ¢i vynechavani pismen, slabik nebo celych slov, prepis ruskych
vyrazi latinkou - tzv. transliterace;

psani malych a velkych pismen azbuky, tvary psacich pismen:

a) b/6,B/B,U/u,¥/y, X/x,P/p,C/c;

b) A, H, I, Y, I, bl E, b;

napojovani, tj. spoje pismen, s, M, 4, B, napt.: as, am, os, biM, as, 64, 08;

zameéna pismen u (za i, M, H), 11 (za w), b (®), 3 (za e), A (za Ceské A), p (za i)
neznalost pismen 3, 1, p, 4, b, 'b 0, 4.

Jako priklad specifickych obtizi v oblasti pravopisu uvadime:

pravopis slabik ,ru“ ,ku‘, ,xu“ napf.: kHueu, cymku, yexu;
psani mékkého znaku ,b“ v infinitivu, napt.: desams, Mous, pabomams;

Q006

psani mékkého znaku ,b“ u sloves ve 2. osobé jednotného cisla pritomného casu
oznamovaciho zplisobu, napt.: ms1 yvumaews, desaew, pabomaeuib, MOXelllb;

3

pravopis zaporové ¢astice ,He“ u sloves, napf.: s He 3Hat0, mbl He pabomaew, OHU
He nomozarom;

3

koncovky sloves v mnoZném &isle minulého ¢asu (v RJ x RC neplati pravidlo o
shodé podmétu s prisudkem), napt: Masavyuku nomozanu mame. Jlegouku
nomozanu mMame.;

pravopis cislovek 1-40, 40-100 (predevSim psani mékkého znaku ,b“), napft.:
yemblpe, 80cemb, decsimb, 00UHHAdyamsv, deadyams, COPOK, wecmboecsim,
degssHOCMO;

«

pravopis samohlasek po souhlaskach ,x“ ,m" 4 % napt.: scums, wupokut,
yuca0, Wu;

grafické vyjadreni hlasky - fonému ,j“ napft.: s6.10k0, oMop, meoi wO6Ky, 6pelik,
Moll, meou mpameadu.

V astnim projevu, tj. ve vyslovnosti a po zvukové strance ruského jazyka, jsou
zaznamendany tyto nejcastejsi specifické obtize:

vliv negativni interference matei'ského jazyka, vyslovnost viceslabi¢nych slov;
v oblasti segmentalnich jevi:

(1) vyslovnost b1 a1 ,a' 1'% ,p'" ,06" ,B" ,M' 0 napt.: mbuio, ayk, aucm,
60./1bHUYaA, meamp, pIOMKaA, 8ce20, MsICO, NECHS;

«

B) vyslovnost Seplavek (" " ) +,1° napt.: xcyk, Llypa, yupk, yvumams, ewé;
X) redukce samohlasek ,0% ,a“ po tvrdych souhlaskach parovych, neparovych a po
mékkych souhlaskdch v ménéslabic¢nych i viceslabicnych slovech;
oblast suprasegmentalnich jevi:
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a) nacvik rytmickych modelt slov, napi.: mama, omey, dedywka, 6abywka, cecmpa;

b) pohyblivy slovni ptizvuk, v R] x CJ jeho intenzita a dynamika ptizvuku silnéjsi;

c) tempo ruské ieci, R] rychlejsi x JC v poméru 2:1;

d) intonace véty oznamovaci, napt.: Y menst dgoe demeil.;

e) intonace zjiStovacich otazek, napt.: Kyda mor uoéwn?.

Specifické obtiZe v gramatice zpiisobuje i bezprostiedné ovliviiuje:
negativni interference CJ;
obtiZné vybavovani gramatickych pravidel, napft::

A) 1. a 2. ¢asovani sloves v pfitomném &ase (tvary pro 1. os. jednotného &isla
piritomného ¢asu oznamovaciho zpisobu): napt. sloveso pucosams, kynumo,
yuums: chybné s pucosato, 1 kynum, 1 yuum misto 51 pucyro, Kynir, yuy;

) tvoreni slovesnych tvari v minulém a budoucim ¢ase oznamovaciho zpiisobu,
napt.: chybné s Hecs, Mbl 8edau misto s HéEC, Mbl 8enu;

X) ¢asovani sloves xomemb, MOub;
0) nacvik vykani, napt.: chybné Bepa, bt ckasaaa, 6ydbme do6pa misto Bepa, bl
ckasanu, 6ydbme dobpul;

€) struktura vétného typu s vyznamem ¢eského ,miti, napt.: chybné mut maw, mot
Mmame misto konstrukce Y mens...

@) komoleni struktury vétného typu ptisudku s nulovou sponou, napt.: chybné
Omey ecm yyumess. misto Omey — yuumes.

4. AKktivni uceni v ruskojazy¢ném vyucovani

Je prirozené, Ze kazdy zak bez ohledu na stupen Skoly a typ absolvované vyuky
touzi byt ve vzdélavani uspésnym. Jednim z dilezitych predpokladl uspéchu vychovné-
vzdélavaci Cinnosti je i vhodné zvolena vyucovaci metoda, tj. nejvhodnéjsi ,cesta” k nabyti
védomosti, dovednosti a k rozvoji schopnosti Zaka. V souCasné dobé je tématu klasickych,
inovacnich i alternativnich metod, didaktickych postupd, stylli u€eni, ptistupli a strategii
vénovana v pedagogické a psychologické odborné literature velka pozornost. JiZ davno je
pirekondna idea jednotné skoly a jednotného pristupu k Zaklim, ucitel se dnes ve své
kazdodenni praxi setkava s zaky, ktefi se potrebuji ucit ,jinak”.

Psycholog G. Keller [5] uvadi, Ze ucebni latka miliZe byt vnimana riznymi
smyslovymi organy, tj. ofima, uSima, Cichem, chutovym smyslem, svaly a kizi.
Prostrednictvim smysli utvarené smyslové vjemy jsou prendSeny do paméti. Cesta od
daného smyslového orgdnu k paméti se dle néj nazyvd ,ucebni cesta” Kazdy jedinec
nejcastéji voli pri u€eni tu ucebni cestu, pomoci niZ si zapamatuje nejvice. G. Keller
rozliSuje tfi uCebni typy - typ sluchovy, zrakovy a prakticky. Zarover je tieba zdlraznit, ze
ucitelem zvolena metoda se nemusi vzdy shodovat s nazory, postoji, zvolenymi ucebnimi
strategiemi, postupy a oekavanimi ze strany vSech Zak. Ucitel musi volbu metody dobte
promyslet a rozhodné metody pribézné stridat a vyuzivat celé jejich portfolio.

Metody aktivniho uceni se jsou zaloZeny na uvédomélém a hlubokém pristupu k
uCeni - uceni s osobni angazZovanosti a nasazenim, tj. Zdk ma o ucivo zajem a chce jej
pochopit a trvale si jej osvojit. V ramci takového pristupu k uceni lze rozlisit tyto postupy:

Operacni uceni - tj. systematické uceni ,krok za krokem” s evidentni snahou ucivu
porozumeét, hlavni pozornost Zak vénuje osvojovani konkrétnich fakta.

Globalni uceni - tj. snaha o pochopeni vSeobecnych principli, o integraci
osvojenych poznatkii a veédomosti.
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Pruzné uceni - tj. zak si nejprve vytvoii osnovu - ,kostru” uciva, pak se uci
podrobnéji, postupné se vénuje jednotlivostem, zvlaStnostem, detailim a
vyjimkam.

Tento tieti postup vede k hloubkovému a diikladnému osvojeni u¢iva. Zak zachyti
vSechny souvislosti a vazby, interdisciplinarni vztahy, dokaze nabyté poznatky aplikovat,
zvlada proces analyzy a syntézy. Ziskané védomosti a dovednosti posiluji cilené Zakovské
kompetence a maji trvaly charakter.

Uspésnost procesu uéeni (se) piimo ovliviiuji i zvolené autoregulaéni strategie jako
napt.: organizovani a transformovani uciva, vytycovani cilli, planovani, iprava prostredi a
prostoru pro uceni, metody opakovani a fixace uciva, mira sebehodnoceni a role
autoregulace v procesu uceni (se) ze strany zaka.

5. Konkrétni priklady vyuziti inova¢nich postupt
a metod aktivniho uceni se ve vyuce ruskému jazyku
u zaki s dyslektickymi obtiZemi

V této kapitole prispévku naznacime nékteré mozZnosti rizeného vyuziti metod
aktivniho uceni, coz demonstrujeme v konkrétnich namétech pro reedukaci dyslexie,
konkrétné na vyvozovani pismen a spojovani pismen do slabik a slabikovani. Tim
samoziejmé reedukace nekonci, nasleduje nezbytna reedukacni ¢innost zamérena na
Cteni celych slov a vét, a nejvysSe pak stoji didaktické jazykové hry podporujici cteni
s porozuménim. Tyto didaktické hry jsou soucasti nami pripravovaného cyklu jazykovych
didaktickych her, namétli Kk ¢innostem a postupli snazvem Ucime se s Mdsou.
Antroponymum Mdsa - rusky Mawa je zkraceny tvar ruského jména Marie - v azbuce
Mapus (biblického jména nejasného vyznamu, jemuz se v zakladni starohebrejské podobé
Miriam (hebrejsky Mirydm) casto prisuzuje egyptsky ptvod (z egyptského - koptského
merit amm) a vyklada se jako ‘'milovana bohem’, jindy jako "hoika (mote horkosti)’. Z jeho
aramejské podoby Marjam se nékdy odvozuje vyznam ‘pani” a také ‘kapka more’. V
nékterych vykladech se objevuje i viznam ‘odkazovatelka’, 'krdsnd”.). V rustiné existuje i
hovorovy tvar Mapws, dalsi zkracené podoby jména jsou: Maus, Mapa, Mycs, Mapycs,
Mauwxka, Mypa [9]. Toto jméno nosi ,lidové” hrdinky v pohadkach, pribézich i dilech ustni
lidové slovesnosti. V minulosti i soucasnosti patti v Rusku k oblibenym a frekventovanym
vlastnim Zenskym jméniim (muZskou obdobu tvori antroponymum Ivan aj.). Teta (Masa)
je predevsim na venkové kontaktni osloveni neznamé Zeny malym ditétem. Jedna se o
typickou postavicku tradi¢ni ruské kultury, dievéna figurka - matrjoska Masa (sada do
sebe zapadajicich dutych difevénych soustruzenych malovanych panenek vej¢itého tvaru,
jeZ lze rozlozit a jeZ v sobé skryvaji nékolik dalSich ¢im dal tim mensSich rozloZitelnych
direvénych panenek aZ po posledni nerozloZitelnou) je klasickym ruskym suvenyrem a
symbolickym vyrobkem tradi¢nich lidovych remesel, symbolizuje ruskou podstatu,
tradici, zemi, barvitost, bodrost jejich obyvatel, lidovou moudrost i potifebnou davku
optimismu. I pro naSe zaky je Masa dobrosrdecnou tetou, veselou a spolehlivou
pruvodkyni, pomocnici, diivérnici i radkyni. Teta Masa s zaky prochazi jednotlivé etapy
ruskojazycného vyucovani, ucitel ji ma k dispozici v podobé loutky, mechanického
obrazku, trojrozmérného modelu ,matrjosky” - Masi, zalezi to pouze na invenci a volbé
ucitele i Zaklim, napft.: - viz Obr. 5.

Vlastni prace (nejen) szaky s SPU a specidlnimi vzdélavacimi potiebami zacina
motivaci, na kterou navazuji pripravna cviceni. O dulezitosti téchto fazi dnes Zadny ucitel
nepochybuje, zaleZi jen na jeho kreativité, jaké formy a naméty uplatni (v dostupné
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odborné literatufe i na ruskojazy(ném webu je mnoho inspirativniho materialu).
V praktické ¢asti naseho textu predstavime ,navodné“ didaktické jazykové hry a ¢innosti
zaméfené na reedukaci dyslexie a nacvik cteni. V ramci analyticko-syntetické metody
vyuky cteni (nejen) u zak s SPU uplatiiujeme etapy a postupy od jednodussiho ke
slozitéjsimu, pricemz kazdou etapu clenime do jednotlivych krokd podle individualnich
potieb Zaka. V praxi samoziejmé nelze jednotlivé etapy a postupy takto striktné
oddélovat, Casto se totiz vzajemné prolinaji a dopliuji, stejné tak i SPU - napt. dyslexie je
Casto doprovazena dysgrafii, popr. dysortografii. Uvedeme nyni konkrétni priklady
jazykovych didaktickych her a ¢innosti pro reedukace dyslexie.

5.1 Vyvozovani pismen

V odborné se doporucuje vyvozovat pismeno ve spojeni s fikankou ¢i obrazkem. V
rustiné existuje celd rada vhodnych détskych rikanek, které mtizeme uZzit ve vyucovani.
Vyvozovat pismeno mizeme téZ ve spojeni s prirodnim zvukem a procesem (napt. ,c-c-c-
c“: sy€eni hada, pary), je vhodné zapojit pri této ¢innosti vSechny smysly, tj. pohybovou
aktivitu a gesta, kterymi se pokusime proveést charakteristiku hlasky. Multisenzioralni
pristup podporuje proces zapamatovani.

Rikanky a nazorné pomticky pro nazorné procviceni zrakového rozli$ovani
jednotlivych pismen viz Obr. 1.

DalSi vhodné postupy pro praci s Zakem s dyslektickymi obtiZemi:

modelovani pismen podle predlohy z modeliny;

vysypavani tvart pismen krupici, piskem, sypkym kotenim;

obtahovani tvarii pismen podle Sablon;

kontakt s prostorovymi modely pismenek, pricemz prostorové modely pismenek si
mulzeme sami vyrobit — napt. usit v riznych latkovych provedenich. Pak pismenka
miiZzeme vnimat i hmatem diky vlastnostem pouzité tkaniny, povrchové struktury
zvoleného materialu. Mzeme pracovat napft- i s kategorii tvrdost — méekkost:

a) model ,b1" je pevné naplnén - takze je tvrdy na pohmat;

b) naopak mékké ,u“je mékoucké jako mech;

c) ,B“je heboucké jako samet;

d) ,9“je jemné jako vanek;

e) ,0"je béloucké jako oblacek;

f) ,n“lehoucké jako pirko;

g) ,H"je Spicaté jako véz atd.

Je vyborné, kdyz modely jednotlivych pismen vychdzeji z pociti a
predstav ditéte. Jinou mozZnost predstavuje barevné rozliSeni pismenkovych
textilnich polstarkd s barevnym rozliSenim: mékké souhlasky a samohlasky -
rizové a s mékkou ndaplni, tvrdé souhlasky a samohldsky - modré pevné
naplnény, takZe jsou na dotek «tvrdé» aj. Pokud budeme uZivat barvicky pri
vyvozovani pismen, méli bychom zvolenou barvu pro konkrétni pismeno
uvédoméle dodrZovat i v jinych cinnostech, napf. pri nacviku sluchového
rozliSovani tvrdych a mékkych slabik - v tzv. barevné abecedé [6].

BPAY I'PAY
MAMKA YAUKA
rojabl r'OPBI
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Obr. 1. Oznac¢ hlasky/pismena, kterymi se slova navzajem lisi.
Dale uvadime priklady rikanky pro vyvozovani pismen a zaroven pro postrehovani
pismene v textu - viz Obr. 2.

5.2 Spojovani pismen do slabik a slabikovani

Tento proces postihuji analyticko-syntetické cinnosti. Slabikovani je velice
dilezitou etapou vyuky cteni. Je zapotiebi velké trpélivosti, aby doslo k zautomatizovani
slabikovani v cizim jazyce stejné jako v materstiné, jinak si totiZ dité bude pomahat tzv.
,dvojim Ctenim® jeZ ma za nasledek nepochopeni obsahu a sémantiky ¢teného textu.

Skladanky a tzv. hledanky: Z4k ma za kol skladat jednotliva slova z pismen, jeZ ma

k dispozici v pripraveném ramecku. O spravnosti reSeni se miize presvédcit na

rubu ramecku, obrazek si mize za odménu vykreslit — viz Obr. 3.

Domino: VyuZijeme kostky domina bézné dostupné v obchodni siti, prelepime
teCky jednotlivymi pismeny. MlZeme si takto ptipravit sady, které se postupné

miiZeme variovat — uved’ slovo, které na toto pismeno zacind - kon¢i - které toto
pismeno obsahuje.
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Cbl - CbI - CbI - HeT Kpacusee KOChI.

X
Ky-xy-xy.
6ykBy <«x>» TBepxy!

Obr. 2. Nau¢ se fikanky pro vyvozovani pismen (a zaroveni pro postiehovani pismene v textu).
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Obr. 3. Spojovdni pismen do slabik a slabikovdni.

Pexeso s pismeny: Predstavuje vdétnou moZzZnost, jak procvicovat v piipravné fazi
ke Cteni rozliSovaci schopnost zrakového vnimani (tvarovou diferenciaci) a jak
podporit postrehovani pismen. Horni strana nese napis ,azbuka - a36yka‘, na
spodni strané jsou jednotliva pismena. Mezi stranky je dobré vlepit list tvrdého
papiru, a pak teprve pexeso rozstrihat - viz Obr. 4.

Kostky s pismeny: Patfi do didaktickych her k procvicovani znalosti pismen a
nasledné k procvicovani slabik a slov. Miizeme pouzit dievéné kostky ze sady
AMOS (existuji ve dvou velikostech), jednotlivé strany prelepime pismeny ruské
azbuky. Priklady ¢innosti s kostkami: Zak hleda jednotliva pismena, sklada slabiky,
sestavuje slovo podle predlohy - plakatu, zak si vylosuje karticku z ucitelova
»kouzelného klobouku® jejiZ text se pokusi poskladat z kostek atd.

rubova strana pexesa licova strana pexesa

Aa

b6 a3byka | a30yka

Bs [T aszbyka | a30ykKa

Obr. 4. Ukazka pexesa s pismeny azbuky, uprostred prehneme a vlepime list tvrdého papiru.

rv o« s 7

»,Matrjoska teta Masa“: Podporujeme postiehovani, tj. oblast zrakového vnimani.
Posilujeme schopnost rozlisit jednotliva pismena, napt. ruské m - H,c -1, p-1, 7 -
6 atd. Vystfihneme ,matrjoSku Masu‘, spodni cast je dvojitd. Do ni vkladame
karticky s jednotlivymi pismeny, slabikami (v dalsi etapé i slovy). Po chvili
pirekryjeme spodni ¢asti postavicky - viz Obr. 5.
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Obr. 5. Matrjoska teta Masa
Kdo to vi, doplni: Pfipravime ramecky s chyb&jicimi pismeny. Zaci vkladaji do
prazdnych okének karti¢ky s pismeny, a rozlusti tak celé slovo - viz Obr. 6.

K 4da

P

H [

I
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M O

. K € H O ¢€

Obr. 6. Kdo to vi, doplni spravné pismeno.

@ Barevné krouzkovani: V textu k obrazku krouzkujeme a barevné vykreslime zadana
pismenka ¢i slabiky, mzeme riizné variovat.

(") Spojovacka: Ze slabik sestav jednotliva slova, spoj je graficky Sipkou -

viz Obr. 7.

Ba Ta

Cse

TTe

wa

na

Obr. 7. Spoj jednotlivé slabiky v cela slova, a nauc se tak ruska jména.
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Skladacka: Z jednotlivych pismen sestav cela slova - viz Obr. 8.

Obr. 8. Sestav slova (pokud si nevis rady, Sipky Ti pomohou).

6. Doporuceni misto zavéru

V nasfi stati si nendrokujeme kompletni a odborny popis vSech oblasti, mozZnosti a
technik napravnych cinnosti formou jazykovych didaktickych her u Zakt s SPU jako
speciadlnimi vzdélavacimi potrebami. Pokusili jsme se ve druhé Casti textu pouze uvést
moZné cesty reedukace SPU s vyuzitim didaktickych jazykovych her na prikladu dyslexie,
konkrétné pro etapu vyvozovani pismen a etapu spojovani pismen do slabik a slabikovani.
Na piikladu rustiny jsme nastinili nékteré zasady, jezZ je tfeba respektovat, pro adekvatni
vyuziti didaktickych jazykovych her v cizojazy¢ném vyucovani a zaroven jsme naznacili
nami praxi osvédcené metodické postupy a pracovni techniky, priklady konkrétnich
cviceni, ¢innosti a her. Jsme si védomi, Ze mnohé zaleZi i na kreativnosti a zodpovédném
pristupu ucitell a rodic¢di, na ochoté spolupracovat a vynaloZené energii samotného Zaka,
taktéz na celkové atmosfére a klimatu pri spolecném usili o dosazeni napravy SPU.

Uspésnost reedukace SPU pii respektovani obecnych zisad reedukace ve vyuce
rustiné je piimo zavisla na dasledném a metodicky spravném provadéni jednotlivych
cviCeni a jazykovych didaktickych her.

Pripominame, Ze podstatné je, zda zak s SPU ma vytvoreny kompenzacni strategie,
zvlada-li ¢teni s porozumeénim, zda precte svilij zdznam a ne fakt, jaka je formalni stranka
jeho projevu. Na hodinach rustiny neSetfime pedagogickym optimismem, Zaky neustale
povzbuzujeme v jejich cinnosti: vzdyt izadk sSPU si miize najit v pocatetni Ci
v pokrocilejsich etapach vyuky na zakladé uspésné reedukace SPU svoji vlastni cestu
k cizim jazykim a k cizojazy¢né komunikaci.
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Abstract
The talk presents a method whereby students’ creativity in the field of new media could be very effectively used in
the educational environment. Through the implementation of a proactive approach (exploiting students” skills
with blogs, social networks and Internet applications) as well as an orientation towards gaining new information
and learning new skills (when working on intermedial projects, working with sound, video, hypertextual
literature), students can feel that the school environment is connected with their real life and with their interests.
By taking a course, they can get a practical grasp of things/media. The use of blogs seems, for its multimedia
milieu, like a suitable platform for the process of teaching new media literature.

Keywords: new media literature, creativity, digital, multimedia, intermedia

1. Introduction

The multimodality of digital art works challenges writers, users, and critics to
bring together diverse expertise and interpretive traditions so that the aesthetic
strategies and possibilities of electronic literature may be fully understood... As
such works make vividly clear, the computational media intrinsic to electronic
textuality have necessitated new kinds of critical practice, a shift from literacy
to what Gregory L. Ulmer calls “electracy”.. For readers who do not themselves
program in computational media, the temptation of reading the screen as
a page is especially seductive. (3, pp. 22-24)

While trying to teach students of the class Literature of the 20™ Century at the
Department of the English Language and Literature, Faculty of Education, Comenius
University (during our last lesson) about the experimental/new media literature and the
possibilities that it offers both for the reading experience and the teaching, I realized that
students in our geographical area do not have much experience with such a type of
literature. I found it quite difficult to (only theoretically) explain to them the basic strategies
about the use of media and new media in the literary practice, since this type of literature is
not usually covered by the literary classes. Media literature does not belong among very
extended literary practice in the Slovak literary and artistic community, therefore the
students have not had much chance to read this kind of literary expression in their everyday
lives. Despite the fact that new media literature does not have a stable place nor a strong
reputation in the Slovak literary community, the situation in the Anglophone community is
little different. During my class, we covered the main authors of the American literature
whose works connect the text with media in a very experimental way. We briefly discussed
visual poetry, audio poetry, kinetic poetry, video poetry, electronic literature, remix poetry,
3D poetry, Augmented reality poetry and Virtual reality poetry. When regarding the options
how to introduce this topic that is usually quite hard for students to grasp (especially
during a single class), I decided to propose a course where I would teach new media
literature. The proposal was accepted and during the summer semester of 2011/2012, I
opened a MA class called Electronic literature. This class is structured as a creative writing
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class where the students create texts with the combinations of other media in an online
environment. Important questions that I had to ask in the initial process, were:

4. Why is it important to teach new media literature?
5. What should be a method of teaching new media literature in a creative way?
6. What should be the goals of teaching new media literature creatively?

2. Why is it important to teach new media literature?

The combination of new media and literature is nothing especially new, but still its
pedagogical use in the Slovak environment almost does not exist (except for some solitary
initiatives). Literature is no longer bound to a print page, its possibilities extend the options
of a book and the traditional, print-based publishing industry. Literature exists besides the
print format also in the urban space where it can be “touched and felt,“ as well as in the
media formats like audio and video files. People can play computer games with poetic
words, literature can move and can be interactive. Literature that is scanned from the print
page can be in the digital environment read in the format of e-books from the screens of
computers, laptops, readers, smartphones. Literature that is “digital born,” a first-
generation digital object created on a computer and (usually) meant to be read on a
computer” (3, p. 3) - is perceived as electronic literature or digital literature. These
extended possibilities of literature not only allow more people to express themselves on the
Internet (on various websites and literary servers aimed at poetic and narrative forms), but
also provide a much broader range of teaching possibilities. When teaching creative writing,
we do not have to teach only the textual aspect, we can also consider the intermedial and
multimedial aspects - in the case of new media literature. Thanks to the ever-growing user-
friendliness of the media tools, most of the students are either familiar with, or can easily
learn to work with the very basic tools for editing and manipulating various media
elements. ICT is nowadays quite a well-incorporated class into the curriculum, so students
should know the basic technological possibilities about how to use new media for the
creative tasks. I consider it important to teach new media literature, because, in the first
place, teaching such a class helps to get students motivated. Students spend a huge amount
of their time browsing the Internet for information, doing the research as well as enhancing
and strengthening their social status by chatting on social networks and following the
contemporary trends. By providing them with the options to spend their time in the digital
environment creatively, they will learn not only how to make some multimedial works, but
will also understand the relationships between media, the specific positions of each
semantic unit (text, audio, visuals, video). Christopher Walsh writes in his paper Creativity
as capital in the literacy classroom: youth as multimodal designers that young people possess
“unappreciated repertoires of practice” (5, p. 79) that they learn outside the school
environment and by which they are able to use their imagination and creativity to work
with combinations of different media for a number of purposes. Walsh (5, p. 84) postulates
the need of change of teaching methods:

“Educators who want to foster creativity may want to rethink the taken-for-
granted ways in which they develop assignments and position students.
Students are acquiring different digital literacy practices outside school that
teachers may feel uncomfortable letting them access in school. Yet the fact
remains, youth may be able to present what they know about school subjects
- drawing on multiple semiotic modes - better through design than they
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could in words alone.”

From a macro-structural point of view, the process of teaching new media literature
through creative writing stresses a necessity to include creativity, students” expressiveness,
multisensory stimulation and the interconnection of knowledge and skills into the
educational process. It wants to bring to the students more attractive educational methods
that would encourage them towards a greater and more effective participation on the class,
as well as on the society. It draws from the digital, multimedial world of the learners and
strives to make from them creative participants in it. It is now obvious that it is important to
teach new media literature not just for the sake of teaching the understanding of the type of
literature that is difficult to grasp, but it should be necessary to teach this type of literature
also because it could be an attractive field for students that touches on the contemporary
aesthetics and artistic practice as well as on the innovative teaching methods that support
student-centred learning, procedural learning and learning for a concrete purpose.

3. A method of teaching new media literature in a creative way

When considering the options for methods, I decided to use a method called
“practice-led research”. This method is based on the interconnections between artistic
practice and research. Its proponents claim that the process as well as results of artistic
work can lead to important research insights. Its reversed idea, the “research-led practice”
states that research can lead to creative practice. Hazel Smith and Roger Dean consider in
their influential edition these two approaches not as standing in the opposite directions but
rather as “interwoven in an iterative cyclic web” (4, p. 2). The other researchers-
practitioners dealing with this topic are ]J. Webb, S. Biggs, L. Green, M. Mencia, E. Barrett, ].
Mottram, B. Bolt, R. Stewart, G. Perry, B. Brown, P. Gough, ]. Roddis and others.

It is obvious that university students are not researchers per se, but even though they do
not have this status, they still undertake research. So I decided to let them use this method
instead of a traditional model of acquiring knowledge by studying the concepts. My idea of
using “practice-led research” led to the structuring of the course as a creative writing course
where the students create their text with the use of new media. For the purpose of this class
[ created a blog called Novomedidlna literatiira (New Media Literature) at the blog server
tumblr with the web address http://nmlit.tumblrcom/. This website, serving as an online
teaching environment, is with open access.

During the course, students created works based on these techniques:

- afridge poem

- apoem on an everyday object

- ashort narrative with a direct quotation from other cultural work of any kind

- aremix of a colleague’s short narrative from the previous class - the narrative should
be written in a surrealist mode and with a change of narrator/focalizer/metafiction

- avisual poem or a collage

- ananagram/lipogram/generative poem (Oulipian tradition)

- asound poem/audio poem

- a found text/ a text in a nonliterary way - graph, scheme, instruction manual (Fluxus
tradition)

- apoem/narrative based on social media/a tweet poem/ a “reverse thinking” poem

- hypertext/fragmented text

- avideo poem/narrative - collaboration of 2 students
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- aproject on teaching English through any experimental technique

The activity on the blog followed these stages:

- My weekly introductory blogs - where I very briefly introduced specific techniques of
particular experimental literary practice and posted/linked the literary works that
used this approach.

- Iset up weekly blog entries for students” works - students published their works on
their own websites and inserted a corresponding link into this entry.

- Isetup weekly blog pages for characterizations and reflections of what they learned -
For each class I assigned a set of questions that students were supposed to answer
after they had read the introductory blogs and had created their pieces. Students
wrote here their comments on what they had gained by creating with this technique,
what ideas the practice had brought into their minds, what they had understood or
grasped in the creative process. They mentioned their inspirations from the
introductory blogs or their own research and wrote here also about what they
enjoyed, what were their troubles.

4. What should be the goals of teaching new media literature in a creative way?

We have to ask, what should students learn, understand, grasp by attending a course
that connects the practical skills with the knowledge processes. The orientation of the
course should teach students how to think about new media literature (with what concepts,
terms, discourses), what are the important aspects that they should inquire when analyzing
new media writing, where they can find the sources. Due to its stress on practical skills, the
course should also rely on the potential of creative writing. According to Viera EliaSova (2),
creative writing is a very effective way how to teach both language skills and literature:
“Creative writing techniques serve to reinforce desirable goals in both spheres, i.e. verbal
and written language expression, skills in decoding oral and written language, basic
comprehension, analytical abilities, literary interpretation.“ (2001, p. 477) Creative writing
with the use of new media could even enhance the effectiveness of creative writing. Besides
drawing on the inclusion of different modalities, and thus providing multisensory
experience for the learners, it also teaches them how to be “in” in the current social trends.
Using the text in the multimedia realm could be attractive also for those students who do
not feel particularly inclined towards a textual expression and prefer other modalities - like
visuals or sound. For those students, a creative combination of different media might be a
wondrous way of a playful self-expression through multimedial /intermedial semantics. The
current pedagogical trends call for new educational methods that would motivate students
and inspire them. We should really concentrate on the needs of students in the
contemporary era and should create such educational conditions, from which the students
could prosper. And we should be interested in making the classroom environment a place
for discussions, exchange of creative ideas, mutual progress, a place whose energy would
inspire students and that would be a room of fun or a “playground of creativity”.

5. Conclusion
The contemporary American poet John Ashbery (1) poetically addressed the

ontology of poetry in 1974, when his students asked him this essential question (that
creates a title): What Is Poetry.




ROZVIJANIE CUDZOJAZYCNYCH ZRUCNOSTI U DETi V SKOLSKOM A V RODINNOM PROSTREDI
Stanime sa dvojjazy¢nou rodinou! Staiime sa viacjazy¢nou spolo¢nostou! 48
The medieval town, with frieze
Of boy scouts from Nagoya? The snow
That came when we wanted it to snow?
Beautiful images? Trying to avoid
Ideas, as in this poem? But we
Go back to them as to a wife, leaving
The mistress we desire? Now they
Will have to believe it
As we believed it. In school
All the thought got combed out:
What was left was like a field.
Shut your eyes, and you can feel it for miles around.
Now open them on a thin vertical path.
It might give us--what?--some flowers soon?

The lines stating In school/All the thought got combed out:/ What was left was like
a field. could be interpreted as a reflection on the perception of poetry in the university
environment. After having combed out all the thoughts, a place like a field remained. You
can feel that place, a field without flowers, a field whose flowers you might get, soon, but
not yet. The past tense might refer to the time when the lyrical subject was at school - at a
university that did not provide him with flowers. But now, when feeling the field, the same
place might offer them the flowers.
The discussions on poetry should not “comb out” the students” thoughts, they should spark
them. Teachers should try to inspire students” further inclination towards the subject. We,
as teachers, should try to “shut our students” eyes”, so that they “can hear, smell, taste and
touch the flowers for miles around”. Teaching of creative writing by the use of new media
could be one of the ways how to foster creativity in students, how to make them sense and
feel (also through the use of other media than just text) and how to support their creative
thinking, imagination and knowledge processes.
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Abstrakt
Prispevok sumarizuje ciele, priebeh a vysledky ndsho empirického vyskumu realizovaného v sk. roku
2011/2012. Cielom vyskumu bolo overit didaktickii efektivnost aplikdcie pristupu CLIL vo vyucovani matematiky
v 4. ro¢niku primdrneho vzdeldvania na Slovensku na hodindch matematiky pomocou kvdziexperimentu. Sledo-
vali sme vplyv aplikdcie nami vytvoreného modelu CLIL-u na jazykové zrucnosti Ziakov ako aj na vedomosti aj
zrucnosti Ziakov v matematike.

Hypotéza o Statisticky vyznamne lepsich jazykovych zrucnostiach v triede kde bol aplikovany nds model pri-
stupu CLIL sa nepotvrdila, prdve naopak, doslo k zhorseniu jazykovych zrucnosti experimentdlnej skupiny oproti
kontrolnym skupindm. Potvrdila sa v§ak hypotéza, o tom Ze v triede, kde bol aplikovany nds model pristupu CLIL
sa nezhorsia vysledky z matematiky oproti kontrolnym skupindm. Interpretovali sme vysledky vyskumu a poukd-

zali sme na mozné, vo vyskume nesledované faktory spdsobujiice prekvapivé vysledky hypotézy o zlepseni jazy-
kovych zrucnosti.

Abstract
The goal of the empirical research was to verify the efficacy of the application of CLIL in the teaching of primary
school grade 4 mathematics in Slovakia. For this a quasi-experiment was utilized. The influence of the
application of the author’s own model of CLIL on the language skills as well as on the mathematical skills of the
students was monitored.

The hypothesis about statistically significantly better language skills of the experimental group as opposed to the
control groups was not verified; just the opposite - the language skills in the experimental group were
significantly lower than in the control groups. The hypothesis about no significant decrease in the students’ level
of mathematical skills in the experimental group as opposed to the control groups was verified.

The author interpreted the research results and pointed out some factors that could have possibly caused the
surprising results of testing the hypothesis regarding the increase of language skills.

Klicové slova: jazykovo a obsahovo integrované ucenie, CLIL, jazykova podpora, CLIL na Slovensku, CLIL
materidly, CLIL v matematike, Konstrukt spolo¢nej vychodzej sposobilosti.
Key words: Content and Language Integrated Learning, CLIL, scaffolding, CLIL in Slovakia, CLIL materials,
CLIL in mathematics, Construct of Common Underlying Proficiency

Uvod

V prispevku predstavujeme nami realizovany empiricky vyskum v 4. ro¢niku Statnej
zakladnej Skoly v Bratislave v priebehu Sk. roku 2011/2012, ktorého cielom bolo overit
didakticku efektivnost autorom vytvoreného modelu aplikacie pristupu CLIL na hodinach
matematiky. S takymto modelom aplikacie CLIL-u, ktory pracovne nazyvame ,opakovanie®,
sme sa zatial v literature ani praxi zatial nestretli.

V prvej casti prispevku predstavime nami vytvoreny model aplikacie CLIL-u urCeny
pre slovensky vzdelavaci kontext, v dalSich castiach pribliZime parametre samotného
empirického vyskumu, jeho vysledky, ako aj ich interpretaciu a v zaveretnej Casti
ponikneme odporucania pre pedagogicku a vedeckd prax. Z priestorového hladiska sa v
nasom prispevku nezaoberame definiciou pristupu CLIL ani jeho zakladnymi principmi,
nakolko tieto su uZ dobre zdokumentované v dostupnej literatare (napr. [10],[11],[17]).
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1. Autorov model aplikacie CLIL-u vo vyucovani matematiky
v 4. roc¢niku ZS

Vo stvrtom roc¢niku zakladnej Skoly si na hodindch matematiky Ziaci prehlbuju
a automatizuju zakladné aritmetické operacie (scitanie, odcitanie, ndsobenie, delenie)
s vys$$imi cislami ako v predoslych rocnikoch. TaktieZ sa ucia porovnavat Cisla, premienat
jednotky ako aj zdklady geometrie. V tomto vyvinovom obdobi u niektorych zZiakov uz
dochadza k rozvijaniu abstraktného myslenia, va¢Sinou su vsak Ziaci stale zavisli na vysoko
kontextualizovanom, konkrétnom uceni.

Pritomnost jazyka matematiky sa moZe pri aplikicii CLIL-u v tomto predmete

vnimat ako vyhoda ale aj ako nevyhoda. Na jednej strane Ziaci mézu profitovat z uz
naucenych vedomosti a zruc¢nosti, ktoré sa naucili v materinskom jazyku (vid. Cumminsov
konstrukt spolo¢nej vychodzej sposobilosti, [11]), vzhladom na to, Ze nezavisiac od jazyka
v ktorom sa matematika vyucuje, kognitivhe procesy s nou spojené su vzdy viac-menej
rovnaké.
Na druhej strane, ako problém sa méze javit pritomnost vysoko abstraktnych pojmov ako aj
jazykovo ndroc¢nych, casto dekontextualizovanych slovnych uloh, ktoré méze byt problém
pochopit na jazykovej urovni, pokial' Ziak nedosiahol tzv. ,minimalny prah“ jazykovych
zrucnosti v cielovom jazyku [8]. Problémom mo6zZu byt aj ulohy zavislé na konkrétnom
kultirnom kontexte.

Pristup CLIL funguje na principe kontinua [17] - t.j. kazZda Skola si moZe prispdsobit
proporciu hodin vyucovanych v materinskom jazyku a cielovom jazyku podla svojich
moznosti a potrieb. Na Slovensku pretrvava nedostatok kvalifikovanych ucitelov cudzich
jazykov ato hlavne v primarnom vzdelavani; Studijny odbor primarna edukacia so
zameranim na CLIL sa na Slovensku v stucasnosti eSte neponuka. Aj tieto dovody nas viedli k
aplikovat’ minimalne mnoZstvo hodin vyucby obsahového predmetu v cudzom jazyku - t.j.
jednu hodinu zo Styroch tyZdenne, ¢o je urCite realistickejSie ako vychodiskovy bod
aplikacie CLIL-u pre vacsinu zakladnych s$kél na Slovensku. Bolo pre nas zaujimavé zistit,
resp. potvrdit pedagogicku efektivnost vyucovania pristupom CLIL i pri tak malom rozsahu
hodin vyucovanych prostrednictvom cudzieho jazyka.

Vzhladom na hore uvedené ako aj nizku vstupnt droven jazykovych zrucnosti Ziakov
predmetnej zakladnej Skoly sme sa rozhodli v cielovom jazyku vyucovat' len jednu hodinu
matematiky zo Styroch za tyzden. Tato hodina bola zamerana na opakovanie a prehlbovanie
uciva, ktoré Ziaci preberali na hodinach vyucovanych po slovensky.

Takouto organizaciou experimentu sme chceli okrem iného ziskat' moZnost' overit' si
Cumminsov teoreticky konsStrukt spolo¢nej vychodzej spoOsobilosti v praxi. Podla
Cumminsovho konstruktu aplikovaného do kontextu vyucby matematiky by Ziaci nemali
mat’ problém uspeSne pocitat slovné ulohy vcudzom jazyku, pokial uz maju
prostrednictvom materinského jazyka zvlddnuté kognitivne procesy potrebné pre ich
vypocitanie (do tychto kognitivnych procesov zahfname aj schopnost ,prekladu”
z materinského jazyka do jazyka matematiky a naopak) a maju zabezpeCend adekvatnu
jazykovu podporu.

V literatiure sme sa zatial nestretli s takymto modelom aplikacie CLIL-u. Na§ model
nemozno povazovat za CLIL Modul, vzhladom na to, Ze cez anglicky jazyk su vyucované
vSetky témy v danom casovom useku (polroku), ¢o v pripade CLIL modulov neplati.
NemoZno ho ani zaradit do kategorie ,jeden alebo viac predmetov’, kedZe v takom type
CLIL-u je cez cielovy jazyk vyucovany cely predmet, nielen jedna hodina do tyzdna. TaktieZ
ho nemozno zaradit' do kategérie ,jazykovych sprch® kedZe tie maju dizku trvania zvacsa
len 5 minudt na konci vyucovacej hodiny vedenej v materinskom jazyku. Preto navrhujeme
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takuto aplikaciu CLILu - tj. vyuZivanie cielového jazyka na opakovanie a upeviiovanie
vedomosti azrucnosti v cielovom jazyku na celej vyucovacej hodine s pravidelnou
periodicitou (napr. raz do tyZdia) nazyvat ,Opakovanie“ (Review).

Povazujeme za déleZité poznamenat, Ze v nami vytvorenom modeli aplikacie CLIL-u
nedochadza k obsahovej duplicite (t.j. u¢eniu sa obsahu najprv. v materinskom a potom
znovu v cielovom jazyku). Opakovanie a prehlbovanie vedomosti a zrucnosti je integralnou
stucastou kurikula kazdého Skolského predmetu - my len vyuZivame tato fazu edukacného
procesu na aplikaciu cielového jazyka. Obsahova duplicita by bola v rozpore so zakladnymi
principmi CLIL-u.

2. Ciele vyskumu

Zakladnym cielom empirickej casti naSej prace bolo zistit pedagogicku efektivnost
aplikacie pristupu CLIL pri vyu¢ovani matematiky v 4. roéniku ZS na Slovensku.

2.1 Vyskumné problémy, otazky a hypotézy

Nas prvy vyskumny problém bol nasledovny:
AKy je vplyv obsahovo a jazykovo integrovaného ucenia (CLIL) na jazykovu
kompetenciu Ziakov 4. ro¢nika ZS?

hypotéza:

»Vyucovanie 1 hodiny matematiky v anglickom jazyku Statisticky vyznamne posilni
jazykovu kompetenciu Ziakov oproti Ziakom, ktori sa budu ucit matematiku len

v slovencine.”

subhypotézy:

»<Jazykova subkompetencia ,hovorenie“ bude na Statisticky vyzname vysSej Urovni
u Studentov ktori absolvuju vyucovanie 1 hodiny matematiky do tyzdiia v anglickom
jazyku oproti Ziakom, ktor{ sa budu ucit matematiku len v slovencine.”

s<Jazykova subkompetencia ,poCuvanie s porozumenim“ bude na Statisticky
vyznamne vySSej urovni u Studentov ktori absolvuju vyucovanie 1 hodiny
matematiky do tyzdila v anglickom jazyku oproti Ziakom, ktori sa budd ucit
matematiku len v slovencine.”

»Jazykové subkompetencie ,¢itanie s porozumenim“ a ,pisanie“ budu na Statisticky
vyznamne vysSej urovni u Studentov ktori absolvuju vyucovanie 1 hodiny
matematiky do tyZzdina v anglickom jazyku oproti Ziakom, ktori sa budd ucit
matematiku len v slovencine.”

Zamerali sme sa na zmeny v jazykovej kompetencii vnimanej ako subkompetencia
komunikativnej kompetencie [25]. Zaujimali nds zmeny nielen v jazykovej kompetencii ako
celku ale aj v jej jednotlivych komponentoch (hovorenie, pocivanie, pisanie, ¢itanie). Preto
prvd hypotézu clenime na subhypotézy, kde sa venujeme jednotlivym komponentom
jazykovej kompetencie a ich predpokladanej zmene po ukonceni experimentu.

Hodiny matematiky boli 1 krat tyZdenne vedené vylu¢ne v anglickom jazyku, v duchu
principu ,jeden ucitel - jeden jazyk” (vychadzajic z Grammontovho principu bilingvalnej
vychovy deti: ,jedna osoba - jeden jazyk [32]) a Studenti museli viac-menej komunikovat’
s uCitelom v anglictine a vtomto jazyku boli aj vyucovacie materialy. Preto u Ziakov sme
ocakavali hlavne rozvoj rozpravania, ¢itania a pocivania s porozumenim.

Vzhladom na vychodiskovu jazykovu uroven Ziakov a droven pouZitého jazykového
testu (pod uroviiou Al Spolo¢ného eurépskeho referencného ramca), testované zrucnosti
v doméne pisania su len rudimentarne (jednoslovné odpovede), a su testované integrovane
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zaroven s Citanim s porozumenim spolu v jednom teste. Ak by bola vychodiskova jazykova
uroven Ziakov vyssia, bolo by moZné administrovat' jazykovy test vyssej tirovne, kde by bolo
moZzné testovat subhypotézy Citanie a pisanie samostatne.

Nas prvy vyskumny problém bol nasledovny:

Ma vyucovanie matematiky pomocou cudzieho jazyka negativny vplyv na vedomosti
a zrucnosti Ziakov z matematiky?

hypotéza:

,Ciasto¢né vyucovanie matematiky v anglickom jazyku (tj. v pomere 1:3 k hodinam
vedenym v slovencine) nemd za nasledok Statisticky vyznamné zhorSenie matematickych
vedomosti azrucnosti Ziakov oproti Ziakom, ktori sa budd ucit matematiku len
v slovencine.

Castym argumentom proti zavadzaniu pristupu CLIL do $kdl je tvrdenie, Ze
vyucovanim pomocou cudzieho jazyka Kklesd uUroven vedomosti a zrucnosti Studentov,
nakol'ko st nuteni spracovavat dve veci naraz: komunikaciu v cudzom jazyku a osvojovanie
si novych vedomosti a zru¢nosti v obsahovom predmete. NasSim vyskumom sme sa pokusili
tieto tvrdenia vyvratit a chceli sme dokazat Ze Uroven vedomosti a zrucnosti ako i tempo
ucenia sa da, pri spravnom vybere predmetu, trovni jazyka, poctu hodin a typoch aktivit
v cielovom jazyku, drZat' v porovnani s beZnymi triedami na takej iste resp. takmer takej
istej urovni. Istotne, oCakavali sme aj v naSom experimente pocCiatoCny ,Sok“ atym aj
spomalenie vyucCovacieho procesu; tento jav vSak byva prechodny a deti sa v priebehu
niekol'kych tyzdnov azZ mesiacov rychlo adaptuji na novu situaciu.

Idedlne by bolo nasledne vyskdSat experiment na viacerych triedach s réznym
poc¢tom hodin (0, 1, 2, 3, 4) matematiky v angli¢tine v jednotlivych skupinach a skimat
vplyv rézneho poctu hodin v anglictine na jazykové zrucCnosti ako aj na vedomosti
a zru¢nosti z matematiky; toto ndm v$ak dané podmienky organizacie ZS ani ¢asovy ramec
nasho vyskumu zZial' neumoznovali.

2.2 Vyskumna vzorka

Nakol'ko vyskum bol zamerany na elementarne vzdeldvanie, zvolili sme vyskumnu
vzorku vsetkych Ziakov 4. ro¢nika 7S Pavla Marcelyho, Drieniova ul. v Bratislave. Jedna sa
o mestsku $tatnu ZS, nachadzajlicu sa na star$om bratislavskom sidlisku. Anglicky jazyk je
povinny predmet pre vSetkych Ziakov od prvého rocnika s nasledovnymi casovymi
dotaciami $pecifikovanymi v Skolskom vzdelavacom programe ZS Pavla Marcelyho:

Do experimentu boli zapojené vsSetky triedy Stvrtého roc¢nika - jedna sa o tri triedy s
priblizne rovnakym poctom Ziakov (15, 17, 17). Jedna trieda sluZila ako experimentalna,
dalsie dve ako kontrolné skupiny. Vzhladom na charakter vyskumu a pevné zadelenie Ziakov
do tried, nebolo moZné urobit nahodny vyber Ziakov do experimentalnej a kontrolnych
skupin. Jedna sa teda o kvaziexperiment [12].

Ziskanie suhlasu rodicov so zapojenim ich dietata do experimentu bolo realizované
na rodi¢ovskom zdruZeni pred zaCatim samotného experimentu.

3. Vyskumné metody a nastroje
3.1 Experimentalny plan
Hlavnou vyskumnou metodou bol pedagogicky experiment. Ten spocival v tom, Ze

experimentalna skupina mala jednu zo Styroch hodin matematiky tyZdenne vedenu
v anglickom jazyku, kontrolné skupiny mali vSetky hodiny matematiky vyucované
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v slovencine. Hodiny anglického jazyka v Ziadnej skupine neboli naSim experimentom
nijakym spdsobom zasiahnuté.

V prvej kontrolnej skupine boli vSetky hodiny matematiky vyucované triednou
ucitel'’kou. V druhej kontrolnej skupine sme vyucovali jednu hodinu matematiky za tyzden,
ktord bola, takisto ako v experimentalnej skupine, zamerand na opakovanie vedomosti
a zrucnosti. V druhej kontrolnej skupine sme posobili z dovodu eliminacie vplyvu ucitela-
vyskumnika. VSetky hodiny vedené v slovenskom jazyku (okrem jednej v 2. kontrolnej
skupine) boli vyucované triednymi ucitel'’kami prislusnych tried.

Nezavislou premennou bol pocet hodin matematiky vyucovanych cez anglicky jazyk,
zavislymi premennymi boli droven vedomosti a zru¢nosti z matematiky a anglického jazyka.
Nasledujuica tabul’ka prehladne uvadza parametre nasho experimentu:

TABULKA C. 1: PARAMETRE EXPERIMENTU

Experimentalna 1. 2. kontrolna
skupina kontrolna skupina
skupina

Pocet hodin matematiky 3 4 4*
vyucovanych v §]

Pocet hodin matematiky 1 0 0
vyucovanych v A]

Celkova ¢asova dotacia pre predmet 4 4 4

matematika (v stilade so SkVP)

*(z toho 1 hodina vyucovana ucitelom-vyskumnikom)
Experiment mal trvanie jedného polroku tj. 1. polroku Skolského roku 2011/2012. Jedna sa teda
o strednodoby experiment.

3.2 Pretest a posttest jazykovych zrucnosti

Pred zahdjenim experimentu bol uvSetkych skupin administrovany pretest
jazykovych zrucnosti z anglického jazyka. Pouzili sme existujici nastroj - Standardizovany
didakticky test Cambridge Young Learners English (YLE) Tests - droven Starters vhodny
pre deti od 7 rokov. Verzie testov, ktoré sme pouZili pre pretest a posttest boli publikované
v Cambridge University Press [4].

3.3 Pretest a posttest matematickych vedomosti a zruc¢nosti

Ako pretest sme pouZili riaditel'skd previerku vedomosti z matematiky, ktort sme
administrovali pred zahajenim experimentu zac¢iatkom oktébra 2011. Obsah tejto previerky
koreluje sucivom, ktoré bolo preberané na hodinach matematiky v tretom roc¢niku vo
vSetkych troch triedach.

Ako posttest sme administrovali nami vytvoreny didakticky test vedomosti a
zrucnosti, ktory po obsahovej stranke zahfnal uc¢ivo preberané na hodinach matematiky vo
vSetkych troch triedach pocas trvania experimentu. Z hladiska poctu poloziek, typov uloh,
sposobu administracie a vyhodnocovania ako aj po vizudlnej stranke bol posttest identicky
s pretestom. Posttest bol administrovany po ukonceni experimentu - t.j. v aprili 2012.

3.4 Pilotny vyskum

V tvodnej etape pilotného vyskumu v priebehu januara 2011 sme vykonali pilotny
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prieskum - sondaZ na ZS Driefiovd za tcelom oboznamenia sa s prostredim $koly,
Studentmi, ucitel'mi, spd6sobom a organizaciou vyucovania anglického jazyka a matematiky
ako aj s jazykovou troviou Studentov.

Dal$im cielom pilotného experimentu, prebiehajiceho v priebehu prvého polroka sk.
roku 2009/2010, bolo v teréne overit realizovatelnost nami navrhovaného modelu CLIL
vyucovania pred samotnym spustenim experimentu ako aj vhodnost didaktického testu
YLE Starters pre testovanie nami postulovanych hypotéz na danej populacii. Koncom
janudra 2011 sme administrovali YLE test ako pretest jazykovych zrucnosti
u experimentalnej ako aj kontrolnych skupin (20, 24, 23). Od zaciatku februara azZ do konca
Skolského roka sme v experimentalnej skupine vzdy jednu hodinu matematiky do tyzdia
vyucovali v anglickom jazyku.

Na nami po anglicky vyucovanych hodinach matematiky (1 z 5 hod. tyZdenne) sme
sa zameriavali hlavne na opakovanie a prehlbovanie uciva, ktoré Ziaci preberali na hodinach
vyucovanych po slovensky. Toto vyZadovalo uzku spolupracu a koordinaciu s ucitel'’kou
matematiky (t.j. triednou ucitel'’kou) experimentalnej skupiny.

Po ukonceni pilotného experimentu sme administrovali posttest jazykovych
zrucnosti (ekvivalentnu formu testu YLE Starters) u vSetkych troch skupin, za ucelom
pilotného skimania prvého vyskumného problému asnim asociovanej hypotézy a
subhypotéz.

Vysledky pilotného vyskumu nepreukazali Statisticky vyznamné rozdiely v jazykovej
kompetencii (ajej subkompetenciach Ccitanie, pisanie, pocuivanie a hovorenie) medzi
experimentalnou a kontrolnymi skupinami.

4. Priebeh experimentu
4.1 Uvodna sondaz

V septembri 2011 sme vykonali opitovni sondaZ na ZS Driefiova za ucelom
zorientovania sa v aktudlnom edukacnom prostredi tejto Skoly. Od c¢asu skoncenia
pilotnému vyskumu sa na $kole udiali viaceré organizacné zmeny - poklesol pocet Ziakov
v jednotlivych triedach (z 20, 24, a 23 na 15, 17, a 17), zmenili sa ucitelia anglického jazyka,
ako aj triedni ucitelia v 4. ro¢niku. Dolezita bola aj zmena v ucebnych osnovach matematiky,
sposobend prebiehajicou reformou vzdeldvacieho systému. Vzhladom na uvedené, mnoho
uCebnych materialov, ktoré sme vytvorili pocCas pilotného experimentu sme nemohli
opdtovne pouzit v samotnom experimente, nakol'ko vel'ké penzum uciva matematiky bolo
v dosledku reformy presunuté zo 4. do 5 ro¢nika ZS. Zmenili sa aj pouZivané ucebnice na
hodinach matematiky. Miesto dovtedy pouzivanych ucebnic ([1],[2],[3]) sa zacali pouzivat
noveé ucebnice ([6],[7]).

4.2 Organizacia vyucovania v experimentalnej skupine

Ako sme uZ uviedli vysSie, v experimentalnej skupine sme vyucovali matematiku 1
krat do tyzdna v anglickom jazyku, dalSie tri hodiny mali Ziaci s triednou ucitelkou
v slovenskom jazyku.

Na nami po anglicky vyucovanych hodindch matematiky (1 z 4 hod. tyZdenne,
celkovo 16 vyucovacich hodin za Skolsky polrok) sme sa zameriavali hlavne na opakovanie
a prehlbovanie uciva, ktoré Ziaci preberali na hodinach vyucovanych po slovensky. Toto
vyZadovalo Uzku spolupracu akoordinaciu s ucitelkou matematiky (tj. triednou
ucitel'’kou) experimentalnej skupiny.
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Na hodinach matematiky sme prehlbovali tak matematické ako aj jazykové zrucnosti.

Medzi jazykovymi zrucnostami prehlbovanymi na naSich hodinach bol tak ,classroom
language“ - CiZe jazyk potrebny na vSeobecnii komunikaciu v triede (,Otvorte si uCebnice
na strane 10; Sadni si; Kto dnes chyba?“ atd. ) ako aj Specificka slovna zasoba tykajtca sa
matematiky (odcitanie, scitanie, ,Vynasob!, Vydell”, ,Aky je vysledok prikladu c¢islo 57
atd’)
Zo zaciatku sme zamerali na porozumenie jednoduchych povelov ucitela ako aj rozvoj
zakladnej slovnej zasoby v matematike (vC¢itane schopnosti precitat zakladné aritmetické
ulohy v anglickom jazyku). Tomu napomahali vizudlne pomdcky - dvojjazycné plagaty, ktoré
si ziaci vytvorili s triednou ucitel’kou na hodine vytvarnej vychovy ako aj plagaty vytvorené
na hodinach informatiky Ziakmi 6. ro¢nika Galileo School pre Ziakov experimentalnej
skupiny. Tieto plagaty boli pocas doby trvania experimentu vystavené na stenach
experimentalnej triedy.

Zo zacCiatku sme sa zameriavali na rozvoj zakladnej slovnej zasoby z oblasti
matematiky -¢islovky, aritmetické operacie, vediet precitat matematicky zapis po anglicky -
napr ,2 . 6 = 12" sa €ita ako , Two times six equals twelve.” Zaroven sme sa snazili rozvijat
porozumenie zakladnych pokynov ucitela, ktoré sme davali v anglickom jazyku (vid.
»classroom language” vyssSie). Tomu sme prispdsobili aj obsah pracovnych listov, ktoré sme
si na kazdu hodinu pripravovali. V niektorych pracovnych listoch sme zaradili na avod
cvicenia na precviCenie zakladnych fraz ,classroom language” ako aj slovnej zasoby
potrebnej na rieSenie nasledujucich slovnych tloh.

V dalSom S$tadiu experimentu sme zacali rieSit aj slovné ulohy, ktoré mali Ziaci
pripravené na pracovnych listoch, ¢im sme zabezpecili jazykovi primeranost uloh pre
danych Ziakov. Ako zdroj uloh boli vyuZivané slovenské, britské a americké ucebnice
matematiky (Bero, Berova, 2008, 2009, Cernek, 2011, Total Math Grade 4, Macmillan
Mathematics Pupil’s Book 4A 4B, Harcourt Math, Grade 4) ako aj vlastna tvorivost autora.
VSetky ulohy boli jazykovo adaptované pre potreby experimentalnej triedy a obsahovali
anglicko-slovensky slovnicek kltucovych slov potrebnych na vypocitanie ulohy. Kde bolo
mozné, pridali sme vizualne pomdcky, aby sa tym zniZila dekontextualizacia uloh ale aj
nutnost poskytovat slovenské ekvivalenty klticovych slowv.

VSeobecnu slovna zasoba, ktord slovné tlohy obsahovali sme sa snazili ¢o najviac

vyberat' z uZ preberanych kapitol uc¢ebnice anglického jazyka Chit Chat 2, ktora sa v danej
Skole pouziva na vyucbu anglic¢tiny. Tym sme sa snazili zminimalizovat’ potrebu vysvetlovat
vSeobecnu slovnu zasobu na hodindch matematiky ako aj dat’ Ziakom moZnost recyklacie uz
naucenej slovnej zasoby na hodinach anglictiny v zmysluplnom kontexte.
Organizacné formy vyucovania zahfnali individualnu pracu, pracu vo dvojiciach a v malych
skupinkach. Ucitel - vyskumnik na hodindch matematiky po6sobil v roli facilitatora
a organizatora ucenia. SuCastou vyucovania boli aj didaktické hry, ktorych cielom bolo
hravou a sttaZivou formou zopakovat a prehibit uéivo.
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JEDNYM Z NASICH CIELOV BOLO A] PRAKTICKY SI OVERIT CUMMINSOV KONSTRUKT SPOLOCNE]
VYCHODZE] SPOSOBILOSTI VO VYUCOVANI MATEMATIKY. NAPRIEK TOMU, ZE UROVEN JAZYKOVYCH
ZRUCNOSTI ZIAKOV V EXPERIMENTALNE] SKUPINE BOLA VELMI NiZKA, DOKAZALI S ADEKVATNOU
JAZYKOVOU PODPOROU, AKO A] VHODNOU ORGANIZACIOU VYUCOVANIA (PRACA VO DVOJICIACH, PRACA
V MALYCH SKUPINACH) SLOVNE ULOHY V ANGLICKOM JAZYKU USPESNE VYPOCITAT. TATO PROBLEMATIKA
BY SI ZASLUZILA HLBSIE PRESKUMANIE NA TEORETICKE] I PRAKTICKE] ROVINE.

Po obsahovej stranke hodin matematiky sme sa drzali Skolského vzdelavacieho
programu pre 4. ro¢nik ZS pre predmet matematika.

4.3 Organizacia vyucovania v 1. kontrolnej skupine

V prvej kontrolnej skupine sme posobili na hodine matematiky raz do tyzdia, vSetky
ostatné hodiny boli vyucované triednou ucitel'’kou. Obsah nami vyucovanych hodin bol tak
ako aj vexperimentalnej skupine zamerany na opakovanie a prehlbovanie vedomosti
a zrucnosti. Hodiny vSak boli vedené v slovenskom jazyku. PouZivané boli ucebnice
matematiky (Bero, Berova, 2008, 2009, Cernek, 2011a, 2011b). Na hodinach bola vyuZivana
samostatnd praca, praca vo dvojiciach, ako aj didaktické hry. NaSe pdsobenie v prvej
kontrolnej skupine malo za ciel’ eliminovat vplyv ucitela - vyskumnika.

4.4 Organizacia vyucovania v 2. kontrolnej skupine

Druha kontrolna skupina nebola nasim experimentom nijako zasiahnutd, vSetky
hodiny matematiky boli oducené triednou ucitel’kou.

5. Vysledky vyskumu

Okrem Standardnych deskriptivnych ndastrojov (priemery, rozptyl, Standardna
odchylka) sme pouzili aj nastroje Statistickej inferencie - testovali sme tudaje z vyskumu
(rozdiely priemerov skoére pretestov a posttestov ) voc¢i ndhode.

Prva hypotéza sa teda v pripade vztahu experimentalnej skupiny k 1. kontrolnej
skupine nepotvrdila - jazykové zrucnosti neboli na Statisticky vyznamne lepSej drovni
u Studentov ktori absolvovali vyucovanie 1 hodiny matematiky do tyZdna v anglickom
jazyku oproti Ziakom, ktor{ sa ucili matematiku len v slovencine.

Prva hypotéza sa teda v pripade vztahu experimentalnej skupiny k 2. kontrolnej
skupine nepotvrdila - prave naopak - jazykové zrucnosti boli na Statisticky vyznamne
horSej urovni u Studentov ktori absolvovali vyucovanie 1 hodiny matematiky do tyzdna
v anglickom jazyku oproti Ziakom, ktori sa ucili matematiku len v slovencine.

Prva subhypotéza sa teda nepotvrdila - jazykova subkompetencia rozpravanie nebola
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na Statisticky vyznamne lepSej drovni u Studentov ktori absolvovali vyucovanie 1 hodiny
matematiky do tyZdina v anglickom jazyku oproti Ziakom, ktori sa ucili matematiku len
v slovencine.”

Druhd subhypotéza sa teda nepotvrdila - jazykova subkompetencia pocuvanie
s porozumenim nebola na Statisticky vyznamne lepSej irovni u Studentov ktori absolvovali
vyucCovanie 1 hodiny matematiky do tyzdiia v anglickom jazyku oproti Ziakom, ktorf{ sa ucili
matematiku len v slovencine.”

Tretia subhypotéza sa teda nepotvrdila - prave naopak - jazykové subkompetencie
Citanie s porozumenim a pisanie boli na Statisticky vyznamne horsej trovni u Studentov
ktori absolvovali vyucovanie 1 hodiny matematiky do tyzdna v anglickom jazyku oproti
ziakom, ktori sa ucili matematiku len v slovencine.”

NasSa hypotéza sa teda potvrdila: CiastoCné vyucovanie matematiky v anglickom
jazyku (t.j. v pomere 1:3 k hodindm vedenym v slovencine) nema za nasledok Statisticky
vyznamné zhorSenie matematickych vedomosti a zru¢nosti Ziakov oproti Ziakom, ktori sa
budu ucit matematiku len v slovencine.

6. Interpretacia vysledkov
6.1 Prvy vyskumny problém

Vramci prvého vyskumného problému sme testovali nasledovnui hypotézu a jej
subhypotézy:

,Vyucovanie 1 hodiny matematiky v anglickom jazyku Statisticky vyznamne posilni
jazykovi kompetenciu Ziakov oproti Ziakom, ktori sa budd ucit matematiku len
v slovencine.”

Prva hypotéza

Na rozdiel od ocakavania, experimentalna skupina nedosiahla Statisticky vyznamne
lepSie vysledky v testoch jazykovych zrucnosti. Dokonca v prvej kontrolnej skupine doslo
k opatnému javu - Ziaci tejto skupiny mali oproti experimentalnej skupine Statisticky
vyznamne lepSie vysledky.

Pontkame viacero cinitelov, ktoré mohli spdsobit tieto na prvy pohlad neocakavané
vysledky. Tieto vysledky sme konzultovali aj s ucitel’kou anglického jazyka, ktora uci vSetky
tri skupiny uz druhy Skolsky rok, a preto ma moZnost porovnavat skupiny jednotlivo
longitudinalne a skupiny medzi sebou.

Skimané skupiny maji mald pocetnost, preto nastroje inferencnej Statistiky
nemusia mat vysoku vypovednu hodnotu. Pre budicnost odporucame zvacsit vel'kost
vzorky. Vzhladom na dané zadelenie Ziakov do tried a ro¢nikov ako i klesajice pocty Ziakov
v triedach, odporucame zapojit do vyskumu viacero $kol sucasne.

Vzhladom na vek deti zapojenych do experimentu, €as trvania experimentu bol prilis
kratky na to aby sa prejavili zmeny v skimanych premennych. Pre buducnost odporucame
prediZit' ¢as trvania experimentu na minimalne jeden $kolsky rok, idealne by bolo skiimat’
vyvoj matematickych ajazykovych zrucnosti longitudinalne (napr. od prvého po Stvrty
ro¢nik ZS).

Iné Cinitele vplyvajice na rozvoj jazykovych zrucnosti Ziakov, ktoré neboli skimané
v naSom vyskume. V dalSom texte uvedieme niektoré z nich:

Vztah Ziakov k predmetu anglicky jazyk ako aj vztah k ucitel'’ke vyucujucej anglic¢tinu
ktory je, podla slov samotnej ucitel’ky anglictiny, diametralne r6zny medzi skupinami. Kym
prva kontrolna skupina pracuje konzistentne (tak ako aj minuly skolsky rok), druha skupina
sa oproti minulému Skolskému roku vyrazne zlepSila. Naopak experimentalna skupina sa
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v postoji k predmetu iucitelke anglictiny vyrazne zhorSila. Do buducnosti by sme
odporucali zamerat sa aj na zistovanie postoju Ziakov k predmetu respektive k ucitelovi
vyucujucemu dany predmet formou dotaznika administrovaného pred a po experimente.
Vplyv postojov Ziakov Kk nezndmkovanym testom. Vzhladom na to, Ze nami
administrované testy boli neznamkované, motivacia niektorych Ziakov ispeSne vypracovat
tieto testy mohla byt tymto faktorom ovplyvnena. V primarnom vzdelavani su Ziaci vel'mi
silno orientovani na dosahovanie dobrych Studijnych vysledkov, preto pre nich znamky
posobia ako silny motivacny faktor. Podla vyjadrenia ucitelky anglického jazyka, tento
faktor - neznamkovanie testu, mohol mat vplyv na slabsie vysledky testu jazykovych
zrucnosti v experimentalnej skupine. Podla ucitelky angli¢tiny je prva kontrolna skupina
vSeobecne vysoko motivovand dosahovat dobré vysledky, a preto u nich nemusel faktor
neznamkovania hrat' az taku vysoku rolu. To mohlo mat vplyv aj na Statisticku signifikanciu
rozdielu priemerov medzi touto skupinou a experimentalnou skupinou.
Prva subhypotéza
Kym nastroje Statistickej inferencie nepotvrdili Statisticki vyznamnost rozdielov
priemerov v jazykovej subkompetencii rozpravanie, deskriptivne Statistiky naznacuju, Ze
najvacsi progres v hovoreni zaznamenala experimentdlna skupina. V tejto skupine bola
zaznamenana aj najvyssia pozitivna diferencia. Domnievame sa, Ze toto sa udialo vplyvom
nasho experimentalneho pésobenia.
Druha subhypotéza
»Jazykova subkompetencia ,pocivanie s porozumenim“ napriek oc¢akavaniu nebola
Statisticky vyznamne vysSia ako u kontrolnych skupin. Tento zaver je o to prekvapujuce;jsi,
Ze Ziaci v experimentalnej skupine museli neustale pocuvat inStrukcie v anglickom jazyku.
MoZné interpretacie tohto vysledku ponikame rovnaké ako pri prvej hypotéze.
Tretia subhypotéza
Najprekvapujtcejsi vysledok nasho vyskumu je zhorSenie citania s porozumenim
a pisania v experimentalnej skupine v priemere o 21% oproti pretestu. Kym zhorSenie sme
zaznamenali vo vSetkych skupinach, v experimentdlnej skupine bolo najmarkantnejsie.
Vysledky v experimentalnej skupine teda vysli Statisticky horsie ako v oboch kontrolnych
skupinach. Pre tento velmi prekvapujuci vysledok (¢akali sme naopak Statisticky vyznamne
vysSie zlepSenie v experimentalnej skupine oproti skupindm kontrolnym, vzhladom na to,
Ze pri pocitani slovnych dloh v anglickom jazyku museli Ziaci zapajat subzrucnosti ¢itanie
s porozumenim a pisanie) ponikame nasledovné zdévodnenia:
Domnievame sa, Ze dovody ponuknuté pre test ako celok platia v plnej miere aj pre
testovanie subzrucnosti Citanie s porozumenim a pisanie.
Test Citanie s porozumenim a pisanie bol zaradeny na koniec testovania v ramci 45-
mindtovej vyucovacej hodiny. Toto mohlo mat negativny vplyv na vykon
a koncentraciu Ziakov pri vypracovavani tejto casti testu, hlavne v experimentalne;j
skupine, kde pravdepodobne najviac pdsobil faktor neznamkovania testu. Do
budtcnosti odporicame administrovat’ jednotlivé casti testu YLE na samostatnych
vyucovacich hodinach, aby sme tym predisli faktoru uUnavy, ¢i nezdujmu
sposobeného dizkou testovania

6.2 Druhy vyskumny problém
Nas druhy vyskumny problém bol nasledovny:
Ma vyucCovanie matematiky pomocou cudzieho jazyka negativny vplyv na vedomosti

a zrucnosti Ziakov z matematiky?
Hypotéza otom, Ze vyucovanie matematiky cez anglicky jazyk v pomere 1: 3
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k hodindam vedenym v slovencine nema za nasledok Statisticky vyznamne zhorSenie
matematickych vedomosti a zruc¢nosti Ziakov oproti Ziakom, ktori sa budu ucit matematiku
len vslovencine sa potvrdila. NeodvaZime sa vSak tento zaver zovSeobecnit na celu
populdciu Ziakov $tvrtého ro¢nika ZS na Slovensku vzhladom na mald testovaciu vzorku,
ako aj na relativne niz8iu reliabilitu pretestu matematickych zruc¢nosti (Cronbach alpha =
0,588). Do buducnosti by sme odporucali vytvorenie matematickych testov vhodnych pre 4.
ro¢nik ZS vykazujlcich vy$$iu mieru reliability. Ako velkid nevyhoda slovenského
edukacného prostredia sa nam javi absencia batérie Standardizovanych testov
z matematiky pre kazdy ro¢nik primarneho a sekundarneho vzdeldvania (okrem testov
KOMPARO administrovanych v 5. a 9. ro¢niku ZS), tak ako je to beZné napriklad vo Velkej
Britanii a Spojenych statoch americkych.

6.3 Nas experiment v kontexte inych vyskumov

Nas vyskum je relativne obtiazne postavit do kontextu podobnych vyskumov,
vzhladom na fakt, Ze oblast aplikacie CLIL-u je relativne velmi malo empiricky preskiimana,
obzvlast v oblasti primarneho vzdelavania (napr. [24], [34]). Vac¢Sina vyskumov v oblasti
CLIL-u sa zameriava na niZSie alebo vysSie sekundarne vzdelavanie (napr. [15], [35], [36]).

Vacsina existujucich empirickych vyskumov poukazuje na pozitivny vplyv CLIL-u na
jazykové zrucCnosti a neexistenciu negativneho vplyvu na vedomosti a zrucnosti
v obsahovom predmete. Pri interpretacii tychto vysledkov vSak treba brat do uvahy aj
socio-kulturne, lingvistické a edukacné prostredie krajiny, v ktorej dany vyskum prebiehal,
ako aj model CLIL-u, ktory bol vyskumne skiimany.

V literatire sme sa zatial' s naSmu modelu podobnou aplikaciou pristupu CLIL vo
vyucovani matematiky v primarnom vzdelavani nestretli. Svajé¢iarsky vyskum potvrdzujtici
pozitivny vplyv na jazykové zrucnosti ako aj absenciu negativneho vplyvu na matematické
zrucnosti [27] bol longitudinalny, preto jeho vysledky sa tazko porovnavaju s vysledkami
nasho strednodobého vyskumu s malou vzorkou. TaktieZz model CLIL-u skimany
v predmetnom vyskume sa nezhodoval s naSim modelom a lingvistické prostredie je
diametralne odlisSné. Skimanie vplyvu CLIL-u na vysledky v matematike a fyzike
u maltskych stredoSkoldkov [37] je tieZ obtiazne porovnavat' s vysledkami nasho vyskumu,
vzhladom na rozdielny kultirno-socialny, lingvisticky a edukacny kontext ako aj stupen
vzdelavacieho systému, v ktorom bol vyskum realizovany. Zaujimavy Kkratkodoby
experiment v trvani jednej vyucovacej hodiny [21] bol realizovany v troch krajinach - medzi
inymi aj v Ceskej republike - krajine ndm socio-kulttirne, lingvisticky blizkej s podobnym
edukacnym kontextom. Tento vyskum bol realizovany vo vekovo podobnej skupine Ziakov,
ale jeho dizka je s nasim vyskumom ako i spdsobom aplikacie CLIL-u taZko porovnatelna.
Vc¢om sa vSak vysledky nasho vyskumu zhoduju s maltskym, Svajciarskym, aj ceskym
vyskumom je absencia negativneho vplyvu na matematické zruc¢nosti pri aplikacii pristupu
CLIL v matematike.

Nami skumana oblast si zaslizi hlbsie skumanie, tak prierezové, ako aj
longitudinalne. V blizkej buducnosti (v priebehu roku 2013) ocakavame zverejnenie
vysledkov extenzivneho longitudinalneho vyskumu overovania didaktickej efektivnosti
pristupu CLIL v primarnom vzdeldvani na Slovensku v gescii Statneho pedagogického
ustavu [23]. Zaujimavé bude porovnat tento vyskum s uZ spominanym Svajciarskym
vyskumom.

Vidime priestor na spracovanie danej problematiky i kvalitativnou metodolégiou,
napriklad pozorovanim triedy, ¢i nestruktirovanym interview. S kvalitativnymi vyskumami
aplikacie pristupu CLIL v primarnom vzdelavani sme sa v literature zatial nestretli.
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7. Odporucania pre pedagogicku prax

Na zaklade naSich skusenosti nadobudnutych pocas trvania experimentu si

dovolujeme ponuknut nasledovné odporucania pre aplikdciu pristupu CLIL v predmete
matematika v 4. ro¢niku primarneho vzdelavania.

Dolezita je spolupraca s ucCitelom cudzieho jazyka. Ucitel matematiky potrebuje
vediet' aku slovnud zasobu a gramatické javy méze zahrnat do slovnych uloh, tak aby
neboli extrémne narocné pre zZiakov. UCitel matematiky mdze tieZ poZiadat ucitela
cudzich jazykov konzistentne pouZivat anglicky jazyk na povely a pokyny Ziakom
(tzv. classroom language), aby si tieto frazy a pokyny v cudzom jazyku Ziaci
zautomatizovali. Vhodné je s ucitelom cudzieho jazyka zdielat spolo¢ny zoznam fraz,
ktoré budu so ziakmi pouZivat.

Zo zacCiatku bude potrebné skonsolidovat zakladnu slovnu zasobu Ziakov z domény
matematiky ale aj ,classroom language®. Pokial toto na zaciatku Ziaci zvladnu, budu
moct ovela aktivnejsie pouZivat na hodinach anglicky jazyk na komunikaciu.

Ucitel’ by sa mal snazit ¢o najviac pouzivat cielovy jazyk. Ked Ziaci nerozumeju, je
mozné vyuzit aj vizudlne pombcky respektive dany koncept vysvetlit nadzorne
pomocou redlii. Osvedcilo sa ndm pouzivanie dvojjazy¢nych plagatov so zdkladnymi
frazami a matematickou slovnou zasobou. TaktieZ sa nam osvedcilo praktické
znazornenia slovnej ulohy s pouZitim realii. Vyklad v slovenskom jazyku sa nam javi
ako posledna moZnost' aj vzhladom na to, Ze v naSom modeli su v anglickom jazyku
vedené len hodiny zamerané na opakovanie vedomosti a zru¢nosti.

Vzhladom na nizku uroven jazykovych zrucnosti Stvrtidkov na slovenskych
zakladnych Skolach, neodporucame priamu aplikaciu autentickych ucebnych
materialov urcenych pre rodenych hovoriacich cielového jazyka. Osvedcila sa ndm
tvorba vlastnych slovnych tloh a pracovnych listov s tiroviiou jazyka adaptovaného
pre konkrétne potreby nasej triedy. InSpirdciu pre slovné ulohy sme nachadzali
v slovenskych ako aj cudzojazy¢nych ucebniciach matematiky:.

NemoZno ocakavat, Ze Ziaci budi hned od zaciatku s ucitelom schopni a ochotni
komunikovat' v anglickom jazyku. Ich jazykova droven im zvacsa eSte nedovoluje
zmysluplne komunikovat' s ucitelom. Preto zo zaciatku by mal ucitel' sice
povzbudzovat Ziakov pouzivat ¢o najviac anglictinu, ale zaroven by nemal ignorovat
otazky ziakov v slovenskom jazyku, hlavne pokial vie, Ze Ziak sa danu otazku esSte
nedokaZe opytat v anglictine. Sam ucitel’ by vSak mal byt konzistentny v pouZzivani
cielového jazyka a mal by vyuZivat stratégie prekladu alebo parafrazovania Ziakovej
vypovede (recasting, rephrasing. NaSe skusenosti ukazuju, Ze postupne Ziaci viac
aviac komunikuju v cielovom jazyku. V pripade nasho experimentu Zziaci zacali
s ucitelom komunikovat' v angli¢tine aZ po niekol'’kych mesiacoch.

Ucitel by nemal podlahnit neprestajnym Ziadostiam Ziakov, aby s nimi komunikoval
v slovenskom jazyku. Z naSej vlastnej skusenosti moZeme potvrdit, Ze Ziaci si
postupne zvyknu na ucitelovo vylu¢né pouZivanie anglictiny a svoju energiu presunu
na snahu porozumiet mu miesto presvedcit ho aby s nimi rozpraval po slovensky.
Pokial' deti naozaj nerozumejd a neverbdlny jazyk ¢i znazornenie nepomaha, je
vhodné mat poruke Sikovného Ziaka - tlmocnika, ktory v takychto pripadoch dokaze
pretlmocit ucitelovu komunikaciu pre ostatnych zZiakov. Dodrziavanie principu jeden
ucitel’ - jeden jazyk v dlhodobej perspektive motivuje Ziakov pouZivat cudzi jazyk
a poskytuje im autentické prilezitosti na jeho aplikaciu. To vSetko prispieva k
rozvijaniu si cudzojazy¢nych zrucnosti.

Bratislava 21.-22.09. 2012




61

Vyucovat matematiku v 4. ro¢niku cez cudzi jazyk by mohol bud jazykovo
dostato¢ne vybaveny triedny ucitel’ (tu vSak dochadza k poruSeniu pravidla jeden
ucitel - jeden jazyk , ¢o modze viest K problémom s Kkonzistenciou pouzivania
cielového jazyka) alebo ucitel' cudzieho jazyka. V obidvoch pripadoch je vsak
kooperacia oboch ucitelov nutnym predpokladom k uspeSnej aplikacii pristupu CLIL.

Vhodne zvolené organizacné formy vyucovania méZu pomdct prekonavat jazykové
bariéry. Pri praci na slovnych ulohach sa nam osvedcila praca vo dvojiciach resp.
malych skupinach, kde je vSak dolezité sparovat jazykovo menej zdatnych Ziakov
s jazykovo zdatnymi Ziakmi a idealne aj Ziakov matematicky zdatnych, so Ziakmi
matematicky menej zdatnymi. Takto si Ziaci dokdZu vzajomne pomahat - ¢i uZ
s problémami jazykového alebo matematického razu. Stretli sme sa vSak aj so Ziakmi,
ktorym praca vo dvojiciach, resp. skupine nevyhovuje a preferuji samostatnu pracu.

Na konci hodiny odpordcame zaradit' didaktickd hru vedenud v anglickom jazyku,
Ziaci si tak hravou formou dokadzu precvi¢it napriklad nasobilku a zaroven aj
¢islovky v anglickom jazyku.

Idealne je na hodinach pouzivat ¢o najviac realii. Ak slovna tloha hovori o tabul'kach
Cokolady, idedlne by bolo do triedy priniest prislusny pocet tabuliek cokolady
a slovnu ulohu prakticky predviest.

8. Zaver

Cielom nasho vyskumu bolo empiricky overit didakticki efektivnost nami
vytvoreného modelu aplikacie CLIL-u v experimentalnej rovine. Realizovali sme
strednodoby kvaziexperiment s jednou experimentalnou a dvomi kontrolnymi skupinami.
Hypotéza o Statisticky vyznamne lepSich jazykovych zruc¢nostiach v triede kde bol
aplikovany na$ model pristupu CLIL sa nepotvrdila, prave naopak, doSlo k zhorSeniu
jazykovych zrucnosti experimentalnej skupiny oproti kontrolnym skupinam. Potvrdila sa
vSak hypotéza, o tom Ze v triede, kde bol aplikovany nds model pristupu CLIL sa nezhorsia
vysledky z matematiky oproti kontrolnym skupinam. Interpretovali sme vysledky vyskumu
apoukazali sme na mozZzné, vo vyskume nesledované faktory sposobujice prekvapivé
vysledky hypotézy o zlepSeni jazykovych zrucCnosti. Na zaklade skusenosti z priebehu
experimentu ako aj jeho vysledkov sme ponukli odporucania pre budice vyskumy
skimajice predmetné vyskumné problémy.

Dané vyskumné problémy by bolo vhodné dalej skimat longitudindlne ako aj
prierezovo, aby tak mohli byt vyvodené validné zavery vztahujice sa na celd populaciu.

Na zaklade skusenosti ziskanych pocas priebehu experimentu boli vypracované
odporucania pre pedagogickl prax, tykajuce sa praktickej implementacie nami
navrhnutého modelu CLIL-u.

Verime, Ze nas vyskum prispeje k vedeckému badaniu pristupu CLIL a jeho UspeSnej
aplikacii v slovenskom eduka¢nom kontexte.
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Abstrakt
Oblast formdlneho vzdeldvania deti pochddzajiicich zo socidlne znevyhodriujticeho prostredia, otdzky ich

segregdcie a Skolského netispechu, st na Slovensku zmapované viacerymi Stidiami. Na vzdeldvani deti sa vSak

podielajil i organizdcie, ktoré nepatria do systému formdlneho vzdeldvania. V rdmci nich ide o zdmerné, avsak

dobrovolné ucenie, ktoré sa uskutoclriuje v rozlicnych typoch prostredi a situdcidch so zameranim na Specificku

cielovi skupinu. Takéto vzdeldvanie prebieha popri hlavnych pridoch vzdeldvania a odbornej pripravy v rdmci
aktivit obcianskych zdruZeni a organizdcii [1]. Dobrd prax tychto zariadeni nie je komplexne podchytend napriek
tomu, Ze prdve ony by mohli napoméct' identifikdcii faktorov ovplyviiujicich zvysenie kvality Studijnych vysledkov

deti. Zaujimavymi su napriklad otdzky motivdcie deti k uceniu ¢i identifikdcia Specifik v oblasti vzdeldvacich

potrieb deti. Medzi takéto organizdcie patria i zariadenia fungujiice na nizkoprahovych principoch. Prispevok
pontika skiisenosti ziskané v ramci vzdeldvacich aktivit v Komunitnom centre Kopcany, pricom sa zameriava najmd
na ucenie sa cudzich jazykov. Poddva prehlad najcastejsich tazkosti, s ktorymi deti a mladi ludia na vzdeldvacie
aktivity komunitného centra prichddzaju a prezentuje ich pohlad na ucenie sa cudzich jazykov ziskany pomocou

Strukturovanych rozhovorov.

Abstract
The formal education of children from socially handicapped environments and the issues of their segregation and
school failure have been the subject of many studies in Slovakia. Many organizations which are not part of the
formal education system participate in children’s education. They focus on deliberate but voluntary education
carried out in various types of milieu and situations aimed at specific target groups. Such education is run
alongside the main streams of education and professional training within the scope of activities performed by
public associations and organizations (Fudaly, Lenco, 2008). The good work experience of such institutions is not
comprehensively recorded in spite of the fact that these organizations could effectively contribute to the
identification of factors determining the quality improvement of children’s school results. There are interesting
issues to be mentioned, such as the motivation of children in learning or the identification of specific educational
needs of children. Institutions running on the principles of outreach work also are among the above-mentioned
organizations.

This contribution presents the experience gained within the scope of tutorial activities in the Kopéany Community
Centre and focuses on learning foreign languages. It provides an outline of the most common difficulties which
children and young people bring along with them, or which occur during the educational activities of the
community centre. The paper presents their views on learning foreign languages through structured discussions.

KI'acové slova: neformalne vzdelavanie, nizkoprahové principy, komunitné centrum, ucenie sa cudzich jazykov,
vzdelavacie aktivity
Key words: informal education, principles of outreach work, community centre, learning foreign languages,
educational activities

1. Uvod

Vslicasnej domacej izahranicnej literatire sa stretdvame s mnohymi Stidiami
mapujucimi situaciu formalneho vzdelavania deti, pre ktoré sa v odbornej terminoldgii
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zauzival pojem deti pochadzajice zo socidlne znevyhodneného prostredia (vid' napr. Rafael,
2011, Kriglerova, Kadlecikova, 2009, Kahatova 2010, Salner, 2004 a i.). Do tejto skupiny deti
patria podla Zakona ¢. 245/2008 Z. z. [2] deti ¢i Ziaci Zijuci v prostredi, ktoré vzhladom na
socidlne, rodinné, ekonomické a Kkultirne podmienky nedostatotne podnecuje rozvoj
mentalnych, volovych, emociondlnych vlastnosti dietata alebo Ziaka, nepodporuje jeho
socializaciu a neposkytuje mu dostatok primeranych podnetov pre rozvoj jeho osobnosti.
Zaraduju sa sem napriklad deti Zijuce v rodinach s nizkych socidlnym alebo ekonomickym
statusom, deti rodicov bez domova ¢i rémske deti. Spominané Studie objasniuju mechanizmy
segregacie a Skolského neudspechu tejto skupiny v ramci vzdelavacieho systému a v mnohych
pripadoch ponukaju i konkrétne odporucania rieSiace tito problematiku. Stretdvame sa
v nich s jasnou identifikaciou vonkajsich faktorov ovplyviiujicich skolskil nedspesnost, akymi
su okrem Skoly i rodina a komunita.

Rafael et al. [3] zdorazinuje, Ze neexistuju postupy a modely, ktoré by napomahali
zlepSovaniu tychto vonkajsich faktorov aich vplyvu na vzdelavanie deti ako i to, Ze nie su
dostatoc¢ne rozsirené komunitné centra, ktoré mozno vnimat' ako pozitivny prvok ponukajuci
podporné sluzby v oblasti vzdelavania (praca srémskymi rodi¢mi, moZnosti doucovania
a pod.). Vysledky vyskumov upozoriiuju, Ze kompetencie, ktoré deti ziskaju v priebehu
detstva, vytvaraju zaklad, na ktorom sa rozvijaju a vytvaraju ich dalSie zrucnosti
a sposobilosti [4]. U deti pochadzajucich zo socialne znevyhodneného prostredia, ¢ize u deti
vystavenych socidlnym i biologickym rizikovym faktorom, hrozi vac¢Sie nebezpecenstvo
nerozvinutia tychto zakladnych kompetencii. Nasledne su tieto deti casto predurcené
k slabym $kolskym vykonom a netispechu [5]. Prieskum MPC ROCEPO 2009-ZS [6] ukazal, Ze
z celkového poctu Ziakov, ktori sa zucastnili ich prieskumu a opakovali na zakladnej Skole
ro¢nik (5731), pochadzalo aZ 4078 Ziakov (71,16 %) zo socidlne znevyhodneného prostredia,
pri¢om tito Ziaci percentualne najviac (30,18 %) opakuju prvy ro¢nik ZS. Okrem opakovania
rocnikov a nedostato¢nych Skolskych vysledkov sa u tychto deti stretidvame tiez s Castym
vymesSkavanim vyuc€ovania a s mnozstvom neospravedlnenych hodin.

Postaveniu a situdcii deti zo socidlne znevyhodneného prostredia v ramci formalneho
vzdelavania sa venuje dostatoCna pozornost. Ako vSak ukazuje i zameranie tejto konferencie
(Rozvijanie cudzojazycnych zrucnosti udeti v Skolskom a v rodinnom prostredi), na
neformalne vzdelavanie sa akoby zabtda, a to i napriek tomu, Ze sa do systému neformalneho
vzdelavania tieto deti Casto zapajajui. Prispevkom sa pokusime aspon scasti vyplnit tato
medzeru. PribliZime rozdiely medzi formalnym a neformalnym vzdeldvanim a
ponukneme konkrétne skusenosti z neformalneho vzdeldavania realizovaného v ramci
obcCianskeho zdruZenia Ulita, pricom sa zameriame na oblast’ cudzich jazykov. Prispevok je
Castou projektu zameraného na mapovanie neformalneho vzdelavania deti Zijicich vo
vylicenej mestskej komunite, ktory je mozné realizovat vdaka podpore Nadacie otvorenej
spoloc¢nosti — Open Society Foundation.

2. Formalnost a neformalnost vo vzdelavani

Vedomosti, zrucnosti ¢i ndvyky mézu byt nauené mnohymi cestami. Kazda z tychto
ciest ma svoje Specifické vlastnosti, ktoré istym spdsobom predurcuju priebeh a vysledok
uCenia. Formalnost a neformalnost’ vo vzdelavani moZno teda povaZovat za isté vlastnosti
pritomné vo vSetkych podmienkach ucenia. Mnoho veci sa nau¢ime omnoho efektivnejsie
prostrednictvom neformalnych procesov. Typickym prikladom je ucenie sa cudzich jazykov
[7]. Iné zas naopak. Rovnako ako vo formalnom systéme dochadza k presadzovaniu
demokratickych pristupov, formalizujui sa niektoré procesy v neformalnom systéme (napr.
akreditacia programov a pod.). Preto namiesto presného rozdelovania jednotlivych typov
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vzdelavania/ucenia navrhuju niektori autori hovorit o aspektoch formalnosti a neformalnosti
v uceni sa ako takom [1].

Vo vSeobecnosti méZeme najst niekol'ko kritérif, pomocou ktorych ich mozno jasne
rozlisit. Medzi hlavné kritéria patri priestor, v ktorom sa vzdeldvanie uskutociiuje, organizacia
vzdelavacich procesov, dobrovolnost vstupu do vzdelavacich procesov zo strany uciacich sa ¢i
na zaklade ich vystupov. Pod formalnym vzdeldvanim rozumieme vzdeldvanie, ktoré sa
realizuje v klasickom S$kolskom systéme. Vzdeldvanie neformalne sa deje mimo tohto
systému, ¢asto v ramci aktivit obCianskych zdruZeni ¢i organizicii, ktoré boli vytvorené na
doplnenie formalnych systémov vzdeldvania (napr. vytvarné, hudobné, Sportové kruzky,
stikromné hodiny ako priprava na sktigky). Dalsie rozdiely nachadzame v organizacii takéhoto
vzdelavania. Funkcie, ciele, obsah, prostriedky, sp6soby hodnotenia, ¢as a formy sa pri
formalnom vzdelavani definované a legislativne vymedzené. Tento typ vzdelavania poskytuje
nadvazujice vzdelavacie stupne a typy, ktoré sui urcené celej populacii alebo urcitym
skupinam populacie [8]. Naopak ciele a formy neformalneho vzdelavania nie su kodifikované,
vo vSeobecnosti vychadzaju z dietata a mladého cloveka, jeho potrieb a zaujmov. Ich hlavnym
nastrojom je dobrovolnost, s akou dieta do procesu neformalneho vzdelavania vstupuje, ¢im
sa liSi od formalneho vzdelavania, ktoré je v prevaznej miere povinné. Rozdiel medzi oboma
formami vzdelavania je i vo vystupoch. Neformalne vzdelavanie nebyva ukonfené udelenim
osvedceni, ¢im sa liSi od formalneho vzdelavania, ktoré je potvrdzované dokladom
o absolvovani.

Neformalnost vo vzdelavani charakterizuje najma priestor, ktory je poskytnuty
utiacemu sa jednotlivcovi a snaha o jeho participaciu a zaangaZovanie do toho, ¢o sa deje.
Tento typ vzdelavania vychadza a stavia na potrebach a zaujmoch uciaceho sa [9]. Doraz sa
kladie na budovanie kapacit jednotlivca, podporu jeho sebahodnoty a dosiahnutie osobnej
integrity a UispeSného zaclenenia sa do spolocnosti [1]. Osoba, ktora tento proces pripravuje
a planuje, nie je v ulohe ucitela ale skor facilitatora. Tieto procesy su déleZitou platformou pre
motivaciu Skolopovinnych deti k stddiu (v systéme formalneho vzdelavania) nielen na
zakladnej Skole ale i k dalSiemu studiu v rdmci vyssieho sekundarneho vzdelavania.

Je malo vyskumov, ktoré by sa venovali miere zapojenia deti pochadzajicich zo
socidlne znevyhodneného prostredia do procesov neformalneho vzdelavania. Zvi¢sa mame
k dispozicii vystupy z formalneho Skolského systému. Podla prieskumu MPC ROCEPO 2009-
ZS [6] navstevovalo $kolské kluby deti zo vSetkych deti navstevujicich tieto zariadenia len
13,09 % Ziakov zo socidlne znevyhodneného prostredia, podobne nizke ¢islo sa tykalo
aj zaujmovych utvarov v sledovanych zakladnych Skolach, kde z celkového poctu deti
navstevujucich tieto utvary tvorila skupina deti zo socidlne znevyhodneného prostredia len
15,62%. Miera zapojenia do formalneho systému teda nie je vysoka, no vysledky vyskumu
NIDM v CR [10] zaoberajiiceho sa zapojenim rémskych deti do neformalneho vzdelavania,
upozornuju, Ze romska mladeZz zo socidlne vyluc¢eného prostredia dochadza vo vacSine
pripadov skér do nizkoprahovych a otvorenych klubov. O aké zariadenia ide a aké sluzby
poskytuju?

3. Zariadenia pracujice na nizkoprahovych principoch

Nizkoprahové zariadenia pre deti a mladez st urcené pre deti a mladez, ktori sa ocitli v
obtiaZnej Zivotnej situacii alebo su ohrozeni, a ktori nevyhladavaju standardné formy in-
Stitucionalizovanej pomoci a starostlivosti. Ich hlavnym cielom je minimalizovat moZné rizika
suvisiace so sposobom Zivota deti a mladych l'udi, umoZnit im lepSie sa orientovat v ich
socidlnom prostredi a vytvarat podmienky, aby v pripade zdujmu mohli riesit svoju
nepriaznivu situaciu. Svojim charakterom a umiestnenim su blizke prirodzenému prostrediu
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klienta, pricom nizkoprahovost je zaleZitostou skutocnej a realnej dostupnosti. Pracovnici
pracujuci v takychto programoch st ,maximalne dostupni“ Deti neodsudzuju, prijimaju ich
také, aké su, bez prili§nych ocakavani, ktoré objektivne nedokaZu splnit a napliiiaju ich
najcastejSiu potrebu - potrebu spolubytia. Pontkaji pokojné a bezpetné miesto ako
prostriedok na vytvorenie kontaktu a vztahu. Plati tu tieZ pravidlo pripustnosti pasivity,
anonymity, bezplatnosti, nepravidelnosti v dochddzke a participacie (aktivizacie) klientov
[11].

Nizkoprahové programy poskytuji niektoré typy sluzieb, ktorymi sa odliSuju od
ostatnych typov programov pre deti a mladeZ V sluzbach sa prakticky napiiaji ciele
nizkoprahovych programov. Ide o poskytovanie socialnych sluZieb (napr. kontaktna praca,
krizova intervencia, zdkladné poradenstvo), volnocasovych aktivit a aktivit zameranych na
prevenciu, vychovu a vzdelavanie [12]. V zariadeniach tohto typu sa uskutocniuje neformalne
vzdelavanie, ktoré moéze mat roézny obsah (podla druhu poskytovanej sluzby), charakter
(podla typu aktivity) a formy (podla Specifik cielovej skupiny). NajexplicitnejSie sa vSak deje
prave pocas aktivit, ktoré si zamerané na vzdelavanie a vychovu. Tieto sa v mnohom liSia od
vzdelavania v Skolskom systéme, v ktorom je zakonom stanoveny obsah vzdelania, ktoré ma
byt dietatu ¢i Ziakovi umoznené dosiahnut. Zakon 245/2008 Z. z. o vychove a vzdelavani [2]
stanovuje napriklad, Ze deti a Ziaci majui mat moZnost ziskat rozne druhy kompetencii
(komunikacné, socialne, obcianske a pod.), ovladat aspon dva cudzie jazyky a vediet ich
pouzivat' ¢i naucit’ sa rozvijat a kultivovat svoju osobnost a celoZivotne sa vzdelavat.

V pripade zariadeni pracujucich na nizkoprahovych principoch Ziadny podobny
dokument vSeobecne zavazny pre vSetky takéto zariadenia a organizacie neexistuje.
D6vodom je najma odliSnost spdsobena inakostou cielovej skupiny, jej potrebami a zaujmami,
na zaklade ktorych sa meni obsah samotného vzdeldavania a jeho podoba. Mnohé aktivity
vzdelavacieho charakteru sa zameriavaju najma na sprostredkovanie novych informacii,
nacvik zakladnych Zivotnych zruc¢nosti ¢i pomoc pri priprave na skolské vyucovanie. Treba si
uvedomit, Ze deti a mladi I'udia prichadzaju na aktivity dobrovolne. Hlavnym cielom je preto
podporit ré6znymi prostriedkami ich motivaciu a podnecovat’ ich chut k uceniu a poznavaniu,
k zdokonalovaniu Zivotnych zruc¢nosti, budovaniu hodnoty vlastného ja a pozitivnheho vztahu
k Skolskym povinnostiam a dalSiemu vzdelavaniu.

4. Ako sa u¢ime ,Sprechovat“ a ,spikovat” v Komunitnom centre Kopcany?

Prikladom zariadenia, ktoré poskytuje aktivity zamerané na vzdelavanie a pracuje na
nizkoprahovych principoch je Komunitné centrum Kopcany, ktoré je hlavhym programom
obCianskeho zdruZenia Ulita poOsobiaceho v Bratislave. Vzdelavacie aktivity prebiehaju
dvakrat do tyzdna a st rozdelené na dve vekové skupiny - Ziakov a Ziacky prvého a druhého
stupna zakladnej Skoly. Deti maju pocas tychto aktivit moZnost urobit si domace ulohy a
pripravit’ sa na dalsi Skolsky den pod individudlnym vedenim kvalifikovanych pracovnicok.
Zvlastna pozornost je venovana detom s poruchami ucenia a pozornosti. Na aktivite sa
zucCastnuju aj predskolaci a predSkolacky, ktori sa pripravuju na nastup do Skoly. StarSie deti
vyuzivaju Casto tento priestor na vytvaranie Skolskych projektov prostrednictvom pocitacov
s pripojenim na internet. Na aktivite funguje motivacny systém odmien (zvycajne maju deti
moZnost ziskat pracovné pomocky) a vyletov. Vroku 2011 sme na aktivite zaznamenali
pocas 73 sluzieb 589 kontaktov s 59 detmi. Niektoré z deti vyuZivajd moZnost prist na tuto
aktivitu pravidelne, iné sa zastavia len zriedkavo s konkrétnou tazkostou ¢i ulohou. Obsah
jednotlivych navstev si deti volia samé. Prichadzaju bud’ s konkrétnymi domacimi tulohami
alebo oblastou ¢i vyucovacim predmetom, ktorému sa chcii venovat. NajcastejSie su to vSak
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matematika, slovensky jazyk (ktory pre niektoré deti nie je materinskym jazykom) a cudzie
jazyky, najma anglicky a nemecky jazyk, na ktoré v tomto texte upriamime pozornost.

Pre potreby prispevku sme pocas mesiacov mdj a jun 2012 zrealizovali Struktirované
rozhovory s detmi navstevujicimi vzdelavacie aktivity Komunitného centra Kopc¢any. Nasim
cielom bolo zmapovat okolnosti neformalneho ucenia sa cudzich jazykov u deti Zijucich vo
vyliacenej mestskej komunite, ktoré vyuzivaju vzdelavacie aktivity Komunitného centra
Kopcany. Zamerali sme sa najmd na odhalenie pohladu deti na vyznam a tazkosti spata
s uenim sa cudzich jazykov a na charakteristiku jednotlivych prostredi, v ktorych sa ucenie
odohrava. Rozhovorov sa zicastnilo osem deti - z toho dve deti na prvom stupni ZS a dvaja
chlapci. Deti boli vo vekovom rozpati od 10 do 14 rokov. Zaujimalo nas, aky cudzi jazyk sa deti
ucia, ako dlho sa ho ucia, ¢o vnimaju ako pozitivne a negativne na uceni sa cudzich jazykov
aaky vyznam osvojovaniu cudzich jazykov pripisuju. S detmi sme sa tieZ rozpravali
o charakteristikach prostredi, v ktorom sa cudzi jazyk ucia. Popri rozhovoroch sme
uskutoc¢nili analyzu individualnych zaznamov vedenych o detoch aich uceni, rovnako ako
analyzu sprav vytvaranych po kaZzdej aktivite. Ziskané tidaje sme analyzovali kvalitativnym
sposobom - vytvarali sme trsy vyznamnych kategorii a identifikovali témy klucové pre
naplnenia stanoveného ciela.

4.1 Vnimanie cudzich jazykov detmi

Pre deti, s ktorymi sme realizovali rozhovory, bola prvym cudzim jazykom, ktory sa
zacali ucit, angli¢tina. Najma deti na druhom stupni ZS sa viak ucia dva cudzie jazyky, pri¢om
vnasej skupine bol druhym nemecky jazyk. Dizka ucenia sa cudzieho jazyka sa u deti aj
vzhladom na rozli¢ny vek, 1isili. Priemerne to vSak boli $tyri roky pri prvom cudzom jazyku a
jeden rok pri druhom.

Z analyzy zaznamov o uceni sa jednotlivych deti vyplyva, Ze nie su velké rozdiely
medzi tazkostami deti v uceni sa cudzich jazykov vzhladom na pocty rokov, ktoré sa
cudziemu jazyku venujd. NajvacSie tazkosti maji deti zo zadkladnymi gramatickymi a
syntaktickymi javmi, vyslovnostou, pracou s textom a slovnou zasobou (plati to pre anglicky
i nemecky jazyk). MoZné priciny vidime jednak v nedostato¢nom ovladani slovenského jazyka
u niektorych deti ale iv pribddani nového uciva, pricom deti nemaju osvojené zaklady
(¢asovanie, zadmena, jednotné a mnozné cislo, zapor a pod.). Nové ucivo si teda nedokazu
osvojit na poZadovanej drovni a zaroven nestihaju dobehnut zameskané. Prave mnoZstvo
uciva ¢i neporozumenie vykladu ucitela st veci, ktoré sa detom na uceni sa cudzich jazykov
nepacia.

Napriek tomu, Ze maju niektoré z deti, s ktorymi pracujeme, v ovladani cudzich
jazykov casto vel'ké nedostatky, spaja sa im cudzi jazyk najma s pozitivami (niektoré deti
neuviedli ani jedno negativum). Detom sa napriklad paci anglicka vyslovnost: ,Pdci sa mi, Ze
sa vyslovuje inak ako slovencina“ (dievca, 10 rokov), pravidelnost sakou si cudzi jazyk
opakuju, slovicka, ktoré nie st tazké na zapamatanie, praca na projektoch ¢i konverzacia. Na
otazku, preco je ddlezité ucit sa cudzi jazyk, uvadzaji najma tri dévody. Prvym dévodom je
zamestnanie. Ovladanie cudzieho jazyka vidia ako prednost, ktora im moZe ulahcit nastup na
trh prace: ,Pdci sa mi, Ze ked’ budem starsia, tak budem mat’' vyhodu, Ze ma niekam prijmu do
zamestnania“ (dievca, 13 rokov). Druhym dévodom je komunikacia a tretim cestovanie. Prave
v kontakte s cudzimi I'udmi a pri vycestovani do cudziny najCastejSie pocituji nemozZnost
dorozumiet sa. Skisenosti z medzinarodnych vymennych pobytov ¢i zahrani¢nych navstev na
sidlisku, ktoré komunitné centrum organizuje, su u niektorych hnacou silou v jazykoch
napredovat a zlepSovat sa. V redlnom Zivote prave pri takychto podujatiach zakusia, aké to je
nedokazat' si nieco vypytat ¢i sa s niekym zoznamit.
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4.2 Miesto, kde sa u¢im

Deti prichadzaju na vzdelavacie aktivity komunitného centra dobrovolne, pricom
vedia, Ze pravidelnost’ Ucasti nie je podmienkou. Napriek tomu sa mnohé z deti rozhodnu, Ze
sa chcu ucit aj centre, a to po poldennom pobyte v Skole stravenom ucenim. Ich zaujem
o vyuzivanie vzdeldvacich aktivit je velky aneraz prevySuje kapacitu a moZnosti
komunitného centra. Zaujimalo nas teda, aké rozdiely vidia v miestach, na ktorych sa ucia
a ktoré faktory ovplyvnuju ich chut do ucenia. Ich odpovede sa vztahovali na tri priestory:
Skolu, domov a komunitné centrum a mozZno v nich identifikovat’ Styri cinitele, ktoré ich
ucenie ovplyviiuju: pristup pracovnic¢ok, bezpecny priestor, metddy uCenia a metaucenie.

Deti ocenuju najmd individudlny a podporujici pristup pracovni¢ok v ramci
vzdelavacich aktivit komunitného centra, ktory umoZiuje prisposobit tempo a spdsob
vysvetlovania konkrétnemu dietatu. Pozitivne hodnotia moZnost pytat sa viackrat (co
umoznuje vnimanie centra ako bezpecného priestoru) a opakované vysvetlovanie v pripade
neporozumenia. Prave v tomto vidia zasadny rozdiel oproti Skole, kde ucitel’ ¢i ucitel'ka
vysvetluje skupine, pricom moZe dojst u niektorych deti z tejto skupiny k neporozumeniu: ,V
skole to ucitelia vysvetlia kaZzdému ale nemusim to pochopit’ a uz to nevysvetlia. Tu sa méZem
opytat’ viackrdt a precvicit' si to” (dievca, 13 rokov). Oproti Skole ¢i uCeni sa doma, vidia
prednost ucenia v komunitnom centre iv spdsoboch akymi sa ucenie realizuje (metody
ucCenia). UcCenie v centre povazuju za vacSiu zabavu, citia sa uvolnene a neboja sa pytat,
nakol'ko ich aktivita nie je zndmkovana. Na ucenie maju dostatok ¢asu a k jednému ucivu sa
moZu neustale vracat. Deti sa ucia i doma, Castokrat ale zdévodnuju, Ze im doma nema kto
poradit alebo ak sa aj ucia s rodicom, nie je to zabava a ulohy maju rychlo spravené. Rozdiel
v uceni sa v centre a v inych priestoroch vidia tieZ v tom, Ze sa tu nielen ucia, ale sa ucia ucit
sa (metaucenie). Dostavaju rézne navody, spolocne s pracovnickami hladaju spdsoby, ako si
niektoré veci zapamatat: , Tu sa mi venujete a radite, ako sa to mdm naucit™ (dievca, 13 rokov).
Deti vnimaju moZnost ucit sa aj v prostredi mimo Skoly pozitivne. Svoju rolu zohrava okrem
iného iste i umiestnenie nizkoprahového zariadenia priamo blizkosti ich bydliska. Rozdiel
oproti Skolskému uceniu je, ako vyplyva znaSej analyzy, spdsobeny najmd mierou
(ne)formalnosti samotného procesu. V komunitnom centre su vzdelavacie aktivity postavené
na individudlnom pristupe avztahu sdietatom, hladani jeho potencidlu a moZnosti
napredovania. Deti si vedené ktomu, aby na vzdeldvacom procese sami participovali,
stanovovali si ciele, urCovali tempo ¢i obsah vzdelavania. Bez tlaku z dosahovania vykonu
a bez stanovenych obsahovych Standardov sa ucenie deti zaklada na dobrovolnosti a podpore
motivacie, s ktorou prichadzaju.

5. Zaver

Prezentované vysledky maju lokalny charakter a platnost pre nami skimanu skupinu.
Nie je ich teda moZné zovSeobecnit. Domnievame sa vSak, Ze moZu prispiet k uvedomeniu si
existencie a vyznamu prostredi (a nemusi ist iba o zariadenia nizkoprahového charakteru),
v ktorych pri uceni zohrava kltucovu rolu prave neformalnost. Nazdavame sa, Ze informacie
tykajuce sa dobrej praxe tychto zariadeni by mohli napomoct identifikacii faktorov
ovplyviiujucich zvySenie kvality Studijnych vysledkov deti (nielen deti pochadzajucich zo
socialne znevyhodneného prostredia) aj v inych prostrediach a ovplyvnit ucitelov ¢i rodicov.
Nasa analyza priniesla prvy nacrt niekol'kych cinitelov ovplyviujicich motivaciu deti do
uCenia. Ucenie by sa malo odohravat v priestore bez strachu z hodnotenia, netspechu ci
autority dospelého. Vtedy bude podla ndSho nazoru efektivne a uc¢inné. Vztah uciaceho sa
a toho, kto uci, by mal byt prijimajdci a podporujuci, pretoZe Casto je to prave vztah, ktory
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deti motivuje nevzdavat sa pred prvymi prekdZkami a neustupovat. Podla nasSich skdsenosti
sa deti ucia rady. Rady ,spikujua“ a ,Sprechuju®, rady tvoria pribehy a projekty, rady sa
rozpravaju azoznamuju sludmi inych kultir Organizacie zabezpecujice neformalne
vzdelavanie ich v tom podporuju a sprevadzaju. Idedlnym by iste bolo, keby sa oba systémy -
ten formalny i neformalny - dopliiali a prepajali a vytvorili tak jeden fungujtici organizmus.
Skusenosti ziskané spolupracou s ucitel’kami a Skolami, ktoré deti navstevuju, nase tvrdenia
podporuju.
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Abstract
In September 2008 modern foreign language was introduced as an obligatory subject in the first three grades of all
Polish primary schools. For a variety of reasons the dominant MFL taught in Polish schools is English. This change
was motivated by the EU directives and a rising interest in teaching English to young learners. It seems reasonable
to expect that a longer and earlier exposure to English will lead to higher attainment of the languagge in the
future. However, there is also a number of concerns connected with the introduction of this subject into the Young
Learners (YL) curriculum including professional teacher training, materials used (especially in the case of pre- and
early-literacy stage) and most fundamentally the method of teaching. Although the Ministry of Education
regulations allow for the MFL to be introduced into the EY curriculum as one of the content areas, it is hardly ever
tought in this way. Typically, English is taught as a separate subject, which is against the cross curricular teaching
policy in this sector of education. One of the reasons for this choice is mostly inadequate teacher training. It is not
uncommon that the teachers who would be willing to undertake the challenge of integrating English into the
existing system, lack the required qualifications. Those who would be suited for the job prefer to follow a different
career path. There are hardly any syllabi designed specially for teaching English as an integrated skill to this age
group approved by the ministry of education, nor a specified approach to be adapted by the teachers. In the global
world that we are a part of, there is a need for early English education. It seems reasonable nowadays to teach
young learners through language rather than teach the language itself. The structure of integrated education
allows for the introduction of English as a language of instruction and teaching children about the world using
both languages, and thus creating conditions for developing additive bilingualism. This paper aims to present the
current situation in Poland in the light of solutions popular elsewhere, and suggest the application of a modifide
versions of some of them taking into consideration the existing system of national education at the first stage of
formal public primary education.

Key words: cross-curricular, bilingual, integrated curriculum, integrated subjects, holistic approach

Children are learning new things from the very beginning of their existence, even
before they are born. A four-month-old foetus has already a functioning sense of hearing and
touch [5]. The first moments of life abound in stimuli that have to limited by the parents in
order not to put too much stress on the new nerve system. In the first years of life children
explore the world and absorb enormous quantities of information from the environment
through experimentation and interaction. Although this process of learning about the world
does not finish until the last moments of human life, at one point it becomes less chaotic and
intuitive. This is when children enter formal education. Eurydice report (2009) [4] states that
in a vast majority of European countries compulsory formal education lasts nine to ten years
starting as early as 4 or 5 and finishing at the age of 14 or 15, although a rising number of
students choose to continue their education in higher secondary schools and universities
(17,4% of all EU higher secondary school graduates became students in 2006). During these
years children’s natural curiosity and internal drive to explore the world is squeezed into
formal constraints of educational system. They are now expected to learn academic skills and
acquire knowledge about the world in a far less natural manner. Formal education follows a
plan that is prepared for all children at a given ages regardless of their former experience and
acquired knowledge. By being unable to address all students’ needs individually, and required
to teach a predefined amount of knowledge and skills, formal education hardly resembles the
natural process of learning.
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1. Effective EFL teaching

The aims of formal education include a multitude of areas, from social integration and
development of positive habits and attitudes, through gaining independence in expressing
opinions and using reasoning, to simple memorization of facts and data. To achieve these
complex goals, formal education needs to follow a detailed plan in a form of curriculum.

Farrell and Jacobs [2] present a list of eight essentials for successful EFL language
teaching which include Learner Autonomy, Social Nature of Learning, Integrated Curriculum,
Focus on Meaning, Diversity, Thinking Skills, Alternative Assessment, and Teachers as Co-
learners. This humanistic approach to modern formal education results in a change to the
structure of teaching processes focusing on elements that were given little thought in the
past.

A shift towards Learner Autonomy means that learners are given greater control over
their own foreign language learning in terms of content as well as the methods used to
achieve this goal. One of the tools characteristic for this approach is self assessment which
empowers students to evaluate their own learning progress and teaches them to critically
evaluate their accomplishments. The Social Nature of Learning denotes the idea that learning
a foreign
language is not an individual task but rather a social activity that involves and relies on
successful interaction with others. Cooperation is valued above competition in active search
for and exploration of knowledge.

Integrated curriculum principle maintains that different areas of the curriculum need
to be connected to help students build a bigger picture of the world using the subject specific
pieces so that English as a foreign language is not the odd one out but a legitimate element of
the puzzle. Project work is a perfect example as it employs language in activities done both
inside and outside the classroom context. Focus on Meaning is viewed as crucial for real
learning. This idea is realized in the field of foreign language learning in the form of content-
based teaching where the emphasis shifts from the language itself to the topic which is being
covered in this language and belongs to a different subject area.

Modern attitude to teaching acknowledges Diversity as a positive element in learning
context. It is understood as a multitude of learning styles, experiences, interests and needs
that make the process more valuable, as students may share their ideas and learn to respect
other people’s opinions on the one hand and maintain theirs on the other, thus leading the
development of to non-conformist attitudes. One of the top essentials for successful EFL
teaching is the focus on Thinking Skills, which should help to develop critical and creative
thinking.

Students don’t learn the language for its own sake but to develop more complex
thinking abilities that will be useful and applicable to real life situations outside the
classroom. Since academic achievement loses its priority in the sense that it does not prepare
students for life, Alternative Assessment needs to complement the traditional testing to reflect
learners’ achievements in all the soft skills that are less measurable than memorization of
subject knowledge. As process becomes as important as the product, the assessment should
take into consideration all the steps students went through, the progress they have made and
the knowledge and skills they have gained on their way to the final outcome.

The modern approach to teaching sees Teachers as Co-learners in the sense that their
role is not limited to transmitting subject knowledge but involves active participation in the
quest for meaning and trying out alternative approaches to facilitate their students as best
they can. The students-teacher relationship is not as unequal as it used to be in the traditional
approach. Since the language itself is no longer the only focus of EFL instruction, and other
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subjects’ content gains importance, the students become empowered in the sense of
potentially having more expert knowledge in particular fields than the teacher. In language
teaching, this attitude has resulted in reflective practice, action research, and other forms of
classroom investigation.

If knowledge is a collection of skills, then there seems to be no reason why they should
be applied to particular fields of expertise only. If knowledge is understood as the ability to
investigate and experiment, it is potentially applicable to all school subjects. Mathematical
skills, for instance, are used not only in scientific subjects, but also in art and music. Such an
understanding of certain universality of skills reflects a holistic concept of knowledge where
“different techniques of human inquiry are brought together or integrated for the
investigation of this or that aspect of experience precisely in the interests of more vital and
meaningful learning” [1].

2. Cross-curricular approach

Adopting a holistic concept in teaching requires designing a method of formal
instruction that refers to all subject areas and aims at supporting the child in his social,
psychological, physical and cognitive development. To address all these diverse needs cross-
curricular approach to teaching has been proposed. It is characterized by sensitivity to, and a
synthesis of, knowledge, skills and ideas from various subject areas. This attitude towards
content of education enriches pedagogical activity and promotes exploration of wider
sensitivity through a diversity of methods. Jonathan Savage [6] lists the purposes of cross-
curricular teaching and learning which are to:

- motivate and encourage pupils’ learning in a sympathetic way in conjunction with their
wider life experiences;

- draw on similarities in and between individual subjects (in terms of subject content,
pedagogical devices and learning processes) and make these links explicit in various
ways;

- provide active and experiential learning for pupils;

- develop meaningful co-operation and collaboration between staff leading to the dual
benefits of curriculum and professional development;

- contribute towards a broad range of teaching and learning opportunities located within
individual subject teaching, across subjects and in relation to specific external
curriculum themes or dimensions;

- promote pupils’ cognitive, personal and social development in an integrated way;

- allow teachers the opportunity to evaluate and reflect on their teaching and to be
imaginative and innovative in their curriculum planning;

- facilitate a shared vision amongst teachers and managers through meaningful
collaborations at all levels of curriculum design.

In terms of teaching an additional language, the purposes above determine the
structure of subject curriculum in a number of ways. Firstly, students no matter how small,
are not empty vessels which are waiting to be filled with knowledge. They come to the
classroom with prior experience in many spheres of life which they are eager to share with
others. In terms of early formal language education this approach would advocate using the
students’ emotions, experiences and ideas to teach the language on content that is truly
interesting for them and thus motivating enough to enhance learning. Secondly, since life is
not a sequence of separate events that happen one after another, but rather a complex mix of
stimuli from all fields of knowledge bombarding a child all the time, it is justified to use this
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accidentally acquired knowledge of the world in formal education.

This approach shifts focus from teaching facts specific for a given subject to a deeper
understanding of the phenomena and experiences that are shared between different fields of
knowledge. Furthermore, it stresses the need to make these links explicit, and thus make
children aware of the multitude of interdependencies between subject areas. Language
becomes, thus, a vehicle for delivering content knowledge from a variety of subjects, and the
learning the principles of its structure and use becomes incidental. Cross curricular approach
also puts emphasis on active acquisition of knowledge through experimenting, forming
hypotheses, checking them out and drawing conclusions, rather than getting ready-made
solutions. Therefore, inductive teaching of additional language is preferred over deductive
and implicit techniques over explicit ones.

3. The place of additional language in the curriculum

The understanding of the fact that language is an essential element in all subjects’
teaching, led to creating the concept of language across curriculum. In a primary classroom
subject and language integration is usually implemented in three ways: through parallel
topics, interdisciplinary instruction and immersion experiences. Farrell and Jacobs describe
these methods in the following way:

@ Parallel topics - instruction in several subjects is organized around a common topic
such as summer. Although the topic is parallel each subject lesson may cover different
content.

@ Interdisciplinary Instruction - instruction is organized to help students more readily
find the connections between disciplines. The emphasis is on understanding a concept
from the perspective of more than one discipline.

@ Immersion experiences — learning is organized to more closely resemble life. Within
this real-life context, students find meaning. Students learn skills and concepts
from multiple disciplines within the context of real-life problems using a language or
languages they are learning. [3]

Curricular integration, however, does not limit itself to the academic aspect of
teaching. Especially in primary school, learning does not constitute merely of gaining subject
knowledge. Children, at the age at which they start formal instruction, are also entering the
world of human interactions with their social, psychological and emotional aspects.
Integrated instruction offers students ample opportunities for social interactions,
development of critical thinking and reasoning skills, empathy and the ability to listen to each
other and respect other people’s opinions, thus contributing to the development of tolerance
and open-mindedness in preparation for future education.

In 1999 Polish education system underwent a reform which introduced, among others,
teaching integrated subjects (i.e. cross-curricular approach) at the first stage of primary
education. The main aim was to treat the knowledge presented to the pupils holistically,
without dividing it into separate subjects. Polish National Curriculum for the first stage of
primary school education (i.e. grades I-III, ages 6/7-8/9") follows an integrated subjects
approach (with elements of interdisciplinary instruction and immersion experiences) in
which children learn about the world through activities belonging to a number of subject
areas including: Polish language, music, arts and crafts, social education, science,

! In accordance with Polish Ministry of Education regulation, 2009 was the first year when children aged 6 could start formal education depending
on their parents’ decision. Within the next 3 years, the decision was still up to the parents. In 2013 all six-year-olds will start formal education
obligatorily
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mathematics, physical education which are all, typically, taught by the same EY teacher
Additionally, children also learn ICT, religious education and a foreign language, typically
following separate curricula. The regulations define three possibilities of implementing the
language education into the first stage of primary education. English can be taught by (1) the
EY teacher who displays certified language abilities at B2 level as a separate subject twice a
week or as an element of integrated subjects; (2) a specialist English teacher who works in
close cooperation with the EY teacher; (3) a teacher of whatever subject who displays
certified language abilities at C1 level and has completed a psycho-pedagogical course and
works in close cooperation with the EY teacher. Thus, the Polish regulations offer an
opportunity to teach English to YE in a CLIL manner. It is to be regretted that this particular
mode (1) is the least common verging on non-existent.

A vast majority of schools decide to employ a specialist English teacher to teach
children at this stage but there is hardly any cooperation between him/her and the EY
teacher. The problem is that the specialist English teachers, although they have a good
command of English, they are mostly either not interested in, or not well prepared to work
with such small children. Until recently many higher education institutions did not have
separate teaching modules for this sector of education® The integrated subjects teachers, on
the other hand, often lack adequate language skills but have a very good pedagogical
preparation for the job and the opportunity to integrate English into everyday classroom
communication, thus increasing exposure time and creating natural opportunities for real
need for language use. Unfortunately, the by far most common situation in a Polish
public primary school is where integrated subjects are taught by a different teacher than
English. This results in an incoherent system of teaching that is presented below on a real life
example. The integrated subjects curriculum is organized around topical units where each
day has a separate topic. The following tables present a short comparison of day 18 in week
four between three different integrated subjects programs in grade I.

Topic
Teaching program Topic of the week Topic of the day
»,Razem w szkole” Welcoming Lady Autumn in | Vegetables all year round
orchards and gardens
,Nowe juz w szkole” Autumn around us Colours of autumn
,Wesotla szkota i przyjaciele” Forest in autumn clothes Forest animals and their habits

Tablel. A comparison of topics between different teaching programs

First language education (Polish)

Teaching program Activities
Razem w szkole Listening to a poem by W. Kostecka ,Owocowa wyliczanka” (Fruit
rhyme).

Listening to the text from the coursebook. Creating longer utterances
inspired by illustrations. Names of fruit. Global reading of words.
Dividing words into syllables

Nowe juz w szkole Utterances of children on the topic of upcoming changes in nature in
autumn basing on the observations made during the trip, pictures,
poems and feelings inspired by colourful leaves in autumn sun.

Wesota szkota i przyjaciele Creating sentences to pictures and modeling them with white
rectangles.

Global reading of sentences.

Phonetic analysis and synthesis of animal names.

Drawing along traces in opposite directions - spirals.

Table 2. Example activities of the content subject Polish

2 The New 2012 regulations enriched the existing psycho-pedagogical offer of obligatory courses for future teachers
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Mathematics
Teaching Activities
program
Razem w | Revision:
szkole - creating sets and sub-sets,
- comparing number in sets
- recognising geometrical figures
Terms: more, less, the same.
Nowe juz w | Selecting groups - gifts of autumn.
szkole
Wesota Comparing number in sets more, less, the same.
szkota i
przyjaciele
Table 3. Example activities of the content subject mathematics
Arts
Teaching program Activities
Razem w szkole Drawing creatures and dishes from potatoes.
Nowe juz w szkole A trip to a park or a forest - observing plants in autumn colours
Wesota szkota i przyjaciele -

Table 4. Example activities of the content subject Arts

Science

Teaching program Activities

Razem w szkole Features of potato. What can you do with a potato?

Nowe juz w szkole -

Wesota szkota i przyjaciele Recognising and naming forest animals. Lifestyle, feeding, habitats,

finding food.
Table 5. Example activities of the content subject science

Crafts

Teaching program Activities

,Razem w szkole”. Design ,Potato creatures”.

,Nowe juz w szkole” Designing symbols of autumn.

“Wesota szkota i przyjaciele” | Making envelopes for pictires of forest animals.

Table 6. Example activities of the content subject crafts

PE
Teaching program Activities
,Razem w szkole”. General kinaesthetic exercises and games.
,Nowe juz w szkole” Kinesthetic games with music.
“Wesota szkota i przyjaciele” | Copying animal movements (crawling, jumping, running on fours etc.
Kinaesthetic game “A walk in a forest".

Table 7. Example activities of the content subject PE

Whatever the program, on this given week students will be concentrating on the signs
of autumn, and on this particular day they will be engaged in similar activities. The common
theme for all these educational situations is exploring the outside world to recognise
elements characteristic for this season, and all subject areas use this concept in teaching
content specific skills. Children listen to literature and music connected with autumn, draw,
cut, glue and make elements associated with autumn out of plasticine and take part in
dancing and physical activities connected with the same topic.
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In the first three years of primary education students have obligatory six foreign
language classes a week in the whole stage of early primary education. This is usually divided
equally into the three years per 2 teaching hours weekly. If there was an English lesson on day
18 in week four of the school year in grade I, it would be lesson number seven. The following
tables present a selection of lessons number seven in week four in different EFL teaching
programs.

Topic Vocabulary Grammar Functions
Crazy Pets words: bone, boy, cat, | Personal pronouns: he, | Saying hello
dog, friend, girl, good, | she. Possessive | Praising
great, nice, parrot pronouns: his, her Asking questions: What's

Verb to be: he's / she's his/her name?
Questions with what
Table 8. Example activities for an English lesson in the coursebook New Friends 1

Topic Vocabulary Grammar Functions

Ready for School Nouns: backpack, book, | Verb: be (is) Naming colours
chair, circle, crayon, | Pronouns: it, what Using forms of the verb
desk, marker, paper, pen, to be
pencil, pencil case, table Questions: What's this?
Adjectives: blue, green, What colour is this?
red Answers

Table 9. Example activities for an English lesson in the coursebook Bacpack Gold 1

Topic Vocabulary Grammar Functions
A big lion and a | big, little, head, nose, | Adjectives: big, little, Describing appearance
tail, eyes, ears, mouth, | Verb: to have got
little mouse nose, arms, fingers, lion, | I have got... You can see!
mouse How many (eyes) have
numbers: 1-10 you got?
funny monster, many
(toes)

Table 10. Example activities for an English lesson in the coursebook New Bingo 1

Although English has been taught as an obligatory subject in the first stage of primary
education in Poland since September 2008, there seems to be no correlation of content
between foreign language program and the integrated subjects regardless of the course book.
Moreover, different course books provide different topics at the same stages of school year.
The material they contain seems to ignore the natural cycle of topics related to, cultural and
traditional events happening outside the classroom, which the integrated subjects curriculum
incorporates into the teaching process. Some English course books offer holiday pages at the
end of the book (e.g. Bugs World 1) but these only cover the major events of the year. It seems
that the order of topics in English course books follows from the immediate, and hence more
familiar surroundings to the more extended outside world but they are not at all adjusted to
the order of thematic units children follow in their integrated subjects classes where it seems
more natural and coherent. While all the above mentioned programs of early primary
education show significant similarity, those used for teaching English vary widely in their
choice of content.

The problem with this discrepancy between the integrated subjects curriculum and
any of the EFL programs is that it introduces a clash between topics and often also activities
the students are engaged in. Following the holistic approach to teaching, students should be
allowed to create a coherent image of the world based on what they learn every day.
Although, this seems perfectly feasible in terms of all subjects that are a part of the early
primary education, English is the odd one out.
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In practice, on day 18 students would be cognitively engaged all day in different
activities connected with oncoming autumn - experimenting, exploring and coming into
direct contact with nature, collecting data that would contribute to their understanding of the
world. They would most probably be enthusiastically reacting to the new experiences and
willing to share their knowledge about the topic. However, at the end of the day there would
be a sudden change of three crucial elements of the learning context: the teacher, the
language and the topic. Students would be required to leave the safe area of integrated
subjects education, with its natural reference to the out of school reality, and switch to
thinking about pets, school or monsters depending on the course book chosen by the English
teacher. Not only would they have to stop thinking about the subject matter they have been
immersed in for the past few hours, but they would also have to switch to this new
information being delivered in a different code.

4. Promoting bilingual education

Since one of the principles of cross-curricular teaching is to draw upon similarities
between subjects, it seems unjustified that English is taught separately. If language is a
medium of information transfer, it could be a tool for delivering knowledge and not a subject
itself. It is hardly possible to find a reading comprehension text in a course book devoted to
word formation, or a listening task dealing with the beauty of inflection. If English is not used
to talk about itself, there seems to be no reason why it should not be employed to deliver the
same content as the mother tongue.

All the materials in any language course book are devoted to some topics that are not
linguistic in nature, but rather apply to other fields of knowledge ranging from science to
social matters. Every modern foreign language course book, just like the integrated subjects
materials, includes music, elements of arts and crafts and physical activities. The only
difference is that the content is neither topically related with the latter, nor with the real
world outside the classroom at the time when they are planned to be introduced. It would,
therefore, be beneficial for the students to integrate English with all the other subjects.

This could be done at the level of materials if the course book was written in close
relation with the integrated subjects curriculum. At the level of teaching the integration could
be achieved in two ways: the English teacher could work in close relation with the integrated
subjects teacher and plan his lessons according to the topic of a given day or week choosing
appropriate elements of the existing course book or preparing his own materials; or the
integrated subjects teacher could teach also English and incorporate it into the everyday life
of the classroom. As a result of such an implementation of foreign language education as a
natural element of classroom interaction, parts of the national curriculum for the first stage
of primary education are delivered in both languages. Therefore, the educational process in
such a case resembles truly bilingual education.

The recent changes made to the teacher training programs at universities in Poland
are hopefully going to result in educating teachers who are better prepared to work with
children at the first stage of formal education and more aware of their need to construct a
coherent picture of the world with English integrated into their mental lexicons.
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Abstract
Humanistic approach in education has developed theories that have influenced the concept of learner- centred
teaching. If the learner feels good about him or herself than that is a positive start of the learning process. One way
of supporting the strengths and self development of the learners is to incorporate Multiple Intelligence theory (MI
theory) into the classroom. This paper discusses the inclusion of MI theory into English language teaching- learning
process at primary and lower secondary school levels in order to understand the multiple individualities of the
learners; link them with the educational process and so improve the learning outcomes and self- development of the
learners. The practical part of current study analyses twenty lesson plans submitted by teacher trainees within
their pedagogical practice in order to find out whether the trainees incorporated activities with MI elements into
their teaching, and what was the share of particular MI activities in the lesson plans, since lesson plans provide the
space for recasting the theory into practice to make TEFL more interesting, rewarding and flexible.

Key words: Multiple Intelligence theory, learners, English language teaching-learning process, teachers, lesson
plans

1. Humanism in education

The views on the process of education have passed through many changes throughout
the centuries. One notion of education, still widely anchored in humans’ minds, is that
education is something carried out by a teacher standing in front of a class and transmitting
information to a group of learners who are all willing and able to absorb it [4]. From the
aspects of language education, this “something” can be substituted by pieces of target
language transmitted to learners. This view, however, is very simplified and does not convey
the complexity of educational process. Therefore, the understanding of language education
has been formed by various psychological and philosophical ideas trying to explain its basic
notions.

Behaviourism, for instance, explains all learning in terms of conditioning and language
learning is seen as acquiring a set of appropriate mechanical habits. On the other hand,
cognitivism is interested in mental processes that are involved in language learning [4]. In
mid- 20™ century, humanistic theories started to be popular not only in language education.
Humanism concentrates upon the development of the child’s self- concept and according to
Earl Stevick (1990) it includes these five overlapping components [10]:

Feelings, including both personal emotions and aesthetic appreciations.

Social relations, encouraging friendship and cooperation.

Responsibility. This aspect accepts the need for public control, criticism and correction.
Intellect, including knowledge, reason and understanding.

Self- actualization and the quest for realization one’s own deepest qualities.

Likewise, Paul Bress (2005) defines these basic characteristics of humanistic
education like problem- solving, reasoning, free will, self- development, and cooperation [3].
In other words it can be said that humanistic approaches emphasise the importance of the
inner world of the learner and place the individual’s thoughts, feelings and emotions at the
forefront of all human development [4].
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1.2 Humanism in ELT and MI theory

Humanism and humanistic approach have had a significant impact on English language
teaching (ELT). New theories and methodologies have been developed on the basis of this
aspect. One of these theories supported by humanism is theory of Multiple Intelligences (MI
theory) developed by Howard Gardner. Applied into practice, this theory concurrently
supports the humanistic approach. So what is the MI theory about? By simple words, this
theory promotes the existence of a multitude of intelligences, quite independent of each other
but operating together. It means that human intelligence does not result form a single factor
and cannot be measured simply via 1Q tests [6]. In his book Multiple Intelligences (2006),
Gardner states seven types of intelligences: Musical intelligence involves skills in the
performance, composition, and appreciation of musical patterns. This intelligence is almost
always parallel to linguistic intelligence involving sensitivity to spoken and written language,
the ability to learn languages, to express something rhetorically or poetically, and use
language as a means to remember information. Bodily-kinaesthetic intelligence is the ability to
use mental abilities to coordinate bodily movements. Logical- mathematical intelligence is the
capacity to analyze problems logically, think deductively and analytically, carry out
mathematical operations, and investigate issues scientifically. Spatial intelligence enables
people in visualizing objects from different angles, orienting in space and navigating.
Interpersonal intelligence builds on a capacity to notice distinctions among others, contrasts
in their moods, temperaments, motivations, and intentions. On the other hand, intrapersonal
intelligence is the capacity to understand oneself, one’s feelings, fears and motivations.
Naturalist intelligence has been added to these seven as the additional one and it enables
human beings to recognize, categorize and draw upon certain features of environment as well
as cultural values [5].

The awareness of the existence of MI humanises the language educational process and
helps educators to think about their practices. Mario Rinvolucri (2003) writes in his work
Humanising your course book: “1 believe that Howard Gardner is right when he writes that our
students come with multiple intelligences, and that good teacher draws on each intelligence.”
[9]

It helps teachers to access to their students individually realizing that students think
and learn in many different ways. It also leads educator to reflect on curriculum assessment
and their pedagogical practices and develop new approaches which might better satisfy the
needs of learners in their classrooms [6]. By words of Howard Gardner (2006), three key
educational implications of MI theory concern the individualization of teaching and
assessment, the need to articulate educational goals, and the advantages of multiple
representations of key concepts [5]. Let us focus on the second implication- the need to
articulate educational goals. Here we must highlight that MI theory is certainly relevant to
education, but it is not its goal. This theory should be seen as the possible way how to achieve
the educational goals. It can be ‘materialized’ in teachers’ lesson plans, where it can have form
of activities and motions using and developing individual intelligences to reach the set of
objectives.

2. MI elements in lesson plans

The objective of the second part of the current study was to find out the extent to which
future English language teachers included MI elements into their lesson plans in order to
achieve stated objectives. All these future teachers were students of the first or second class
of their master studies attending the English language teacher training at the Department of
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Language Pedagogy and Intercultural Studies at the University of Constantine the
Philosopher in Nitra. All these students had to complete their teaching practice; they taught
English language at primary and secondary schools, and one requirement to practice
completion was the submission of their lesson plans. From the total amount of submitted
lesson plans we excluded those which did not fulfil these criteria:
The lesson plans were aimed for primary or lower secondary classes
Stages of the lesson included presentation, practice and production model (PPP), or
engage, study, activate model (ESA)
Procedure of each lesson stage was particularized
From the suitable lesson plans we randomly selected twenty of them as the sample for
the analysis. In every stage of a lesson plan we looked for the elements which had the form of
activities relating to the application of multiple intelligences in teaching- learning process.
We followed Berman'’s list of activities designed to use the eight intelligences in English
language classes [2]. The Berman'’s list was enriched by activities provided by parentee.com
portal [8]; the added activities are written in italics. The activities are categorized in the
following table:

TABLE 1: MI ELEMENTS IN ACTIVITIES FOR ESL CLASSES
Type of intelligence MI elements in activities for ESL (EFL) classes

Linguistic Group discussions, completing worksheets, giving presentations,
listening to lectures, reading, word building games, storytelling,
listening to stories- oral or on CD, writing poems or short stories

Logical- Logic puzzles, logical- sequential presentations, problem solving,

mathematical guided discovery, research projects, experimenting, using
calculations

Spatial (visual) Charts, mind maps, visualisations, diagrams, videos, drawing
and painting, playing with colours, creating objects, seeing
exhibitions

Bodily-kinaesthetic Circle dancing, brain gym, relaxation exercises, craftwork,
participation in dramas, manipulation with objects, pantomimes

Musical Singing songs and rhymes, jazz chants, background music,
deciphering codes and symbols

Interpersonal Group work, brainstorming, pair work, peer teaching,
volunteering, getting information from various people, talking to
other people

Intrapersonal Project work, learner diaries, reflective learning activities, self-

study, personal goal setting, keeping records of activities

Naturalist Classifying and categorising activities, background music in the
form of sounds created in the natural world, learning about
nature
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Whenever we found in a lesson plan an activity comprising one of the eight intelligences
according to Table 1, we assigned a point to the particular type of intelligence. For example, in
lesson plan number 1, there were three activities comprising linguistic intelligence, two
activities comprising interpersonal intelligence, one activity comprising intrapersonal
intelligence and one activity comprising spatial and kinaesthetic intelligence. Therefore, we
assigned three points to linguistic intelligence, two points to interpersonal and one point to
intrapersonal, spatial and kinaesthetic intelligence. Intelligences that were not comprised in
activities of lesson plans did not earn any points. On the other hand, there were activities
which comprised elements of two or more intelligences, for instance linguistic, musical and
interpersonal. In such cases, points were assigned to individual intelligences separately. Table
2 shows the total number of MI elements in analyzed lesson plans.

TABLE 2: TOTAL NUMBER OF MI ELEMENTS IN ANALYSED LESSON PLANS
Type of multiple
intelligence

Linguistic ~ Logical/ Spatial ~ Kinaesthetic =~ Musical Interpersonal Intrapersonal  Naturalis
mathematical

Total 74 3 13 6 5 19 5 3

For better illustration, we put the results into the graphical form. Each intelligence type is marked with different
colour together with percentage yielded form the foregoing analysis.
GRAPH 1: TOTAL NUMBER OF MI ELEMENTS IN ANALYSED LESSON PLANS

Graph 1 shows that teacher trainees used primarily activities comprising linguistic
intelligence; their number included 58% of the total amount of activities. This finding is not
surprising while English language lessons are aimed to develop four language skills-
speaking, reading, listening and writing in order to reinforce the communicative competence
of learners. For achievement of objectives regarding to language development teacher
trainees used most of all presentations of new linguistic items, completing worksheets,
reading and language exercises. Speaking was also included and it often overlapped with pair
work, group discussions and brainstorming supporting elements of interpersonal
intelligence. Therefore, interpersonal intelligence elements represented the second largest
share of the total number of MI elements, specifically 15%. The third largest share pertains to
spatial intelligence operating mainly with visual elements, pictures and mind maps. Although
the elements of interpersonal and spatial intelligences were sparsely used, elements of all
other intelligences occurred in disproportionately smaller quantities. Elements of musical
intelligence were embraced only within the use of songs in the classroom. They were used at
the end of a demanding lesson, or at the beginning to establish the right learning atmosphere.
This was very useful because brain research confirmed that as stress increased, the ability to
learn decreased. So, making use of music in the classroom could help create optimal learning
conditions in which the students felt relaxed and produced their best possible work [2].

Music can also be used for the work on phonology or it can set a background for other
activities. These aspects of music, however, were not included in analyzed lesson plans.
Activities for children with bodily- kinaesthetic intelligence were not widely incorporated
into lesson plans. Only 5% of activities were devoted to them and they had the form of
pantomime. For children with bodily-kinaesthetic intelligence, physical interaction, physical
stimulus and body activities are the best pathways to help them to learn. Kinaesthetic
learners need breaks to walk around when they are learning and they may find it difficult to
sit still [8]. This is a big challenge even for experienced teacher to manage the kinaesthetic
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activities in the classroom without going to uncontrolled chaos, and it often depends also on
the number of learners in the classroom. Another good way how to imply bodily- kinaesthetic
intelligence into language learning is to teach vocabulary through the manipulation with
objects.

Intrapersonal intelligence is the most private one, observable only through linguistic
or musical intelligence which serve as its medium [5]. This ‘invisibility’ might be the reason
why the intrapersonal intelligence was neglected in the plans. The intrapersonal activities
concerned reflective learning activities and self evaluation. In fact, activities comprising
intrapersonal elements had to be adapted to the age and grade level of the learners.
Naturalist intelligence activities occurred only thrice and they had the form of listening to
natural voices and specifying and classifying particular situations. Berman (2005) explains
that naturalist intelligence can also be used to deal with the world of man- made objects.
When students look for patterns in the world around them, they see order instead of chaos,
which builds confidence in their understanding of how the world (or a language) works and
gives them grater control over it [2].

As we have already stated, one of the common characteristics of humanistic and MI
teaching is problem- solving. Humanistic teachers offer their students problems to solve, and
according to cognitivists, this is precisely how we learn things [3]. Problem- solving makes
demands upon students’ intellectual and reasoning powers, and, though challenging, they are
engaging and often satisfying to solve [11]. Likewise, problem solving is just the inevitable
element of Gardner’s views on intelligence, and the problem solving capacity is specified in
logical- mathematical intelligence. Gardner (2006) claims that this form of intelligence has
been thoroughly investigated by traditional psychologists, and it is the archetype of ‘raw
intelligence’ or the problem- solving faculty that purportedly cuts across domains [5].

Despite the importance of this type of intelligence, the results of the lesson plans
analysis show that the logical- mathematical intelligence was barely involved. One may
question how this kind of intelligence can be used in English language learning. Even its title,
logical- mathematical, inclines to natural sciences as Mathematics, Physics or Chemistry.
However, Michael Berman (2005) claims that it is possible to employ this type of intelligence
in language learning. He uses the OHE model, presented by Michael Lewis, which can be
translated as observation, hypothesis and experiment. Sandy Millin (2011) explains:
“Observation isn't just a case of receiving language input but also submitting it to critical
examination. Otherwise, it will be impossible to make hypotheses about language behaviour.
The hypothesising and experimenting stages involve activities such as identifying, sorting and
matching and their aim is to encourage curiosity about language and among learners.“ [7] In
analysed lesson plans we found only three cases of involving elements of this intelligence into
educational process. All these activities regarded to the guided discovery of grammatical
rules and their experimental use in practice.

On the basis of this model, Berman (2005) provides several other tips on how to cater
for logical- mathematical intelligence in English language education. There are, for example,
the Phrasal Verb Grids which aim is for the learner to match the numbers with the letters to
find the phrasal verbs with the meaning given in the grid; then elicitation of spelling or
grammar rules; analytical and logical errors correction. Examining pairs of words that are
often confused can also provide learners with an opportunity to use their problem- solving
talents [2]. Willis (2005) adds to problem solving tasks in- depth case studies which are
based on extracts from texts because they are more complex and involve additional fact-
finding and investigating [11].

The eight intelligences rarely operate independently. More kinds of intelligence allow
more ways to teach, rather than one and the whole system of thinking can be mobilized in
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students’ minds [5]. If we admit, that all these intelligences are used at the same time and
tend to complete each other as people develop skills, then we can claim that from this
viewpoint the analyzed lesson plans were unilateral. On the other hand, no lesson plan was
strictly focused on one type of intelligence, each plan contained activities comprising at least
two MI elements. Including or omitting activities with MI elements in lesson plans is
dedicated to teachers, respectively teacher trainees. They could omit such activities because
of following reasons:

The teacher trainees were not familiar with the MI model. It could be partially because
of their beliefs about what teaching- learning process was, and partially because of the
course setup. But form humanistic perspective, creating positive classrooms
atmosphere in which students feel relaxed and can produce their best work, and
catering for their preferred learning styles and intelligence types, are probably even
more important that adopted teaching models [2].

The teacher trainees did not know the students they were supposed to teach. They
came to teach in medias res, building on the teaching models of their teacher trainers.
This affair is in general conditioned by the adjustment of the teaching practice at the
universities, and it can be refined by the reorganization of the pedagogical practice
setup. For example, the trainees could have some opportunities to become familiar
with the learners they will teach, the classroom setting and with other specifics of the
concrete teaching- learning process.

It is also important to realize that the lesson plans were analyzed from limited time
perspective. It is often impossible to use activities for all eight intelligences during one lesson.
Lessons can have different forms and various objectives, and therefore there can be various
ways how to achieve them. For all that, it would be better to analyze not only some, but all the
lesson plans of chosen trainees to see whether they comprised MI activities or not. Moreover,
interview or questionnaire administrated to the teacher trainees would be very helpful.

Nevertheless, it has to be stated that without flexibility, a teacher cannot teach
humanistically, because student will never learn completely in step with any designed
syllabus. In these terms, lesson plans are just the outlines of the lessons, and teachers should
be able to deviate from their teaching pathways when it seems to be good and beneficial for
their learners. Paul Bress (2005) describes this situation by following words: “I know that if
plough on through my plan regardless of how my students are responding, some students will
be lost forever and lose confidence both in me and their own ability to learn English.”[3]

3. Conclusion

As Sundari Bala (2007) claims, education is a lifelong gift one gives to oneself and it is
also a process facilitated by inspiring teachers who lead by example. Implementation of the
theory of multiple intelligences into educational process can be just the inevitable element
making foreign language learning more humanistic [1]. MI theory builds on empirical
findings of existence of eight individual intelligences cooperating together in problem-
solving situations. The practical part of this article was devoted to the analysis of twenty
teacher trainees’ lesson plans in order to find out what kinds of MI elements they put into
their lesson plans so that to reach the stated objectives. The analysis of lesson plans revealed
that teacher trainees incorporated into their plans activities mainly with elements of
linguistic intelligence. Working in the classroom always requires contact with other people,
and therefore the elements of interpersonal intelligence were used in sufficient quantity. On
the other hand, it was found that teacher trainees used a little amount of activities comprising
elements of logical, kinaesthetic, musical, intrapersonal and naturalist intelligences. The
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possible reason of this may be lack of their knowledge of M], different beliefs about education
or other reasons regarding to their pedagogical practice setup.

But for all the teachers it is important to remember that no two individuals have
exactly the same intellectual profile not only because of different genetic material (except
identical twins), but also because of different experiences. Realizing these differences,
teachers can create flexible lessons reflected in flexible lesson plans helping to pace the work
in the classroom according to students’ needs and incorporate strategies to maximize
learning [1].
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Abstract
Obrovsky potencidl implementdcie obsahového a jazykovo integrovaného vyucovania - CLIL do cudzojazyéného
vzdeldvania v oblasti primdrneho vzdeldvania leZi v nesmiernom zdujme Ziakov mladsieho $kolského veku o rézne
témy nachddzajiice sa v skolskom kurikule, v ich zdujme o svet a ich prirodzenej zvedavosti. Zavedenim metddy
CLIL méZeme zlepsit’ motivdciu hlavne pocas tivodnych fdz osvojovania si cudzieho jazyka v cudzojazycnom
vzdeldvani. Pojem CLIL je akronymom pre obsahové a jazykovo integrované vyucovanie, ktory mozno povazZovat za
dudlne zacieleny edukaclny pristup. Existuje mnoZstvo vyziev, aby sa CLIL stal normou a beZne pouZivanou
didaktickou metédou aplikovatelnou na akejkolvek skole. CLIL povzbudzuje a motivuje ucitelov pouZivat pristup
LUCIt sa praxou”v procese vyucovania. V uvedenej metode je cudzi jazyk médiom na sprostredkovanie a ziskavanie
informdcii a vedomosti, kde obsah a jazyk su sticastou rovnakého edukacného procesu. Maju ucitelia znalosti
o vwhoddch metody CLIL? St pripraveni na implementdciu CLIL v ich praxi? Aké st ich postoje k réznym metdde
CLIL? Aké maju skiisenosti? V tomto prispevku sa pokiisim nacrtniit’ aspori niektoré vyhody, sp6sob implementdcie,
kompetencie ucitela a kroky, ktoré by mali byt' vykonané pred zavedenim CLIL do $koly v ramci cudzojazycného
vyucovania v primdrnom vzdeldvani.

Abstract
Great potential for implementing CLIL in primary English language teaching lies in pupils’ interest in many topics
studied across the curriculum, their interest in the world itself and their natural curiosity. Content can improve
motivation, especially in the early stages of foreign language learning; there are thus strong arguments for the
implementation of a CLIL programme in a primary school. The term CLIL is an acronym for Content and Language
Integrated Learning, which has a dual-focused educational approach. There are many challenges to getting CLIL to
become a norm that can be applied in any school. CLIL encourages teachers to use a ‘learning by doing’ approach.
The foreign language is used as a means of accessing information; content and language learning are parts of the
same educational process. Are teachers aware of the obvious benefits of CLIL? Are they ready to implement CLIL in
their classrooms? What are their attitudes to different aspects of CLIL? What is their experience?

Kliicové slova: Obsahové a jazykovo integrované vyucovanie. Vyhody. Cudzojazy¢né vyucovanie. Ucitel’ CLIL.
Implementacia.
Keywords: content and language integrated learning, motivation, teaching a foreign language, primary school
teachers, implementation of CLIL.

Uvod

Stale sa zvySujlice naroky na jedinca v si¢asnom globalizovanom svete, ktory je nuteny
spravat’ sa trhovo; enormny ndarast informadcii; potreba celoZivotného vzdelavania; ziskanie
konkurenc¢nej vyhody a ovladanie minimdlne dvoch cudzich jazykov ovplyviiuju aj
cudzojazycné vzdelavanie. DneSnd doba je vysoko dynamickd a kladie zvySené naroky,
a preto aj v edukaCnom procese je potrebné sustredit sa na rozvijanie klicovych kompetencii
ato cez zmenu obsahu aspdsobu vyucovania a vyucovacich metod s cielom pripravit
konkurencieschopného jedinca pre Zivot v dneSnej spoloc¢nosti.
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1. Obsahovo a jazykovo integrované vyucovanie
1.1 Pojem CLIL

Akronym CLIL - Content and Language Integrated Learning bol vytvoreny a penetroval do
praxe cudzojazy¢ného vzdeldvania koncom minulého storofia a samotny pojem ako
synonymum pojmu jazykového vnorenia alebo integrovaného vyucovania zaviedli v roku
1994 David Marsh a Anne Maljers [3]. V stcasnosti je CLIL povaZovany za najefektivnejsi
postup napliania eurépskej poziadavky vychovy k plurilingvalizmu z dévodu, Ze osvojovanie
si cielového cudzieho jazyka, prebieha sp6sobom, Ze sa sticasne vyucuje nejazykovy predmet
a zaroven sa systematicky pouziva a rozvija cudzi jazyk, je to ekvilibrium medzi vyuc¢ovanim
obsahu a jazyka. Takto sa Ziaci ucia cudzi jazyk, aby ho priamo pouZili a neosvojuju si jazyk
preto, aby ho hypoteticky mohli niekedy neskor pouzit. Na druhej strane materinsky jazyk nie
je vyliceny z procesu vyucovania a dochadza Kk prirodzenému prechodu medzi obidvomi
jazykmi.

1.2 Spolo¢né prvky modelov implementacie

Medzi mnohé spolo¢né prvky réznych modelov implementacie metoédy CLIL, ktoré podla
odbornej literatiury vedu kzvySovaniu efektivity a ziskavaniu vynikajucich vysledkov
v cudzojazy¢nom vzdelavani moZno povaZovat nasledujuce:
osvojovanie si jazyka, nie ucenie sa jazyka;
zameranie na prirodzeny jazyk cez prehlbovanie vedomosti v nejazykovom predmete
a udrziavanie vyvazenosti v oboch oblastiach;
aktivne zapojenie Ziakov do procesu vyucovania;
zaradenie organizacnych foriem podporujucich spolupracu;
zlepSenie jazykovych kompetencii v cudzom jazyku;
zapojenie vnutornej motivacie;
vyuzitie prierezovych tém vroéznych predmetoch - zlepSenie komunikacnej
kompetencie, osvojenie si novej slovnej zasoby a fixacia obsahu
vyuzivanie mnoZstva nonverbalnych prostriedkov komunikdcie - modelovanie,
vizualizacia, schémy, grafy....
nevyzaduje zvySenie ¢asovej dotacie hodin cudzieho jazyka;
budovanie interkultirnych vedomosti a porozumenia.

Podla Pokriv¢akovej existuju nielen priame, ale ja nepriame vyhody:
» a) ZvySovanie pluringvalnych kompetencii;

b) rozvoj interkultirnych komunikacnych zrucnosti;

c) rozvoj vlastného narodného a kultirneho povedomia.“ [11, s. 104].

Uvedené vyhody a stratégie demonstruju tvrdenie, Ze pouZzivanie CLIL vyZaduje taky
didakticko-metodicky pristup, ktory bude prospeSny aj v monoligvdlnom vyucovani.
Osobitostou CLIL je dualita cielov - rozvoj cudzieho jazyka a odborného predmetu so
zretelom na fakt, Ze v ramci uvedenej metddy sa nevyzaduje vstupna jazykova znalost Ziakov.
Je orientovany na Ziaka, aktivizuje a vyuZiva komunikativnhu met6du, variuje rézne formy
organizacie prace, kombinuje metddy a stratégie vyucCovania odborného predmetu
a cudzojazy¢ného vyucovania. MoZno suhlasit s Lojovou, Ze pri metéde CLIL
z psychologického aspektu dochadza k podnecovaniu aspektov - motivacného, kognitivneho,
osobnostného a emotivneho, ktoré garantuju efektivnu automatizaciu naucenych vedomosti
a zrucnosti s cielom rozvijat cudzojazytné kompetencie. [7, s. 13].
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2. Uvedenie metddy CLIL do cudzojazycného vyucovania
2.1 Realizacia cudzojazycného vyucovania a CLIL

RozSirenie vyucovania prostrednictvom CLIL reflektuje v sebe politiku Eurépskej tnie, kde
[8] Rada Eurépy stanovila v ramci svojej vzdelavacej jazykovej politiky nasledujice zretelné
ciele: kazdy ma ovladat svoj materinsky jazyk a dva jazyky, model M1+2 a pristup
k vyucovaniu cudzich jazykov by sa mal pruZne prisposobovat nastolenym zmenam.
Schvalena Koncepcia vyucovania cudzich jazykov v zdkladnych astrednych Skolach
zohladiiuje myslienku aplikacie CLIL v procese cudzojazy¢ného vyucCovania spOosobom
sefektivne rozvijat' jazykové zrucnosti bez potreby zvySenia vyucovacieho ¢asu v u¢ebnom
plane prostrednictvom obsahovo a jazykovo integrovaného vyucovania (CLIL)“ [6, s.9].

Na Slovensku existuje mnozstvo realizacii cudzojazycného vzdelavania prostrednictvom
CLIL liSiace sa podmienkami, ako napriklad jazykova uroven ziakov a pedagégov, vek Ziakov
zapojenych do realizacie, hodinova dotacia, forma implementacie, vyber a kombindacia
predmetov, pristup manaZmentu Skoly, spolupraca s rodi¢mi. Do povedomia pedagogickej
verejnosti prenikd metéda CLIL, stile castejSie sa objavuje ako téma na konferenciadch
a odbornych seminaroch, v odbornych kruhoch odbornici diskutuji o mozZnostiach
implementacie cudzich jazykov vo vyucovani nejazykovych predmetov na beznych Skolach
v ramci hlavného pradu vzdelavania.

2.2 Sposob realizacie CLIL na $kole

V procese zavddzania metdédy CLIL do vyucovacieho procesu na skole je nevyhnutné
uvedomit si niekol'’ko skutocnosti, ktoré mézu zohrat rolu a rozhodnut, i je Skola pripravena
na implementaciu CLIL. Medzi tieto skutoCnosti méZeme zahrnut sposob realizacie,
mnoZzstvo a vhodnost didaktickych materidlov a pomocok, sdhlas rodi¢ov a manaZzmentu
Skoly so zavedenim CLIL, ochotu Ziakov prijat tato formu vyucovania a velmi délezita
pripravenost a kompetentnost ucitelov.

Spo6sob realizacie zavisi od individualnych podmienok jednotlivej skoly, kde metéda CLIL
moZe byt implementovana do Skolského kurikula bud’ formou povinného vyucovania alebo
ako zaujmova ¢innost pre Ziakov, ktori maju zaujem. V ramci zaradenia do Skolského kurikula
zohrava dolezitd ulohu rozsah pouZzivania cudzieho jazyka v nejazykovych predmetoch, ktory
moze byt: ,

11. aditivny

s nizkou expoziciou CJ ( 5-15% vyucovacieho ¢asu);

so strednou expoziciou C] ( 15 - 50% vyucovacieho casu)

12. imerzny

s vysokou expoziciou CJ ( 50 - 100% vyucovacieho ¢asu).“ [11, s. 99 - 100].

V procese vyberu vhodného rozsahu je potrebné mat na zreteli faktory spojené so Ziakmi, ako
napriklad vek, zaujmy, jazykovi uroven. Z hladiska materidlneho zabezpecCenia ide
o vhodnost' didaktickych materialov, ich dostupnost a financovanie; z hladiska organizacie
vyucovania je nevyhnutné mysliet na pocet Ziakov v triede, hodinovt dotéciu a personalnu
Strukturu pedagogov.

Za dolezity faktor v procese zavadzania CLIL m6Zeme povazovat zabezpecenie vhodnych
didaktickych materidlov a pomdcok. Materidly pouzivané vo vyucovacom procese
prostrednictvom CLIL by mali byt relevantné z hladiska obsahu atémy nejazykového
predmetu a zaroveri musia spiiiat’ podmienku primeranosti a naro¢nosti z jazykovej stranky.
Ak sa ucitel' rozhodne pripravovat si materidly a pomdcky sam, odporic¢am spolupracu
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s dalSimi ucitel'mi. Pri realizacii CLIL je tiezZ vhodné pouzivat r6zne multimedialne a vizualne
prostriedky ako podporny materiadl, cudzojazy¢né zdroje, slovniky a pod., pretoZe suhlasim
s Cimermanovou, , Ze praca s internetovym textom ma charakter objavovanie a uciaci sa
moZe vybrat smerom, ktorym ho to zaujima ( ¢o mdéze byt riskantné vo vyucovani, ale
spravne zadand uloha bude navigovat uciaceho sa spravnym smerom). [1, s. 74].

Dostatok informacii pre zainteresované strany - ucitelov, Ziakov a rodicov s metédou CLIL
je pred zavedenim jednym z dal$ich faktorov, ktoré mézu napomoct v procese implementacie.
Podpora so strany rodicov je nevyhnutnd, ak chce Skola dspesne docielit zavedenie CLIL
pristupu.

2.3 Ucitelia CLIL

Vychovno-vzdelavaci proces je izko spaty s ucitelom, ktory pdésobi ako , hlavny organi-
zator a realizator vychovy a vzdelavania“ [10, s. 12], ako jeden z vrcholov trojuholnika - uci-
tel, ziak, rodic. Ucitel ma mat vedomosti o najnovsich metédach a formach vychovno-vzdela-
vacieho procesu, ktoré su spojené so zmenami a dynamikou sveta.

V sucCasnej dobe nie su stanovené Ziadne kvalifika¢né poziadavky na ucitelov, ktori
chct pouZivat' vo vyuc€ovani CLIL. ZaleZi od manaZzmentu $kdl, ktoré poskytuju takéto vzdela-
vanie, aké poZiadavky musia ucitelia spiﬁat’. Podla Eurydice , iba Sest Statov stanovuje, Ze uci-
telia aktivni v oblasti CLIL musia mat Specificka kvalifikdciu potvrdzujicu ich sposobilost v
tomto smere. Tato kvalifikacia sa tyka najma zru¢nosti a vedomosti zameranych na jazyky.“ [4,
s. 86]
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Tabul'ka 1 Pozadovana kvalifikdcia na pracu v oblasti CLIL na drovni zakladnych skol (ISCED 1) a vSeobecného
stredoskolského vzdelavania (ISCED 2 a 3), 2006/07

Spolo¢né vyucovanie cudzieho jazyka a nejazykového predmetu kladie zvySené naroky
avyzaduje viacero profesiondlnych kompetencii a znalosti, medzi ktoré moZno priradit
znalost' obsahu nejazykového predmetu a schopnost’ vyucovat cez médium cudzieho jazyka.
Idealny ucitel’ by tak mal mat poZadované vzdelanie v oblasti cudzieho jazyka a zaroven v ob-
lasti nejazykovych odbornych predmetov. Optimalne by bolo aj rieSenie, ak by predmet vy-
uCovali dvaja ucitelia, jeden s aprobaciou odborného predmetu a druhy s aprobaciou
cudzieho jazyka. Je mozné uviest’ aj model, kde ucitel' cudzieho jazyka spolupracuje s ucite-
lom odborného predmetu, ale v oblasti primarneho vzdelavania ucitelia vyucuju sami vSetky
nejazykové predmety. Pavesi charakterizuje niekol'’ko typov ucitelov, ktori mozu byt efektivne
zapojeni do CLIL: ,,
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- kvalifikovani ucitelia v oboch, aj odbornom predmete, aj v oblasti cudzieho jazyka;

- triedni ucitelia, ktori pouzivaju CJ ako pridavny jazyk, vo vi¢Som alebo mensom rozsahu
formou inStrukcii;

- ucitelia cudzieho jazyka oboznamujuci uciacich sa s obsahom odborného predmetu;

- ucitelia odborného predmetu a ucitelia cudzieho jazyka pracuju ako jeden tim;

- hostujici ucitelia podporovani ministerstvami Skolstva, vzdelavacimi inStitdciami

a programami EU.“ [9, S.87, preklad autorka].

Ak vsak berieme do uvahy Specifickost postavenia ucitela na 1. stupni, ktory rozvija
vedomosti, zrucnosti a postoje Ziakov vramci vSetkych predmetov, tak pre uspesnu
implementaciu CLIL do svojich vyucovacich hodin by mal byt jazykovo zdatny a mal mat’ aj
kvalitu jazyka. StotoZiiujem sa s ndazorom Strakovej, ktora vyjadruje nesihlas s nazorom, Ze
ucitelovi C] v primarnej edukacii postacuje len zakladné ovladanie cudzieho jazyka, pretoZe
takyto nazor reflektuje neporozumenie procesu osvojovania si cudzieho jazyka a neberie do
uvahy ani Specifika ucenia sa deti mladsSieho Skolského veku. [12, s. 23].

2.4 Kompetencie v oblasti CLIL

Ucitel' CLIL by mal mat kompetencie, ktoré popisuju viaceri autori, ako napr. Bertaux,
Marsh, Pavesi. Vhodné sa javia kompetencie podla Pavesi, ktord sumarizuje kompetencie
potrebné pre ucitela CLIL nasledovne:

znalost cudzieho jazyka, aby porozumel problémom uciaceho sa a znalost jazyka

pouzivaného na zadavanie inStrukcif;

dobra znalost obsahu nejazykového predmetu;

priprava planu hodiny;

@ planovanie a organizacia hodin v stlade s kognitivnymi poZiadavkami;

postupné napredovanie v oblasti obsahu a jazyka. [9, preklad autorka].

Je urcite konkurencnou vyhodou ucitela CLIL, ktory sa rozhodne zaclenit pristup
obsahového ajazykovo integrovaného vyucovania v dlhodobom horizonte, aby sa s tymito
kompetenciami oboznamil a v rdmci celoZivotného vzdelavania a profesijného rastu venoval
sposobom ich osvojovania a precizovania. Kompetencie moZeme zadelit do troch oblasti:
odbornost nejazykového premetu, jazykové kompetencie a didaktické kompetencie. Sihrn
kompetencii ucitela CLIL su explicitne popisané viacerymi autormi [2]. Hansen-Pauly et al. [5]
popisuju osem oblasti kompetencii ucitela CLIL.
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Diagram 1 Popis kompetencii ucitela CLIL

Casto dochadza ku chybnej predstave, Ze u¢itelom CLIL méZe byt ucitel, ktory ovlada cudzi
jazyk, t.j. ma ukoncené vysokoskolské vzdelanie. Je vel'mi nepravdepodobné, Ze takyto ucitel
ma poZadované znalosti a kompetencie ucit nejazykovy odborny predmet na poZadovanej
urovni. Ak by ucitel’ cudzieho jazyka ucil odborny predmet, ktory nie je jeho aprobacnym
predmetom, doslo by k nekvalifikovanému a neodbornému vyucovaniu. Samozrejme, Ze by
mohol oducit hodinu odborného predmetu, ale chybali by mu potrebné vedomosti a suvislos-
ti zdaného odboru. Naopak, ak by ucitel' nejazykového predmetu pouZival ako prostriedok
transferu obsahu cudzi jazyk, mal by problém s identifikaciou stanovenia jazykového ciela.

Odbornost’ ucitelov cudzich jazykov a nejazykovych predmetov automaticky neznamena,
Ze budu odbornikmi v oblasti CLIL. Met6da CLIL vyZaduje Specifické didaktické schopnosti na
dosiahnutie efektivneho ucebného prostredia. Vyucovanie sa stava zaujimavejsie, ucitel’ je nu-
teny vyuZzivat aktivizujice metdédy prace, kde je doraz kladeny na kognitivne funkcie
arieSenie problémov; vytvara réznorodé situacie; prispésobuje sa Stylu a potrebam Zziakov;
reSpektuje jazykové znalosti a vekové Specifikd; zapaja Ziakov do vyucovacieho procesu;
kladie déraz na praktické vyuZzivanie nadobudnutych teoretickych vedomosti.

2.5 Implementacia CLIL

Pre proces implementacie metédy CLIL je ochota a motivacia ucitelov venovat sa a pouzi-
vat CLIL nevyhnutna. Existuje mnozstvo problémov, ktoré sa spajaju so zavddzanim uvedenej
metody. MoZe to byt ¢asova naro¢nost na pripravu; zmena organizacie vyucovania; koopera-
cie medzi ucitel'mi nielen v rdmci metodickych zdruZeni a predmetovych komisii; planovanie
vyucovacej hodiny; materialno-technické vybavenie; financovanie a celoZivotné vzdelavanie
ucitelov CLIL. Na zaklade osobnych rozhovorov s ucitel’kami 1. stupiia mozno predpokladat,
Ze proces implementacie bude narocny tak pre ucitelov, ako aj pre manazment Skoly a Ziakov.
Pre nazornu ukazku uvadzam niekol'ko nazorov: ,,

velmi ndro¢né na moj cas;

neviem si vybrat' z mnoZstva materialov, ktoré by boli vhodné;

urcite by sme sa do toho pustili;
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pouzivam anglictinu aj na hodinach matematiky, vytvarnej a telesnej, ddvam
1. pokyny a minule sme sa ucili nové farby;

deti boli prekvapené, ked som zacala pouzivat angli¢tinu na prirodovede,
1. pytali sa, kedy budeme mat opat takuto super hodinu;

budem finan¢ne ohodnotena za pracu naviac?;

neviem, ¢i budem vediet vSetko vysvetlit v anglictine;

ako dlho mam pocas hodiny pouzivat anglicky jazyk?;

bola som prekvapena, Ze Ziaci s vynikajicimi vedomostami z jazyka boli
1. zaskoceni a hodina sa im nepécila;

mam uz starSie kolegyne a velmi sa im uZ nechce ucit sa nieco nové;

som rada, Ze popri inych povinnostiach, ktoré mam, stihnem oducit to, ¢o
1. mam naplanované a nie este cosi hladat;
pocula som o CLIL, urcite je to zaujimavé, ale obavam sa, Ze neviem dost’

1. dobre cudzi jazyk.”

Jednym z doévodov nedostatocného zavadzania a vyuzivania metddy CLIL je fakt, Ze manaz-
ment Skoly a ucitelia nemajua jasnd predstavu o CLIL, nevedia, ako maju postupovat, casto krat
je CLIL zamienany s bilingvalnym vyucovanim, ktoré sa lisi od CLIL v tom, Ze je to cudzojazyc-
né vyucovanie nejazykového predmetu s cielom ziskat' nové vedomosti z odborného predme-
tu prostrednictvom cudzieho jazyka avyZaduje sa dostatocna jazykova uroven Ziakow.
V druhom pripade sa CLIL interpretuje ako vyucCovanie prepojené s medzi predmetovymi
vztahmi, kde ucitel' vyuZiva vedomosti z odborného predmetu na ucenie slovnej zasoby
a gramatiky cudzieho jazyka a doraz sa kladie na cudzi jazyk.

Zaver

Ak Skoly chce ziskat konkurenénu vyhodu a manaZzment uvazuje implementovat metdédu
CLIL do Skolského kurikula, je nevyhnutné, aby posudil persondlne zloZenie pedagogickych
pracovnikov z hladiska odbornosti, pripravenosti a motivacie, bral do vahy otazky financo-
vania, materialno-technické vybavenie Skoly, moznosti dalSieho vzdelavania pedagégov, po-
stoj rodi¢ov Uspe$nym predpokladom implementacie CLIL do cudzojazy¢ného vzdelavania
bude pozitivna analyza uvedenych oblasti.
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Abstract
What makes a teacher magic? An experiment carried out among 79 student teachers from Sofia University tested
the extent to which they were able to implement the Narrative Format model of second language acquisition based
on psycholinguistic principles, developed by Prof. Taeschner from Sapienza University of Rome. Performance of
teachers involved in original research in Italy was defined as magical or non magical. In our study, students
classified according to their results as magic, middling or non-magic were tested against the Interpersonal
Reactivity Index IRI (Davis, 1980) and the Empathy Quotient (EQ) for Adults (Baron-Cohen & Wheelwright, 2004).
Results showed that there is a meaningful relationship between “magic” and “empathy” and that this may provide a
useful instrument to predict students’ future success at helping very young children learn a second language.

Key words: empathy, good communication, teacher behaviour profile, Narrative Format model, early foreign
language education

1. Introduction and background

This paper presents a study carried out at “St. Kliment Ohridski” University of Sofia
relating to the introduction of the Narrative Format (NF) model of second language
acquisition to Initial Teacher Training students at the University in 2009. Its implementation
offered an invaluable opportunity to provide future language teachers of children with new
skills and competences which would help them in their professional development and job
satisfaction. The innovative model, developed by Professor Traute Taeschner from Sapienza
University of Rome, is based on a psycholinguistic approach towards language acquisition
and language teaching in which issues of motivation, empathy and good communication play
a vital role. The aim of the present study was to conduct a behavioural analysis of student
teachers implementing the NF model and seek meaningful relationships between different
teacher modes of behaviour (categorized as magic, middling and non magic), and teachers’
ability to exercise empathy.

The Magic Teacher

The “magic teacher” is a term stemming from, and related to the NF model. The book “The
Magic Teacher” (Taeschner, 2005) [12] offers a detailed description of the theoretical
concepts of the model and the results of its practical implementation among teachers and
children in Italy between 1997-2000. Moreover, a ground-breaking analysis of different
teacher behavioural modes was conducted. For the purposes of the analysis, the specialist
observational research software Noldus’s ‘Observer Video Pro’ was used. Teachers’
performance when practising the model with children had been analysed in a series of
“micro-behaviours” - verbal output, hand and arm movements, posture, gaze and smile - each
of which was broken down into categories. Performance was described as “magical” and non
magical” and evidence was provided by the author on these two different modes of behaviour
and their effect on children’s learning. In a nutshell, magic, or extremely engaging teachers
arouse sharing and complicity in the children with their behaviour of good communication
whereas non magic teachers exhibited quite a different style of interaction. “Where the
teachers were magic the children’s results were excellent. The magical presentation of the
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narrative format allows the children to give their best and fully exploit the ‘zone of proximal
development’ hypothesised by Vygotsky (1956). [..] Non-magical presentation of the
narrative format will still result in a good uptake of the language, but is unlikely to elicit the
exceptional results of the magical method, which, above all, allows all the children to achieve
their full potential.” (p. 211) [12].

In this study, a Teacher Behaviour Profile (TBP) Scale that builds up on the original
analysis of teacher behaviour was developed. The novel instrument defines ten criteria and
30 behavioural indicators. Some new “micro-behaviours” were included among the criteria:
the role of voice in rendering emotional speech and representation of different characters,
liveliness of performance, imitation (the impact of teacher’s performance on group
performance), improvisation (for compensation) and truthfulness to text (narration and
events). The scale classifies teacher behaviour profiles as “magic”, “middling” or “non magic”.
It has been devised as an instrument to be used by experts, trainers, and other specialists as
an assessment and educational tool in teacher trainee development.

Empathy

The term empathy is derived from the Greek word empatheia which means “physical
affection, passion” and the German word FEinfiihlen translated as “feeling into”. It lies in the
core of all human relations and shows the capacity of the individuals for physical affection
and relatedness, for sharing and understanding the emotions and actions of others. Empathy
can be defined as “the drive to identify emotions and thoughts in others and to respond to
these with an appropriate emotion” (Wakabayashi et al., 2006) [13]. It is an important ability
that makes human communication possible. “It allows us to tune into how someone else is
feeling, or what they might be thinking. Empathy allows us to understand the intentions of
others, predict their behaviour, and experience an emotion triggered by their emotion. In
short, empathy allows us to interact effectively in the social world.” (Baron-Cohen &
Wheelwright, 2004b:163) [2]. The degree of empathy is individual and depends on a series of
factors. It is a skill that comes more easily with some people than others but with effort and in
time it can grow and be cultivated.

Two widely used instruments for measuring empathy were employed in this study - the
Interpersonal Reactivity Index (IRI) of Mark Davis (1980) [7] and Empathy Quotient (EQ) for
Adults (Baron-Cohen & Wheelwright, 2004a) [1]. IRI is notorious for offering a
multidimensional approach towards measuring empathy. It screens separately the more
cognitive capacity for empathy (on the fantasy and perspective-taking subscales) and the
emotional reactivity (on the empathic concerns and personal distress subscales). Items on
fantasy scale denote the tendency of people to identify with characters in books, films, plays,
that is, to “transport themselves” in imaginative situations. Items on perspective-taking scale
denote the tendency of people to take other people’s perspective, or point of view, or the
ability to shift perspectives and step “outside the self” when dealing with other people. Items
on the empathic concerns scale denote the capability of people to experience feelings of
warmth, sympathy and compassion for other people, especially for those in difficult
situations. Items on the personal distress scale measure whether, and to what extent people
experience feelings of distress, anxiety, discomfort when they observe other people
experiencing negative feelings. The scale measures the individual’s own feelings of fear,
anxiety and apprehension when watching the negative experiences of others. “In our view,
the IRI is the best measure of empathy developed to date, because three of the four factors
are directly relevant to empathy.” (Baron-Cohen & Wheelwright, 2004a:166) [1].

The Empathy Quotient (EQ) for Adults is a contemporary instrument, devised to be used
in clinical research as well as to be applied for common use. It enjoys great popularity and has
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been translated in 15 languages so far. The scale measures the global concept of empathy and
has been applied among university students studying humanities and science previously
(Wakabayashi et al, 2006 [13]; Baron-Cohen, 2009 [3]). Furthermore, our choice of
instruments was supported by the fact that previous research explored the relationship
between the IRI and the total EQ score (Lawrence et al., 2004) [8]. The limitation of both
instruments is that both are self administered questionnaires and “[...] individuals with low
empathy may be unaware of their limitations, unless others give them feedback”
(Wakabayashi et al., 2006:937-938) [13].

Research Questions and Hypothesis
All theoretical core-stones of the NF model and the respective strategies needed for its
successful implementation are rooted in establishing good communicative relationship
between children and teachers in the new language. It offers a set of specific strategies and
activities (forms of verbal and non verbal signs of communication) which aim at enhancing
the mutual affection between children and teachers along with children’s language progress.
The narrative stories are a string of exciting adventures created to make children take part in
constant emotionally-charged communicative events, thus allowing them to acquire the new
language spontaneously. Experiencing different characters’ feelings and emotions, taking
turns and stepping in different character roles, that is, sharing a wide range of emotions is not
always an easy mission for all teachers. We believe that magic teachers, teachers who relate
most greatly to the NF model are likely to be teachers who have higher capacity for empathy.
The research questions addressed here are:
1) What are the characteristics of magic teachers?
2) Is there a meaningful relationship between the magical qualities of the teachers and
their empathic skills? Will magic teachers (on the TBP) score higher on the IRI® (EC, FS
and PT) and EQ scales than middling and non magic teachers?

2. Method
2.1 Participants and procedures

Participants consisted of 79 early childhood undergraduates. The majority of the students
in the group were females (86.1 %) and males represented 13.9% of the group. The mean age
of the participants was 20.04 (S.D. = 1.20; range 19-25); 64.6% were first year students and
35.4% were second year students. Of all, 65.8% were students in Pre-school Education and
Foreign Language (English) - PEFL and 34.2% in Pedagogy of Mass and Art Communication
(English) - PMAC. They followed the same language curriculum and represented the entire
population on the two BA programmes with English.

Consent for translation and application of instruments
Permission for the translation of the IRI and EQ instruments was granted by the authors.
The Bulgarian version of EQ (Sofronieva, Shopov, & Tanushev, 2010) [10] was published on
the web site of the Autism Research Centre based at the University of Cambridge in the UK.
Consent was granted by the university authorities for the introduction of the innovative
training, distribution of tests and all related activities and tasks within the course of studies.

3 PD and EC are the two subscales of IRI which are unrelated but measure the emotional reactivity of individuals. We
believe that the empathic concerns (EC) will be related to TBP and not personal distress (PD) which measures “the
personal feelings of anxiety and discomfort that result from observing another's negative experience” (Davis, 1980:2)

[71.
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Administration of IRI and EQ tests

The students were invited to fill in the IRI and EQ tests on a voluntary basis during a class
session prior to training. The written method of administration was employed. Participation
required about 90 - 110 minutes. The study procedures were explained to the students and
they were instructed to read each of the statements of the two questionnaires carefully and
select the most appropriate answer reflecting the extent to which they agreed or disagreed
with the statements. Instructions on the forms stated that there were no right or wrong
answers or misleading questions and that all information was confidential. Students who
showed interest in their scores were told they could have them at the end of the academic
year. All students completed and returned IRI and EQ tests and 158 forms were collected in
total.

Training and Practice

Prior to training students were informed about the procedures in regard to the new
module incorporated into their general linguistics course. The outlines of the trainings to
follow were explained in terms of regularity, term tasks, materials and procedures. Training
encompassed both theory and practice of the NF model. Students had 4 hours weekly
allocated to the new course module during one academic year. All groups (of 15-20 people)
were trained by the same trainer. Additionally, university practice with children from
nurseries was ongoing at a set regularity of twice a week. Emphasis was laid on the
communicative relationship with children and attention was paid to all strategies needed for
the successful implementation of the NF model. As a result of the students’ highly positive
evaluation of the new course at the end of the first year and their expressed willingness to
continue their study and practice of the NF model, it had been integrated into their language
curriculum and practice in the following years.

Training of Trainers (TOT) task
Within the course of training, students performed a ‘training of trainers’ task (leading the
acting out of Format 2 “Hocus Meets Lotus” in class with colleagues) which was video
recorded. Altogether 74 video films (representing 94% of all students) were recorded,
observed and further analysed in this study.

2.2. Instruments

IRI
The IRI scale [7] is a 28-item self report measure of empathy. It comprises 4 subscales:
empathic concerns (EC), perspective-taking (PT), fantasy scale (FS) and personal distress
(PD). The subscales contain 7 items each. Responses are measured on a 5-point Likert scale
ranging from 0 for “does not describe me well” answers to 4 for “describes me very well”
answers. Some items are given in reverse, i.e. to produce “does not describe me well” answers
to avoid response bias. The range score for each subscale is 0-28.

Empathy Quotient
Empathy Quotient for Adults [1] is a self report measure and consists of 40 items and 20
filler items included to distract the participants from a relentless focus on empathy.
Responses are rated on a 4-point Likert scale rating from “strongly agree” to “strongly
disagree”. Participants receive 0 for a “non- empathic” response irrespective of its magnitude
and 1 or 2 points for an “empathic” response. Approximately half the items are given in
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reverse, i.e. they are worded to produce a “disagree” response and half to produce an “agree”
response for the empathic response. This is done to avoid a response bias either way.

TBP

Teacher Behaviour Profile scale is an assessment instrument to be used by experts and
not a self report measure. It evaluates teacher behaviour and defines 3 profiles: magic,
middling and non-magic. The measure consists of 10 criteria of assessment: 1 “gestures”, 2
“voice” 3 “gaze” 4 “smile” (and facial expression) 5 “body posture” 6 “pause” 7
“improvisation” 8 “liveliness” 9 “imitation” and 10 “content”. Quality of teacher performance
on each criterion is rated on a 3-point Likert scale ranging from 1 to 3. Total scale score range
is from 10 to 30.

2.3 Data collection and preparing data for analysis

Student teachers (n = 74) were video recorded when acting out Format 2 “Hocus Meets
Lotus” of the NF model during hours especially allocated for this task. Students were divided
into 15 smaller groups of about 5 people beforehand. This was done on a voluntary basis and
trainees volunteered for the dates and groups they were to participate in. On all set session
dates, trainer and students prearranged the classroom together and spent some time
discussing practical details of session. The trainer would lead Format 2 first as a warm-up
activity. Then each student in the group took turn to lead the format and was filmed by the
trainer. At the end of the sessions trainees exchanged experience on their work, ideas and
afterthoughts and received feedback and praise by their trainer during an informal get-
together at the university café.

A personal Sony professional video camera placed on a tripod was used for the
recordings. The recordings were done by constantly using the camera option for recording at
close and distant range. When the trainee was leading each part of the format he/she was
filmed at close range. When the group was repeating (along with the trainee in lead) the
respective part, they were all filmed at distant range so that the whole group was in sight.
That type of recording followed the original recordings of experts leading the formats
included in Hocus and Lotus Magic Teacher’s Kit (Taeschner, Pirchio, Corsetti & Francese,
2004) [11].

Observation and assessment

Observational methodology and the expertise of three professional experts (judges) were
employed in the assessment of teacher trainees’ performance. The three judges were all
experts in language, methodology and teacher trainings with over 15 years of expertise each.
They were trained to evaluate performance according to the set criteria on the TBP Scale.
Assessment was independent within a set time of one week. Five video recordings were
chosen at random to be assessed first. Scores received by experts were compared and proved
very similar. Then experts proceeded with the full assessment.

Data from students’ responses on IRI and EQ tests and data from experts’ assessment
sheets were checked for outliers, missing or invalid data before they were entered into the
final analysis.

3. Results

We used the statistical package for social sciences SPSS 17.0 for both descriptive and
inferential statistics in the analysis of data.
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First, we tested the internal reliability of the measures. The internal consistency
reliabilities for IRI subscales and EQ scale, estimated by the Cronbach’s coefficient alpha (a)
[5] showed to be satisfactory and were 0.67 for EC, 0.67 for PT, 0.80 for FS, 0.80 for PD and
0.84 for EQ. The mean inter-rater reliability coefficient (Maclennan, 1993) [9] was 0.91 and
was calculated by applying the Spearman Brown correction formula for the correlation
among descriptions. It shows the degree of agreement between observers when rating the
same set of things. Reliability of 1 is considered as the perfect reliability. The result revealed a
high level of reliability for the judgment scores on TBP, provided by the 3 experts. Reliability
of each TBP dimension (item) was also tested by computing "Cronbach's Alpha if Item
Deleted", i.e. the estimated value of alpha if the given item were removed from the scale.
Results showed that if any of the items were excluded from the scale, Crombach’s alpha
stayed lower than (or same as) Cronbach’s coefficient alpha of scale (n = 10, a = 0.93). That
proved the reliability of each item on scale and that no item needed to be dropped as they
measured the same construct.

Then we studied how many trainees fell on the “magic teacher” profile and how many on
the other two profiles. The TBP score range and mean scores of each group are displayed in
Table 1. Pie chart 1 presents graphically the percentage distribution of non magic, middling
and magic teachers.

Table 1: TBP score key and mean scores of non magic, middling and magic teachers

TBP Score range Mean SD
Non Magic Teachers 10 -16.50 12.79 1.75
Middling Teachers 16.50* - 23.50 21.23 1.99
Magic Teachers 23.50* - 30 26.47 2.10

*scores from .51 above

Chart 1: Percentage distribution of non magic, middling and magic teachers

Teacher Behaviour Profile

Non Magic
10.8%

Magic
50.0%

Middling
39.2%

As seen, half of the teacher trainees fell on the “magic teacher profile”. The group of
middling teachers’ had a high mean score and their performance was in fact much closer to
that, needed for and displayed by the magic teachers than the non magic ones. The non magic
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teachers, on the other hand, showed a relatively low group mean score and represented only
10.8% of all teacher trainees.

Next, Chi-square analyses were conducted to assess group differences in socio
demographic characteristics, i.e. gender, year of studies and studied subject at university.
Group differences were found statistically significant for gender (x2 = 13.89, df = 2, p = 0.00;
Cramer’s V = 0.43, p = 0.00) and studied subject (x2 = 7.77, df = 2; Cramer’s V = 0.32, p =
0.02) [4].

Graph 1: Percentage distribution of females and males in the three groups

Number of Teacher Trainees in the Three Groups by Gender
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There was female predominance in the group of magic and middling teachers over males.
Males and females were equally distributed in the group of the non magic teachers. Only a
few females were non magic teachers. On the other hand, nearly half of the males were non
magic teachers, half - middling and there was only 1 male among the magic teachers.
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Graph 2: Percentage distribution of students in the three groups according to their
studied subject at university

Number of Teacher Trainees in the Three Groups by Studied Subject
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The majority of the students of PEFL (Pre-school education and foreign language
teaching) were either in the middling or magic with only 3 students being non magic
teachers. There was an equal number of students of PMAC (Pedagogy of art and mass
communications) in the non magic and middling group and the rest (62%) were magic
teachers. The analysis also shows that PMAC students predominated in the group of non
magic teachers (62.5%).

Graph 3: Percentage distribution of students in the three groups according to
their year of studies at university
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The group differences concerning year of studies at university were not found statistically
significant in the analysis (x2 = 7.77, df = 2; Cramer’s V = 0.32, p = 0.02). However, it is worth
noting that the group of non magic teachers consisted predominantly of first year students
(87.5%) and there was only 1 second year student in that group. The majority of second year
students (59.3%) were magic teachers whereas that percent was less (44.7%) for first year
students.

Lastly, to test our hypothesis which states that there will be significant differences
between the empathy skills expressed by magic, middling and non magic teachers, we used a
statistical test called an analysis of variance (one-way ANOVA) and compared the mean
performance of the three groups on IRI and EQ scales. The level of significance was set at p <
0.05.

Table 2 shows that, as expected, magic teachers scored higher than middling and non
magic teachers on all scales except for PD where middling teachers exhibited insignificantly
higher scores. On the other hand, middling teachers’ group mean scores on all scales were
also higher than those of the group of the non magic teachers.

The statistical test Fisher’s F confirmed that group differences found were statistically
significant for EC (F = 7.18, p = 0.00), FS (F = 6.648, p = 0.00) and EQ (F = 3.297, p = 0.04).
Differences on PT and PD of IRI were not found significant (F = 0.776 for PT and F = 0.719 for
PD atp > 0.05).

Table 2: Mean and SD of non magic, middling and magic teachers on IRI and EQ

TBP EC PT FS PD EQ

Non Magic | Mean 15.75 15.50 12.75 11.13 37.00
N 8 8 8 8 8
S.D. 5.68 3.07 6.32 6.937 10.25

Middling Mean 19.17 16.24 16.62 13.59 41.55
N 29 29 29 29 29
S.D. 3.33 3.86 4.83 5.05 9.66

Magic Mean 21.24 17.27 19.41 12.65 45.16
N 37 37 37 37 37
S.D. 391 4.92 4.90 5.20 7.92

Total Mean 19.84 16.68 17.59 12.85 42.86
N 74 74 74 74 74
S.D. 4.23 4.36 5.41 5.32 9.16

4. General discussion

The results of the present study confirmed our hypothesis and showed that: first, there
were significant differences between the empathy skills expressed by magic, middling and
non magic teachers. This may provide a valuable instrument to predict students’ future
success at helping young children learn a second language. Significant associations between
teacher trainees’ scores on TBP scale and EC, FS (IRI) and EQ scales were found. On the other
hand, as hypothesised on the basis of literature overview on the construct of PD and previous
research, there was lack of association of TBP with PD items. “However, some emotional
responses are not considered truly empathic, i.e. happiness at another’s misfortune or, less
obvious, ‘personal distress’ (Davis, 1980; Eisenberg et al., 1987). The latter occurs when
someone has a self-oriented state of ‘personal distress’ in response to another’s negative state
(Batson et al., 1987). What distinguishes this from an empathic response is that it is self-
rather than other-oriented.” (Lawrence et al., 2004:911-912) [8]. Our results did not confirm
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the hypothesised association between TBP and PT items. Of the two constructs on the IRI
scale which measure the more cognitive component of empathy (PT and FS) only one, that of
“fantasy”, was correlated to the cognitive strategies for role-taking and fantasy applied in the
NF model and assessed on the TBP.

Second, results showed that half of the teacher trainees were magic teachers and only
10.8% were non magic teachers. Middling teachers’ scores indicated that, given time and
work, they may further improve and master their performance and join their colleagues in
the magic group. This is an important finding which showed that we have managed to
transmit the emotional involvement and engagement, typical for the successful
implementation of the NF model, onto the majority of our students.

Third, our analyses of the group characteristics revealed that the majority of the
magic teachers were female students who received significantly higher scores on their
implementation of the NF model than their male colleagues. Differences in relation to the
subject students studied at university showed greater involvement of pre-school education
and foreign language (PEFL) students. This was not surprising because their BA programme
corresponds most to the goal of teaching languages to small children whereas the BA
programme of the students of mass and art communication encompasses broader subjects as
such.

Implication for future studies: in terms of future work, further application of TBP in
research among teachers practising the NF model and other teachers would appear to be
worthwhile. Children’s outcome with respect to their teachers’ profiles and empathy skills
should also be explored further.

Conclusion

The NF model is rooted in, and places particular emphasis on, empathy and its
importance in human communication and education. It is in line with current, widely held
views of the purpose of modern education and what it should seek to provide expressed in
the following lines, “Education tends to develop the brain while it neglects the heart, so
[people] have a longing for teachings that develop and strengthen the good heart....If you shift
your focus from yourself to others, and think more about others’ well-being and welfare, it
has an immediate liberating effect. (Dalai Lama, 2007: pp. June 6,7) [6]. The NF model has
been devised and intended to cultivate empathy and sympathy in both teachers and children,
by recurrently exemplifying models of behaviour of concern and caring for one another. In
our view, the real test of achievement in the NF is whether we succeed in transmitting these
feelings of concern and caring to the children in our care.
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Abstract

Primary classroom offers a unique opportunity for a primary foreign language teacher to combine content and
language integrated learning (CLIL) with stories. CLIL methodology itself is very motivating for young learners
since it is based on holistic learning using discovery techniques. When a story adds an element of fantasy or wider
context one can hardly imagine a better way for teaching children. The author points to main advantages of
combining CLIL and stories when teaching young learners and presents a few examples how this combination can
work in a primary classroom.

This article presents partial findings based on KEGA 084UK-4/2011 Zvysenie efektivity vzdeldvacieho procesu vo
vyucovani cudzich jazykov v primdrnom vzdeldvanti.

Keywords: young learners, learning foreign languages, using stories, using CLIL methodology, language
acquisition,

Teaching young learners encounters many dynamic changes which influence both
qualitative as well as quantitative side of English teaching at primary level in general. What
has changed dramatically is the presence of English language teaching at this level in
comparison with the past when only a few primary schools had foreign languages within first
four years of schooling. Another significant difference is the amount of lessons which are
allocated to teaching English which is higher than it used to be in comparison with the past,
especially when we look at the first two years of schooling.

At the qualitative level a lot of effort has been put into quality-raising through a variety
of training and qualification courses for teachers. However, the situation is still far from being
satisfactory. Even though primary teachers have fewer problems with handling the class and
preparing suitable activities than for instance secondary level teachers qualified for teaching
English, they face fatal difficulties in their language proficiency. This area still needs a lot of
improvement.

On the other hand primary teachers feel more open to alternative ways of teaching

children which can be the result of using such methods for teaching other school subjects.
However, they need to bear in mind the principles of acquisition and apply them in their
classrooms, such as:
learners need to be exposed to the target language as much as possible
they need to listen to high quality target language
they need to acquire the language through context in picture books (reading with assistance)
they should use the language in natural context/activities - experiential learning: games,
rhymes, songs, stories...
teachers need to recycle language with them in a variety of contexts
teachers should foster internal motivation of the learners: things and activities children like
and naturally incline to.
There are many ways how to apply these principles in every-day teaching and one such
possibility can be found in story-telling. Stories play an important role in children’s life. From
their early years children are used to stories told by their parents or caretakers and they
become something like an encyclopaedia where they can learn about life, about patterns of
good and bad behaviour.
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As mentioned above, maximum immersion into the target language can help children
with acquisition of the language. However, several studies that we conducted at the primary
level demonstrated extremely high reliance of the teachers upon the mother tongue and the
minimal use of extensive listening practice in the target language. Even though some teachers
use the story-telling method, the number of such teachers is too low to be satisfactory. What
seems to be the crucial problem is still prevailing strong behaviourist belief that learners
learn what they hear and repeat. That is why most teachers say clearly isolated sentences and
ask children to repeat after them. Many teachers admit they do not use stories because they
think there are too many new words in them and children would need to learn those words
before they could listen to the story.

Children enjoy listening to stories - even though they do not understand all the words,
they like listening to language in general - and do not object when they hear them again and
again until they learn them by heart. Andrew Wright [25, p.5] states that stories can ,help
children become aware of the general feel” and sound of the foreign language“. This is
especially important in the early stages when the pure sound of the language can make
children happy. Later their desire to understand might get in the way when non-
comprehension occurs. As Wright (ibid) also points out stories are able to ,introduce children
to language items and sentence constructions without their necessarily having to use them
productively. They can build up a reservoir of language in this way. When the time comes to
move the language items into their productive control, it is no great problem because the
language is not new for them.” |25, p.5] It is important to highlight these benefits of stories
because they support language acquisition, play the most important role in internalizing the
foreign language rules and they enable the exposition of the learner to the target language
within the highest level of interest.

Brewster et al [1, p.158-9] also state that:
stories are motivating and fun and help develop a positive attitude towards the foreign
language
stories use fantasy and imagination and allow children to immerse themselves in the
story and become personally involved
through constant repetition which are typical and natural for every story, children can
acquire some words, phrases and stories thus provide something like “hidden pattern
practice”
listening to the story is a shared experience in which children have a chance to respond
more naturally, laugh with others, show excitement which can build their confidence and
encourage social and emotional development
Stories offer a context which is familiar to children from their mother tongue. If they know a
story it is easier for them to guess what is happening or what the character is saying. In this
way, they also develop their listening skills, especially the strategy of intelligent guessing
from the context.
Stories, however, open one more dimension - they can support cross-curricular links through
integrating the story content and the story language. Every story that the teacher tells uses
some content which can be used for learning and uses some language which is repeatedly
told by the teacher so that the content is conveyed to children. This is where CLIL and the
story meet.

Content and language integrated learning (CLIL) is commonly described as “using a
language that is not a student’s native language as a medium of instruction and learning for
primary, secondary and/or vocational-level subjects such as maths, science, art or business”
(Mehisto et al. [19]). This integration can either weave into the content subject with the focus
on learning and language skills or vice versa through the foreign language lessons focusing on
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the content areas as well as learning skills. The decision to choose the direction of using CLIL
will depend on the qualification of teachers as well as willingness to cooperate with other
colleagues.
Pokrivéakova, Menzlova, Farkasova [23] stress the didactic positives of content-language
integration and highlight the following as the most important for learners:
pupils are involved into contextualised tasks;
they use foreign language in meaningful communication and in natural conditions;
primary attention of pupils is focused on the content of communication, not on the
foreign language with which they want to communicate, which brings them closer to
natural conditions;
applying integrated approaches, pupils must use their life and school experience;
other than foreign language competences (intercultural, aesthetic, etc.) are intensively
developed as well.
Pokrivéakova et al. [22, p.9-12] carried out a project through which they wanted to both
inform teachers of possibilities to introduce CLIL in their teaching as well as verify the
“didactic efficiency of CLIL at the first level of basic schools in foreign language teaching”. The
results of the project are very encouraging since it shows the rising interest of teachers who
are willing to invest their time and experience in designing new ways of language
development.

Stories and CLIL can be used together in order to provide a natural environment for
learning in numerous situations. Basically, every story is made for teaching a life-lesson,
something we should learn about life around us. Therefore, it is not difficult to discover
potential teaching content in the story - such content which will match the syllabus of school
subjects. For instance, The Little Red Riding Hood, the story known by all children, offers
several intersections, e.g. with:

- Maths: counting objects, flowers, animals, products for grandmother; etc.

- Arts and Craft: drawing/colouring/cutting a house, furniture, flowers, animals, etc.

- Science: eating habits (food for the sick, food for parties), five senses, forest life, plants,

trees, animals, etc.

While working on these areas children use the language which necessarily accompanies these
activities, whether we speak about vocabulary or phrases, or more complex utterances. Often
we encounter such expressions which would remain unnoticed by the textbooks, or would
simply not squeeze into the textbook’s syllabus. It is refreshing and enriching context
connected to a concrete situation which makes it more memorable for the early language
learners.

Another example can be brought from an authentic, native-speakers’, context - a well-
known series about Charlie and Lola (by Lauren Child), which is famous among children in
Britain. By using e.g. the story “I will ever never eat a tomato” we can provide a meaningful
context for integrating a healthy food theme and a story. Lola gives a perfect starting point for
thinking about what she likes to eat, what she does not like and what she should eat because
it is healthy. Lola is a fussy eater and this habit will be very close to many children listening to
the story. The teacher can present the situation when Charlie, Lola’s older brother, plays a
little trick on her and makes her eat the food she does not like and claims she will “ever
never” eat but after all she ends up eating it (even a tomato) and surprisingly enjoying it as
well. This story gives a perfect example of how an issue of healthy eating habits can be
introduced to children with high-level interest and can be developed into multi-dimensional
experience.

Matkova [24, p.137] also makes her point in integrating other school subjects through
stories claiming that it opens more space for working with the story than a regular language
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class can offer. Especially if the language content can expand into the content subject area and
can thus increase the time allocated to language learning. She also states that it gives children
a reason to acquire new concepts since if they exist in other school subjects that naturally
casts more importance on them. In the example that she offers - the story Goldilocks and
three bears - we can find other possible intersections such as learning measures (bid- middle
sized-little, and comparisons big-bigger, small-smaller,..), life in the forest, etc.

To sum up, the integration helps children to acquire and learn concepts and skills
which have been mastered by them in various school subjects. Since the same concepts are
introduced in various contexts and situations, children understand and remember them
better and at the same time the story serves as a framework for retrieving the language they
need to use. They offer favourite characters to bring about learning and children respond to
these stimuli much better than to a teacher introducing bare facts. Such approach provides a
lot of variety in language presentation and practice and children in general feel motivated by
variety. Moreover, children acquire language more effectively when the content is introduced
in the meaningful context and used for a purpose and when new ideas are related to their
own experience.

Stories and CLIL offer ,whole language experience/learning® which means that
learning does not appear in disconnected units. This is a tried-and-true approach in various
cultures and countries and Slovakia seems to be no exception.
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Abstrakt
Autorka sa v prispevku zaoberd jednou zo styroch zdkladnych recovych zrucnosti - zru¢nostou hovorenia (speaking
skill). Autorka zdorazriuje fakt, Ze tdto produktivna zrucnost' sa v cudzojazycnej edukdcii realizuje prostrednictvom
tistnej komunikdcie, ktord méZe mat formu dialégu - interakcie alebo monoldgu - produkcie. Z hladiska interakcie
je délezitou tilohou ucitela nabddat Ziaka vhodnymi otdzkami k tomu, aby boli vo vyucovani anglického jazyka
pritomné prvky prirodzenej komunikdcie. Pritomnost prvkov prirodzenej komunikdcie je najcastejsie zohladnend
v diferencidcii ucebnych uloh rozvijajiicich zru¢nost hovorenia, pricom v zdkladnej dichotémii sa rozlisuju tzv.
ulohy na rozvoj presnosti a tilohy na rozvoj plynulosti jazykového prejavu.

Abstract
The article deals with one of the four basic language skills — the speaking skill. The author emphasizes the fact that
this productive skill is practised in the EFL classroom in two forms of communication: dialogue — interaction, or
monologue — production. It is important for the teacher to develop authentic communication in the classroom by
effective questioning and offering students or pupils appropriate types of speaking activities. There are two basic types
of speaking activities in the EFL classroom — accuracy-oriented speaking activities and fluency-oriented speaking
activities.

Kliicové slovd: zrucnost hovorenia, ucitelove otazky, interakcia, ucebna tloha, u¢ebné tlohy na rozvoj
presnosti, u¢ebné ulohy na rozvoj plynulosti
Keywords: speaking skill, teacher’s questions, interaction, accuracy-oriented speaking activities, fluency-
oriented speaking activities

1.1 Zrucnost hovorenia ako subkategdria komplexu komunikativnych (recovych)
zrucnosti

Zakladnymi Styrmi recovymi zrucnostami, ktoré tvoria podstatu akejkolvek
cudzojazycnej edukacie su citanie s porozumenim (reading comprehension), pocdvanie
s porozumenim (listening comprehension), zru¢nost hovorenia - ustny prejav (speaking)
a zrucnost pisania (writing). Kym v minulosti bolo zauZivané rozliSovanie tzv. aktivnych
(hovorenie a pisanie) a pasivnych zrucnosti (¢itanie a po¢tivanie), dnes uz s istotou odbornici
v oblasti cudzojazycnej edukacie odmietaju takuto diferenciaciu. Ani citanie ani pocCuvanie
nedovoluju uZivatelovi cudzieho jazyka zotrvat v tzv. pasivnej pozicii, prave naopak, tento je
nuteny adekvatne aktivne zapajat potrebné zmysly (zrak, sluch), aby bol schopny plnit
arieSit zadané ulohy. V sucasnej dichotémii zrucnosti dominuji pojmy produktivne
areceptivne zru¢nosti. Citanie a po¢tivanie st teda klasifikované ako receptivne, zatial ¢o
hovorenie a pisanie ako produktivne zrucnosti. Existuje vzajomna kooperacia jednotlivych
produktivnych a receptivnych zru¢nosti. Zrucnost hovorenia je najviac spata so zru¢nostou
pocuvania s porozumenim, nakol’ko st obe zruc¢nosti realizované v ramci zvukovej verbalne;j
komunikacie. Zru¢nost pisania sa nevyhnute viaZe na zrucnost citania s porozumenim. Vo
vztahu k jazykovému cielu je zru¢nost hovorenia nielen jeho trvalou a stabilnou stucastou, ale
aj prostriedkom rozvoja ostatnych komunikativnych zrucnosti. I ked’ sme zdoéraznili, Ze je
najviac spata so zru¢nostou pocuvania s porozumenim, nemozno odhliadnut’ od spéatosti so
zruc¢nostou citania a aj pisania. Obe produktivne zruc¢nosti (zrucnost hovorenia a zrucnost
pisania) maja vela spolofného. Uzivatelovi cudzieho jazyka nestaci, aby disponoval
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dostato¢nou slovnou zasobou, gramatickymi pravidlami a jazykovymi funkciami. UZivatel
cudzieho jazyka musi vedomosti realizovat' v praxi, t.j. produkovat’ pisany ¢i hovoreny text
sohladom na kontext, $tyl aprisluSné funkcie. Podla Z. Strakovej [19] pri hovoreni
preukazuje uzivatel' jazyka nielen tzv. jazykovd pripravenost (“linguistic readiness), ale
taktieZ psychologicku pripravenost (“psychological readiness®), t. j. ochotu aktivne sa zapojit
do interakcie. V tejto stvislosti M. Sturlajterova [20] hovori, Ze pre Ustny interakény prejav je
Specifické posobenie Casového tlaku, kedZe ucastnik Gstnej komunikacie ma obmedzeny cas
na to, aby subezne a v rychlom slede robil niekol'’ko rozhodnuti a zaroven konal, t.j. hovoril
tak, aby dosiahol svoje zamery.

Z hladiska recovej ¢innosti pri uceni sa cudzieho jazyka je nevyhnutné uvedomit' si, Ze
tento zlozity proces, ktory byva pri pouzivani materinského jazyka schematicky oznacovany
ako (S+A)-R, pricom (S) oznacuje situacny stimul, (R) oznacuje reakciu ¢loveka, (A) znamena
lingvisticky znak, je v cudzojazycnej komunikacii eSte zlozitejsi, nakol'ko sa schéma rozsiruje
(S+A+A1)->R. Ako uvadza E. Bene§ akol. [1], kedZe (R) vyvolava komplexnu reakciu,
hovorime, Ze (R) ma vyznam, ktory sa v pripade cudzieho jazyka (A1) neodvodzuje priamo zo
situdcie, ale zo znaku materinského jazyka, takZe reCovy prejav je vysledkom vnutorného
prekladania. Cudzojazy¢ny prejav je teda najviac ovplyviiovany interferenciou materinského
jazyka a osobnostou pouZivatela. R. Repka a P. Gavora [16] tvrdia, Ze ,Ustny prejav je najtazsie
osvojitelna zru¢nost zo vietkych $tyroch cielovych komunikativnych zru¢nosti. Ustny prejav
je  komunikativnou zrucnostou, ktora pri nedostatku komunikativnych prileZitosti
najrychlejSie atrofuje.“ Z vlastnej pedagogickej praxe konsStatujeme, Ze beZnym javom je, Ze
ziak strednej skoly c¢i Student vysokej Skoly po ukonceni Skolského vyucovania, kde dostaval
prilezitost kontaktu s cudzim jazykom dva aZ trikrat tyZdenne (pripadne viac), po roku straca
plynulost’ svojho prejavu, v priamej komunikacii vaha, robi pauzy, straca pruznost reakcif
v dialégu, navysSe, dochadza k tomu, Ze klesa aj kvalita cudzojazyc¢nej vyslovnosti rovnako na
urovni segmentov ako aj suprasegmentov. Nevyhnutnym predpokladom plnohodnotného
ustneho prejavu je rozsah ovladania lexikalnych a gramatickych jazykovych prostriedkov, ich
vhodny vyber v konkrétnych praktickych situdciach. Dlhodobejsim nepouZivanim jazykovych
prostriedkov dochadza kich zabudaniu, pripadne nevhodnému ¢i chybnému pouZzivaniu
ustalenych spojenti a frazeologie.

Zrucnost hovorenia ako produktivna zru¢nost byva niekedy nepresne stotoZnovana
s komunikativnou kompetenciou. Je potrebné zdoéraznit, Ze komunikativna kompetencia je
nadradenym pojmom, nakol'’ko prechadza oboma produktivnymi zrucnostami (zrucnostou
hovorenia a pisania) ako aj receptivnymi zru¢nostami (Citanie a pocivanie s porozumenim)
a taktieZ v sebe zahfiia vedomosti z jazyka (jazykovy systém). V tomto ohlade M. Stulrajterova
[20] uvadza podstatné znaky definicie komunikativnej kompetencie podla S.]J. Sauvignonovej,
ktord zdoraznuje, Ze komunikativna kompetencia sa vztahuje na ustnu i pisomnu formu
jazyka, pricom ide o vzajomné pochopenie pisomnych a ustnych vypovedi tak, ako ich
komunikujici mysleli. Zaroven je dolezité opdtovne zdoraznit dichotomické rozliSenie
kompetencie a performancie, kedZe kompetencia je to, ¢o ¢lovek vie a performancia je to, ¢o
clovek robi. Len performanciou sa kompetencia rozvija, udrZiava a hodnoti. Konstatujeme, Ze
bez komunikativnej kompetencie by nebolo moZné realizovat a uplatniovat zrucnost
hovorenia ¢i pisania a bez rozvijania zruc¢nosti hovorenia ¢i pisania nemdZe dochadzat
k rozvoju komunikativnej kompetencie.

Zrucnost hovorenia (Ustny prejav) ziaka sa realizuje prostrednictvom ustnej
komunikacie, ktora moéZe mat formu dialégu - interakcie alebo monolégu - produkcie. M.
Stulrajterova [20] uvadza, Ze vcudzom jazyku sa Ziaci pripravujii na interaktivnu aj
produktivnu komunikaciu v réznych situaciach. Pre Ziakov st prirodzené a aktudlne najma
interaktivne situacie. Vo vyuCovani cudzich jazykov ma vyznam delenie dialégov na
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transakcné a interpersonalne. Komunika¢nym cielom transakénych dialégov je vybavenie
nejakej zalezitosti, dosiahnutie zmeny, uspokojenie praktickej potreby. V transakénych
dialégoch nie je cielom ucastnikov navzajom sa spoznat, ale vybavit zaleZitosti — transakcie
vecne arychlo. Ide napr. o Ustne objednanie ubytovania, rezervaciu letenky, vybavenie
staznosti, zistenie vlakovych spojeni a pod. Cielom interpersonalnych dial6gov je naopak
nadvazovanie, rozvijanie audrZiavanie socidlnych vztahov, ziskanie priatelov a dobrej
spolocenskej pozicie. Zial, velakrat z praxe vyucovacej hodiny cudzieho jazyka vyplyva, Ze
ucitelia stotoznujui rozhovor dvoch Ziakov s dialégom, resp. uprednostiiuju typ monologickej
produkcie, kedy Ziak vlepsom pripade vlastnymi slovami reprodukuje precitany text
z uCebnice. Ani rozhovor ani monol6g nie je tistnou komunikaciou v pravom slova zmysle,
kedZe pri rozhovore Ziakov dochadza k tomu, Ze sa svoje repliky vopred namemoruju a pri
monologu ide len o prezentaciu lexikalnych a gramatickych prostriedkov v kontexte, teda nie
o prirodzené komunikovanie vychadzajice z redlnych Zivotnych situdcii.

1.2 Ucebna uloha v cudzojazycnej edukacii

Podla ]. Scrivenera [18] klticovou zrucnostou ucitela cudzieho jazyka je uspesSne
pripravit, zadat a riadit jednotlivé ucebné tulohy, z ktorych pozostava vyucovacia hodina.
Podla neho je ucebna uloha (activity/task) zakladnou stavebnou jednotkou vyucovacej
hodiny, pricom na to, aby u¢ebna tiloha mohla byt u¢ebnou tilohou, musi mat ciel' (aim/goal)
a vystup/vysledok (outcome). S podobnym konceptom ucebnej ulohy stuhlasi aj J. Willis [23],
ktory pod pojmom “task“ chape vSetky aktivity, pri ktorych je pouZity cielovy jazyk na
dosiahnutie urcitého vystupu/vysledku (outcome). Naopak, R. Ellis [4] prinaSa pojem
“exercise” (cvicenie), ktorym oznacuje akikolvek aktivitu uciacich sa cudzi jazyk, ktora nema
komunikativny acel. Nie vSetky ulohy, ktoré Ziak na vyucovacej hodine vykonava su zaroven
uCebnymi dlohami. Predstavme si, napriklad, triedu, v ktorej sa ucitel za¢ne spontanne
rozpravat so Ziakmi o tvoreni viet v trpnom rode. V tomto pripade nemoZno hovorit
o ucebnej ulohe, nakol'’ko absentuje vystup/vysledok (outcome) takejto tlohy.

Oblast ucebnych uloh v cudzojazytnom vyucovani bola rozpracovana mnohymi
domacimi a zahrani¢nymi odbornikmi (R. Repka, P. Gavora, ]J. Hendrich a kol.,, R. Chodéra, E.
Homolova, M. Breen, D. Pasch, D. Nunan, J. Scrivener, J. Harmer, P. Urova, W. Littlewood, R.
Ellis, J. Willis, M. Breen a ini). Z anglickej terminologie “task” vyplyva niekol'ko moZnosti
slovenského oznacovania ako cviCenie, zadanie, u¢ebny problém, aktivita, atd. E. Homolova
[7] citujuc M. Breena uvadza, Ze uloha (task) je akykolvek Struktirovany ucebny pocin, ktory
ma konkrétny ciel, vhodny obsah a Specificky pracovny postup a rozsah vysledkov pre tych,
ktori danu ulohu plnia. V cudzojazyc¢nej vyucbe nie je lahké urcit hranicu, kde jedna tuloha
konci a druha zacina, ¢o je spésobené predovSetkym pri tlohach zameranych na recové
zrucnosti a nie iba vedomosti. R. Repka [15] pod tlohou v cudzojazy¢nej vyucbe rozumie taku
»uCebnu aktivitu, ktora musi mat’' minimalne komunikativne ciele presahujice ramec triedy.”
Z ¢innostnej povahy predmetu anglicky jazyk vychadza ]. Hendrich a kol. [6], ktory
zdoOraznuje dominantné miesto cviceni vo vSetkych fazach vyucovacej hodiny a klasifikuje ich
podla viacerych kritérii, ktorymi su:

- zameranie cviCenia na jazykové prostriedky alebo re¢ové zrucnosti,

- forma stimulu a Ziakova reakcia pri cviceni,

- zameranie cvicenia na vztah medzi materinskym jazykom Ziaka a cudzim jazykom,
- stupen riadenosti Ziakovej reakcie pri cvicenti.

Na zdaklade tychto kritérii J. Hendrich [6] deli cvicenia na tri zakladné skupiny:
jazykové cvicenia, predreCové cvic¢enia a reCové cvicenia.
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* Jazykové cviCenia zahriiuju fonetické, pravopisné, lexikalne a gramatické cviCenia
(zamerané na morfolégiu alebo syntax, pripadne morfosyntaktické javy). Z povahy
Struktiry jazyka vSak vyplyva, Ze kazdy z tychto druhov jazykovych cviceni sa spaja
s nacvikom niektorého z dalSich jazykovych prostriedkov (napr. pri lexikdlnych
cvi¢eniach sa precvicuje aj vyslovnost, pripadne pravopis). Kazdé cvi¢enie musi mat’
svoje vlastné taZisko, ucel a ciel. Jazykové cvicenia, ktoré slizia k automatizacii
ovladania jazykovych prostriedkov sa nazyvajd automatizac¢né, pripadne manipulacné
(napr. fonetické, pravopisné, lexikalne a frazeologické javy).

* Recové cviCenia sluZia k nacviku, rozvijaniu a upeviiovaniu recovych zrucnosti, t.j.
pocuvania s porozumenim, ¢itania s porozumenim, hovorenia a pisania. Cielom tychto
cviCeni je dosiahnut automatizované vybavovanie vSetkych osvojenych gramatickych
a lexikalno-frazeologickych Struktur v zvukovej alebo pisanej podobe na vyjadrenie
daného komunikativneho zameru (obsahu) alebo kjeho pochopeniu pri pocivani
alebo cCitani.

* Predrecové cvitenia tvoria medzistupenn medzi jazykovymi a recovymi cviceniami.
PredreCové cviCenia sd zamerané na nacvik prvkov spojenych s urcitou
komunikativnou funkciou (napr. vyjadrenie pochybnosti).

Podobne ako J. Hendrich [6] aj R. Chodéra - L. Ries [8] uvadzaju zakladné delenie
cvi¢eni na jazykové (aspektové) a recoveé cvicenia, priCom konsStatuju, Ze jazykové cvicenia
smeruju kjazyku arecové cviCenia kjeho fungovaniu vreci, navySe jazykové cviCenia su
vhodnou pripravou k reCovym. Zaroven zdoraznuju, Ze ,Cisté“ jazykové a reCové cvicCenia
neexistuju, ale su cvicenia ,spiSe jazykova, spiSe recova“, pretoze kazdé cvicenie je sucasne
jazykové a recové s prevahou toho ¢i onoho.

W. Littlewood [10] rozliSuje ulohy, ktoré sa zameriavaju na jazykovu formu (tasks
which focus on form) alebo vyznam (tasks which focus on meaning). W. Littlewood [10] tieto
ulohy zaraduje do sekcii leZiacich na kontinuu, nehovori teda o akejsi dichotémii uloh,
nakol'ko ich rozloZenie na kontinuu sa viaZe k miere, do akej je dosiahnuty ciel, ktorym je
prirodzend komunikacia v cielovom jazyku. V Littlewoodovom kontinuu stoja medzi
protichodnymi pdlmi (forma vs. vyznam) cvicenia, ktoré zahfnaju obe zlozky, t.j. aj formu aj
vyznam.

Tabul'ka ¢. 1 Kontinuum uloh v cudzojazy¢nom vyucovani podla W. Littlewood [10]

FORMA < > VYZNAM

Nekomunikativ- | Predkomunikativne | Komunikativne Strukttirovana Autenticka
ne cvicenia cviCenia cvicenia komunikacia komunikacia
(Non- (Pre-communicative | (Communicative (Structured (Authentic
communicative | language practice) language practice) communication) communication)
learning)
zameranie  na | precviCovanie precviCovanie vyuzitie jazyka | vyuzitie jazyka na
jazykové jazykovej formy | jazyka v kontexte (s | v komunikativ- komunikaciu
Struktiry s ohladom na | ohladom na | nych situaciach | vsituaciach, vkt. je
(formu) vyznam (bez | komunikativny s urcitym stuptiom | obsah nepredvidatelny

komunikativneho zamer) nepredvidatel-

zadmeru) nosti
napr. drilové | napr. otazka- | napr. napr. rolovd hra | napr. kreativna rolova
cvicenia odpoved’ personalizované ajednoduché hra, komplexné
(substitucné (“Who is sitting next | otazky zaloZené na | rieSenie rieSenie  problémovej
cvicenia, to John?“) informacne;j problémovej tlohy | tlohy, diskusia
fonetické medzere (napr.
cvicenia) Ziacky  prieskum,

doplianie tabul’ky)
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Iné kritérium delenia dloh uvadza P. Urova [21]. Vjej klasifikacii je jazykova
proficiencia definovana v terminoch jazykovej presnosti (accuracy) a plynulosti (fluency), ¢o
znamena, Ze ak uciaci sa uspesne zvladol jazyk, dokaze ho produkovat aj presne (accurately)
a zarovenn dokaze slahkostou prijimat a odovzdavat informadcie (fluently). Z tohto dévodu
rozliSujeme ulohy podporujice rozvoj presnosti (accuracy) a ulohy podporujice rozvoj
plynulosti (fluency). E. Homolova [7] sa sustreduje na bliZsiu Specifikaciu ucebnych dloh vo
vyucovani anglického jazyka, pricom ako vychodisko pouZila charakteristiku P. Urovej [21].

Podla E. Homolovej [7]:

- Ulohy na rozvoj presnosti jazykového prejavu:

7. texty uloh sa tvoria samostatnymi vetami (slovami), ktoré nemusia mat logicku
suvislost,

8. texty uloh nezodpovedaju tomu, ako sa pouzivaju mimo triedy v prirodzenej situacii,

9. ulohy nestimuluju situacie mimo triedy;,

10. vykon zZiaka sa hodnoti vo vztahu k chybam, ktoré urobil,

11. dlohy maju zatvorené rieSenie.

Do tejto skupiny radi tieto ulohy: pozorovacie cvicenia, drillové cvicenia (imitacné,
substitu¢né, transformacné, priradovacie), prekladové cvicenia, cvicenia na tvorenie viet
s pouzitim daného jazykového javu, gramatické hry. Ulohy na rozvoj presnosti jazykového
prejavu (accuracy-oriented speaking activities/systems-oriented or controlled actitivities)
umoznuju ziakovi praktizovat nova slovna zasobu, jazykové Struktdry, vyslovnost. Tieto
ulohy vSak neumoziiuju vyuzivat interakéné prvky, ktoré su typické pre prirodzeny ustny
prejav. Na tento ucel sluzia ulohy na rozvoj plynulosti jazykového prejavu. Je vSak potrebné
poskytnut Ziakovi urcité podnety a stimuly vychadzajice z vypocutého ¢i precitaného textu,
a preto ulohy na rozvoj plynulosti jazykového prejavu vyZaduju urcita jazykova pripravu
predtym neZ dbjde k ich realizacii.

- Ulohy na rozvoj plynulosti jazykového prejavu:
13. ulohy st postavené na suvislych textoch,

14. hodnoti sa porozumenie myslienky,

15. texty uloh zodpovedaju prirodzenej situdcii,
16. ulohy odraZzaju skuto¢nu situaciu mimo triedy,
17.ulohy maju otvorené riesenia.

Do tejto skupiny radi tieto ulohy: rolova hra, diskusia (skupinova, pyramidova),
interview, debata, simulacia, rieSenie problému, komunikativne hry, projekty,
davanie/prijimanie instrukcii, pribehy na zaklade obrazového materialu. Ulohy na rozvoj
plynulosti jazykového prejavu (fluency-oriented speaking activities/skill-oriented or free
activities) umoziuju Ziakovi vyuZivat roznorodost jazyka na vyjadrenie nazoroy,
argumentovanie, rieSenie problémovych situacii a v neposlednom rade aj dosiahnutie
kompromisu. Od ucitela sa vyZaduje, aby rozhodol o organizacnej forme prace (parova, praca
v malych ¢i vacsich skupinkach), casovom rozmedzi, vysledku konkrétnej ilohy a poskytovani
spatnej vazby, pricom zakladnym pravidlom musi byt ucitelovo nezasahovanie do prace
Ziakov pocas realizacie uloh na rozvoj plynulosti jazykového prejavu.

Obidva druhy ucebnych uloh plnia na hodine svoje funkcie, nie je moZné chapat ich
ako protikladné, ale ako navzajom sa dopliiujuce, pricom je na ucitelovi, aby ich vyvazene
uplatnioval v triede. Rovnako nie je vhodné stanovovat striktné hranice medzi uplatiiovanim
tychto uloh. P. Urova [21] dokonca pripusta, Ze uloha na rozvoj plynulosti moZe viest
k rozvoju presnosti a naopak, pricom pripusta, Ze v mnohych pripadoch st dlohy do istej
miery kombinované. Napriek tomu autorka zdoéraznuje, Ze ucitel’ si musi byt plne vedomy
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zameranosti zadavanej ulohy, nakol'ko vopa¢nom pripade moéZe dochadzat
k nedorozumeniam a frustracii. Ako priklad uvddza pripad, ked’ ucitel’ zada pisomnu tulohu,
ktora je oficidlne zamerana na rozvoj plynulosti (napr. odpovedat na list) a nasledne splnenu
ulohu ohodnoti z hladiska gramatiky a pravopisu. V neposlednom rade je potrebné zdoéraznit,
Ze urcity druh ucebnych uloh je uzko spaty s kladenim a naslednym zodpovedanim otdzok vo
vyucovani cudzieho jazyka.

1.3 Uc¢ebna tloha zamerana rozvoj zrucnosti hovorenia (istny prejav)

Podla R. Kvapila [9] ,v suicCasnosti v cudzojazyc¢nej vyucbe silnie odpor k metédam ako
takym.“ Tvrdi, Ze takdto snaha sa uplatiiovala aj preto, lebo metdédy si robili narok na
univerzalnost. Tak ako vSetky metddy a pristupy k vyucbe cudzich jazykov, aj komunikativna
vyucba ma svoje klady a zapory. Niektoré principy komunikativnej metédy v sucasnosti
podliehaju istej miere kritiky. Skupinova a parova praca (praca vo dvojiciach) nie je absolitna
vo svojej podstate ohladom precenovania jej vyznamu a nemusi vZdy suladit s potrebami
individualneho rozvoja v napredovani v cudzom jazyku. PodstatnejSou a zavaznejSou
vyhradou voci komunikativnej metéde bola jej snaha o vylucenie materinského jazyka z
hodiny cudzieho jazyka, ¢o podla Kvapila [9], ale aj inych (Adamka, BanaSova, Chodéra)
popiera akykolvek systematicky princip vo vyucbe cudzich jazykov. A preto uz dnes viaceri
odbornici (PiSova, HanuSova, Harmer, Urova) hovoria o uplatiiovani tzv. revidovaného
komunikativneho pristupu vo vyucovani anglického jazyka, ktory nazyvaju pristupom
postkomunikativnym. Kltic¢ovou v§ak nadalej zostava rozmanitost' a dynamika u¢ebnych uloh,
ktoré ucitel vo svojej role facilitatora vybera a uplatiiuje na hodine tak, aby Ziakom ulahcoval
proces ucenia sa cielového jazyka s cielom pribliZenia sa autentickej komunikacii v redlnych
Zivotnych situaciach.

Postkomunikativny pristup, ktory je pristupom eklektickym, so sebou prinasa aj tzv.
komunikativne ulohy, ktorych typickou crtou je, Ze su zaloZené na informacnej medzere
(information gap). Informa¢nd medzera, ktord je typickd pre produktivne typy otazok
umoziuje aspon Ciasto¢né dosiahnutie autentickej komunikacie. Ako sme uz uviedli, takého
ucebné ulohy poklada W. Littlewood [10] za komunikativne.

G. Rees [14] rozliSuje nasledujuce Styri druhy informac¢nej medzere:

- Informac¢na medzera (information gap), ktora vyplyva z nedostatku informacie, ktoru
pytajici sa nema a potrebuje ju ziskat od inej osoby.

- Zazitkova medzera (experience gap), ktora vyplyva z réznych skdsenosti a zaZitkov
zo Zivota Ziakowv.

- Nazorova medzera (opinion gap), ktora vyplyva z réznych nazorov, pocitov a reakcii
zZiakov, o ktoré sa chcu podelit.

- Vedomostna medzera (knowledge gap), ktora vyplyva z faktu, Ze Ziaci vedia rozlicné
veci o svete a chct sa o ne podelit.

J. Harmer [5] rozliSuje tzv. ,nekomunikativne lohy“ (non-communicative activities) a
y2komunikativne ulohy“ (communicative activities), pricom tvrdi, Ze nie vSetky ulohy musia
byt nevyhnutne zaradené do jedného alebo druhého typu. Niektoré ulohy mézu byt viac €i
menej komunikativne orientované. Uloha, v ktorej sa $tudenti pohybujt po triede a pytaju sa
otazky s komunikativnym ucCelom, ale surcitym jazykovym vymedzenim su blizSie ku
komunikativnemu typu, zatial' ¢o gramaticka hra, ktora nuti Studentov pouzivat konkrétnu
jazykovu Strukturu (i napriek tomu, Ze ucitel zasahuje len ojedinele) bude ovela bliZsie
k nekomunikativnemu typu.
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Tabul'ka ¢. 2 Charakteristika komunikativnych a nekomunikativnych dloh podla]. Harmera [5]

Nekomunikativne ulohy Komunikativne ulohy

nechut chut’ komunikovat’
komunikovat’ komunikativny ucel

@ nekomunikativny doraz na obsah, nie
ucel formu

(® doraz na formu, nie roznorodost jazyka
obsah bez ucitelovho

jedna jazykova zasahovania
jednotka bez riadenia sa

ucitelovo materialmi
zasahovanie

@ riadenie sa
materidlmi

Komunikativne ulohy, zaloZené na informacnej, zaZzitkovej ¢i nazorovej medzere
poskytuju priestor pre autentickd komunikaciu vo vyucovani cudzieho jazyka a pre kladenie
produktivnych otazok, rovnako zatvorenych ako aj otvorenych. J. Hendrich [6] takéto ulohy
nazyva ,komunikativné pojatd cviceni“ Ich Specifikom je, Ze su zalozené na rozbore
zakladnych komunikativnych funkcii v praktickom Zivote a su koncipované tak, aby sa
podobali vysekom z redlnej autentickej komunikacie. R. Repka [15] cituje G. Browna et al,,
pricom uvadza tri zakladné druhy autentickych uloh: statické, dynamické a abstraktné.
,otatické ulohy sa tykaju vyjadrovania priestorovych vztahov, dynamické sa vztahuju na
vyjadrovanie rozlicnych pribehov, napr. sekvencii udalosti, a napokon, treti typ zahriuje
vyjadrovanie abstraktnych relacii a nazorov.“ K dalsim dvom typom uloh patria tzv. sumarne
ulohy (summary tasks), kde ide o skratkovité vyjadrenie napr. urc¢itého pribehu a tzv.
dvojsmerné ulohy (two-way tasks), kde ide o preklenutie informacnej medzere, avSak uz nie
na zaklade absencie informacie jedného ucastnika komunikacie (one-way tasks), ale na
zaklade toho, Ze obidvaja ucastnici komunikacie (méZu byt i viaceri) sa dopracuju
k poZadovanej informdcii tak, Ze skombinuju svoje vlastné parcidlne informacie.

1.3 Kladenie otazok v cudzojazy¢nom vyucovani

Podla slovnikovej definicie otazky podla Webster’s College Dictionary [22] je otazka
vyrok, ktory ma opytovaciu formu, adresovany niekomu za Ucelom ziskania informacie
v odpovedi (“a sentence in an interrogative form addressed to someone in order to get
information in reply“). Tato definicia reflektuje poloZenie otazky v prirodzenom prostredi,
ked sa Clovek pyta preto, aby ziskal chybajicu informaciu. V cudzojazy¢nom vyucovani
spociva Specifickost' otazky v tom, Ze ucitel by sa mal snaZit navodit €o najviac situacii
podobnych redlnym zivotnym situaciam, v ktorych by sa Ziak mohol ocitnut pri kontakte
s cielovym jazykom. Edukac¢né prostredie triedy, v ktorej prebieha vyucba anglického jazyka,
vytvara svoje vlastné naroky a potreby na funkcie a dévody ucitelovych otazok.

P. Urova [21] udava zakladné dovody Kkladenia ucitelovych otazok v cudzojazytnom
vyucovani. Podla nej otazky poskytuju Ziakovi model pre jazyk alebo myslenie, aktivizuju
Ziaka v uceni sa, sustreduju Ziakovu pozornost na tému hodiny, stimulujd Ziakovo myslenie
(logické, reflexivne alebo imaginativne), nabadaju ho zopakovat a praktizovat uZ naucené
ucivo, povzbudzuju ho k sebavyjadreniu. Zo strany ucitela ide predovSetkym o to, aby




ROZVIJANIE CUDZOJAZYCNYCH ZRUCNOSTI U DETI V SKOLSKOM A V RODINNOM PROSTREDI

Starime sa dvojjazy¢nou rodinou! Stafime sa viacjazy¢nou spolo¢nostou! 118
skontroloval alebo otestoval porozumenie a pochopenie uciva, Ziakovu vedomost alebo
zru¢nost a taktiez zistil, aké majti samotni Ziaci nazory, myslienky ¢&i napady. Styri funkcie
ucitelovych otazok vo vyucovani anglického jazyka rozpracoval H. D. Brown [3]. MdZeme
konstatovat, Ze otdzky vytvaraju Ziakom prileZitost hovorit cudzim jazykom bez toho, aby
sami museli iniciovat konverzaciu ¢i tému diskusie, ucitelove otdzky moZu vyvolat sériu
dalsich naslednych Kkonverzacii a interakcii medzi Ziakmi, taktieZ pomahajd ucitelovi
okamzite ziskat' spatnu vazbu, t.. zistit, ¢i a ako dobre Ziaci chdpu ucivo a sic¢asne pomahaja
samotnym Ziakom objavovat ich vlastné nazory. Podobne ako H. D. Brown [3] aj ]. C. Richards
- Ch. Lockhart [17] zdéraziiujd mnoZstvo dovodov, preco su otazky vo vyucovani potrebné.
Tymito dovodmi su predovsetkym: stimulovat a udrzat zdujem Zziaka, povzbudit Ziaka, aby
zacielil svoju pozornost na obsah hodiny, umoznit ucitelovi objasnit’ si, o povedal Ziak,
umoznit ucitelovi elicitovat konkrétne jazykové Struktury alebo slovnu zasobu, umoznit
ucitelovi skontrolovat, ¢i ziak ucivo pochopil, povzbudit Ziaka v participovani na hodine. D.
Nunan - C. Lambova [12] identifikuja tri zakladné funkcie ucitelovych otazok vo vyucovani
cudzieho jazyka. Prvou funkciou ucitelovej otazky je elicitovat informaciu (vedomost
jazykovych prostriedkov), v druhom pripade ide o kontrolu porozumenia a v neposlednom
rade ucitel svojou otazkou zabezpecuje riadene a kontrolu spravania Ziakov v triede. Uvedeni
autori dalej dodavaju, Ze uéitelova otazka nespliia nevyhnutne iba jednu z funkcii. Napriklad
otazka, ktordA ma primarne elicitovat informaciu, moZe byt poloZena Ziakovi, ktorého
pozornost ,blidi po triede’ Vtomto pripade spliia otidzka Ciasto¢ne funkciu elicitacie
informacie, zaroven aj kontrolu porozumenia, no poloZena bola Ziakovi preto, aby si ucitel
zabezpecil riadenie a kontrolu spravania daného Ziaka. Nie je neobvyklym javom dneSnej
pedagogickej praxe, Ze ucitel kladie otazky prave tym ziakom, ktorych pozornost je
rozptylend neZiaducimi Cinnostami, aby udrZal ich pozornost a aktivitu pri nim zadanej
ulohe, aby dosiahol pracovnu atmosféru v triede, pricom len sekundarne zistuje pochopenie
uciva i elicitaciu jazykovych Struktur.

V odbornej literatire, zaoberajicej sa otazkami vo verbalnom diskurze prirodzeného
socidlneho prostredia a vo vyucovani cudzieho jazyka, existuje viacero taxonémii otazok,
ktoré boli vypracované v priebehu uplynulych viac ako Styroch desatroci. Z mnoZstva
taxonémii vyberame taxonémiu otazok podla T. Picovej [13], ktora je zaloZena na zakladnej
taxon6mii M.H.Longa a Ch.J.Satoovej [11], pricom T. Picova [13] vyzdvihuje, Ze vo vyucovani
anglického jazyka by sa ucitelia mali pytat viac otdzok, ktoré vyvolavaju lingvisticky
komplexné odpovede - vety. Z tohto dévodu vyzdvihuje dva zakladné typy otazok, z ktorych
kazdy ma svoje podskupiny:

1. Produktivne otazky (Referential questions)

a/ otvorené produktivne otazky (Open referential questions). Tieto otazky
svojou podstatou kopiruju pytanie sa v prirodzenom prostredi, zohladnuju potrebu
ziskania chybajtcej informacie a vyvolavaju lingvisticky komplexné odpovede. (e.g.
Can you tell me how to make chocolate chip muffins?) ;

b/ zatvorené produktivnhe otazky (Closed referential questions). TaktieZ
zohladnuju potrebu ziskania chybajicej informacie, pricom odpovede su kratke,
vacSinou faktickeé (e.g. What'’s your name?).

Produktivne otazky vyZaduju od Ziaka viac, ako len vybavenie naucenej informacie
Ci definicie z pamate, nakol'’ko st v odpovediach na tieto otazky zohladnené Ziakove
skdsenosti, zazitky, pocity, nazory, postoje a tieto odpovede sd vo velkej miere
realizované prostrednictvom lingvisticky komplexnych vypovedi, ¢im je moZné na
hodine zabezpecit precvicovanie plynulosti (fluency) dstneho prejavu v cudzom
jazyku. C. Brockova citujuc V. Dijka [2] konStatuje, Ze produktivne otazky od Ziaka
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vyZaduju formulaciu linearne koherentnych sekvencii, pricom tieto spojitosti je
potrebné vyjadrit' tzv. prirodzenymi konektormi akymi s napr. and, because, yet,
so.

2. Reproduktivne otazky (Display questions):

a/ otvorené reproduktivne otazky (Open display questions) - otazky, ktorych
odpovede su ucitelovi vopred zndme, avSak vyvolavajuce lingvisticky komplexné
odpovede (e.g. Can you summarize five ways to get to the airport?);

b/ zatvorené reproduktivne otazky (Closed display questions) - otazky, ktorych
odpovede su ucitelovi vopred zname, vyvolavajuce kratke, stru¢né odpovede (e.g.
What is the opposite of “up“?).

Z didaktického hladiska st reproduktivne otazky zamerané v prevaZznej miere na
spravnost formy Zziakovho prejavu (accuracy), pricom nevyzaduju od Zziaka
uplatiiovanie vlastnej tvorivosti. Casto si to otdzky viaZuce sa na preéitany ¢i
vypocuty text z ucebnice, pricom vyzaduju od Ziaka doslovnd odpoved, ktori moZze
¢i musi Ziak v texte najst aidentifikovat. Vyzaduju teda od Ziaka, aby vyuzival
a analyzoval ziskané informacie z textu, pripadne hladal suvislosti na zaklade
vlastného tsudku a dedukcie. AvSak aj v tomto pripade je obsah odpovede ucitelovi
vopred znamy, Co znamena, Ze ucitel nevyhnutne pristupuje k hodnoteniu Ziakom
poskytnutej odpovede, rovnako z hladiska obsahu ako aj formy:.

Diskusia

Celkovy tuspech ucebnych dloh zameranych na rozvoj zrucnosti hovorenia (Ustny

prejav) spociva podla P. Urovej [21] v tom, Ze:
Ziaci vela rozpravaju, kedZe maximum ¢&asu, ktory je uréeny na danu aktivitu zabera

prehovor Ziakov a nie ucitela.
Participacia je rozdelena rovnomerne medzi vSetkych Ziakov, nielen tych, ktori su
komunikativni.
Motivacia je vysoka, nakol'ko uciaci sa zaujimaju o tému, maju ¢o povedat alebo chcu
prispiet k dosiahnutiu ciela u¢ebnej dlohy.
Jazyk je na primeranej drovni uciacich sa, zrozumitelnosti a pochopitelnosti
a jazykovej presnosti.
Bolo by vSak idealistickym predpokladat, Ze na zaklade dodrziavania uvedenych
predpokladov dochadza k plneniu ucebnych dloh na rozvoj zru¢nosti hovorenia. P. Urova [21]
upozornuje na mozné problémy, ktoré st nevyhnutne spojené s realizaciou takychto uloh.
V prvom rade ide o urcitu inhibiciu, ktora je sposobena strachom a obavami uciacich sa
z prehovoru v cudzom jazyku, nakol'ko tito moZu mat strach z chyby, kritiky zo strany
spoluZiakov a okolia, ostychavost ¢i jednoducho z toho, Ze sa obavaju, ¢i ich obsah prehovoru
zaujme ostatnych. Castokrat v$ak inapriek tomu, Ze nedochadza priamo k inhibicii
v d6sledku strachu ¢i obav z prehovoru sa stava, Ze uciaci sa jednoducho nevedia ¢i nemaju ¢o
povedat’ z hladiska obsahu prehovoru. Dal$im problémom je nerovnomerné rozdelenie
participacie v prehovoroch medzi Studentmi, nakol’ko komunikativni Studenti maja tendenciu
dominovat. V neposlednom rade je typickym problémom EFL tried zneuzivanie materinského
jazyka, do ktorého skizne komunikacia u¢iacich plniacich tilohu v skupine, kedze materinsky
jazyk je ich spolo¢nym jazykom, ktorym sa dokaZzu vyjadrit IahSie a prirodzenejsie.

Ako uz bolo vysSie uvedené, zru¢nost hovorenia je spata s ostatnymi komunikativnymi
zruénostami, pocas vyucovacej hodiny cudzieho jazyka teda nemoZe vystupovat ako
samostatne praktizovana izolovana zrucnost. NajcastejSie je realizovana pocas tzv. “lead-in
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activities, t.j. aktivity ¢i ulohy, ktoré predchadzaji napr. c¢itaniu alebo pocuvaniu
s porozumenim, ¢i pisaniu na hodine (pre-reading/listening/writing). Cielom takychto aktivit
je teda nielen motivovat Ziaka pre nasledné cCitanie, poctivanie Ci pisanie textu, ale zaroven
rozvijat Ziakovu zrucnost hovorit v cudzom jazyku s ohladom na dand tému, kontext,
register. Druhym pripadom realizacie zruc¢nosti hovorenia su tzv. “follow-up activities®, t.j.
aktivity ¢i ulohy, ktoré nasleduju po precitani ¢i vypocuti si cudzojazy¢ného textu, najcastejSie
formou diskusii v malych skupinach ¢i tzv. rolovych dloh (role-plays) alebo interview, ktoré sa
realizuju vo dvojiciach. Rovnako v “lead-in-activities“ ako aj vo “follow-up-activities” je
dolezité klast otazky zaloZené na informacnej, nazorovej Ci zazitkovej medzere atym
priblizovat komunikaciu v triede smerom k autentickej komunikacii v cielovom jazyku.
Typickymi otazkami zaloZenymi na informacnej medzere su najCastejSie tzv. zatvorené
produktivne otazky (napr.: “What time do you usually ...? What is your favourite ...? When did
you ...7) OtazKky s nazorovou a zazitkovou medzerou su hlavne otvorené produktivne otazky
(napr.: What do you think about ...? Why do you think that ...? How did you spend ...? How
do/did you feel ...7) Tieto otdzky umoziujd Ziakovi z hladiska formy produkovat’ lingvisticky
komplexné vypovede a z hladiska obsahu vytvarat vlastné kreativne vypovede s prvkami
individualizacie. Je potrebné zdoéraznit, Ze od Ziaka sa vyzaduje zvladnutie jazyka na urcitej
urovni, nakolko takato vypoved je prirodzene na urovni rozvitej vety Ci suvetia.
Komplexnost a integrativnost zrucnosti hovorenia ajej vyznamné postavenie v priebehu
realizacie akejkolvek vyucovacej hodiny cudzieho jazyka je klic¢ovou problematikou prave
v suvislosti s dosahovanim komunikativneho ciela hodiny.
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Abstract

Young language learners (6-11 years old) are usually at the stage where they are learning to read in their mother
tongue. Sometimes children struggle with the mechanics of reading which may discourage them. These struggles
can occur when learning to read either in one’s mother tongue or in a foreign language. To address this situation,
teachers should select authentic texts that children may enjoy such as illustrated children’s books. The paper will
describe and demostrate,shared reading techniques®. With this technique, a teacher models reading strategies
while exposing the children to a story that is appropriate for their age level.

Keywords: authentic children’s books; shared reading; modelling; literacy

Introduction

In most countries in Europe foreign language learning has been introduced at
primary level and there is a recent trend to go even lower and begin with foreign language
learning at pre-primary level. English as a global language plays the dominant role as a
foreign language and that is why the methodology of teaching foreign languages to young and
very young learners is based on the theoretical and practical findings coming from classes
where English is being taught. However, it is not only good foreign language teaching to young
learners but also examples of good primary teaching that influence the practices that young
language learners” teachers use. Shared reading is a common practice in many families as
well as in pre-primary and primary classrooms and it positively contributes to children’s
literacy development. This paper attempts to show how shared reading can enhance both
learners’ literacy and foreign language development.

1. Young language learners and authentic picture books

First, we should specify young language learners with respect to their literacy
development. As readers they begin to learn how to read in their mother tongue in the first
grade (6 or 7) and often they are not yet confident readers by their third year (9 or 10). It is
very difficult to specify at what age children become readers in their mother tongue as the
child’s development and progress are different for individual children.

Foreign language learners at those ages need a lot of meaningful language exposure to
be able to develop both their receptive and productive skills. In the first years of the foreign
language learning the oracy skills of speaking and listening are the focal part of the teaching.
However, it does not mean that reading in a foreign language should not be taught and
encouraged. Limiting reading practice to sections of course books does not enhance all the
strategies that young learners can use when they read real books. There are several reasons
why exposure to real books offers more than only reading a traditional course book or a
reader.

The first reason is addressed by a planning phase of shared reading. The teacher has to
choose an appropriate book for the class. The choice of the book is tailored to children’s
needs and interests that the class teacher knows best. S/he can negotiate with the children
which book they would like to read. This is not possible with the traditional course book. It is
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usually designed for national or international audience so the topics and the language do not
always meet the needs of a particular class. However, it is not suggested that course books
should be avoided completely. J. Enever argues that “..the use of picture books is best
positioned as an important part of the lesson, but not as the whole lesson. Neither to replace
the course book, nor as supplementary materials..... In such position, as an important part of
the lesson, the picture book then provides the opportunity for offering children access to an
authentic experience of the pleasure of story, rhymes or information, in the foreign language.”
(Enever 2006, p. 60)

Another reason is the exposure to authentic language from the very beginning of
children’s learning. The language is provided by the teacher and the books are usually well-
illustrated with pictures, children get a lot of scaffolding which makes the language of the
book meaningful. In some books the language is repetitive and the story predictable which
makes it easier to understand and follow as well as it initiates production of the chunks of the
meaningful language. In the course books repetition is often part of exercises and drills and
the children are not sure why they should memorize the language pieces.

One of the important features of using authentic books is their motivational potential.
Children’ s confidence is boosted by the fact that they can read and understand a real book in
a foreign language. While reading the book they use the foreign language as a tool not as
something to learn about and to practise.

Real books can offer a change and variety in the routine which is often set by a
systematic course book. Children like routinised teaching which provides safe environment
and gives them the sense of achievement but at times they want to get a surprise and
excitement. The plots of the stories can bring about a lot of unpredictable solutions and offer
the space for children’s own interpretations and explanations.

We have mentioned illustrations in connection with making the meaning of the story.
However, pictures and illustrations are very important also for developing children’s visual
literacy that has become so important recently. Real children’s books often contain attractive
illustrations so it is not only the story that appeals to children but also the pictures and the
format of the book that is inspiring. Some of the pictures not only illustrate the text but they
also extend the meaning of it (Pantaleo 2004:178). As Enever states “This element can be
identified as a prioritizing of a pleasurable, thought-provoking experience, aiming to facilitate
child’s engagement with the construction of meanings relevant to their world.” (Enever 2006:
66).

There are many more pedagogical reasons for using authentic picture books for
shared reading that influence language learning in young learners’ classes: motivation,
linking fantasy and imagination, shared social experience, developing learning strategies,
acquisition-based language development, cultural potential of the stories, values that books
present and many more that teachers reveal once they start to use books on regular bases.

2. Shared reading

Having identified books for reading, we should now look at the shared reading
technique as it is practised in schools.

Shared reading is a reading for and with children. A teacher chooses a children’ s book
that the children might like and prepares the reading. Shared reading in a classroom can be
inspired by shared reading in families. The teacher should keep the appropriate pace for the
children and observe that all the children follow the story. Don Holdaway is considered to be
the “father” of shared book experience. In his book Independence in reading: A handbook on
individualized procedures (1980) he presented the following stages of a natural learning cycle
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which can be followed in the shared reading session:
1. Demonstration

2. Guided participation
3. Unsupervised practice/role-play
4. Performance

The individual steps include demonstration in which the teacher models the reading.
The teacher reads out loud, points at pictures, modulates the voice, asks guiding questions,
uses compensation strategies, supports with additional gestures, pictures, realia etc.

Very soon the teacher should involve the children by allowing them to predict the
story, to summarize the story and to involve children physically and verbally. The story should
be read several times with more and more children’s involvement. Children can say or mime
repetitive chunks of the story, they can point at the pictures, predict the next part of the story
and identify the words and phrases.

The next step should be allowing children to read the story in small groups or pairs,
they can personalize the parts of the story, make it their own and produce their own book,
performance or any other kind of a product based on the story. Children can talk about the
implications of the story in their lives and the story can be used in various ways across the
curriculum. Code-switching, ie. using both the mother tongue and the foreign language,
should be allowed in all the situations so that children can express their own ideas and
understandings of the story. In spite of the fact that the teacher should react flexibly to
children’s needs, the whole reading should be carefully planned and prepared. Rehearsing
the reading and planning the scaffolding strategies should be done prior the shared reading
session.

3.1 An example of shared reading

In the next part of the paper we will describe a procedure of shared reading as it can
be done in a primary class. The plan is based on the book Joseph Had a Little Overcoat by
Simms Taback. The format of the book is suitable for shared reading, the story about Joseph
who fully used his overcoat is appealing for a range of ages, the design of the book and the
illustrations provide a lot of scaffolding as well as space for the meaning construction.

Shared reading should begin with a pre-reading stage in which a teacher can
introduce the book to raise children’s expectations about the story. S/he can also pre-teach
some key lexis and draw the pupils” attention to the central idea of the story. The pre-reading
activities should motivate the learners to listen to the story.

Pre-reading:

Teacher models OLD and NEW with realia (eg. a new scarf and an old scarf).
Teacher introduces the language with the scarf pointing at holes in the old one, creating
animals out of the scarf and demonstrating with real items of clothes:

- worn, holes in it, shabby

- outofit

- overcoat, jacket, vest, scarf, necktie, handkerchief, button
Teacher elicits stories about favourite old things that people do not want to throw away
giving his or her own example in the mother tongue.
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Readings:

Demonstration

1**reading for pleasure - teacher uses pictures, voice modulations, gestures, realia,
predictions

Guided participation

2" reading - teacher elicits the list of changes the overcoat went through, children confirm
the list while listening to the text. Teacher asks learners to join in for “It got old and worn”.

3" reading - children order the changes and check while teacher reads the story. They join in

for “Joseph had a little.......... It got old and worn.”
Teacher shows pictures from the book in a random order and elicits the sentences “He made
2 DO out of ......... i

4" reading - children listen to the story and join in, teacher shows the words in the text which
they read.

Practical activity: teacher brings in pieces of old textile materials and asks the learners to
guess what it might have been before. Then children make their own buttons out of the pieces
and buttons.

Unsupervised practice/Role-play

5% reading - children read altogether pieces of the story, they choose one line, copy it and
illustrate it.

Project:

Task: make something out of nothing, write about it, make your own book. You can use the
following sentences:

[ had a little............... It got old and worn..........I made......... out of it.
Children read their books to each other and comment on them.
Performance

Children present their books to the whole class. They display their products.

This shared reading plan is best to be used over the series of lessons. Children get back
to the story several times, they use the pictures to remind themselves of the story and they
develop their understanding gradually. They can reveal new details in the pictures that add
new meanings to the story (fun, irony, cultural aspects). The teacher can also use the song on
YouTube which inspired the book.

4. The benefits of shared reading for foreign language development

Stories are regular part of children’s lives in their own language which enables them to
use their experience in understanding the stories in a foreign language. In spite of the fact
that they are exposed to authentic language, they can understand it because the language is
meaningfully contextualized. Moreover, as Halliwell states “... children are active meaning
makers, they can understand and produce a lot using limited language resources.” (Halliwell,
1994,3-8). The teacher serves as a model of an experienced reader who demonstrates the
reading strategies and through scaffolding helps the learners to gradually become readers
themselves. Children recognize individual words and phrases in written form and they learn
about the relationship between oral and printed language. They also expand their vocabulary,
develop listening comprehension, use contextual clues to infer the meaning of words and
chunks. A child’s story book with a plot that is understandable and with pictures that
illustrate the meaning can provide comprehensible input that helps language acquisition.

Shared reading has a huge motivational potential, children can “read” and understand
texts that they may not be able to decode on their own. They experience success in reading a
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book in English. A teacher can promote love for reading, which can enhance reading habits in
English.
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The song which inspired the book can be found at: http://www.youtube.com /watch?
v=K737 s7X3jA&feature=related
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Cudzojazycna vychova v rodinnom prostredi/

Foreign language skills development in a family
environment
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Abstrakt
Bilingvizmus je stdle pretrvdvajiica téma, ktord sa s rozvojom informacno-komunikacnych technoldgii rozsirila
nielen do kruhu odbornej verejnosti, ale zaoberaju sa riou i ucitelia, rodicia, stari rodic¢ia, okoliti pribuzni. Tych,
ktorych sa tdto oblast’ dotyka najviac, ju bert ako samozrejmost’ a znacnti vyhodu. My sa v tomto prispevku
zameriame najmd na uZ existujtice pravdy o bilingvizme, ktoré vsak i v sti¢asnosti nie st akceptované a ich
priznacnost nie je dostatoc¢ne zndma. Na zdklade niekol'kych ukdZkovych vypovedi rodic¢ov a inych dospelych si
deklarujeme tedriu suvisiacu so Specifikami dvojjazycného vzdeldvania sa spojenych s kaZzdodennou praxou
podmienenou najmd rodinnym prostredim, kultirou a Zivotnou skiisenostou.

Abstract
Bilingualism is topical theme which, as information - communication technology develops, is increasingly
encountered not only in the world of business but also by teachers, parents and relatives. Those most affected by
this phenomenon take it for granted and see it as a considerable advantage. This paper will focus mainly on what is
already known about bilingualism, although it may not be universally accepted or well-defined.

KIi¢ové slova: bilingvizmus, podmienky pre bilingvizmus, rodinné a kulttirne prostredie, vyjadrenia partici-
pantov
Keywords: bilingualism, conditions for bilingualism, family and cultural environment, expression of children

Dvojjazyc¢nost je dar. Trvacny dar, ktory dostavame od narodenia a ktory si opatrujeme
pocCas celého Zivota. Ak je ndm umozZnené tento dar efektivne rozvijat, stavame sa
plnohodnotnymi nositelmi jednej obrovskej vyhody, ktord& ndm umoZiiuje nielen
komunikovat cudzim jazykom, ale vdaka nemu poznavat Zivoty a kultury inych l'udi. A prave
poznanie tychto dalSich kultir ndm umoziuje pochopit inakost tohto sveta, stdvame sa
tolerantnejSimi, tvorivejSimi, vzdelanejSimi a priatelskejSimi.

1. Vymedzenie pojmu bilingvizmus

Dvojjazy¢nost by sme mohli stru¢ne definovat ako subor jazykovych schopnosti
jedného alebo viacerych jazykov, ktorymi jedinec disponuje. Pod tymto pojmom sa vsak
skryva omnoho viac ako len schopnost komunikovat vinom ako materinskom jazyku.
V nadchadzajucich riadkoch si ozrejmime niektoré dalSie moZnosti, ktoré sa pouZivaju pri
vymedzeni pojmu bilingvizmus VyuZivaju sa tieto nasledovné vymedzenia [4]:

1.1 Rozumiet’ a hovorit dvoma jazykmi

Existujd rézne nazory na to, na akej Urovni je porozumenie a rozpravanie u osob
ovladajuce dva jazyky. Tieto osoby o sebe Casto hovoria, Ze bilingvizmus pre nich znamena
mysliet a citit v dvoch jazykoch. Osoby ovladajtce iba jeden jazyk maju mnohokrat predstavuy,
7e jazyky dvojjazy¢nych ludi si od seba uplne oddelené a vzajomne sa neovplyviuju.
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1.2 Miesat dva jazyky dohromady

Zmes roznych jazykov je v ramci komunikacie pre ludi ovladajucich iba jeden jazyk
niekedy povazovana za znamenie, Ze dvojjazycny ¢lovek ani jeden z tychto dvoch jazykov nez-
vladol spravne. Inymi slovami, najprv by bolo vhodné ziskat komplexny slovnik zloZeny zo
slov oboch jazykow.

1.3 Normalny jazykovy vyvoj

MieSanie jazykov u deti teda predstavuje ich normalny jazykovy vyvoj. Dvojjazy¢né
deti i dospeli miesaju dva jazyky, ale to len preto, pretoZe niektoré pojmy existujd iba v
jednom jazyku, alebo preto, Ze niektoré vyrazy mozu byt lepSie vyjadrené v jednom z dvoch
jazykov.

1.4 Mysliet a citit'v dvoch jazykoch

Ludia, ktori vyrastli s dvoma jazykmi od narodenia alebo druhy jazyk ziskali neskor,
velmi intenzivne myslia a citia v dvoch jazykoch.

1.5 PouZivat gestd, mimiku a intondciu dvoch jazykov

Kazdy jazyk ma okrem svojej verbalnej zloZky i zlozku neverbalnu. Neverbalna zlozka
pozostava predovSetkym z vyrazov tvare, gest, intonacie, rytmiky, melddie slov. Tento
element je d6leZity najma pri praci s malymi detmi, pretoZe pre nich su tieto neverbalne prv-
ky komunikacie ddleZitejSie ako u dospelych. Treba podotknut, Ze kazda krajina dava rozli¢ny
vyznam pouZzivaniu tejto zlozke komunikacie. Napriklad juzné narody (talianske alebo gréc-
ke) st velmi temperamentné, CiZe ich temperamentnost a neverbalne vyrazy sa prejavia aj v
zloZke jazykového prejavu, ktoré budd doprevadzat hovorené slovo.

1.6 Pohybovat’ sa v dvoch jazykovych kultiirach

Deti, ktoré vyrastaju v dvojjazy¢nom prostredi od narodenia, ziskavaju nielen dva
slovniky a dva systémy gest a vyrazov tvare, ale i dva velmi odliSné stibory konvencnosti.
Vcasna skusenost deti s tymto kultirnym prostredim prispieva k vytvoreniu si citlivosti o
sposobe mimoverbalnej zru¢nosti v interkultirnej komunikacie, ¢o ma za nasledok znacny
vyznam pre Zivot v Europe.

1.7 Podmienky pre osvojovanie si jazyka

h) Miesto pre osvojovanie si jazyka. Dieta prirodzene vyrasta bud’ v jednojazy¢tnom
prostredi, alebo v multikultirnej krajine (napr. Luxembursku), v ktorej sa s viacja-
zyCnostou stretava v kazdodennom Zivote.

1) Spo6sob osvojovania si druhého jazyka. Dieta ziskava dva jazyky sticasne od naro-
denia hravou formou alebo sa stretava len sjednym jazykom, druhy jazyk si
osvojuje prostrednictvom cieleného ucenia sa v triede (s rozvijanim si slovnej
zasoby a uCenim sa gramatiky). Preto neexistuje Ziadna vekova hranica pre ziska-
nie druhého jazyka, ale vyslovnost druhého jazyka je Casto pre dospelych tazsie
zvladnutelna, pretoZe u dietata sa vyvija uz pocas prvych mesiacov Zivota.

j) Jazykové znalosti rodic¢ov. Pri rozvoji bilingvizmu v ranom veku dietata je déleZité
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zodpovedat na otdzku, €i rodi¢ia rozumeju a hovoria oboma jazykmi. V pripade
viacjazy¢nych rodin, kde obaja rodic¢ia hovoria dvomi jazykmi, by nemalo doéjst
k zamernému prekladaniu slov druhého rodica dietatu. Jednak je to pre jednu
stranu velmi Unavné, jednak sa druhy jazyk pre dieta stane menej délezitym.

k) Socidlna siet. Doleziti ulohu v procese dvojjazytného vyvoja a vzdelavania sa
dietata hraju iné osoby (susedia, pribuzni, priatelia), pretoZe dieta ma prileZitost
pocut miestny jazyk a hovorit nim aj mimo rodinu.

2. Predchadzajuce vyskumy o bilingvizme

O bilingvizme (dvojjazycnosti) sa uz dlhodobejSie vedu rézne vyskumy v oblasti
psychologickych, pedagogickych, lingvistickych, sociologickych, medicinskych a inych vied.
Vkruhu zainteresovanych citit znac¢nt priazei alebo naopak, nepochopenie pre
dvojjazycnost. Hovori sa o pretrvavajicich nazoroch do roku 1960 [5], ktoré prizvukovali, Ze
bilingvizmus ma mnoho negativnych uc¢inkov na kognitivny vyvin deti (obzvlast pri merani
1Q). Toho ¢asu dominoval nazor, Ze ucenie sa dvoch jazykov sicasne zataZuje mozog na tkor
inych kognitivnych funkcii a méze dokonca viest azZ ku schizofrénii. Inteligen¢né testy ukazali
nizsie hodnoty u bilingvalnych deti ako u deti uciacich sa len jeden jazyk. Odvtedy sa vSak
zaznamenali vyznacné zmeny v tomto ponimani a mnohé dalSie vyskumy preukazali, Ze
bilingvizmus ma obzvlast pozitivny vplyv na kognitivny vyvin deti. Zistilo sa, Ze bilingvalne
deti maju casto vysSie urovne fonologického povedomia (najmensie jednotky zvukového
jazykového systému, napriklad hlasky, slabiky) v porovnani so svojimi jednojazyénymi
rovesnikmi [6]. Cielom tejto Stidie bolo zistit vztahy medzi v€asnou dvojjazycnostou a
fonologickym povedomim na vzorke 75 turecko-holandskych bilingvalnych deti
predskolského veku Zijucich v Holandsku. Dal$i z vyskumov z oblasti bilingvizmu s
osobitnym zameranim na niektoré vyvinové poruchy, sa Specifikoval na hluchotu
u nepocujucich deti [2]. Spomenieme i vyskum v oblasti pordch detskej reci, ked
bilingvizmus méze byt videny ako druh liecby v naruSenou komunika¢nou schopnostou [1].

3. Prieskumné data

Vtomto odseku sa budeme venovat rozvoju dvojjazyCnosti v rodinach. Rodina,
rodinné prostredie je zrejme miestom, kde sa dieta bude po prvykrat aktivne stretavat s inym
ako materinskym jazykom. Deti, ktoré vyrastaju vo viacjazytnom rodinnom prostredi a ucia
sa jednému alebo viacerymi jazykmi, maji ohromnu vyhodu v ich dalSom Zivote. Za moZné
negativum moZno povaZovat pomalsi vyvin jazyka v prvych rokoch ich Zivota. To sa moZe
prejavovat bud’ mensSou slovnou zasobou, alebo zlozZitejSim konStruovanim viet. Uvadzame
priklad, Ze ak matka hovori iba po taliansky a otec iba v nemcine, mdZe to byt pre dieta
samozrejmé. Pre dieta to vSak moéZe byt nezrozumitelné vtedy, ak matka alebo otec hovoria
striedavo po taliansky a nemecky [3]. To m6zZe viest k nadmernym pozZiadavkam pre dieta.

V nasledujucich riadkoch si na konkrétnych vypovediach zamerne vybranych
participantov ukaZeme, ako vnimajua bilingvizmus a rozvoj bilingvizmu rodicia, buduci rodicia
a osoby vyrastajuce v takomto prostredi. Ich vypovede zneli nasledovne:

Na otazku ,Co si myslite o tom, ked’ sa dieta od narodenia uéi cudziemu jazyku?”
odpovedala budica mamicka Katka (26) takto: ,Tak myslim si, Ze je to velmi prinosné pre to
dieta, ale nemyslim si, Ze to musi byt podla nejakych striktnych pravidiel, akoZe...skor by som
dieta ucila pomocou hier, alebo len tak, Ze ideme na prechadzku a ucime sa, Ze toto je to
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a toto je ono, a toto sa povie tak. Nesla by som na to tplne tak cielene, Ze teraz sa ideme ucit
anglictinu. A tym, Ze sme s manZelom Slovdci, tak urcite to nebudem robit’ tak, Ze jeden bude
rozpravat napriklad anglicky alebo inym jazykom, ale zase na druhej strane budem viest
dieta od malicka k tomu, aby sa samo ucilo, a aby prejavovalo o to zaujem, aj o iny jazyk.”

Eva (56), matka troch dospelych deti odpovedala: ,Ja si myslim, Ze je to dobré.
Volakedy to nebolo, teraz je to vSetko taka méda.”

Daniela (25), Studentka vysokej Skoly so zameranim na predskolskd vychovu sa
vyjadrila takto: ,No samozrejme. V dneSnej dobe je to strasne potrebné. Ja, ked sa naucim,
budem so svojim dietatom komunikovat inym jazykom, ale myslim si, Ze v dneSnej dobe
mame dost vzdelavacich programov, v televizii a na internete. Myslim si, Ze ¢im skor sa dieta
uci cudziemu jazyku, tym je to lepSie. Zaroven, ako sa uci materinsky jazyk, méze sa ucit aj
ten cudzi jazyk, je to pre neho vhodné. Minule, ¢o som rozpravala s jednou pani, tak jej dcéra
uplne od malicka pozerala rozpravky v anglictine, priSla do zakladnej Skoly a vedela uplne
plynule po anglicky hovorit.”

Martina (25), ktora takmer patro¢nu prax naberala v materskej Skole, sa ako dieta
vyrastajice v bilingvalnej rodine k na$im otazkam postavila nasledovne: ,Ano, aj som
komunikovala tymto jazykom, potom som Sla do Skdlky, kde sa rozpravalo len slovensky, tak
som presla len na slovencinu, vdomacom prostredi eSte stidle aj madarsky, takZe tak
zmieSane, ale na zakladnej Skole, tym, Ze bol taky tlak zo strany ucitelov, ale aj spoluziakov,
negativny tlak vo¢i Madarom, tak som odmietala hovorit madarsky. Ale vidy som to
povazovala za vyhodu, lebo som rozumela, o ¢om sa naSi rozpravaju, kdezto moji kamarati,
ktori sa Uplne odmietli ucit madarsky, ich Stvalo, Ze nerozumeju, o ¢om sa rodicia rozpravaju,
ked' sa rozpravaju. Teraz si aj nadavam, Ze preco som bola taka sprosta, Ze som sa nechala
ovplyvnit’ alebo manipulovat, Ze som to brala nie¢o ako handicap, pritom je to vyhoda vediet
dva jazyky.”

Nemalym problémom ostava i otvorena otazka zaoberajlica sa tym, o alebo kam s
dietatom, ktoré uz isté cudzojazycné skisenosti ma. Bude sa ucit cudzi jazyk uplne nanovo,
hoci uZ znac¢né poznatky z tohoto jazyka vie? Nepozastavi sa tak jeho prirodzeny vyvin?
BeZzna zadkladna Skola ma s tymto problémom taktiezZ patrné nejasnosti a rieSenie opat
preberaji Skoly zamerané sa vyucbu cudzich jazykov, alebo Speciadlne jazykové skoly. Na
otazku, ¢i ,Dba zakladna Skola na rozvoj nadobudnutych jazykovych zrucnosti
v materskej Skole?” odpovedd mlada mamicka Zuzana (27) takto: ,To si nemyslim, myslim
si, Ze ten zZiak je znova na tej istej urovni. Ked moje dieta uz bude mat nejaké zaklady jazyka,
urcite to nenecham len na zakladnu Skolu, ale budem sa snaZit, aby sa to docielilo aj inak,
napriklad formou nejakych kurzov, ked bude mat o to dieta zaujem. Sama zo skusenosti viem,
zZe ucitelia na zakladnych, dokonca ani na strednych Skolach nie su kvalifikovani, takze urcite
by som to nenechala iba na skolu.”

Eva (56) odpoveda: ,Ani nie, dcéra vystudovala na vysokej Skole nemcinu, vie
anglictinu, vie trocha francuzstinu. Chlapci vedia po nemecky. VSetci sa zacali ucit jazyky az
na zakladnej skole. TA nemcina bola taka hovorova, no ni¢ moc, ale sa im to ucilo tazko, kedZe
zacali az v Stvrtom rocniku, ale myslim si, Ze tie vedomosti im nejako neostali v hlave. Dcéru
to bavilo, mala o to zaujem, takzZe sa naucila a pri jazykoch ostala doteraz.”

Ohromnym trendom sucasnej doby je zriadovanie sukromnych materskych $kél so
zameranim sa na rozvoj jedného z cudzich jazykov. Nie je Ziadnym tajomstvom, Ze tieto
zariadenia nie st lacné a za poskytované sluzby si pytaju i vacsie finan¢né poplatky. Zarucuju
vSak rozvoj dietata po jeho emocionalnej, socialnej i kognitivnej stranke. Samozrejmostou je
i komunikacia s dietatom v cudzom jazyku, kde sa trénuju jeho komunika¢né schopnosti
najma prostrednictvom didaktickych hier, hraciek ajazykovo gramotne podnetného
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prostredia. Opytali sme sa naSich participantiek: ,PovaZujete materské Skoly so
zameranim sa na vyucbu cudzieho jazyka za efektivne a zverili by ste do nich svoje
dieta?“

Katka (26) hovori: ,Ano a myslim si, Ze je to uZ celkom beZné a pamitam si, Ze este ja
som chodila do Skdlky, kde som sa ucila nemcinu. A uZ existuju aj také kurzy pre babatka,
ktoré sa ucia Uplne od narodenia, ¢o sa mi zda uZ trochu prehnané, ale... . A ked' budeme
v zahranici, tak dieta s uenim sa cudzieho jazyka nebude mat Ziadny problém.”

Podobny nazor zdiela i Martina (25): ,, Urcite by som svoje dieta dala do takejto Skélky. Este
by som do toho ja primiesala aj anglictinu a vSetko, ¢o sa na mna prilepilo z inych jazykov."

Vratme sa vSak k otdzke, ktord vystihuje prave rodinné prostredie, kde sa dieta
prirodzene uli pocivanim a priamym zapojenim sa do aktivit suvisiacich s bilingvizmom.
Opytali sme sa Zity (19), ktora na otazku ,Nema dieta problém s ucenim sa cudzieho
jazyka priamo v domacom prostredi? odpoveda: ,Nie, absolutne nie. Pokial to ma
prirodzene v domacom prostredi, Ze povedzme doma tak niekto rozprava, napriklad rodicia
po madarsky, povedzme, Ze ma eSte aj nejaku pestunku, s ktorou je vdennom styku alebo
pocas tyzdna, ktord rozprava nemecky avSkole ma slovencinu, tak sa to absolitne
prirodzene naudi, nie to v tom Ziaden problém. Viem to podla seba, lebo mne sa tie jazyky
nemiesSali, nemala som s tym problém a nebrala som to ani ako ucenie. Normalne som to
vstrebavala z toho prostredia.”

Simona (32), matka troch deti hovori: ,Som Nemka, a hoci Zijem na Slovensku, vSetky
svoje deti od narodenia vediem k tomu, aby aj oni ovladali aspoi jeden cudzi jazyk. Ja s nimi
komunikujem po nemecky, manZel po slovensky, mame takd dohodu. Aj knihy ¢itam v
nemcine detom iba ja. Zatial' rozumeju vSetkému a pohotovo reaguji na moje otazky, hoci
Casto mi odpovedaju v slovencine.”

Na zaklade tohto prieskumu a po preStudovani si niZSie spominanej literatiry moZzno
konstatovat, Ze vSetci tito participanti sa zhoduju na tom, Ze:

rodinné prostredie je pre dieta najprirodzenejSim a najpodnetnejSim prostredim pre
ucenie sa cudzieho jazyka,

dneSnd doba si vyzaduje, aby sme detom ulahcovali bytie na tomto svete aj
prostrednictvom toho, Ze im umoznime vzdelavat sa v cudzich jazykoch,

najefektivnejsia vyucba cudzieho jazyka sa za¢ina neformalnym spésobom vyucby, a to
pritomnostou dietata v takom prostredi, kde sa cudzim jazykom hovori.

Pre vizualizaciu sme skonStruovali nasledovny diagram, ktory vypoveda o tom, ako

a za akych podmienok najlepsie dosiahnut prirodzent vyucbu cudzieho jazyka v domacom
prostredi.
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Diagram 1. Podmienky pre prirodzend vyucbu cudzieho jazyka v domacom prostredi

4 Odporucania pre rodicov a prax

Z predchadzajiceho textu navrhujeme nasledovné odporucania nielen pre rodicov,
rodinu, ale aj pre oblast’ vzdelavania, vedy a vyskumu:

Nerozpravajte sa so svojim dietatom bez vasich minimalnych jazykovych zru¢nosti v
jazyku, ktory u neho chcete rozvijat.

Nikdy by ste nemali dietatu povedat, Ze ho nechcete pocut komunikovat v inom ako v
materinskom jazyku.

Vzdelavajte sa o bilingvizme, vzdelavajte sa sami avzdelavajte sa spolu so svojim
dietatom.

Podporovat vedecky vyvoj konceptov dvojjazycnych materskych Skdl a $kol primarne-
ho a sekundarneho vzdelavania.

ZvysSenie ponuky dvojjazycnych zariadeni za prijatelné ceny aj pre menej majetné rodi-

ny.

Poskytovanie poradenskych sluZieb pre bilingvizmus. Vac¢Sina pracovnikov tychto
sluzieb by mala disponovat technickymi zru¢nostami zaloZenymi na skusenostiach,
na zaklade ktorych mo6zZu poskytovat’ odborné poradenstvo bilingvalnym rodinam.

Vzajomné stretavanie sa viacerych bilingvalnych rodin s moZnostou komunikacie
vlastnych skiisenosti a vymienania si postrehov z oblasti vychovy bilingvalnych deti.

Podpora projektov tykajucich sa dvojjazycnosti v jednojazy¢nych zariadeniach.
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Prispevok pojednava o skuto¢nosti, ako mozno jednoducho, ale pritom vystiZne uchopit pod-
statu bilingvizmu a jeho rozvoj v rodinnom prostredi. Rodina je totiZ miestom, kde sa preli-
naju skdsenosti a Zivoty nielen jednotlivcov, ale predovSetkym viacerych rodin a okolitych
znamych. V tejto suvislosti by sme mohli hovorit' aj o kulture, ktoru si kazda rodina buduje,
ktoru si kazda rodina transformuje, prisposobuje a vzdjomne odovzdava. Kazda rodina, kazdy
rodic¢ zdiela iné nazory, postupy a metody pri vychove a vzdelavani svojho dietata, nehovoriac
o rozvoji cudzieho jazyka od narodenia dietata. To deklaruju aj vypovede naSich participan-
tov, ktori su ako aj ostatni l'udia ovplyvneni najma rodinnym prostredim, kultirou a vlastnou
zZivotnou skusenostou.
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Abstract
Cldnok sa zaoberd pozitivnymi a negativnymi vplyvmi na rozvoj intenénej viacjazyénosti v slovenskych rodindch. V
teoretickej casti sa venujeme charakteristike zdkladnej terminoldgie z oblasti bilingvizmu a viacjazycnosti ako aj
ich metodoldgie. V praktickej casti uvddzame a analyzujeme niektoré konkrétne Specifické situdcie, ktoré sa
objavujt pri uceni sa cudzieho jazyka v domdcom prostredi v porovnani so skolskym.

Abstract
The content of the presented paper will focus on positive and negative aspects of intentional multilingualism in
non-native Slovak families. In the theoretical part the attention will be paid on confusing professional
terminology of bilingualism, multilingualism and methodology of intentional multilingualism as well. The
practical part will exemplify some specific situations, which may appear in foreign language learning in families
in comparison to traditional institutional learning.

KI'i¢ové slova: viacjazyCnost, uCenie sa jazyka v rodine, rola rodica
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Uvod

Impulzom pre vyber tejto témy ajej spracovanie formou c¢lanku boli rozhovory
s viacerymi slovensky hovoriacimi rodi¢mi malych deti, ktori maji zaujem o to, aby sa ich deti
naucili cudzi jazyk, pripadne dva cudzie jazyky v rodinnom prostredi. Taktto snahu prejavili
nielen rodicia, ktori ovladaju cudzi jazyka na takej urovni, Ze nim mo6Zu so svojimi detmi
pravidelne komunikovat, ale aj rodicia, ktori si bud’' v jednom, alebo v dvoch cudzich jazykoch
zaCiatoc¢nici, pripadne nepouZivaju Ziadny cudzi jazyk aktivne.

Tento trend ma stdpajucu tendenciu, kedZe viacerym rodi¢om nie je mozné upriet
snahu nespoliehat sa v jazykovom vzdelavani len na vplyv $kolského systému. Zial ¢o sa tyka
metodického uskutocnenia daného zameru, sud rodiCia Casto ponechani len na vlastné,
odborne nedostatoc¢ne podloZené pokusy v tejto oblasti. Logickym désledkom tohto pristupu
byva sklamanie rodicov zo slabého, pripadne Ziadneho pokroku svojich deti v oblasti ich
jazykovych kompetencii.

Tento Clanok je pokusom o sumarizaciu teoretickych poznatkov v oblasti rozvoja
viacjazyCnosti v domacom prostredi a ndslednym zostavenim suboru metodickych pokynov,
ktoré mo6Zu rodiCom malych deti pomoct vyhnut sa najcastejSim chybam v tomto procese.

1. Viacjazycnost - pokus o definiciu

Samotny pojem viacjazy¢nost nie je v odbornej ani laickej verejnosti chapany
jednoznacne a byva cCasto identifikovany s pojmom dvojjazy¢nost. Tracy (2007, s. 49, volny
preklad autorky) uvadza, Ze ,Clovek mozZe byt povaZovany za viacjazycného, ak si osvojil dva
(pripadne viaceré) jazykové systémy, v ktorych dokaze bezproblémovo komunikovat
s monoligvalnymi hovorcami“ Tato definicia vS§ak nehovori ni¢ bliZSie o tom, o presne pojem
bezproblémovad komunikacia znamena anespomina sa ani aspekt tykajuci sa poctu
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jednotlivych jazykov.

Oksaar (1980, s. 44, volny preklad autorky) spomina dalsi aspekt viacjazyCnosti, a tym
je, Ze ,Clovek, hovoriaci viacerymi jazykmi, dokaze vo vacSine situacii bez problémov prepnut
z jedného jazyka do druhého [..] pricom stupein vyrecnosti sa méze liSit.“ V tejto definicii sa
autor sustreduje na kvalitativny aspekt ovladania viacerych jazykov. V pripade, ak je
pouzivatel jazyka schopny vyuzivat inventar viacerych jazykovych systémov v zavislosti od
konkrétnej komunikalnej situicie, je zname, Ze absolitne vyrovnany, kvantitativne
a kvalitativne porovnatelny bilingvizmus ¢i multilingvizmus je velmi vzacny. Jednym
z hlavnych dévodov je tloha jazyka ako nastroja socidlnej interakcie a jeho prvky ¢i Struktury
st naviazané na konkrétne jazykové situacie. Vznikali a upeviiovali sa v priebehu aktivneho
pouzivania jazyka, nie je teda moZné, alebo len velmi okrajovo, v ilom obsiahnut’ prvky, ktoré
neboli a nie su jej sucastou tohto aktivneho procesu. Stru¢ne povedané, tazko bude dospely
Clovek ovladat slovnu zasobu tykajicu stidia na vysokej skole, ak ju nikdy nenavstevoval.

Pozrime sa kriticky na dalSie definicie.

Eurépska komisia pre viacjazycnost charakterizuje svoj hlavny pojem maximalne
strucne ako ,schopnost rozpravat viacerymi jazykmi a vediet sa v nich dobre vyjadrit ...
(volny preklad autorky)“a je uz opat na uvaZeni Citatela, co sa rozumie pod spojenim ,dobre
sa vyjadrit®.

Vo vyskumnej sprave medzinarodného projektu Benefits of linguistic diversity and
multilingualism sa uvadza, Ze ,,Multilingualism can be defined in different ways but basically
it refers to the ability to use more than two languages. A basic distinction when discussing
bilingualism and multilingualism is between the individual and societal level. At the
individual level, bilingualism and multilingualism refer to the speaker’s competence to use
two or more languages. At the societal level the terms bilingualism and multilingualism refer
to the use of two or more languages in a speech community and it does not necessary imply
that all the speakers in that community are competent in more than one language.”

Aj dals$i moderni autori (Aronin, Singleton, 2012) sa priklanaju ku kvantitativnemu
charakteru rozliSovania medzi dvojjazy¢nostou (v anglickej a nemeckej odbornej literattre
oznaCovanej ako bilingualism, Zweisprachigkeit) a viacjazy¢nostou (multilingualism,
Mehrsprachigkeit).

Pre potreby tejto prace sme sa rozhodli pre nasledujicu definiciu: Viacjazy¢nost' je
schopnost hovorcu disponovat receptivnymi a produktivnymi kompetenciami viac ako
jedného cudzieho jazyka v zavislosti od poZadovanej komunikacnej situacie. Z tejto
jednoduchej definicie je zrejmé, Ze cestu k naplneniu tohto ambiciézneho ciela ovplyviiuje
viac faktorov ako pri bilingvalnom sposobe vychovy. KedZe viacjazy¢nost nie je moZné uplne
oddelit od bilingvizmu (v niektorych pripadoch je dokonca jej zakladom), budu sa
v nasledujicom texte vyskytovat obidva terminy.

2. Faktory vplyvajuce na viacjazycnu vychovu dietata
v domacom prostredi

Ak sa rodi€ rozhodne sprostredkovat svojmu dietatu cudzi jazyk v domacom prostredi
napriek faktu, Ze tento jazyk nie je jeho materinskym, musi sa rozhodnut medzi dvoma
cestami. Prvou znich je tzv. inten¢ny bilingvizmus (pozri Stefanik, 2000), & uZ
paralelny/simultanny, ktory je moZny u dietata zacat rozvijat do tretieho roku Zivota dietata,
alebo sekvencny, ktory sa objavuje do obdobia medzi 10 a 11 rokom Zivota dietata. Druhy
moZny sposob je sprostredkovany bilingvizmus a vychadza z faktu, Ze rodiC sa stane svojmu
dietatu ucitelom a namiesto procesu prirodzeného osvojenia si cudzieho jazyka bude dieta
prechadzat procesom jeho ucenia sa.
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2.1 Intencny bilingvizmus a intenc¢na viacjazycnost - pozitiva a negativa

Tento spdsob sprostredkovania cudzieho jazyka sa v ostatnej dobe stava velmi
popularnym. Niektori mladi rodi¢ia maju za sebou roky studia, ¢i prace v zahranici, pripadne
aktivnej prace s cudzim jazykom na Slovensku. Tieto skisenosti im umoznili ziskat vyborné
jazykové kompetencie v jednom, ¢i viacerych cudzich jazykoch a je len prirodzené, Ze ich chcu
svojim detom odovzdat’ dale;.

Intencnou metoédou navodia rodicia svojim detom umelé bilingvalne i viacjazycné
prostredie, ktoré musi byt neustdle podporované, udrZiavané a rozvijané. Napriek
nespornym vyhodam takéhoto pristupu, uvaddzame niektoré individualne faktory, ktoré mozu
cely proces vyrazne negativne ovplyvnit, ¢i dplne znemoznit' a ich ignorovanie méze viest az
k dvojitému semilingvizmu.

V nasledujicom texte bude popisana situacia, kedy sa jeden z rodi¢ov rozhodne
sprostredkovat dietatu jeden jazyk

Medzi hlavné chyby, ktorych sa rodic¢ia dopustaju pri inten¢nom bilingvizme ¢i
viacjazyCnosti, patria:

- Slaba znalost’ jazykovych Struktur. Ak rodic robi vyrazné chyby vo vyslovnosti, v
lexikalnych spojeniach, gramatickych Strukturach, ¢i Stylistike, je vysoko pravdepodobné, Ze
si tieto chyby dieta osvoji. Neskorsi korektivny proces bude velmi naroc¢ny, vyzadujuci si
aktivny a uvedomely pristup dietata, podporeny kontaktom so spravnou formou jazyka,
pripadne uplne nemozny.

- Neznalost' , detskej“ slovnej zasoby. Kazdy rodi¢ si musi zodpovedat otazku, Ci
ovlada v cudzom jazyku aj iné slovné spojenia ako tie, ktoré bezne potrebuje pre vykon svojho
povolania ¢i Studia. DokaZe dietatu verbalne pribliZit' jeho najbliZsi svet, naucit ho vyjadrit
svoje emdcie, Ci potreby? A v neskorSich rokoch, dokaze rodi¢ dietatu pomahat s ulohami
vcudzom jazyku, alebo bude ztejto roly vyluceny, kedZe sSkolské vzdelavanie bude
pravdepodobne prebiehat v materinskom jazyku?

- Nerovnomerné rozloZenie podnetov v oboch jazykoch. Rodi¢ by si mal urobit
maly test zamerany na urcité nahodné komunikativne situacie. PoCet slov a pouzité Struktury
pouzité pri interakcii s dietatom v materinskom a v cudzom jazyku by mali byt v oboch
jazykoch kvalitativne a kvantitativne rovnocenné.

- Nedodrziavanie zasady vylu¢nosti pouZivania cudzieho jazyka. Rodi¢ by nemal
dietatu prekladat cudzojazy¢né Struktury a prechddzat do materinského jazyka v ramci
jednej komunikativnej situacie.

- Casovy faktor. V ktorom jazyku ma dieta viac prileZitosti na rozvoj, podla toho sa
vyvinie dominancia jedného jazyka. Casovy deficit v jednom jazyku je moZné Ciasto¢ne
vyrovnat tym, Ze vedome usmeriniujeme pozornost dietata na cudzojazycné aktivity. Dieta sa
pri svojich kazdodennych c¢innostiach nesustredi na jazyk ako taky, vela ztoho, o mu
hovorime v akomkolvek jazyku, nevnima. Nezabudajme, Ze mnoZstvo informacii dieta
pochopi aj z komunikativneho kontextu a z neverbalnych jazykovych prvkov.

- Komunikacia. Rodi¢ by sa nemal spoliehat na fakt, Ze len samotné pozeranie
televizie, ¢i poCuvanie pesniciek v cudzom jazyku sposobi, Ze dieta sa nauci v cudzom jazyku
komunikovat. Napriek tomu, Ze tieto média su vyraznou pomocou pri rozvoji cudzojazy¢nych
kompetencii u dietata, naucia ho len to, na ¢o su urcené, t.j. déjde k vyraznému zlepSeniu
receptivnych zrucnosti, predovSetkym pocivania s porozumenim. Aj ked' budeme mat chvilu
pocit, Ze dieta sa neustalym pocdvanim naucilo vela novych fraz a Struktur, bez aktivnej
komunikacie ich nie je schopné dalej pouzivat' a rozvijat.

- Materinsky jazyk. Ak rodic¢ predpokladd, Ze dieta bude raz navstevovat slovensku
zakladnu Skolu, nemal by druhy rodic, pripadne iny sprostredkovatel’ materinského jazyka
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zabudat ani na rozvoj slovenskych jazykovych kompetencii, napriek tomu, Ze jazyk okolia je
zaroven aj jazykom materinskym. Tym, Ze si dieta bude osvojovat cudzi jazyk, neosvoji si
automaticky materinsky jazyk bez aktivnej podpory. Spoliehanie sa vylu¢ne na kontakt
sinymi detmi, ktoré si slovencinu tieZ eSte len osvojuji, nemusi byt cestou k tspechu.
Vyraznu dlohu zohrava podnetné prostredie zo strany Skolky, ale je potrebné zamysliet sa
nad faktom, Ze jedna ucitel'ka ma v Skolke 20 deti a urcite sa nevenuje kazdému z nich
individualne.
Ak rodi¢ vydrzi vo svojom predsavzati a odhodlani vyrazne sa spolupodielat na
bilingvalnej vychove svojho dietata minimalne do obdobia jeho nastupu do skoly, vytvori mu
vyborny zaklad pre dalsi rozvoj kompetencii aj v naslednych cudzich jazykoch.

VSetky spomenuté zasady platné pre intencny bilingvizmus, su aplikovatelné aj na
rozvoj viacjazycnosti, ale ked’' si uvedomime, aké naroc¢né je ich dodrziavanie uz pri jednom
cudzom jazyku, je inten¢na metdda pri dvoch cudzich jazykoch takmer neuskutocnitelna.
Vyraznu ulohu by v tomto pripade zohrava aj jazyk krajiny, ¢i oblasti, v ktorej dieta vyrasta.
V odbornej literatire ako aj na internetovych férach k problematike viacjazy¢nosti ndjdeme
popisané pripady, kedy dieta vyrastlo trilingvalne (napr. anglicky, franctuzsky, ¢insky) aj bez
podnetného vplyvu prostredia, ¢i bez toho, aby jeho rodicia pouZivané jazyky funkcionalne
delili, islo vSak zakazdym o deti uZ bilingvalnych rodicov, t.j. o prirodzenu viacjazy¢nost.

2.2 Ucenie sa cudzieho jazyka v domacom prostredi s prvkami bilingvalnej
metody

Na rozdiel od ¢istého bilingvizmu ¢i viacjazyc¢nosti, pri ktorych stale hlavnou zasadou
ostava, Ze s dietatom je potrebné rozpravat sa vylucne v cielovom jazyku, je tento sposob je
pre rodicov ovela jednoduchs$i a menej stresujuci ako inten¢ny bilingvizmus a vela rodicov
viiom uspeSne pokracuje aj niekolko rokov. Na druhej strane vSetci pozname rodicov
pociato¢ne nadchnutych intenénym bilingvizmom, ktori ho zréznych (rodinnych,
spolocenskych ¢i psychologickych) dévodov vzdali.

V avode tohto ¢lanku sa spomina, Ze o tento spOsob jazykového vzdelavania maju
zaujem aj ti rodicia, ktori nehovoria Ziadnym cudzim jazykom, napriek tomu maji zaujem
o jazykové vzdeldvanie v domacom prostredi, preto sme odpordcania pre tdto metédu
rozdelili do troch zakladnych skupin.

KedZe centralnou témou tohto ¢lanku je rozvoj viacjazyc¢nosti a nie dvojjazyCnosti
v rodinnom prostredi, budeme sa v nasledujicom texte venovat’ vylucne tejto problematike.

,Na otdzku, kol'ko jazykov sa je moZné naucit, moZeme dnes uz s urcitostou povedat,
Ze biologicky nie su vtomto ohlade urcené Ziadne hranice. Su ludia, ktory hovoria bez
problémov piatimi ¢i Siestimi jazykmi. Vo vSeobecnosti vSak nie sme taki mobilni, aby sme
v priebehu Zivota prisli do styku s takym mnoZstvom jazykov. Ale kontakt s dvoma, troma
jazykmi, nie je v dnesnej Eurépe ni¢im vynimocny.“ (Wode, 1993, s. 4, volny preklad autorky)

2.2.1 Odporucania pre rodicov, ktori neovladaju ziadny cudzi jazyk

Ak rodic¢ aktivne neovlada Ziadny cudzi jazyk a napriek tomu chce u dietata vybudovat
zaklady viacjazycCnej vychovy, nie je tento ciel taky nerealisticky, ako by sa na prvy pohlad
zdalo. Pri dodrziavani spravnych zasad je moZné dietatu sprostredkovat solidne zaklady
dvoch cudzich jazykov.

- Kvalitné jazykové podnety. KedZe rodiC nie je schopny rozpravat sa s dietatom
v cudzom jazyku, musi ho vystavit kvalitnym a neustale sa opakujicim jazykovym podnetom
z inej strany, napr. nechat ho pozerat a pocdvat pévodné televizne rozpravky a pustat mu
pesnicky (osobne odpori¢am CD a DVD Hocus-Lotus, ktoré si vhodné predovsetkym pre
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malé deti). Znova zdorazniujem kvalitu tohto vplyvu. Mne osobne sa uZ stalo, Ze som svojim
detom kupila CD nahravky anglickych rozpravok a ukazalo, Ze boli nahovorené ceskym
hovorcom, pricom tento prizvuk bol v nahravkach jasne pocutelny. Rodi¢ by sa nemal
spoliehat’ ani na to, Ze kvalitny cudzojazy¢ny vplyv zabezpec¢i kamaratka, ktord bola rok
v zahranici. Ak si rodi¢ nedokaZe overit kvalitu sprostredkovanych jazykovych podnetov, mal
by sa obratit na niekoho, kto to dokaze, kym je dieta niecomu vystavené. Ak je to aspon
trochu mozné, mal by rodi¢ dietatu umozZnit aj aktivny kontakt sludmi, ktory cudzim
jazykom hovoria, idedlne su tzv. hravé cudzojazyc¢né stretnutia rodicov s detmi, ktoré
v sucasnej dobe organizuje uz vacsina materskych centier.

- RozloZenie viacjazycnych podnetov. Ak sa rodi¢ rozhodne pre sprostredkovanie
dvoch jazykov, ma (podobne ako pri bilingvizme) moZnost simultdnneho a sekven¢ného
pristupu.

V prvom pripade vystavuje rodi¢ dieta dvom cudzojazyénym podnetom pribliZzne
v rovnakom obdobi, tieto by sa vSak nemali chaoticky prelinat. Dnes uz vieme, Ze kedysi zlaté
pravidlo bilingvalnej vychovy, jeden clovek - jeden jazyk, je uZ prekonané. Dieta sa nauci
rozoznavat jednotlivé jazyky aj napriek ich prelinaniu. Ked’ si vS§ak my, dospeli, uvedomime
realne komunikativne situacie, kedy vyuZzivame inventar viacerych jazykov, tieZ tento proces
v beZnej jazykovej praxi neprebieha tak, Ze jeden moment komunikujeme v jednom jazyku
a vdruhom momente, s tou istou osobou a v tej istej komunikativnej situacii, prepneme do
jazyka iného. Aby sa dieta naucilo rozoznavat medzi dvoma jazykmi rychlejsie, je potrebné
poskytnuit mu oporu vo forme jasného urcenia, kedy bude pocuvat ktory jazyk. Mne osobne
sa osvedcil pristup, kedy dieta rdno pocuva jeden jazyk a vecer druhy, u starSich deti
v Skolskom veku navrhujem pristup jeden den jeden jazyk, druhy den druhy. Druhou
moznostou je, ktoré oblibené rozpravky bude dieta pozerat v ktorom jazyku, ¢im si jazyk
spoji nie sice s konkrétnou osobou, ale s konkrétnou rozpravkovou postavickou.

V pripade sekventného pristupu sa dieta dostdva do kontaktu s cudzim jazykom
s rozdielom urcitého ¢asového obdobia, idealny je rok, dva. Vyhodou takéhoto pristupu je, Ze
dietatu je poskytnuty €as na ,udomdacnenie sa“ najskor v jednom jazyku, ¢im sa ulahcuje faza
rozliSovania medzi Struktirami, hlavne ak ide o typologicky pribuzné jazyky. Niektori rodicia
vSak namietaju, Ze takto dieta prichadza o urcité obdobie Zivota, ktoré by uz mohlo byt
naplnené aj kontaktom s druhym jazykom. Deti sa vSak ucia tak rychlo (bez aktivnej podpory
rozvoja jazyka aj rovnako rychlo zabudaju), Zze ,strata“ takého kratkeho obdobia urcite
negativne neovplyvni neskorSie jazykové kompetencie dietata. Okrem toho je dieta
v kontakte s prvym cudzim jazykom, CiZe dochadza k formovaniu mentalnych jazykovych
Struktur, ktoré sluzia ako zaklad pre nasledny jazykovy systém.

Vtomto momente je vhodné zamysliet sa aj nad poradim jazykov, ktoré chceme
dietatu sprostredkovat. Uvedomujem si, Ze v sicasnom obdobi je vyvijany enormny tlak na
anglicky jazyk anijako nespochybiniujem jeho vyznam, napriek tomu by sa mali rodicia
zamysliet nad otazkou, Ci je poradie jazykov, v ktorom angliCtina figuruje ako prvy cudzi
jazyk, vzdy vyhodné.

Testy uspesnosti Ziakov v cudzich jazykoch dokazuju (Butasova, 2009) a ucitel'ska prax
to potvrdzuje, Ze Ziaci, ktori v prvom roc¢niku zacali s inym cudzim jazykom ako anglickym
a anglicky jazyk pribrali nasledne v 6 rocniku, dosiahli v9 ro¢niku v oboch pripadoch
podobné vysledky. V pripade, Ze anglic¢tina bola prvym cudzim jazykom, vysledky v 9. ro¢niku
boli vyrazne odliSné v prospech anglictiny. V tejto oblasti prebieha v stiCasnosti na Katedre
nemeckého jazyka a literatiry vyskum, pre pripadné zdoévodnenie tohto stavu stru¢ne
uvadzam dva hlavné doévody. Nemecky jazyk je vo svojej Strukture v pociatocnych Stadiach
jazykového vzdelavania deti komplexnejsi ako anglicky jazyk a motivacia pre naucenie sa
anglického jazyka je kvdli jeho popularite ovela vysSia aj v obdobi neskorSieho jazykového
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vzdelavania dietata, ¢o nie je v suCasnom obdobi pripad nemcdiny, i inych jazykov. A ako
uvadza Wode (1993, s. 3) ,ked sa vSetky deti budu ucit anglicky, budi sa v budicnosti
uchadzat' o rovnaké pracovné miesta“

- Casovy faktor. Odborna literattira uvadza, Ze dieta by malo byt cudziemu jazyku
vystavené kazdy den po dobu jednej hodiny. Vzhladom na to, Ze v tomto konkrétnom
analyzovanom pripade, t.j., Ze rodi¢ dany jazyk neovlada a teda rozsah aktivit, ktoré moze
rodi¢ so svojim dietatom v cudzom jazyku vykondavat, je dost obmedzeny, uprednostnila by
som skor pravidelnost pre dizkou jazykového vplyvu. Rodi¢ by vSak nemal dietatu umoznit,
aby sa z cudzojazy¢nych aktivit stala vyberova aktivita podla nalady dietata. Kym dieta cudzi
jazyk vysostne neodmieta, pripadne nema iné psychické problémy, je to ako kazda ina
vychovna cinnost. Tak ako ho naucime pozdravit, ¢i nebehat pri jedle po miestnosti,
dokaZeme ho naucit aj akceptovat, Ze urcité aktivity budd odteraz prebiehat v cudzom
jazyku.

- Faktor veku. Mnohi rodicia sa pytaju, kedy by mali s cudzojazy¢nymi aktivitami
u malych deti zacat. Podla prikladu bilingvalnych deti moZe rodi¢ zacat s tymito aktivitami
hned’ od prvych tyzdinov Zivota dietata, nie je ale potrebné zbytocne sa nutit do ¢innosti, na
ktoré rodi¢ sdm nie je pripraveny. V idedlnom pripade by mal rodi¢ stihnat zaciatok
cudzojazycnych ¢innosti pribliZzne do 5. roku Zivota dietata, predovsetkym kvdli rozvoju
spravnych fonetickych kompetencii.

V tejto suvislosti sa vyndara aj otazka, do akého veku by mali rodicia s tymito aktivitami
u svojich deti pokracovat. Myslim, Ze najlogickejSia odpoved’ znie: dovtedy, do kedy s nimi
rodicia travia nejaky volny ¢as (pri spolo¢nom jedle, hrach alebo vyletoch) a zo strany dietata
nedochadza k prejavom vyrazného odmietania cudzojazycnych aktivit.

- Neucte sa spolu s dietatom len preto, aby ste ho mohli ucit. Niektori rodicia sa
v snahe naucit svoje dieta cudzi jazyk vrhni do jeho samostuddia, aby mohli s dietatom
v cudzom jazyku aj komunikovat. Tento pristup nie je moZné radikdlne zamietnut, lebo je
vyrazne ovplyvneny individualnymi faktormi ako napriklad vek rodica, jeho predchadzajuce
skuisenosti s cudzim jazykom, Styly a stratégie jeho uc¢ebného procesu, jazykovy talent, Ci Cas,
ktory dokaZe vlastnej jazykovej priprave obetovat. Nesmieme vSak zabudat na fakt, Ze dieta
sa uci ovela rychlejSie ako dospely aaj uplne inym spdsobom. Prijimané Struktury
neanalyzuje, berie ich ako celky a vo vacsSine pripadov dochadza k situaciam, ked' dieta rodica
v jazykovom napredovani predbehne. Znovu davam do popredia aj faktor spravnosti
pouzitych jazykovych Struktdr na vSetkych jazykovych drovniach spomenuty v kapitole 2. 1.
Ak vSak ma rodi€ pocit, Ze chce byt sucastou aj cudzojazycného sveta svojho dietata, je tato
snaha vel'mi vitana.

2.2.2 Odporucania pre rodicov, ktori ovladaja dva cudzie jazyky minimalne na
urovni B2 SERR

V porovnani s predchadzajicim pripadom patria do tejto skupiny rodicia, ktori su
Ciastocne schopni aktivne sa zapajat do cudzojazycnych aktivit svojich deti a vyrazne ich
podporovat’ v rozvoji. Aj v tejto skupine rodicia rieSia otazky, ktoré boli uz v tejto praci
¢iasto¢ne zodpovedané. Skila a rozsah aktivit, ktoré st rodi¢ia schopni so svojimi detmi
prezivat' v cudzom jazyku, je vSak ovela Sirsia, napriek tomu odporicam rodicom, aby sa dané
aktivity pripravili.

Okrem uz spominaného pozerania televizie a poctivania rozpravok a pesniciek patria
k takymto aktivitim: beZnda komunikacia, rozne hry s hrackami, ¢i domacim zvieratom,
spolocné kreslenie si spolu a popisovanie obrazka, prezeranie cudzojazycnych kniZiek a ich
spolo¢né cCitanie, ¢im je dietatu umoZnené postupne zachytit' aj vizualnu podobu pisaného
textu. Pre starSie deti uz existuje na kniznom trhu aj Siroka skala réznych pracovnych zoSitov
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zameranych na skoré vyucovanie cudzich jazykov a mnohé znich je moZné pouZivat aj
v domacom prostredi. Tieto aktivity by nemali byt obmedzované len na domace prostredie,
na druhej strane niekomu moéze vyhovovat intimna atmosféra domova. Deti sa v zndmom
prostredi viac sustredia na jazykové aktivity, nie na objavovanie nezndmeho okolia. Hlavna
vyhoda vopred pripravenych a materidlovo podloZenych aktivit spoCiva v tom, Ze rodi¢ sa
nemusi obavat, Ze sa v komunikacii prilis ¢asto vyskytnu situacie, kedy rodi¢ musi siahnut po
slovniku, lebo ich nedokaZe adekvatne vyjadrit.

Vyber jazyka v pripade sekvencnej viacjazyCnosti je vtejto skupine ovplyvneny
jazykovymi kompetenciami rodicov. Je logické, Ze rodicia si ako prvy cudzi jazyk zvolia ten,
v ktorom su sami uspeSnejsi.

V dalSom texte sa zameriame na najcastejSie chyby, ktorych sa rodicia z tejto skupiny
dopustaju.

- Spontannost. Vela rodi¢ov si mysli, Ze staci s dietatom v cielovych jazykoch len
komunikovat. Aj ked’ dodrZiavaju zasadu pouZzivania cudzieho jazyka len v urcité Casti diia, Ci
urcité dni, je tato Cinnost po formadlnej alebo obsahovej stranke vyrazne ovplyvnena
jazykovymi kompetenciami rodicov. Nie je na takej urovni, aby sa dokazali bez problémov
rozpravat s dietatom kedykolvek o akychkolvek témach. Pri pozorovani takychto jazykovych
situdcii som c¢asto bola nutena skonstatovat, Ze rodicia pouZivaju v prevaznej miere tie isté uz
overené frazy tykajuce sa stale tych istych aktivit pri spolo¢nom jedle, veCernom umyvani, ¢i
prezliekani sa. Jazykové struktury sa sice musia pravidelne opakovat, aby sa ich dieta naucilo,
ale je potrebné ich aj dalej rozvijat, aj ked' hovorime vylu¢ne o sprostredkovani zakladov
cudzich jazykov, pri ktorych je predpoklad, Ze ich dieta bude dalej samostatne a bez pomoci
rodiCov rozSirovat' v Skolskom prostredi, pripadne pri inych aktivitach. Pri tejto téme je opat
doleZita otazka viaczdrojovosti a kvality jazykovych podnetov.

- Vychovné problémy. Vela rodicov sa pyta, Ci je potrebné v Case prisne vyhradenom
na jazyky nikdy nepouzivat materinsky jazyk, aj keby iSlo o vychovné problémy. Na tomto
mieste je potrebné zamysliet' sa nad tym, o si rodicia pod tymto terminom predstavuju. Ak je
potrebné dietatu zakazat jedenie sladkosti, myslim, Ze takdto situaciu zvladne rodic aj
v cudzom jazyku, ale ak je dieta place, lebo si vel'mi ubliZilo pri pade, alebo sa hadZe o zem od
zlosti, je nacCase prejst do materinského jazyka. Moja rada v tejto oblasti znie, postupujte
prirodzene. Rodi¢ najlepSie pozna svoje dieta a vie, ktoré aktivity aj v mimojazykovej oblasti
su prei prinosné a ktoré naopak nanutené a z tohto dovodu neprinasajuce Zelany efekt.

2.2.2 Odporucania pre rodicov, ktori ovladaju dva cudzie jazyky na arovni C1 -
C2 SERR

Rodicia z tejto skupiny st schopni bez problémov komunikovat so svojimi detmi
v obidvoch jazykoch avréznych komunikacnych situdcidch. Rozhodujd sa medzi
simultannym a sekvenc¢nym pristupom, pricom z méjho pohladu sekvenény sposob prevlada,
nakol'ko rodi¢ ma moZnost odskusat si metodiku rozvoja viacjazy¢nosti najskor na jednom
jazyku a postupne pridava dalsi.

Vyber prvého cudzieho jazyka zavisi od preferencii rodicov a spoloCenskej prestize
zvoleného jazyka.

Odporucania pre rodicov z tejto skupiny sd len zhrnutim metéd a foriem popisanych
v predchadzajucich ¢astiach textu.

Zaver

Bez ohladu na to, ¢i rodi¢ vobec ovlada cudzi jazyk a ak ano, tak na akej urovni, moze
byt svojmu dietatu sprostredkovatelom, spolo¢nikom a podporovatelom na ceste k ziskaniu
viacjazy¢nej kompetencii. DdleZité je aj psychologické hladisko. V dneSnej uponahlanej dobe,
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kedy rodic¢ia c¢asto nemaju Cas na travenie spolocnych aktivit s detmi, méZzu byt aj
cudzojazycné aktivity jednou z moZnosti spolo¢ného travenie casu a sluzit na podporu
rodinnej sudrZnosti, ktora ¢asto v naSich rodinach absentuje.
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Abstrakt

Autori, zaoberajiici sa tymto aspektom v ramci vyskumu bilingvizmu, sa zameriavaji predovsetkym na vplyv
starsich stirodencov na jazykovy vyvin mladsich stirodencov alebo moZnostami rodic¢ov pri vychove starsich deti a
ich podpore vyvijajiicej sa dvojjazycnosti ich mladsich stirodencov. Oblast vzdjomného vplyvu stirodencov na jazy-
kovii rovnovdhu v dvojjazyénych rodindch je pomerne nepreskiimand. Cldnok poskytuje pripadovi $tidiu , v ktorej

Jje podrobne opisand jazykovd situdcia v slovensko-anglickej bilingvdlnej rodine. Matka pri vychove svojich dvoch
deti pouZiva metédu tzv. inten¢ného bilingvizmu, ¢o znamend, Ze s detmi rozprdva jazykom, ktory nie je jej mate-

rinskym jazykom ( ide o anglicky jazyk). Pri vychove désledne uplatiiuje Gramontov princip jeden clovek - jeden
jazyk. Na zdklade pozorovania komunikdcie medzi stirodencamiv spominanej bilingvdlnej rodine sa snaZime Spe-

cifikovat faktory, ktoré ovplyvriuju uprednostnenie jedného alebo druhého jazyka v stirodeneckej komunikdcii.

Abstract
The article investigates the domestic bilingual practices of Slovak — English bilingual children raised in Slovakia. The
kind of bilingualism implemented in the bilingual upbringing is so-called intentional bilingualism based on
Grammonts s principle. Qualitative research conducted in the bilingual families sought to show how siblings shape the
language environment in a bilingual family and how they influence and shift the language balance between the
languages. The research explores whether parents are able to promote both languages in the home or whether there
are other members of a family — siblings — who may act as mediators between the two languages and so support other
(mainly younger) siblings’ biliteracy. The results of the research show that the mutual support of siblings must be
learnt and encouraged in a bilingual family environment rather than parents expecting such support to appear
automatically.

Klicové slova: bilingvalny, dvojjazycny, bilingvalni sirodenci, jazykova komunikacia, bilingvalna rodina, pripa-
dova Stadia
Keywords: childhood bilingualism, intentional bilingualism, siblings’ support, biliteracy

1. Uvod

V sucasnosti, ked' sa cely svet globalizuje, zvySuju sa moZnosti cestovania a ziskania
zamestnania v zahrani¢i, mnoho slovenskych rodin ziskava moZnost Zit' v cudzej krajine. Tito
ludia potom maju prileZitost poskytnut svojim detom moznost vyrastat v bilingvalnom, resp.
multilingvalnom prostredi a ich deti tak dostavajd dar v podobe dvojjazyc¢nej vychovy. Tak,
ako je zlozité presne definovat, kto je a nie je bilingvalny, je rovnako zloZité definovat aj
bilingvalnu rodinu. Kazda bilingvalna rodina je ind a existuje mnoZstvo faktorov, ktoré
odlisuju jednu bilingvalnu rodinu od druhej. Medzi tieto faktory patri napriklad miesto alebo
krajina, v ktorej bilingvalna rodina Zije, sposob komunikacie medzi rodi¢mi, komunikacia
medzi rodi¢mi a detmi alebo komunikacia medzi detmi samotnymi. Prave komunikacia medzi
sirodencami v bilingvalnych rodinach a to, ako bilingvalni sirodenci ovplyviiuju jazykové
prostredie v takychto rodinach, je stale relativne malo preskimana oblast' v ramci vyskumu
bilingvizmu.
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2. Komunikacia medzi surodencami v bilingvalnych rodinach

Najnovsie Studie, ktoré skimaji bilingvizmus, potvrdzuji, Ze sdrodenci skutocne
ovplyviiuju spo6sob komunikacie v bilingvalnych rodinach. Baker [1] uvadza, Ze jazykova
rovnovaha vrodine sa meni s prichodom mladSieho strodenca a starS$i sdrodenec
predstavuje pre mladSieho jazykovy vzor. Jazykova interakcia v rodine je od narodenia
starSieho surodenca pevne zakorenend, ¢co méze mat za nasledok pomalsi dvojjazycny vyvin
mladSich surodencov. Jednym z doévodov takéhoto pomalSieho vyvinu je to, Ze mladsi
surodenci su vyluceni z mentdlne narocnejSej komunikacie medzi napr. matkou a starsimi
surodencami aako aj skutoCnost, Ze kopiruja starSich surodencov v reci, ¢asto s ich
pripadnymi nedokonalostami a nepresnostami. Zaujimavy pohlad na komunikaciu medzi
sirodencami v bilingvalnych rodinach, kde starsi surodenec vystupuje v ulohe ,ucitela“
mladSieho sturodenca, vysvetluje a opravuje ho v reci, ponuka Suzanne Barron-Hauwaert [2].
Azmita a Hesser [3] vo svojej Studii uvadzaju, Ze v ramci surodeneckych interakcii boli sestry
efektivnejsie ucitel’ky ako bratia. Toto zistenie podporuje aj Stefanik [4], ktory na priklade
svojich dvoch intencne bilingvalnych deti ukazuje, Ze starSia sestra bola a je od malic¢ka pre
svojho mladSieho brata autoritou a tento jej vplyv sa prejavoval taktieZ na reCovom vyvine jej
brata. Okrem toho si pokladala za povinnost opravovat svojho brata, ak sa dopustil v reci
nejakych vacsich chyb a upozornovat na tieto chyby otca. Obied vo svojej stadii [5] uvadza
vysledky vyskumu, v ktorom skimala ulohu sirodencov pri formovani jazykového prostredia
v bilingvalnych rodinach. Jej vysledky potvrdzuju vysSie spominané zistenia, Ze s prichodom
mladSieho surodenca do rodiny dochadza k jazykovému posunu v rodine a starsi sirodenci
by mali vystupovat ako sprostredkovatelia obidvoch jazykov pouZivanych v rodine a od
zacCiatku podporovat vznikajicu dvojjazycnost mladSieho surodenca. Tato rola starSich
surodencov v bilingvalnej rodine vSak musi byt vedome osvojovana, alebo formovana a
podporovana zo strany rodi¢ov, neZ by mali rodifia ocakavat, Ze sa vyvinie prirodzene.
Jazykovou gramotnostou nadobudnutou v domacom prostredi od utleho veku sa zaoberaju
napr. autorky Ruckova a Vareckova v [6].

3. Pripadova Studia
3.1 Opis 0s0b v pozorovanom prostredi

Rodina Hurajova je nuklearna rodina, v ktorej pocas pracovného tyZdna rodicia travia
Cas so svojimi detmi prevazne popoludni a vecer. Vynimkou st vikendy a prazdniny, kedy s
nimi travia cely volny c¢as, chodia s detmi do prirody alebo na vylety. Matka rozprava s detmi
(9-ro¢ny Henrich a 6-ro¢na Veronika) od rana do veCera po anglicky. V tomto pripade ide o in-
ten¢ny druh bilingvizmu - to znamena, Ze napriek tomu, Ze matka je rodena Slovenka, so svo-
jimi detmi sa rozprava od narodenia vylu¢ne po anglicky, a to nielen doma, ale aj na verejnos -
ti. Dodrziava pritom Gramontovu metédu jeden Clovek - jeden jazyk. S otcom komunikuju
deti po slovensky. Rano matka poziada deti, aby upratali svoju izbu, lebo inak sa nep6jdu von
hrat. Henrich odpoveda plynulou angli¢tinou, protestuje. Potom matka poZiada mladsiu Vero-
niku, tieZ v anglictine, aby si upratala svoje hracky. Veronika sa snaZi sice odpovedat po an-
glicky, ale vo svojej anglictine pouZziva vela slovenskych vyrazov, ktorymi nahradza slovj,
ktoré nevie vyjadrit po anglicky. Matka svoju Ziadost' zopakuje este raz po anglicky, na ¢o Ve-
ronika odpoveda tieZ v anglictine, ale jednoduchou vetou. Henrich za¢ne Veronike vycitat,
preco mu nepomaha upratovat izbu. Hovori s fiou po slovensky, ona mu tieZ odpoveda po
slovensky - deti teda spolu komunikuji takmer vylucne po slovensky. V tej chvili vchadza do
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izby aj otec a po slovensky zacne detom dohovarat, aby si upratali izbu. Deti reaguju v sloven-
Cine, navzajom sa obvinujuc, ktory z nich nechce upratovat. Potom otec odide z izby a spolu s
matkou sa za¢nu rozpravat po slovensky.

Vecer matka ¢ita detom rozpravku v anglictine. Je to beZny zvyk, Ze pred spanim matka
(v anglictine) alebo otec (po slovensky) ¢ita detom pred spanim pribeh na dobru noc. S ¢ita-
nim v angli¢tine zacala matka od Henrichovho raného detstva, kedy doma zacala budovat
kniZnicu v angli¢tine. Do dneSného dna obsahuje kniZnica deti asi dvesto titulov v angli¢tine.
Henrich sa ochotne posadi vedla matky na postel a ta zacina Citat' pribeh Three Billy Goat
Gruff. Henrich rozumie vSetkému, chdpe zapletku. Matka si overuje porozumenie u deti
kladenim dodatocnych otdzok - ak su niektoré slova a vyrazy pre deti zlozité, nahradi ich
jednoduchs$imi vyrazmi v anglic¢tine alebo vysvetli ich vyznam - opat' v angliCtine. Veronika
sedi pri matke, pociva a so zaujmom si prezera obrazky v knizke. Nerozumie vSak vSetkému,
¢o matka ¢ita, a ma problémy s pochopenim deja. Matka sa teda snazi dej pribehu zjednodusit’
a vetu po vete trpezlivo vysvetluje zapletku. TaktiezZ Henrich vysvetluje Veronike vyznam nie-
ktorych slov, ale po slovensky. Aj napriek tomu Veronika po par minttach straca o Citanie
zaujem, vybera z police knihu o Cervenej Ciapoc¢ke a zacina si ¢itat sama pre seba po sloven-
sky, hoci kniha je napisana v angli¢tine (Veronika eSte nevie ¢itat).

Matka Anna - 37-ro¢nda Zena s univerzitnym vzdelanim. VyStudovala anglistiku a ger-
manistiku na univerzite, od skoncenia Stidia sa aktivne venuje vyuCovaniu anglického jazyka,
prekladaniu a prileZitostne timoceniu z anglictiny. V sicasnosti p6sobi ako odborna asistent-
ka na univerzite. Je Slovenka a jej rodny jazyk je slovencina. Anglictinu ako cudzi jazyk si
osvojila Stidiom na gymnaziu a univerzite a zdokonalovala si ju kratkodobymi pobytmi v an-
glicky hovoriacich krajinach. Ma Siroku slovnu zasobu a takmer dokonale ovlada gramatiku.
Rodnou re¢ou matky nie je anglictina a je v nej citit cudzi (slovensky) prizvuk. Hovori tieZ po
nemecky a pasivne ovlada rustinu.

Otec Ladislav - 38-ro¢ny muZ s univerzitnym vzdelanim. VyStudoval matematiku a in-
formatiku na univerzite a v sucasnosti pdsobi na univerzite ako odborny asistent. Vyucuje in-
formatiku. Hoci cudzie jazyky nepatria medzi jeho konicky, je badatelny jeho pozitivny pri-
stup k uceniu sa anglictiny u jeho deti. Anglictinu ovlada na drovni stredne pokrocilého a pa-
sivne ovlada nemcinu a rustinu.

Syn Henrich - 9-ro¢ny chlapec. Od narodenia vyrasta na Slovensku, v slovenskom pro-
stredi, cela rodina, s vynimkou jeho matky, s nim hovori po slovensky a slovencina je jeho rod-
nym jazykom. Od narodenia s nim matka rozprava po anglicky, uplatiiujuc Gramontov princip
jeden ¢lovek - jeden jazyk. V tomto pripade ide o tzv. intenény bilingvizmus (Stefanik, 2000, s.
28), ked’ sa rodic¢ zdmerne rozprava s dietatom v jazyku, ktory nie je jeho rodnym jazykom v
snahe naucit ho tento cudzi jazyk. Vysledkom matkinej snahy je relativne vysoky stupen
ovladania anglictiny u Henricha, a to predovsetkym v zru¢nostiach rozpravanie a poctvanie.
Henrich momentalne navstevuje 3. ro¢nik zakladnej Skoly a kedZe uZ vie Citat aj pisat v
slovencine, pozorujeme u neho snahu citat jednoduchsie slova a vety aj v anglictine. SnaZi sa
pisat’ aj anglické slova, ale so slovenskym pravopisom. KedZe je schopny pouZivat anglictinu
aj v emocne vypatych situaciach (plac, rozcuilenie, hadka...), dovolime si tvrdit, Ze anglictina je
jeho druhym rodnym jazykom.

Dcéra Veronika - 6-ro¢né dievca, Henrichova sestra. Je to malé komunikativne dievcat-
ko. Takisto od narodenia vyrasta v slovenskom prostredi. Hoci aj u nej matka od narodenia
aplikovala metddu inten¢ného bilingvizmu, vysledok je menej uspokojivy ako v pripade jej
starSieho brata. Veronika dokaZe pouZivat’ anglictinu na urc¢itom stupni, rozumie vSetkému,
¢o jej matka po anglicky povie, dokaze tvorit jednoduché vety, ale jej slovna zasoba je obme-
dzena. Zretelna je aj interferencia medzi slovencinou a anglictinou - ¢asto miesa jazyky a v
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pripade, ked’ nieco nevie vyjadrit po anglicky, automaticky prechadza do slovenciny. V sucas-
nosti navstevuje slovenski matersku skolu.

3.2 Rodinna anamnéza

Rodina je dvojjazy¢na, kde otec rozprava s detmi vylu¢ne po slovensky a matka roz-
prava s detmi vylucne po anglicky, ale s otcom po slovensky. RodiCia sa medzi sebou rozprava-
ju po slovensky. UZ pred narodenim prvého dietata, syna Henricha, sa matka rozhodla, Ze svo-
je deti bude vychovavat v anglictine. Nemala Ziadne teoretické poznatky o bilingvizme,
k problému pristupovala ako k urcitému druhu dobrodruZstva. Po precitani knihy Jeden
¢lovek - dva jazyky [7], ktorej autorom je slovensky lingvista Jozef Stefanik, sa rozhodla pri
dvojjazycnej vychove svojich deti aplikovat metédu jeden Clovek - jeden jazyk. Matka plne vy-
uzila cas, kedy so svojim synom zostala doma na materskej dovolenke aZ do doviSenia jeho
veku troch rokov. Pocas tohto obdobia sa so synom rozpravala vylucne po anglicky, ¢itala sy-
novi vylucne anglické knizky a pozerali ¢i pocuvali anglické rozpravky a piesne. Doteraz
zhromazdila vel'’ké mnozZstvo knih, audiovizudlnych materialov a réznych detskych cvi¢ebnic
v angliCtine, Co je prinosné aj pre fu samotnu. Synovi sa po anglicky prihovarala aj na vere;j -
nosti, ¢o niekedy vyvolavalo prekvapené reakcie okolia. Po ¢ase sa situdcia ustdlila a okolie a
ostatni rodinni prisluSnici tejto skuto¢nosti prestali venovat zvySenu pozornost. Od naro-
denia deti je vytrvald v pouzivani angli¢tiny vo vychove. Na druhej strane treba spomenut, Ze
syn Henrich angli¢tinu ako komunikac¢ny jazyk medzi nim a matkou dplne akceptuje, bez
problémov rozprava a odpoveda po anglicky. Ma plynulu angli¢tinu a Siroku slovnud zasobu.
Nema problémy pocdvat autentické nahravky v anglictine a rozumiet im. Obidva jazyky
(slovencCinu a anglictinu) striktne oddeluje, pouziva ich v réznych situaciach a v jeho vyro-
koch sa nevyskytuja takmer Ziadne interferencie v Ziadnej jazykovej rovine (morfologickej,
lexikalnej alebo syntaktickej). Ked' mal Henrich pat rokov, rodina stravila tri mesiace v ne-
meckom Mnichove, kde navs$tevoval medzinarodni materski Skolu. KedZe nemcinu neo-
vladal, s detmi a ucitel'kami komunikoval v anglictine, ¢o povzbudivo vplyvalo nielen na neho
samotného, ale predovsetkym na jeho matku.

Situacia sa vyraznejSie nezmenila ani po narodeni mladSej dcéry Veroniky. Henrich si
svoju uroven anglictiny zachoval, hoci pomer pouzivania jazykov v rodine sa zmenil. Vo veku
Styroch rokov zacal navstevovat slovenskd materskd Skolu a slovencina sa tak stala domi-
nantnym jazykom pocas dna. S matkou rozpraval po anglicky len poobede a vecer. Zmeny v
jeho bilingvalnom vyvoji pozorujeme po jeho nastupe do zadkladnej $koly. Dominantnym jazy -
kom pocas diia sa pre neho stala slovencina, ¢o sa vzapati odzrkadlilo najma v oslabeni jeho
slovnej zasoby v angliCtine, v syntaktickej rovine v objaveni sa mensich problémov pri tvorbe
dlhsich alebo naro¢nejsich anglickych viet alebo pri doslovnom prekladani slovenskych fraz
do anglictiny. Ked’ mal Henrich sedem rokov, jeho matka sa pokusila naucit’ ho ¢itat' v anglicti-
ne a s radostou zistila, Ze bez problémov bol schopny ¢itat jednoduchSie slova alebo vety, na-
priklad v leporelach. V stic¢asnosti situacia pokrocila, kedZe ovlada vSetky pismen4, je schopny
precitat’ aj dlhsie slova ¢i celé vety, pricom chape ich vyznam. Pri komunikacii so svojou ses-
trou pouZziva takmer stdle slovencinu, lebo to povazuje za prirodzené. V pripade silnej vonkaj-
Sej motivacie od rodicov (kdpa hracky, viano¢ného darceka, atd.), okamzite prechadza do an-
glictiny a je schopny rozpravat sa so sestrou len po anglicky, hoci len po vopred dohodnuty
dany c¢as (napr. jeden mesiac).

Narodenie mladsej sestry Veroniky bolo dolezitou udalostou v Zivote Henricha, na jeho
recovom vyvine sa to vSak vyznamnejSie neprejavilo. Naopak - musime konstatovat, Ze vplyv
starSieho surodenca sa prejavil na recovom vyvine Veroniky. Jednym z dévodov, preco Veroni-
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ka nedosiahla rovnaky, resp. priblizne rovnaky stupen ovlddania anglictiny, je aj skuto¢nost,
Ze nebola prvorodenym dietatom, a nedostalo sa jej tak mimoriadnej pozornosti, snahy a
odusevnenia zo strany jej matky pri bilingvalnej vychove. Dal§im dévodom je pritomnost
starSieho sdrodenca, ktory s nou takmer vylucne komunikuje po slovensky. Vysledkom pé6so-
benia tychto faktorov je Veronikina imunita vo¢i snahe matky komunikovat po anglicky a pri
komunikdcii s nou uprednostiiuje slovencinu. V tejto situdcii je potrebné uvazovat o psycho-
logickych faktoroch, ur¢itom natlaku pouzivat cudziu rec, kedy dieta vie, Ze matka rozumie aj
inu re¢, a tak sa voci tomu buri. Hoci matka pouZzivala rovnaké metédy a prostriedky ako v
pripade jej starSieho brata, Veronika nikdy nedosiahla Uroveini Henrichovej anglictiny. Od
narodenia obidva jazyky miesa, anglické slova nahradza slovenskymi, na syntaktickej irovni
kopiruje slovensky slovosled v anglickych vetach a ¢asto predstiera, Ze po anglicky nerozumie
a odmieta tak rozpravat. V anglictine tvori prevazne jednoduché vety a je tieZ zrejmé, Ze ma
obmedzenu slovnud zasobu v anglictine, ¢o je zrejme nasledkom nedostato¢nej podpory cita-
telskych zrucnosti zo strany jej matky. TaktieZ je zretelny slovensky prizvuk v anglickom
prejave obidvoch deti.

Ako sme spominali vysSie, Henrich a Veronika medzi sebou komunikuju takmer vyluc-
ne po slovensky. Angli¢tina ma velmi nizku frekvenciu vyskytu. PouZitie jedného ¢i druhého
jazyka medzi sirodencami zavisi od viacerych faktorov, z ktorych sme niektoré spominali
vyssie.

Medzi najddleZitejsie podla Stefanika [4] patria:

Casové obdobie a prostredie - tento faktor pouZivanie jedného ¢i druhého jazyka
v pripade Henricha a Veroniky nijako neovplyvnil, kedZe Ziju v slovenskom prostredi.
Pocas spominaného pobytu v Nemecku mal Henrich prileZitost pouZivat anglic¢tinu v
materskej Skole a zdokonalit' sa v nej, pomer anglickych a slovenskych rozhovorov
medzi surodencami to vSak vObec neovplyvnilo, nakol'ko Veronika v ¢ase pobytu
v Mnichove nerozpravala ani po slovensky (mala vtedy dva roky);

pritomnost’ resp. nepritomnost kamaratov alebo jedného z rodicov - ani tento faktor
neovplyviiuje vyskyt pouzivania niektorého z jazykov v pripade Henricha a Veroniky;

predmet hry - redlie a postavy typické pre jednu krajinu maju tendenciu vyvolat cas-
tejSie pouzivanie jedného jazyka. V naSom pripade sa ani tento faktor nepotvrdil.

Stratégie dvojjazy¢nej vychovy maju svoje pravidla, ktoré deti casto vedome alebo nevedome
porusuju. Nérska vedkyna Lanza [8] vypracovala nasledujicich pat stratégii, ktoré rodicia
pouzivaju, ked' deti porusuju dané stratégie dvojjazycnej vychovy:

rodic¢ predstiera, Ze nerozumel - rodic¢ od dietata poZaduje, aby situaciu objasnilo
a predstiera, Ze vyroku v inom jazyku nerozumel

rodic sa pyta tak, aby dieta muselo odpovedat v danom jazyku

rodic¢ po dietati zopakuje slovo v ,spravnom" jazyku, nenuti vsak dieta, aby sa opravilo

rodi¢ nevenuje chybe pozornost a prehliada ju

rodi¢ zmeni jazyk spolu s dietatom

Je potrebné podotknut, Ze ani jedna zo spominanych stratégii nie je univerzalna
v urcitej situdcii. V naSom konkrétnom pripade sa najviac osved¢il postup, ked’ matka
predstiera, Ze dcére, ktora odpoveda po slovensky, nerozumie, a poZaduje od Veroniky, aby
odpovedala po anglicky. Casto po nej aj zopakuje slovenské slovo po anglicky, ¢o ma za
nasledok, Ze Veronika sa opravi a povie slovo po anglicky.
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4. Zaver

Vyznamny faktor, ktory mal vplyv na uprednostnenie jedného z jazykov (pouZivanie
anglictiny) bilingvalnymi sirodencami z naSej pripadovej Studie, bola externa motivacia zo
strany rodicov. Ak rodic¢ia motivovali Henricha, aby sa so sestrou rozpraval po anglicky tak, Ze
mu slubili nejaka hracku alebo int vyhodu, bol ochotny pouzivat v komunikacii s Veronikou
vylucne angli¢tinu po dohodnuty Cas (napr. jeden tyZden alebo mesiac). Vysledok takejto
komunikacie mal pozitivny vplyv na rozvoj Veronikinych komunika¢nych zrucnosti v anglicti-
ne. Treba vSak podotknut, Ze takato situacia vyzaduje sebadisciplinu zo strany dietata a rodi-
Cov pri jeho dodrZiavani. Jednym z najdéleZitejsich faktorov, ktory deti ovplyviiuje, je aj jazyk,
ktory s nimi pri komunikacii pouziva matka (v ranom veku), neskor tito dlohu moZze prebrat
otec.
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Abstrakt
Prispevok popisuje priebeh medzindrodného vyskumného projektu “Starime sa dvojjazycnou rodinou!”. Projekt je
podporeny Eurépskou tiniou programom pre celoZivotné vzdeldvanie pod ¢islom: 511515-LLP-1-2010-1-IT-KA2-
KA2MP.

V prirodzenom experimente bolo sledovanych v piatich krajindch 125 rodin, ktoré sa rozhodli naucit' sa spolocne a
v beZnom kaZdodennom Zivote pouZivat cudzi jazyk. Rodiny pracovali so vzdeldvacim modelom narativnym formd-
tom vytvorenym a testovanym T.Taeschner v prostredi materskych skél, dostali k vyuke inovativne materidly a on-
line tiitora na webstrdnke www.bilfam.eu. Rodiny boli motivované osvojit'si jazyk pomocou réznych aktivit. Sprdva-
nie, spésoby vyucby, tuspechy, ale aj problémy rodiny zaznamendvali v ¢ldnkoch ucastnikov projektu na strdnke a
tieto sme neskor kvalitativne spracovali. Vyskum poukazuje na potrebu systematicnosti a osobného zanietenia pri
prdci s detmi a na ndrocnost' kazdodenného pouZzivania dvoch jazykov v rodindch. Upozortiujeme na moZnost ndh-
leho odmietania deti venovat sa cudziemu jazyku v rodine a ukazuje mozZnosti ako opdt nastartovat’ detski moti-
vdciu pre cudzi jazyk.

Abstract
This paper describes the progress of the international research project “Let’s become a bilingual family’. The
project is supported by the EU programme for lifelong learning under the number 511515-LLP-1-2010-1-IT-KA2-
KA2MP.

The experiment monitored 125 families from five countries. These had to decide to learn and use a foreign
language together in their ordinary everyday lives. The families worked with the educational model of narrative
format created and tested by T. Taeschner in kindergartens. They were given innovative teaching materials and an
online tutor on the www.bilfam.eu website. Encouraged to learn a language through different activities, their
behaviour, teaching methods, successes and challenges were recorded in articles by project participants on the
project website and processed qualitatively later. The research highlights the need for a systematic approach and a
passionate commitment to working with children. It covers the difficulty of daily use of two languages in the family,
the sudden refusal of children to learn a foreign language and shows ways to rekindle children’s motivation to
learn a foreign language.

v

KIacové slova: bilingvdlna rodina, narativny formdt, osvojenie si druhého jazyka, motivdcia k uéeniu sa jazyka
Keywords: bilingual family, narrative format, second language acquisition, motivation to learn language

1. Uvod

Dvojjazytné prostredie ako dosledok prirodzeného spbésobu Zivota l'udi nie je ni¢im
vynimocné. Na Slovensku kaZdy piaty obcéan je prisluSnikom narodnostnej mensiny [4].
Mnohé deti sa rodia do bilingvdlneho prostredia a osvojuju si dva jazyku sucasne ako
materinské. Prelinanie kultir a otvorenie hranic medzi jednotlivymi Statmi ma prirodzeny
dosledok vytvarania aj inych ako typickych rodin pre ndrodnostné mensiny. Uvedomovanim
si potreby pouzivat a ovladat na viac ako len komunikacnej urovni cudzi jazyk, vedie
mnohych rodicov, ktori rozpravaju dobre cudzim jazykom (preZili ¢ast Zivota v zahranici) k
zaujmu ucit doma svoje dieta cudzi jazyk. Na Slovensku sa pomerne casto stretdvame so
skuto¢nostou, Ze monolingvalni rodi¢ia majd zaujem vychovavat svoje dieta bilingvalne -
vacsinou slovensko-anglicky, alebo slovensko-nemecky (slovensko-franctizsky). Ini rodicia
chcd naucit’ dieta cudzi jazyk eSte pred vstupom do zdkladnej Skoly, no z réznych dévodov
nemaju zaujem o inten¢ny bilingvizmus.
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Teoretické vymedzenie projektu ,Stafime sa dvojjazy¢nou rodinou!“ (dalej Bilfam) je
postavené na poznatkoch profesorky Taeschner o osvojovani si dvoch cudzich jazykov v
prirodzenom prostredi [5] a na nou vytvorenej metdde narativneho formatu Hocus a Lotus,
ktora aktivizuje prirodzeny sp6sob osvojovania si cudzieho jazyka u deti vo veku od 1,5 do 11
rokov v $kolskom prostredi [6]. Projekt BilFam dopiiia predchadzajice medzinarodné
vyskumné projekty, ktoré potvrdili efektivnost modelu narativneho formatu pri vyucovani
deti v materskej a zakladnej Skole [6], deti s Downovym syndrémom [1] a tieZ adolescentow.
Metdda a zadkladné informacie o projekte BilFam su popisané v ivodnom ¢lanku z plenarnyhc
prednasok v tomto zborniku.

Cielom projektu je overit model narativnaho formatu aj v rodinnom prostredi, zistit
nakol’ko je rodi¢ schopny byt ucitelom vlastného dietata, s akymi problémami sa pri vyucbe
bude stretavat a ¢i bude vyucba v domacom prostredi dostato¢ne uc¢inna. Deti sa v domacom
prostredi naucili dspesne rozpravat prvym jazykom a je teda predpoklad, Ze ak rodicia
pouziju efektivny nastroj pre vyucbu cudzieho jazyka, je vysoko pravdepodobné, Ze deti sa
naucia komunikovat' aj v druhom jazyku. Délezitym vychodiskom pre tento predpoklad je,
schopnost rodica vytvorit rovnaké podmienky pre naucenie sa nového jazyka, ako to bolo pri
uceni sa prvého materinského jazyka (emocie v komunikacii, dobry vztah s komunika¢nym
partnerom/vyucujicou osobou, mnoZstvo casu straveného spolocne pri roznych aktivitach
pocas celého diia, hlavne pri detoch mladsSich ako tri roky)|[5].

2. Informacie o projekte

Projekt BilFam prebieha od decembra 2010 do novembra 2012 za spoluucasti
nasledujucich partnerov: Univerzita v Rime, Katedra dynamickej a klinickej psycholégie
(Taliansko), Univerzita v Edinburghu, Bilingualism Matters (Vel'ka Britania), Pau Casals
Institucion v Barcelone (Spanielsko) a EuroEd Foundation v Iasi (Rumunsko). KaZda krajina
sledovala 25 rodin s detmi vo veku od 1,5 do 10 rokov (prednostne deti vo veku od 3 do 6
rokov). Rodiny boli na zaciatku projektu zaskolené do metédy narativneho formatu (bliZSie o
metode v c¢lanku Pirchio a kol. v uvode tohto zbornika), boli im odovzdané kompletné
materiadly k samostatnej praci, Specidlne pre tento projekt vypracovany sprievodca pre
rodi¢ov a pocas celého projektu im bol k dispozicii online tdtoring na webstranke projektu.
Vsetky rodiny mali povinnost po nauceni sa pribehu informovat o postupe a spdsobe ucenia
sa na projektovej stranke, vytvorit video z aktivity k danému pribehu a nakreslit obrazok k
pribehu.

2.1 Praca rodin pocas projektu

Rodiny boli motivované pisat’ svoje zazitky a skusenosti, navzajom sa informovat a
podporovat’ a postupne vykonavat rézne aktivity. Celkovo bolo pre rodiny pripravenych 13
roznych aktivit. Zakladné aktivity pre rodiny boli:

dramatizacia pribehov podla manualu pre ucitelov [7]

spievanie mini-muzikalov a aktivne ale aj mimovolné poc¢dvanie CD s pribehmi v aute,
doma pri hrani, pred zaspavanim a pod.

pozeranie DVD s pribehmi kazdy den

Pocas doby trvania projektu boli rodinam dopliiované nasledujtce aktivity:

E-knizka - rodiny mali k dispozicii elektronické knizky s pribehmi, kde deti pohli samé
klikat na obrazky, pocuvat znenie textu, opakovat a posuvat sa v texte podla potreby

Domace divadlo - rodiny mali za dlohu vytlalit' si a vytvorit vlastné divadielko ku
kazdému z pribehov a pomocou takéhoto divadielka si opakovat pribehy
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Nahravanie VOKI avatara- tato aktivita prebiehala na Specialnej internetovej stranke
www.voki.com, ktord sluZi ucitelom pre on-line pracu so Ziakmi. Je tu mozZné si
vytvorit' vlastného zastupcu (voki-avatara), ktori rozprava za deti. Voki je nasledne
moZné poslat’ na lubovolny mail, alebo umiestnit na strdnku a tak zdielat svoje
myslienky s inymi. Rodiny boli podporované, aby nahravali svoje odkazy a posielali ich
inym rodinam, uverejiovali na projektovej stranke. Tato aktivita mala za ciel’ donutit
deti a rodiCov, aby k jazyku pristupovali aktivne a aby zacali novym jazykom rozpravat.

Moja dinoknizka - je aktivita, ktora zaujala kreativne deti. Rodi¢ia detom vytlacili
podklady, vytvorili si z nich kniZku a nasledne prerozpravali novy pribeh na video
alebo voki.

BilFam video aktivita sa snaZila zachytavat r6zne obdobia a aktivity rodicov a deti. Po
kazdom zvladdnutom pribehu, aktivite, rodiny urobili video a umiestnili ho na
projektovu stranku. Takto videli nie len svoje pokroky, ale aj pokroky inych rodin a
mohli sa navzajom motivovat.

Hocus a Lotus - stolova hra ma za tlohu upevnit’ poznatky naucené v prvych Siestich
pribehov.

Aktivita Porozumeli ste? Priniesla rodicom novy pribeh, s novou slovnou zasobou.
Ulohou rodi¢ov a deti bolo pozriet si pribeh a pomocou obrazkov ho prerozpravat.
Prerozpravanie pribehu rodicia natac¢ali na video alebo VOKI.

Aktivita ,Jazyk v kazdodennom Zivote“ podporovala pouZivanie cudzieho jazyka pri
beZnych kaZdodennych aktivitach - napriklad priprava ranajok, obliekanie sa do
skolky/skoly, pecCenie kolaca, veCerné kiipanie sa a pod.

Video-konferencia je aktivita zamerand na podnecovanie aktivneho pouZivania
cudzieho jazyka detmi. Rodiny sa on-line stretli s inymi rodinami a mali za ulohu
zvladnut beznui komunikaciu pomocou fraz a viet z naucenych pribehov.

Poslednou aktivitou je Dino kviz, ktory sliZi nie len pre vlastné otestovanie
porozumenia v cudzom jazyku rodiCov a deti, ale je zaroven aj vyskumnym nastrojom
pre poznanie Urovne porozumenia cudzieho jazyka deti po roku a Stvrt v projekte.
Aktivita sa spusti aZ v septemberi 2012 a nie je zahrnuta v tomto prispevku.

3. Priebeh a metody vyskumu
3.1 Participanti

Vyskumného projektu BilFam sa na Slovensku celkovo zucastnilo 30 rodin. Rodiny boli
z vacsej Casti z okolia Materského centra Budatko - teda z Mestskej Casti Petrzalka (16 rodin).
Ostatné rodiny boli z inych mestskych c¢asti Bratislavy, alebo z prilahlych dediniek. Tri rodiny
boli z inych Casti Slovenska - Banskej Bystrice a Nitry.

Dve rodiny v projekte mali zakiipené vlastné materialy a aktivit v projekte sa zdacastio-
vali dobrovolne. Tri rodiny z projektu odstupili po prvych piatich mesiacoch od zaciatku
projektu a boli nahradené novymi rodinami. Rodiny uviedli nasledovné dovody odstupenia z
vyskumu: 2x rodi¢ nevedel motivovat' dieta k cudziemu jazyku, dieta odmietalo akykolvek po-
kus rodica o rozpravanie v cudzom jazyku a zakazovalo mu rozpravat novym jazykom a 1x
rodicia odstupili zo zdravotnych, rodinnych a ¢asovych dévodov, hoci dieta dovtedy dobre na-
predovalo.

Sledovali sme celkovo 32 deti vo veku od 1,5 do 10 rokov (vek bol prepocitany u vset-
kych deti k aprilu 2011). Mimo vekového rozpatia bolo 11 deti vo veku okolo jedného roku v
Case zaciatku projektu. Nakol'ko projekt je zamerany na osvojenie si cudzieho jazyka v celej
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rodine, nevylucovali sme tieto deti z aktivit a sledovali sme ich pokrok v osvojovani si jazyka.
Celkovo sa teda do projektu BilFam zapojilo 27 rodin so 43 detmi na zaciatku projektu. Roz-
delenie deti podla veku je v tabulke ¢ 1.

Tabul'ka 1 - Rozdelenie deti podla veku

Vek deti Pocet deti Percenta

Do 1,5 roka 11 25,58%
Od 1,5 do 3 rokov 16 37,21%
Od 3 do 6 rokov 13 30,23%
Od 6 do 8 rokov 3 6,98%
Spolu 43 100,00%

3.2 Metdda vyskumu a vysledky

V predkladanie praci sa zameriame na kvantitativnu analyzu aktivity rodin na web-
stranke. Porovnavame pasivnu a aktivnu ucast na aktivitach a to 1.) poCtom prihlaseni
jednotlivych rodin, 2.) mnoZstvom napisanych ¢lankov a komentarov, 3.) odovzdanim videi z
prace v ramci jednotlivych aktivit a poc¢tom odovzdanych Voki. Zaroven analyzujeme odo-
vzdané dotazniky vypliané anonymne rodi¢mi na spolo¢nom stretnuti, ktoré sa konalo po ab-
solvovani prvych pat aZ Sest pribehov vyucby s detmi (december aZ marec 2012). Na zaciat-
ku vyskumu bolo odporucané rodindm minimalne 1x mesacne napisat’ spravu z ucenia sa a
minimalne 1krat tyZdenne sa prihlasit na strdnku a precitat’ si nové ¢lanky na projektovej
stranke. Ak by rodiny dodrZiavali stanovené kritérid potom minimalne mnozstvo ocakava-
nych prispevkov za mesiac by bolo 5 (jeden ¢lanok a 4 komentare) a 4,5 krat mesacne za-
znamenany pristup na stranku.

3.3 Vysledky kvantitativnej analyzy dat na web-stranke projektu

Na zaklade sledovania kvantitativnych udajov v jednotlivych obdobiach projektu
moZeme tvrdit, Ze zaujem a motivacia rodicov pre projekt a vyucbu svojich deti v rodinnom
prostredi narastal v priebehu projektu priamo umerne s prichadzajicimi uspechmi deti v
komunikacii v cudzom jazyku. S rozvojom jazyka sa rodicia viac otvarali, pisali viac ¢lankov,
produkovali viac videi (tabulka ¢. 2). V tabul'ke ¢.2 st oCistené data od rodin, ktoré sa vzdali

aktivit v projekte.
Tabul'ka ¢. 2 Rozvoj aktivit rodin na web-stranke

Pocet Narast |Priemerny Pocet Pocet priemernych | Pocet Pocet
clankov pocet ¢lankov |prihlaseni |prihlasenina nahranych |nahranych
na rodinu na stranku |rodinu videi/rodin | VOKI
Po 6 211 211 8,4 2228 82 30v/11r 0
mes.
Po 12 495 284 18,3 nesledované nesledované 49v/13r 4
mes.
Po 14 625 130 23,4 4381 162 67v/14r 17/9 rod.
mes.

Medzi rodinami si velké rozdiely v mnoZstve vykonanych aktivit. Standardna
odchylka je pri priemernom pocte c¢lankov na rodinu po 14-tich mesiacoch 26,13. AZ v
poslednom merani sme zaznamenali okrem poctu ¢lankov aj pocet komentarov pod ¢lankami
svojich alebo inych rodin v ramci aktivnej participacie rodin na projekte. Rodiny za 14
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mesiacov vyprodukovali 1971 komentarov co je v priemere 73 komentarov na jednu rodinu,
pri Standardnej odchylke 99,884. KedZe mnohé rodiny na zaciatku projektu nepisali vlastné
clanky, ale svoje postrehy a zaZitky z ucenia sa cudzieho jazyka pisali ako komentare k inym
¢lankom, vytvorili sme kategériu aktivna participacia rodin na projekte, ktorti sme merali
mnoZstvom napisanych ¢lankov a mnoZstvom komentarov k cudzim alebo vlastnym ¢lankom.
Medzi publikovanim vlastnych ¢lankov a odpovedanim na ¢lanky inych je velmi tesny vztah
(Spearman 0,866, na hladine vyznamnosti 0,01). Vhodne zvolené spojenie oboch kategorii do
jednej doklada aj Spearmenov korela¢ny koeficient, ktory medzi obomi kategériami a novou
kategoériou dosahuje hodnoty viac ako 0,9 na hladine vyznamnosti 0,01.

Graf ¢. 1 znazornuje jednotlivé rodiny v ich aktivnej participacii poc¢as sledovaného
obdobia 14 mesiacov. V tomto obdobi rodiny spolo¢ne napisali 2590 ¢lankov a komentarov,
Co je v priemere 96,15 na rodinu (Statisticka odchylka 122,34).

Graf ¢. 1 Aktivna participacia jednotlivych rodin na projekte
merana produkciou ¢lankov a komentarov pocas 14 mesiacov
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Z dovodu vel’kych rozdielov v aktivnej GiCasti rodin na projekte sme vytvorili 4 skupiny
zucCastnenych rodin:

Rodiny s vel'mi slabou aktivnhou participaciou (nesplnili minimalne pociatocné
poziadavky) - do tejto skupiny sme zaradili tych ucastnikov vyskumu, ktori pocas 14-
tich mesiacov vyprodukovali 1 aZ 12 ¢lankov a komentarov. Celkovo 7 rodin, (25,9%),
ktoré spadaju do tejto kategorie napisalo spolocne 44 ¢lankov a komentarov, ¢o je
1,69% z celkového mnozZstva ¢clankov a komentarov

Rodiny s nizkou aktivnou participaciou - boli rodiny, ktoré produkovali 16 aZ 43
¢lankov a komentarov (teda minimalne jeden aZ 3 ¢lanky kazda rodina za mesiac). V
tejto skupinke sa nachadza rovnako 7 rodin (25,9%), ktoré napisalo spolu 205 ¢lankov
a komentarov, ¢o tvori 7,92% vsetkej produkcie rodin.

Rodiny s dobrou aktivnou participaciou - vyprodukovali spolu 516 prispevkov,
(19,92%) z celkového poctu prispevkov. Kazda zo siedmich rodin (25,9% ucastnikov
projektu) vyprodukovala 46 aZ 101 ¢lankov a komentarov za sledované obdobie.

Rodiny s vysokou aktivnou participaciou - napisali pocas 14-tich mesiacov spolo¢ne
1831 prispevkov (70,69%), o predstavuje rozpatie medzi 221 azZ 406 komentarov a
clankov pre kazdu zo 6-tich najaktivnejsich rodin.
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Graf ¢. 2 Znazornenie mnoZzstva prispevkov v rodinach
vytvorenych na zaklade aktivnej participacie
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Pocet prihlaseni na strdnku ndm ukazuje pasivnu ucast rodin na projekte. Ich pocet
sa nemenil v Case a bol viac-menej stabilny pocas celej doby trvania projektu. Prehlad
mnozstva pasivnej UCasti rodin na stranke je zachyteny v grafe C. 3.

Graf ¢. 3 Pocet prihlaseni na webstranku podla jednotlivych rodin
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Rodiny zo zaciatku viac sledovali o sa na stranke deje a citali informécie od tdtora. AZ
neskor sa rodiny zacali zapajat do komunikacie a zdielat aj vlastné postrehy z ucenia sa
cudzieho jazyka. Celkovy pocet prihlaseni bol za 14 mesiacov 4381, co je v priemere 162,3
prihlasenia za sledované obdobie. Priemerne sa rodiny prihlasili 11,59 krat za mesiac, o
zodpoveda odporucanému casu 2-3x tyzdenne a prekracuje minimum 1x tyZdenne. Pri
rodinach sme ale mohli sledovat velké interindividualne rozdiely, comu zodpoveda aj
Standardna odchylka 167,741.

Stvrtina rodin (7 rodin) sa prihlasila na stranku menej ako 42x za 14 mesiacov.
Znamena to, Ze nedodrzali minimalnu poziadavku prihlasit sa na web-stranku aspon 1
krat tyzdenne. Tieto rodiny sa spolu prihlasili 138 krat (3,15%).

Minimalnu pasivnu ucast vykazalo 7 rodin, ktoré sa prihlasili na stranku menej ako
100 krat za 14 mesiacov. Rozpatie prihlaseni bolo od 60 do 99, ¢o znamen3, Ze web-stranku
navStevovali 4 aZ 7 krat mesacne.

Dobru pasivnu ucast preukazalo 6 rodin, ktoré navstivilo web-stranku spolu 834
krat (101 az 186 krat), €o je v priemere 10 krat mesacne.

Vybornu pasivnu ucast vyvinulo 7 rodin, ktoré sa prihlasili 2875 krat na web-

m pocet prihlaseni

=
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stranku, v rozpati od 248 do 591. Tieto rodiny sa prihlasili na stranku 17 aZ 42 krat mesacne,
¢o znamena, kazdy druhy, pripadne boli prihlaseni na projektovej stranke kazdy den.

Graf ¢. 4 Rozdelenie rodin do skupin podla aktivnej ucasti na projekte
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Statistické sledovanie vztahu medzi pasivnou a aktivnou téastou potvrdilo, Ze rodiny,
ktoré dosiahli vysSiu pasivnu ucast na stranke boli aj aktivnejSie v pisani clankov a
komentarov (Spearman 0,858 pri p=0,01). Zaroven korelacia potvrdila aj mierny vztah medzi
pasivnou ucastou a odovzdanim videa nahravok z ucenia sa (Spearman 0,413 pri p=0,05) a
tesny vztah sa ukazal medzi odovzdani videa a mnoZstvom napisanych komentarov a ¢lankov
(Spearman 0,721, na hladine vyznamnosti alfa=0,01).

Potvrdilo sa ndm, Ze rodiny s dobrou pasivnou ucastou su casto aj rodinami s lepSou
aktivnou ucastou a su motivovanejSie do domacej vyucby co sa odzrkadluje na vybornych
vysledkoch pri osvojovani si cudzieho jazyka v naSom projekte (ukazka ¢. 1 a 2). Nakol'ko o
rodinach so slabou ucastou na projekte mame minimalne informacie, len predpokladame, Ze
slaba participacia na projekte je priamoumerna aj uceniu a venovaniu sa cudzojazycnému
vzdelavaniu deti. Tento predpoklad nam potvrdi, alebo vyvrati nasledné testovanie
jazykovych znalosti deti.

4. Ako sa rodiny citia v projekte a aké maju problémy

Na osobnom stretnuti s rodinami boli rodi¢om predloZené dotazniky, pomocou
ktorych sme mali zdujem zistit’ ako rodiny vnimajui jednotlivé dlohy a ako sa v projekte citia.
Dotaznik vyplnilo 23 rodin (4 rodiny sa stretnuti nezucastnili).

Vsetkych 23 rodin potvrdilo, Ze su radi, Ze sa zucastnili projektu. Rodiny so star$imi detmi
informovali, Ze ich deti (6) rozpravaju o projekte a novom jazyku s Hocusom so svojimi
kamaratmi.

Rodicov sme sa pytali aké pocity v nich projekt BilFam vyvolava. Vo vacSine pripadov
rodi¢ia sa stotoZnili s pozitivnymi pocitmi (11 rodiov oznacilo, Ze pomocou projektu
preZivaju radost z moZnosti pomahat svojim detom rast, 9 krat rodicia oznacili, Ze z projektu
vyZaruje nadSenie 8 krat zabava, 7 krat motivacia, 6 krat hrdost). Tieto pozitivne emocie sa
Casto kombinovali ale aj s pocitom zaneprazdnenosti (8), depresie a neuspokojenia (2). Ako
napisala jedna ucastnicka projektu - ,zdleZi to na ndlade a ochote dietata k spoluprdci“. Pocit
zaneprazdnenia bol casto diskutovany aj v ¢lankoch rodicov. Rodic¢ia mali pocit, Ze je toho
akosi na nich privela. V projekte rodic¢ vlastne prebera na seba ulohu ucitela, vychovavatela,
motivatora a pozorovatela. Popri tom vSetkom ma zaroven sa sam naucit pribehy a pracu s
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nimi, zorganizovat' si svoj a rodinny ¢as, vykonavat vSetky aktivity a zaroven o aktivitach seba
a svojich deti aj informovat’ iné rodiny a konzultovat s nimi.

Rodic¢ia pri hodnoteni pocitov svojich deti v projekte oznacili najcastejSie slovo
yznudeny“ (10 krat). Toto slovo bolo ale ¢asto kruzkované v kombindcii slov nadseny (8),
zaujimavy (6), motivovany (6), hrdy (5) alebo zabavny (4). Rodicia to vysvetlovali tym, Ze tak
sa citili deti v ¢ase odmietania ucenia sa cudzieho jazyka. Z 23 rodin len jedna rodina v Case
vypliiania dotaznika sa nestretla s odmietanim dietata spolupracovat. I$lo o diev¢atko, ktoré
v danom obdobi eSte nemalo tri roky. Rodicia v ¢lankoch a diskusiach casto opisovali, Ze deti
sa na zaciatku velmi rychlo namotivovali, boli nadSené a vo velmi kratkom case sa naucili
velmi vela. Pri uc¢eni sa druhého pribehu rodicia narazili ¢asto na problémy. Deti zacali
odmietat’ ucit sa novy jazyk, pozerat pribehy, poc¢ivat CD. Praca s dramatizadciou a s
pribehom bola takmer nulova. Niekol'ko rodin na istd dobu prestalo pracovat a cudzi jazyk
iSiel do uzadia az pokial’ sa deti samé nezacali opat o metédu a cudzi jazyk zaujimat.

4.1 Problémy a ich rieSenia na ceste za dvojjazy¢nou rodinou

Ani v dvojjazyCnej rodine sa osvojovanie si dvoch jazykov nie je uplne bez problémov.
Deti v okamihu ako zistia, Ze jeden z jazykov nie je v okolitej spolo¢nosti ddleZity ku
komunikacii prestavaju tymto jazykom komunikovat [5, 3]. NaSe rodiny o odmietani casto
pisali v ¢lankoch, staZovali sa, dve sa kvdli tomu rozhodli opustit projekt. V dotazniku sme sa
preto zamerali na zistenie, ¢i sa v rodinach vyskytli problémy, ktoré aktivity boli
problematické, aké typy problémov rodicia zaznamenali a ako problémy vyrieSili.

V nasSej otazke tykajucej sa vyskytov problémov pri aktivitdch 9 rodin odpovedalo, Ze
po dobrom Starte sa zastavili, 6 rodin priznalo Ze nepracuju tak, ako by mali, ale nasli si
vlastny spésob (pouZzivali iné aktivity ako dramatizaciu), 5 rodin sa zmienilo, Ze problémy boli
na zaciatku a 4 rodiny nemali Ziadne problémy.

Najvacsie problémy robilo rodindm nahravanie videa (17), dramatizacia pribehu (16)
a Voki (9). Vymenované aktivity vedu dieta k rozpravaniu v cudzom jazyku a k aktivnemu
pouzivaniu jazyka. Aktivitu pozeranie DVD, pri ktorej dieta nemusi aktivne pouzivat jazyk
neoznacila ani jedna rodina za problematicku.

Za najcastejsi problém rodiny uvadzaji nedostatok casu (12), pripadne odmietanie
aktivity dietatom (9), v piatich pripadoch dieta nemalo rado ponukanu aktivitu, v Styroch
rodinach sa vyskytol problém, Ze dieta nechcelo, aby rodi¢ rozpraval cudzim jazykom a v
troch pripadoch rodicia konstatovali, Ze sa nezvladli naucit pribehy a spésob ucenia sa s
dietatom. Pre 7 rodin bolo velmi tazké si najst ¢as pre spolo¢né aktivity v cudzom jazyku. 9
rodin sa vyjadrilo, Ze najst’ si €as nie je pre nich vzdy lahké a 10 rodin ma niekedy problém,
ale celkovo si vie Cas tak zorganizovat, aby sa mohli ucit' spolu cudzi jazyk. Len tri rodiny
nemali Ziadny problém s organizaciou casu.

Podla rodi¢ov problémy vzniknuté pri osvojovani si jazyka na zaciatku ucenia sa
postupne odozneju samé. 10 rodicov jednoducho pokraCovalo v uceni a v aktivitach a
problémy sa po Case vyriesili. 9 rodiCov oznacilo, Ze problémy im pomohol vyriesit' titor na
stranke, a komunikacia s ostatnymi rodinami, ktoré bud’ preZivali rovnaky problém, alebo uz
dany problém mali vyrieSeny a boli v inej faze osvojovania si jazyka.

Poradenstvo na web stranke vnima 21 z 23 opytanych rodin ako uzito¢né. Zaroven rodiny
vyjadrili potrebu vzajomnych stretavani a osobnych kontaktov.
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4.2 Oblibenost a praca s aktivitami

Rodicov sme sa pytali aj na ich preferencie aktivit, ktoré mali s detmi robit' a tieZ na
aktivity, ktoré preferuju ich deti. Na zaklade odpovedi rodicov v dotazniku sme zostavili
nasledovny rebricek preferencii rodicov:

f) pozeranie DVD

g) pustanie CD s pesnickami

h) dramatizacia

i) hranie babkového divadlo

j) citanie elektronickej knizky

k) natacanie videa

1) Voki
Rebricek obltibenych aktivit deti vyzera nasledovne:
pozeranie DVD
pocuvanie CD s pesnickami
hranie babkového divadla
Citanie elektronickej knizky
Voki
dramatizacia pribehov
natacCanie videa
Z oboch stipcov je zrejmé, Ze rodicia a deti preferujt viac pasivnej$ie formy ucenia sa
ako sledovanie DVD a pocuvanie CD. Rodicia narozdiel od deti si uvedomuju potrebu aktivej
komunikacie, ¢o sa prejavuje na oblubenosti dramatizacie pribehu a v aktivite hranie
babkového divadla. Na poslednom mieste obltibenosti sa ocitlo Voki a natacanie videa. Kym
natacanie videa bolo dané ako uloha od zaciatku projektu, aktivita Voki bola spustena len
mesiac pred vypliianim dotaznikov a vela rodin ju v okamihu vypliania dotaznika este
nestihlo vyskusat.

Deti oblubuju predovsetkym nenaroc¢né a pasivne formy osvojovania si jazyka, ktoré
ich nenutia do aktivnej komunikacie a do pouzivania jazyka. Dramatizacia pribehov a
nahravanie videa sa preto ocitd medzi najmenej obltibenymi aktivitami. Zaujimavé ale je, Ze
vacSina deti sa rada zapojila do aktivit, ktoré rodic¢ia sami vymysleli. Tieto aktivity sme
oznacovali ako Jazyk v realnom Zivote. [de o aktivitu, kde v redlnych situaciach rodicia a deti
pouzivaju frazy a dialégy z pribehov Hocusa a Lotusky. Tieto aktivity st bud’ umelo vytvorené
rodi¢mi, alebo sa prirodzene v realnom Zivote vyskytuju a rodicia s detmi ich len zachytia a
komunikuju v nich cudzim jazykom (napr. ranné obliekanie v zime, nahananie motyla na like,
hranie sa s blatom, bicyklovanie) a pod.

5. Diskusia

Vyssie uvedené vysledky su zozbierané za prvych 14-nast mesiacov priebehu projektu
a tykaju sa kvantitativneho spracovania aktivit rodin pocas projektu na web-stranke a
spracovania dotaznika vyplneného v priebehu projektu. Vysledky ndm potvrdzuju nase
predpoklady, Ze tie rodiny, ktoré st motivované, denne sa venuju s dietatom cudziemu jazyku
a postupuju podla nasich odporucani dosahuji vyborné vysledky. Po roku a dvoch mesiacoch
od zaciatku ucenia sa cudzieho jazyka charakterizovali rodiny patriace do skupiny s vysokou
aktivitou znalosti svojich deti tvrdenim, Ze by si predtym neboli pomysleli, Ze za rok ich dieta
bude schopné rozumiet takmer vSetkému pocutému (v rdmci domdacej konverzicie),
rozpravat sa s nimi takmer plynulo v cudzom jazyku. Tieto rodiny v poslednych mesiacoch
Casto komunikovali ohladom rozsSirovania slovnej zasoby, vytvarania si vlastnych pribehov,
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pozerania aj inych pribehov v cudzom jazyku. Deti sa zo zaujmom pytajd, ako by povedal
Hocus toto? Rodic¢ia pomaly zistuju, Ze im uz nestaci sa len naucit pribeh a ten prezentovat
dietatu, ale Coraz castejSie musia spolu s detmi siahat’ po slovnikoch, pripadne sa Ziadaju
navzdjom na stranke o rady a pomoc pri komunikacii s dietatom. Cudzojazycné vzdelavanie
sa roz$irilo z povinnych 20-tich minit denne prace s narativnym formatom na casto
nemeratelné useky dia, v ktorych sa kontextovo komunikuje cudzim jazykom. V§imame si, Ze
deti nereaguju pri vybere o aky typ jazyka ide na osobu s ktorou komunikuju, ale na kontext o
ktorom komunikuju. Pokial takyto kontext bol v pribehu o Hocusovi a Lotuske, tak deti a
Casto aj rodic¢ia automaticky v danej situacii za¢inaji komunikovat v cudzom jazyku.

Nas vyskum poukazuje na skutoc¢nost, Ze osvojovanie si cudzieho jazyka prirodzenym
sposobom prechadza rovnakymi, alebo velmi podobnymi, Stadiami ako osvojovanie si
materinského jazyka. Tento predpoklad sa nam potvrdzuje hlavne u najmladSich deti, ktoré
oficidlne nie su v projekte, ale napriek tomu sledujeme ich jazykovy vyvin. Vac¢sina z nich ma
dnes priblizne 1,5 az 2,5 roka a pocas trvania projektu dochadzalo u nich k rozvoju reci.
Najmensie deti potrebuju dlhsi ¢as pre napocuvanie si jazyka, prvé slova su skomolené a
zachytavaju melddiu cudzej rec¢i a intonaciu. Prichddzaju ojedinele a s velkym nadSenim.
Prave v Case odmietania aktivit starSieho dietata, mladsi sirodenec vo veku okolo 1 az 1,5
roka bol motorom pre pokracovanie a pracu na jazykovych zru¢nostiach celej rodiny. Cudzi
jazyk sa pre nich stal prirodzenou sucastou Zivota, €o je vidiet na ich schopnosti rozumiet
reci, hoci nou este aktivne nekomunikujd. Pri takomto spdsobe inten¢ného osvojovania si
dvoch jazykov od utleho veku (pri vstupe do projektu mali tieto deti medzi pol rokom az
rokom a Stvrt) sme sa nestretli s informaciou rodicov, Ze by cudzi jazyk negativne interferoval
na materinsky a deti by mali problémy v oblasti vyslovnosti, alebo neskorSieho Startu redi,
ako sa spomina v literature [2].

V ramci komunikéacie rodicov boli najcastejSie spominané problémy s osvojovanim si
druhého jazyka vo veku deti, ktoré vstupili do projektu ako 3 azZ 3,5 roc¢né. Ide o vek kedy sa
zatina prejavovat detsky vzdor a deti sa pomocou odmietania snaZia manipulovat' s rodi¢mi.
Tymto obdobim odmietania nového jazyka presli vSetci rodicia. U niektorych bolo obdobie
burlivejSie, u niektorych dochadzalo k odmietaniu a nadSeniu pre pracu viackrat za sebou v
roznych intervaloch. Rodiny s detmi, ktoré vstupili do projektu ako 1,5 ro¢né zaZzivaju
odmietanie vo veku okolo troch rokov a to napriek tomu, Ze vySe roka uZ pracovali s dietatom,
ktoré predtym komunikovalo bez problémov.

6. Zaver

Vyskum projektu BilFam eSte nie je uzatvoreny a vysledky, ktoré sme priniesli su
Ciastkového charakteru. Pri ich interpretacii je potrebné brat do dvahy aj sociokulturalne a
motivacné aspekty a nas vyskum sa neda generalizovat na celu populaciu.

Povazujeme za velmi doélezité v buduicnosti sa zamerat na kvalitativnu analyzu textov
sprav rodicov a spracovanie individualnych pribehov osvojenia si cudzieho jazyka, ¢o by
mohlo priniest pohlad na spdsob prace jednotlivych rodin, vyclenit faktory veduice k
efektivnemu osvojeniu si jazyka a hladat zdroje motivacie aktivnych a efektivnych rodin. Z
doterajSich vysledkov vidime, Ze pre rodiny je nie len ddéleZité mat kvalitné materialy a
moZnost elektronicky komunikovat o svojich uspechoch a neuspechoch, ale zaroven
potrebuju aj CastejSie osobné stretnutia, moZnosti vymienat si nazory a spoloCne trénovat
svoje pedagogické a jazykové schopnosti.

Vyskum projektu BilFam eSte nie je ukonceny. V stiCasnosti prebieha osobné a on-line
testovanie deti, na zdklade ktorého budeme moct posudit efektivitu ucenia sa cudzieho
jazyka deti v domacom prostredi.
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Ukazka ¢. 1
Po roku ucenia sa pomocou narativneho formatu (chlapec, 4 roky):

Véera sme oslavovali ockove narodeniny ... samozrejme presne podla scendra 6.pribehu (hocus’s birthday). Syn
rdno zahldsil: "Mami, it’s daddy’s B-day. We make B-day cake, balloons and I bring juice. Oh oh oh, don't tell Daddy
because it is a suprise." A tak sme cez den upiekli tortu, ingrediencie sme pouzivali niektoré ako pri palacinkdch
(pribeh 18), ostatné sme si doplnili a deti si pospevovali: "Next I have put some eggs (flour, milk, chocolate,

sugar ...) in the bowl and stir and stir the mixture in the bowl. Nakoniec ked' prisiel ocko domov, syn pozhasinal
svetld, zapdlili sme sviecky a uZ jednohlasne sme spievali:

"1 2 3 Surprise!!! Happy B-day to you, Happy B-day to you, Happy B-day dear daddy, Happy B-day to you."

Ukazka ¢. 2
Po roku ucenia sa vyluéne metddou narativneho formatu (chlapec, 5 rokov)

Syn si vsimol, akej farby su CD k jednotlivym levelom Hocusa. Spytal sa, (i je aj oranZové CD. Ja Ze neviem, ale Ze
mozno raz také oranZové CD urobia a my by sme im s tym mohli pomdct. Mohli by sme na to CD vymysliet’ dalSie
pribehy o Hocusovi! Samozrejme, musia byt'v anglictine!

A tak so synom asi tri dni vymyslame nové pribehy s Hocusom. Ich obsah sa zatial’ to¢i okolo toho, o ¢om sa toci
synov svet - st o autdch. :)

Zacali sme tym, Ze som na "ukdzku" takyto vymysleny pribeh porozprdvala v angli¢tine synovi ja. On ma este v
slovencine usmerrioval, kadial’ sa md uberat dej. :) Na druhykrdt uZ zacal pribeh rozprdvat' syn v angli¢tine sdm. A
vrdtil sa k nemu aj na dalst a dalsi deri. Mdme z toho novu aktivitu!

Dnes - po troch drioch ndsho tvorenia - mi syn vyrozprdval napriklad takyto pribeh:

"One day Hocus was playing in the garden with muddy car /to je také auto s velkymi a vysokopoloZenymi
kolesami/. But his tyre was flat! What shall I do now? He got an idea! Let"s change it! So he - ako sa povie zohntit?
- bowed under car and took his spare wheel. He - ako sa povie odsrébovat? - get it out and changed it. That's it!"

Bolo milé sledovat’ ho, ako do pribehu vkladd vela citosloviec, v snahe nahradit slovesd, ktoré neovidda - ako
srobuje, stahuje rezervu...
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Abstract :
As we all know, we are living in a global world, where political and social relations, economy and many other

aspects of everyday life have become more and more international. That is why being multilingual can always be

considered an asset. It helps in international communication, business activities and relationships, and provides
better job opportunities. In this paper [ want to discuss the advantages and difficulties of bilingual education in the
family, based on the case study of my two children, aged 9 and 11. Being bilingual does not only mean being able to
communicate fluently in two languages and therefore to be a more successful candidate on the job market. A child
that is being brought up with two languages will develop a better sense of appreciating different cultures and will
be capable of understanding societies in a more complex way. Many critics of bilingual education in schools argue,

that this kind of education is too hard on the taxpayers pocket. However, bilingual upbringing in the family does

not cost the taxpayer a penny, and brings a lot of positive aspects for family life and society at large.

Keywords : Global world,international communication, advantages and difficulties of bilingual education in the
family, appreciating different cultures, understanding societies in a more complex way.

1. Introduction

I would like to start my paper with a question : What exactly is bilingualism? Most
people believe that being bilingual means to speak two languages perfectly. But are we even
perfect in one native language? And is language really so much about perfection? In my
opinion and in that of many others, the most important thing about language is
communication, making ourselves understood. So if we now return to my initial question
about what bilingualism really is, let me quote Prof. Emeritus Francois Grosjean from
Switzerland, who said, " Bilingualism is the use of two (or more) languages in one's everyday
life and not knowing two or more languages equally well and optimally (as most lay persons
think) [6]." That means bilingualism is more about using two languages on a daily basis, and
not so much about using them perfectly.

Another aspect we should consider when talking about bilingualism is the fact that,

although for us it might seem a relatively new and unusual idea, it is quite normal for most of
the world’s population to speak more than one language. Just think about the USA, India,
Africa etc. But we do not have to go so far. Even in Europe we can find countries where most
people speak at least two languages fluently. A well-known example is Switzerland.
So while we are still discussing about the benefits and possible disadvantages of bilingual
education, in many other countries in the world people have already accepted bilingual or
even multilingual education as a normal part of their daily lives, and we can say that the
majority of all children in this world already grow up bilingually [4,6].
But since bilingual education is still not so common in our lives, in the main part of my
paper I want to speak about the many, sometimes surprising advantages bilingualism can
bring, but also about some of the difficulties that may arise in the education of bilingual
children. And last but not least, to give you a practical example, I will introduce my two
children and show you some results of our bilingual education in the family in a short video.
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2. Advantages and disadvantages of bilingual upbringing
2.1 The pros

The most obvious advantage of bilingual upbringing is that that your child aquires a
second language nearly effortlessly. Learning a language is never more natural and easy than
when you are a toddler [4]. And the good thing about bilingual upbringing in the family is: It
is for free! Or let us say almost for free because of course it costs the parents a lot of effort.
But the effort pays off when later on in school your child will show superior reading and
writing skills in two languages while other children might be having a hard time trying to
learn the basics of their first foreign language. Bilingual children also seem to learn additional
languages more easily [10]. Maybe this is due to the fact that they already know that there can
be more than one word to one concept and that language learning does make sense because
each new language will give them the opportunity to communicate with people from even
more foreign countries.

However, bilingual education is not only about learning language skills. A positive side
effect of learning a second language is that children are automatically exposed to another
culture, which will most likely make them more open-minded, accepting and most of all more
tolerant of other cultures [10]. Some bilingual children might even come to see themselves as
language or culture bridges between family members of different cultural backrounds or
between peers from foreign countries. In a global world where multicultural societies have
become a common phenomenon, this is certainly an asset.

Also, of course, there is the professional aspect and the potential economic advantage

to consider [5]. Our working environment has become an extremely competitive and unstable
one. The more skills you can list in your curriculum vitae, the better your chances of getting
the job. Since there is increasing unemployment in many countries as a result of the ongoing
economic crisis, the job market has become more international and many people are forced
to relocate, not only within their country, but even to a foreign country in order to find a job. I
am convinced that this trend is here to stay, and what can be better in such a situation than
speaking another language fluently and knowing another culture so well that you will find it
easy to make the country where this language is spoken your new home. Being bilingual
definitely boosts your professional prospects in a world that has never before been so small
and global and will help you to cope much better when the going gets tough.
Another, maybe rather unexpected advantage of bilingualism is the positive effect it may have
on people’s health. As a language teacher at the Medical Faculty of Charles University I was
interested in whether bilingualism could somehow influence people’s health. The results of
my findings by far exceeded my expectations: Speaking two languages may not only protect
the brain against Alzheimer’s disease and dementia, but it also seems to make the brain
smarter [13]!

As early as 1962, Elizabeth Peal and Wallace Lambert revealed the positive effect of
bilingualism on the intellectual development of ten-year-old children in a study carried out in
six Montreal schools [9]. Newer studies confirm that bilingualism has a direct influence on
the structure of the brain, it actually structurally changes the brain. Brain imaging showed
that bilinguals had denser gray matter, especially on the brain’s left side, which is known to
be the seat of language and communication skills. Gray matter density was highest in the
earliest second language learners [7].

Another difference between the brain of a bilingual person and that of a monolingual
one is that bilinguals exercise the brain’s executive control system, which is the basis of our
ability to think in a complex way, much more than people who speak only one language. They
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have to do so to prevent their two languages to interfere with one another. Ellen Bialystok, a
cognitive neuroscientist and psychologist at York University in Toronto, who has spent forty
years on studying the bilingual brain, compares the executive control system to a general
manager whose job it is to keep the brain focused on what is relevant and to ignore what is
not. It is this more efficient executive control system that enables bilinguals to switch
between languages quickly and easily [3,11,12].

The fact that bilinguals constantly have to switch between languages also seems to
make them better at multitasking and prioritising in general. Ellen Bialystok and colleagues
used a driving simulator to find out whether it was easier for bilinguals than for monolinguals
to drive and to simultaneously do some extra tasks like talking on cell phones. The result of
this experiment was probably of no great surprise for the scientists. Of course eveybody’s
driving got worse, but the bilinguals were still better [3].

Research confirms: Bilingualism is intense and varying brain exercise [12]. So what is
more natural than to make the Alzheimer’s connection? A number of recent studies show that
bilinguals have been diagnosed with Alzheimer’s between four and five years later than
monolinguals, and that the bilingual brain functions better and for longer even after
developing the disease. Bilingual patients with more advanced brain deterioration acted like
monolingual patients whose disease was less advanced. Bilingualism might not prevent
Alzheimer’s disease, but it can delay the onset by up to five years and it also enables the
patients to cope better with the disease once it develops [1,2,8,14].

2.2 The cons

After so many positive points, let me now turn to some of the disadvantages and
difficulties of bilingual upbringing. To begin with, we should be aware of the fact that
language learning is a long-term commitment which requires constant language exposure. In
a family environment this can sometimes be rather demanding , especially since it takes
courage and persistence to speak a foreign language when no one else in the outside
environment understands you and when the child does not see the need to use the foreign
language in daily life. Also, learning two languages simultaneously might seem to be difficult
or confusing, presenting an additional academic load more than an opportunity. And of
course you might come across peers who tease your child and see him or her as different
because of speaking in a foreign language [10].

When we look at the language learning process as such, we can find that bilingual
children tend to speak three to six months later than their peers and that they might
temporarily mix their languages [5]. That means they might use different words from
different languages in one sentence. There is usually no need to worry though, as the problem
seems to solve itself later on in the child’s life. According to Ellen Bialystok, bilinguals also
take a couple of milliseconds longer to find the right word in the right language, and bilingual
children have a smaller vocabulary in each language than their monolingual peers even
though altogether their vocabulary is larger [12].

3. Bilingual parenting in practice
3.1 Preparing for bilingual parenting
In this part of my paper I would like to introduce our two children, Kristyna , also

called Kiki and Maximilian, called Max. Kiki was born in Pilsen in the Czech Republic in
October 2000. Her father is a Czech national, her mother, that is me, was born and grew up in
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Duesseldorf in Germany. When Kristyna was born I had already been living in the Czech
Republic for quite a long time and my Czech was fluent. But right from the beginning it was
clear to both my partner and myself that we wanted to bring up our children with more or
less equal access to both languages. We were sure to be doing the best for our kids and their
future in giving them a second native language.

For our bilingual upbringing we chose a person oriented method called OPOL [10],
which stands for one parent, one language. This means that one parent, in our case the father,
speaks to the child in the local or majority language while the other parent, in our case me,
uses only the minority language. You might guess that it is not always easy to stick to your
own language rules at any time and in any place, especially if one of the partners does not
speak the minority language. In that case, communication with the partner has to be in the
majority or dominant language, while communication with the children should be exclusively
in the minority language. [ must admit, that at the beginning | sometimes felt a little
embarrassed speaking to my baby in the minority language in public. However, the feedback
from Czech citizens was usually very positive so that I settled into the routine relatively easily.
Today I find it absolutely normal to speak to my kids in German in a Czech environment. It
even happens to me that [ speak German to Czech children because I automatically switch to
German in the presence of a child.

Since I had read a lot about bilingual education and also about its disadvantages, [ was
a little worried that my children would be late speakers and could be confused about learning
two mother tongues simultaneously. Now, a couple of years later, I tend to think that language
skills are very individual and do not really have much to do with bilingual upbringing.

3.2 Kristyna

Kristyna was a contented, happy child. She seemed to find it normal that her mother
spoke to her in one language and her father in another. She also enjoyed sitting on my lap
when I was teaching English at home. Kiki started speaking at the same time as most of her
peers and her first words were Mama , Papa and Tata. She had no problems understanding
her Czech and German grandparents. We regularly visited Germany in order to expose Kiki as
much as possible to the minority language and to give her the possibility to bond with her
German relatives. Her German was almost as good as her Czech, her pronunciation in both
languages excellent. She was able to form relatively complicated sentences and to use future
and past tense forms as well as conditional clauses at an age normal for native speakers. She
did mix the languages though, and still does so now, having developed something like a
Czech-German slang.

When Kiki grew older, she was exposed much more to the dominant language, first in
kindergarten and later in school. That was when she stopped talking to me in German. She
evidently did not want to be different. Now I say something to her in German and Kiki
answers in Czech. She visits her German grandparents regularly in the summer holidays
though, and is able and willing to communicate fluently in German once she changes her
environment. [ still remember that some years ago, when we were going to Duesseldorf by
bus and stopped at some gas station to have a short rest, she overheard some children in the
shop speaking German. Amost immediately Kristyna switched to German too when she was
speaking to me. This little incidence clearly showed that again she tried not to be different. At
the age of 10 Kiki started to read German books when she was on holiday in Germany.

Since Kiki seemed to have a talent for languages, we enrolled her in a private school
with six classes of English per week, starting with the pre-school year. She has been learning
English almost effortlessly and her pronunciation is very good. But what is even more
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important, she enjoys speaking in English whenever she gets the chance to do so. And [ do not
need to explain the necessity of learning vocabulary to her. She knows that she will need the
words to be able to communicate.

Her first school years passed without major problems. She was in fourth class when
we noticed that there were some words in Czech that she did not know. It was usually words
that are not used so frequently, as for example the word ” skvostny “, which means
magnificent” or “ splendid “ Kristyna also started to panic more easily during exams,
sometimes forgetting what she had learned. I believe that this kind of confusion could be due
to her bilingual upbringing. We have been trying to improve the situation by making her read
more in Czech to enlarge her vocabulary. So far this method seems to be working well. This

school year Kristyna has started grammar school in Pilsen.

«

3.3 Maximilian

Our son Max was born in March 2003. He was a typical boy, who started talking a little
later than his female peers and whose pronunciation was not perfect in either language. He
was generally lazier than his sister, who actually supported his laziness by looking after him
and fulfilling almost all of his wishes. Nevertheless, we tried to expose him to the minority
language in the same way as Kristyna. Actually, we added more exposure to German TV
because Kiki was already old enough to find TV serials for children rather interesting.

As I have already mentioned, Max is not a natural talent when it comes to languages.
We had to visit a speech therapist in order to improve his Czech pronunciation and
sometimes it was a little harder to understand his German. But he too has been visiting his
German grandparents each summer, and after one such visit, when he was about six years
old, he started to speak quite fluently in German, coming up with some more complicated
words as for example “ Kontainerschiff “- “ container ship “ and using past tense and future
tense forms as well as conditionals. He is also more willing to communicate in German with
me, and after some initial embarrassment he finds it normal to answer me in German even in
public. So I can say that lately his German has greatly improved and he too understands
German perfectly well. Unfortunately, he is not so much interested in reading and reads
neither Czech nor German books.

Even though Maxi is not a language talent, we decided to enroll him in the same basic
school as Kristyna, and I have to say that he too learned English effortlessly and is one of the
best pupils in English in his class. His communication skills may not be as good as Kristyna’s,
but he seems to have the bigger vocabulary. He is more interested in natural and technical
processes and has a more analytical mind than our daughter. So far he is doing well in school
and does not seem to be negatively affected by his bilingual upbringing in any way.

Both Max and Kiki still do mix languages, but I think that now they are doing it just for
fun. For them it seems to be more like a game, something like inventing a secret language that
belongs only to our family. They even add Czech endings to German words. A typical example
would be the German word “ knuddeln “, which means something like cuddle in English. So if
the children want me to cuddle them, they usually say: “ Ja chci knuddlovat “ One of Kristyna's
favourites is : “ UZ jsem aufraumla, “ which means to say that she has already tidied her room.
There are many more such examples, but it is interesting to see that neither Kiki nor Max
ever use this slang outside the family environment.

All in all, I can say that at the present time both children have no major problems in
their dominant language, and that even though they are sometimes fishing for the right word
in their subordinate language, they also master that language more than well. And what is
more, both children are doing really well in their third language too.
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4. Conclusion

At the end of my paper let me sum up the main points. Of course we have to face some
difficulties and potential disadvantages when we decide for bilingual parenting. Our children
might be late speakers, they might mix up their words when they are small, and they might
have a smaller vocabulary in each language. And, yes it is demanding for the parents. They
need to be very consistent and persistent. They need to support their children's knowledge
by providing books, videos, CDs etc. and by using especially the minority language in
everyday conversation, when telling bedtime stories, giving instructions, asking questions
and so on.

But what about the overwhelming list of advantages ? Just think about the positive
effect bilingualism may have on the future carreer prospects of your child, about the cultural
enrichment it brings and about the booster effect it has on the human brain. And last but not
least, think about the positive influence of bilingualism on Alzheimer’s disease. By bringing
up our children with two native languages we can actually do something for their health .
Considering the great costs in the health care sector that mostly Western countries and health
insurance companies are facing, it would be interesting to find out just how much money
could be saved on the care for bilingual Alzheimer’s patients if the onset of the disease is
about 5 years delayed compared to monolingual patients. Even if we take into consideration
some potential costs for bilingual education, I do believe there could be a lot of money saved
in the long run. So we could even end up saving our country and the tax payers some money
in bringing up our children bilingually. Don’t all these advantages by far outweigh the
disadvantages?

In my opinion they do. As a mother and teacher I can say that at least for our family
bilingualism works perfectly well and has enriched our family life tremendously. So if I go
back to the question asked at the beginning of my paper: What exactly is bilingualism? My
answer to that question would now be : Bilingualism is a gift for life and will most probably
become a necessity in the very near future!
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Abstrakt
Bilingvizmus sa Casto analyzuje v kontexte jazykovedy, psycholingvistiky, kognitivnej psycholdgie ¢i

neuropsycholégie. V prispevku sa zameriame na socidlno-psychologické aspekty bilingvdlnej vychovy. Rozoberieme
otdzku vplyvu bilingvdlneho rodinného prostredia a vychovy na formovanie socidlnej identity. Osobity historicky a

politicky kontext krajiny formuje postoje k lingvoetnickym skupindm a bilingvistom a formuje pohlad jedinca na
vilastnii sociolingvisticki identitu. Stucasnu situdciu na Slovensku ilustrujeme prostrednictvom Zivotnych pribehov
mladych bilingvistov, ktori predstavuji typickych zdstupcov bilingvdlnych rodin na Slovensku (slovensko-madarskd

rodina, slovensko-ceskd rodina, slovenskd rodina v zahranici a cudzinci na Slovensku).

Abstract
Bilingualism is often studied in the context of cognitive psychology, the focus is on socio-psychological aspects of
bilingual education. In the study we discuss the influence of the bilingual family environment and education on
building a social identity. The specific historical and political context of a country forms attitudes towards linguo-
ethnic groups and bilinguals, and forms an individual’s perception of sociolinguistic identity. To illustrate the current
situation in Slovakia we analyse four life stories of young bilinguals who serve as typical representatives of bilingual
families in Slovakia (a Slovak-Hungarian family, a Slovak-Czech family, a Slovak family in a foreign country,
foreigners in Slovakia).

KIacové slova: bilingvizmus, sociolingvistickd identita, Zivotny pribeh, bilingvdlna vychova, Slovensko
Key words: bilingualism, sociolinguistic identity, life story, bilingual education, Slovakia

1. Jazyk ako sucast identity

Jazyk, jazykové kompetencie a bilingvizmus st objektom skiimania mnohych vednych
disciplin, bez naroku na uplnost uvedieme len niektoré: lingvistika, lingvodidaktika,
psycholingvistika, sociol6gia, etnoldgia, histéria, psycholégia. Jednoduchd, beZzne akceptovana
definicia hovori, Ze je ,jazyk je systém symbolov a pravidiel, ktoré nam umoznuju
komunikovat.“ [13] Autor citovanej publikdcie T. A. Harley dodava, Ze stanovit jednoznacnq,
formalnu definiciu jazyka platnu v psychologickom, lingvistickom ¢i sociologickom kontexte
je velmi naroc¢né, podla niektorych odbornikov dokonca zbyto¢né [13]. Nesporne je vsak
komunikativna (dorozumievacia) funkcia jazyka dominantna. Casto diskutovana, najma
v suvislosti s tedriou lingvistickej relativity E. Sapira a B. Whorfa, je kognitivna funkcia
jazyka. Otazka, ¢i ,su naSe koncepty ,cCasu, ,priestoru” a ,hmoty“ dané skusenostou
v rovnakej forme vSetkym l'udom alebo su Ciasto¢ne podmienené Struktirou daného jazyka?*
ktoru si B. Whorf polozil vr. 1939, vyvolala mnoZstvo vedeckych polemik aktudlnych aj v
sucasnosti [5]. Tretou vyznamnou funkciou jazyka je funkcia etnickd. Jazyk nejestvuje
nezavisle od kultiry, od socidlneho dedicstva, je stiborom praktik a presvedceni, ktoré
determinuju osnovu nasho Zivota [22]. Spolo¢ny jazyk je jednym zo znakov etnika, ¢asto
prave na zaklade jazyka aurovne jeho ovladania odhadujeme prislusnost jedinca k
urcitej socialnej skupine.

Clenstvo v socidlnych skupinach poskytuje zaklad pre sebadefinovanie. Obraz identity
jedinca netvoria len Crty a charakteristiky, ktoré vystihuju jeho individualitu, ale tieZ jeho za-
sadenie do socialneho kontextu, kde sa realizuju socialne kategdrie ako rodovost, etnicita, so-
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cidlne roly a prislusnost’ k skupindm a organizaciam [7]. Identita jedinca ma vonkajsiu (so-
cidlnu) dimenziu a vnutornd (osobnu) dimenziu, ktoré sa prelinajd a ovplyviiujd navzajom.
Osobnu identitu V. Bac¢ova [3] definuje na troch trovniach: a) ako sebauvedomenie si svojej
vnutornej rovnakosti, kontinuity, koherentnosti a autenticity; b) ako preZivanie a vykonavanie
internalizovanych socialnych roli; c) ako preZivanie odvodeného z poznania svojho Clenstva v
socidlnych skupinach. Podla D. Gérin-Lajoie moZno identitu chapat ako socidlny konstrukt,
v ktorom prisluSnost’ k urcitej lingvistickej a kultirnej skupine zavisi od socidlnych vazieb
medzi prislusnikmi danej spoloc¢nosti. Prislusnost k etnickej skupine je priamo prepojena so
socidlnym spravanim a jednym z nastrojov socidlneho spravania je prave jazyk, ktory ma
priamy vplyv na to, ako sa jedinec identifikuje s danou etnickou skupinou [9]. Ulohu jazyka
v procese utvarania identity moZeme teda v sulade s D. Gérin-Lajoie povaZovat za vel'mi do6-
lezitu.

Prostrednictvom interakcii v socidlnych skupinach jazyk prispieva k identifikacii
jedinca so socidlnymi skupinami a rolami. Aj vramci jedného jazyka su rdzne variety
vyjadrenim identifikidcie so skupinou - ¢asto bez toho, aby sme si to uvedomovali. Slang,
Zargon, Specificka slovna zasoba a rézne ,tajné“ jazykové formy vyjadruju prislusnost
k r6znym formalnym aj neformalnym skupindm a podporuju ich kohéziu. Narecia st znakom
lokalnej prislusnosti, vyrazy pouZivané v konkrétnych kontextoch rodinného Zivota
podciarkuju spolupatricnost a identifikaciu stouto primarnou socidlnou skupinou. Ak
vychadzame z primarnej, komunikativnej, funkcie jazyka, situacie, v ktorych nemoZeme
pouzivat svoj rodny jazyk (prip. druhy jazyk) a neznalost alebo nedostatocna uroven
ovladania jazyka daného prostredia vedie k bariéram v komunikacii, spésobuji neistotu,
frustraciu, pochybnosti. Naopak dosiahnutie urovne ovladania jazyka, ktora sa bliZi jazykovej
kompetencii rodeného pouZivatela daného jazyka, otvara pomyselné dvere k identifikovaniu
sa s novou cielovou jazykovou skupinou.

Podla C. A. Granger [10] sa vztah medzi individudlnym a socidlnym ,ja“ (angl. self)
utvara prave prostrednictvom jazyka a kultiry. Prijatim dalSieho jazyka akoby sme
reinterpretovali doterajsi obraz o sebe a o svete a pretvarali svoju identitu prijatim nového
»jazykového ja“, Autorka obdobie tranzitu medzi dvoma jazykmi vnima ako urcity konflikt
identity, ,psychické napatie medzi dvoma self“ (p. 62). Prejavom tohto napatia mézu byt napr.
afektivne bariéry pri uCeni sa cudzieho jazyka, na ktoré odkazuju viaceré publikicie (napr.

[16]).
2. Spolocensko-politické suvislosti pouzivania jazyka

L. Wei [29] uvadza, Ze ludia vo viac ako 200 Statoch sveta hovoria cca 6.000 jazykmi.
Bilingvizmus ¢i multilingvizmus su teda dobrovolne alebo pod vplyvom spoloc¢enskych okol-
nosti kazdodennou realitou vyznamnej casti ludskej populacie, viacjazyCnost je v ludskej
populdcii pravdepodobne zastipena viac ako monolingvizmus. Postavenie jednotlivych jazy-
kov a ich vzajomny kontakt ovplyviiuji mnohé, vo svojej podstate mimolingvistické, Cinitele
[29]:

@ Politické okolnosti - vojny, spojenia a rozdelenia $tatov, kolonizacia a pod. Prikladom moze
byt zavedenie angli¢tiny alebo franctzstiny v kolonizovanych krajinach Azie a Afriky, ale aj
Statna reguldcia jazykového kontaktu ¢estiny a slovenciny v byvalom spolo¢nom Cesko-
slovensku alebo emigracia politicky perzekuovanych obcanov. Prave regulacia pouZivania
jazykov predstavuje jeden z nastrojov uplatnovania politickej moci. Extrémnu podobu
jazyka ako nastroja ovladania l'udi ilustruje v romane 1984 G. Orwell [19], kde pre uUcely
politickej propagandy vznikol novy jazyk nazvany ,newspeak".
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~Newspeak nebyl vytvoren pouze k vyjadrovdni svétondzorovych myslenkovych postupti vlastnich oddanym
stoupenciim Angsocu, nybrZ proto, aby znemoznil vsechny jiné zpiisoby mysleni. Zdmér byl ten, Ze aZ si
newspeak vsichni jednou provZdy osvoji a oldspeak bude zapomenut, stane se kacii'ské mysleni - to jest mysieni,
které se odchyluje od zdsad Angsocu - doslova nemyslitelné, aspori v té miie, v niZ je mysleni zdvislé na slovech.
Slovni zdsoba newspeaku byla vytvorena tak, aby poskytovala presné a casto velmi propracované vyrazivo pro
kaZdy pojem, ktery by clen Strany chtel slovné vyjddrit, a pritom vylucovala vsechny ostatni vyznamy a také
moZnosti dospét k nim neprimymi metodami. Toho se dosdhlo cdstecné vytvdrenim novych slov, ale hlavné
eliminaci slov neZddoucich a vsech jejich neortodoxnich vyznamii. Pokud to $lo, byla slova zbavena vsSech
druhotnych vyznami. Uvedme jeden priklad za vSechny. Slovo ,free” - svobodny, prosty néceho, v newspeaku
jesté existovalo, ale mohlo se ho pouZit jen v takovych vyrocich jako: ,This dog is free from lice.” - , Tento pes je

prost vsi” Nemohlo ho byt pouZito ve vyznamu nezdvisly, samostatny, volny, ve smyslu intelektudlnim a

politickém, protoZe politické a intelektudIni svobody uz ddvno neexistovaly ani jako pojmy, a proto pro néz
neexistovalo adekvdtni pojmenovdni* (s. 174)

Prirodné katastrofy, ktoré vedi k hromadnému presidlovaniu obyvatelstva.

NabozZenstvo - presidlovanie obyvatelstva z dovodu naboZenskej perzekucie ale aj prefe-
rencia vybranych jazykov pri naboZenskych obradoch, naboZenskych textoch a pod.

Kultira - na jednej strane tuzba stotoZnit sa s danou komunitou realizovana aj prostred-
nictvom dosiahnutia prijatelnej arovne ovladania jazyka tejto komunity (pozri kap. 1), na
strane druhej tendencia zachovat kulturu a jazyk ,nepoSkvrnené“ cudzimi vplyvmi (tzv.
jazykovy purizmus).

Ekonomika - migracia obyvatelstva za pracou a zvySenim Zivotnej urovne.

Vzdelanie - dostupnost vzdelania v tzv. prestiZnych jazykoch (napr. latinCina v stredoveku,
Skolstvo v uradnych jazykoch krajin, ale aj preferovand a Staitom podporovana vyucba
cudzich jazykov v Skolskych systémoch - prikladom moZe byt stale aktualna odborna aj
verejna diskusia o pozicii anglického jazyka ako povinného predmetu na slovenskych
Skolach).

Informacno-komunikacné technologie, ktoré v sucasnosti masivne Siria anglicky jazyk, no
zvySuju aj dostupnost’ inych jazykov prostrednictvom filmov, hudby, online kurzov a pod.

Aj tieto Cinitele prispievaju k tomu, Ze konkrétny jazyk nie vzidy priamo koreSponduje
s konkrétnou etnickou skupinou alebo kultirnou lokalitou [21], naopak vdaka migracii
obyvatelstva, kolonializmu minulych storoc¢i, politickym rozhodnutiam a suc¢asnému
,digitdlnemu kolonializmu“ jazyky prekracuji hranice etnik a kultir Fenomén dvoj-
a viacjazy¢nosti mozno preto len tazko skimat izolovane od historického a geopolitického
kontextu jeho vzniku.

Pre jedincov, ktori hovoria dominantnym jazykom reprezentujicim v danom priestore
silni kultiru a spolo¢ensku prestiZ je moZnost komunikovat vo svojom rodnom jazyku vo
vSetkych socidlnych (formalnych i neformalnych) kontextoch samozrejmostou. Ak vsak jedi-
nec zisti, Ze jeho jazyk je menej ,,vazeny", prip. Ze ho neznalost dominantného jazyka urcitym
sposobom obmedzuje, stava sa otazka jazyka citlivou témou osobnej aj etnickej identity [17].
Spolocenska a ekonomicka prestiZ jazyka a skupiny, ktord reprezentuje, ovplyviiuje v danej
komunite postoje k bilingvizmu, k jazykom a jazykovym varietAm menSin a ich individualnym
prislusnikom. Tzv. jazykovy konflikt (detailne problematiku jazykového konfliktu analyzuje
napr. G. Kremnitz [15]) determinuje vSak aj jazykové spravanie bilingvalnych jedincov. S.
Galova [8] poukazuje na prax prepinania kédov u bilingvistov v ro6znych kontextoch, pricom
zdOraznuje, Ze vzorce jazykového spravania su sucastou ,aktivne konstruovanej a ¢asto nesu-
hlasnej reakcie“ jazykovej skupiny na jej postavenie. ,Jazykové skupiny zoci-vo€i dominantnej
kulttre, ktora im nanucuje cudzie predstavy o nich samych, vidia v jazykovych praktikach
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a hodnoteniach lahko pristupné a pouc¢né zdroje informacii o implicitnom vlastnom chapani
a nevyslovenom sebahodnoteni etnickej ,odliSnosti“ tvoriacej povedomie“ [8, s. 168 ].
Sucasna globalizacia a multikulturalizmus urcuju dynamiku jazykovych vztahov. T.
Skuttnab-Kangas prirovnava globalizaciu k vojne a kolonizacii, v ktorej sa vedie boj o identitu.
Média a vzdelavacie systémy vykondavaju ,jazykovu genocidu®, ktord méze viest aZ k tomu, Ze
0100 rokov upadne do zabudnutia 90% jazykov sveta [25, p. 201 ]. Autorka patri
k propagatorom jazykovych ludskych prav (Linguistic Human Rights), ktoré vychadzaju
z tézy, Ze menSinové jazyky aich pouzivatelia si zasliZia minimalne takd ochranu
a inStituciondlnu podporu, akej sa dostava majoritnym jazykom. Tlak na pouZivanie
dominantného (Statneho) jazyka najma u deti z jazykovo zmieSanych rodin ma na tieto rodiny
negativny dopad. Ak sa dieta nenauci hovorit’ jazykom jedného zo svojich rodi¢ov, musi rodic
v komunikacii s dietatom pouZzivat' cudzi jazyk, tym sa ,ochudobni vztah rodic-dieta, aj na
kultirnej, citovej rovine, aj na rovine identity a pravdepodobne i v inych oblastiach. Dieta ma
obmedzené moznosti pochopit jedného rodica a jeho kultdrny pévod“ [16, s. 74].

3. Bilingvizmus a bikulturalizmus

Za klasickil ajednu zprvych Studii bilingvizmu sa povaZuje dennikova Studia
nemeckého lingvistu Leopolda (1939 - 1949), ktory detailne popisoval recovy vyvin svojej
dcéry Hildegard vychovavanej v anglicko-nemeckom jazykovom prostredi [13]. Od tych ¢ias je
fenomén bilingvizmu objektom intenzivneho lingvistického aj psychologického skimania.
Cim hlbsie stc¢asna veda preniki do problematiky bilingvizmu, tym zloZitejsie sa javi
sformulovanie univerzalnej a akceptovatelnej definicie bilingvizmu a bilingvalneho jedinca.
Snahy o precizne vymedzenie bilingvizmu spravidla kombinuju Styri charakteristiky:
vek a spdsob, akym sa jedinec stava bilingvalnym,
frekvencia pouzivania jazyka, napr. ¢i jedinec pouZiva oba jazyky kaZdodenne,
uroven ovladania jazyka, napr. ¢i je droven oboch jazykov na trovni monoligvalneho
rodeného pouZzivatela daného jazyka,
identifikovanie sa s jazykom, t.j. €i jedinec sam seba povaZuje za rodeného pouZzivatela
oboch jazykov, ¢i sam seba poklada za bilingvistu a ¢i ho za takého povazuje okolie.

uroveii ovladania vek a sposob
azvka osvojenia
e jazykov
kritéria
definovania
bilingvizmu
identifikacia, :
prijatie frekvencia
bilingvalne; pouZivania
identity jazyka

Obrazok 1. Kritéria definovania bilingvizmu.
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UZSie chapané vymedzenia povaZuju za bilingvistu takého jedinca, ktory spravidla od
detstva, resp. adolescencie pouziva dva jazyky, pricom v oboch dosahuje Uroven rodeného
pouZivatela a sdim seba identifikuje ako bilingvistu. Sirie vymedzenia akceptujti ako formy
bilingvizmu aj umelt dvojjazy¢nost, semikomunikaciu medzi pribuznymi jazykmi, pasivnu
dvojjazycnost a pod. Definicie bilingvizmu len tazko dokaZu zachytit' variabilitu osobnych a
kultirnych kontextov a situdcii, v ktorych si Iudia osvojuju jazyky. Preto sa v literature
stretavame s mnoZzstvom Kklasifikacii, ktoré bliZsie vymedzuju jednotlivé druhy bilingvizmu, L.
Wei [28] uvadza az tridsatpat typov bilingvistov. V nasledujicej tabul'ke sa pokusime
sumarizovat jednotlivé typologie.

Tabul'ka 1. Druhy bilingvizmu (spracované podla [28], [29], [15], [13])

Klasifika¢né
kritérium
Motivacia Prirodzeny individudlny | Prirodzeny spolocensky [ Intencny
(kolektivny) (zamerny)
Vztah jazykovych Koordinovany Zlozeny Subordinovany
systémov
Pouzivanie jazyka Produktivny (aktivny) Receptivny (percepcny,
pasivny)
Uroveri ovladania jazyka I. | Symetricky (vyvazeny) Asymetricky
(dominantny)
Uroven ovladania jazyka | Maximalny Minimalny
1.
Casové hladisko osvojenia | Simultanny (stibezny) Sukcesivny (postupny)
si jazyka
Vekové hladisko osvojenia | Detsky (skory) Adolescentny Dospely (neskory)
si jazyka
Kontext Prirodzeny (primarny) Skolsky (kultdrny,
sekundarny)
Vztah medzi osvojenymi Aditivny Subtraktivny
jazykmi
Status jazyka Horizontalny Vertikalny Diagondlny
Zmena v kvalite Ascendetny Recesivny Latentny
osvojeného jazyka

3.1 Postoje k bilingvizmu

Najma vprvej polovici minulého storocia prevlddal odborny nazor, Ze skory
bilingvizmus oslabuje intelektovy rozvoj dietata, a Ze v rozvinutej spolocnosti je prirodzené
byt monolingvalnym. Niektori odbornici dokonca presadzovali myslienku, Ze bilingvizmus
vedie k $kodlivej redukcii intelektudlneho a duchovného vyvinu na polovicu [29]. Stddie,
ktoré usilovali o komparaciu réznych vyvinovych aspektov monolingvalnych a bilingvalnych
jedincov poukazovali na rozdiely v rozsahu slovnej zasoby, mieSanie jazykov, nedostatocné
osvojenie jedného zjazykov apod. [24], [29]. NovSie vyskumy zdoéraziuji jedinecnost
kognitivnej organizacie bilingvistov, ku generalizovanému porovnavaniu vyvinovych
rozdielov u monolingvalnych a bilingvalnych jedincov sa stavaju skor kriticky [4]. Okrem
vyskumu Specifickych kognitivnych procesov a vplyvu dvojjazy¢nosti na rieSenie problémov
sa zdoraznuje aj schopnost odliSného chapania jazyka, vySSej jazykovej, ale aj kultirnej
citlivosti bilingvistov [6], [20]. Napriek vysledkom vyskumov, ktoré zjednodusene povedané
hovoria skor v prospech bilingvizmu, postoje spolo¢nosti k bilingvalnym jedincov nie su vzdy
pozitivne. Schopnost hovorit viacerymi jazykmi je v zdpadnej kultire vnimana ako Ziaduca
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a podporovang, no prave jazyk iny ako majoritny, prestizny, ¢i dominantny (resp. nie jazyk
samotny ale kultirne pozadie dvojjazyCnosti) je neraz zdrojom diskrimindcie. Hoci su
oficidlne deklarované postoje k viacjazy¢nosti pozitivne, stidle sa mozno stretnit s pripadmi
tzv. konvertného bilingvizmu [28], kedy ma jedinec tendenciu skryvat ovlddanie jedného
z jazykov kvoli obavam z diskriminacie, resp. v snahe vzdat sa povodnej jazykovej identity.
Pri¢inou takéhoto odcudzenia sa vlastnej skupine méZu byt ideologicko-politické dévody
(napr. u niektorych utecencov) alebo extrémne silny tlak na asimilaciu zo strany majoritnej
spoloCnosti [24].
M. A. Hogg a G. M. Vaughan [14] hovoria o bikultdrnej identite najma v suvislosti
s imigrantmi a procesom akulturacie. Imigranti riesSia dilemu, ¢i si zachovat socidlnu identitu
spojenu s ich povodnou kultirnou identitou alebo prijat novu identitu hostitelskej kultary.
Vysledkom v pripade pristahovalcov aj bilingvalnych jedincov méze byt tzv. dualna identita,
teda jedinec paralelne prijima obe sociolingvistické identity.

3.2 Modely bilingvalnej vychovy vo vztahu k sociolingvistickej identite

J. Stefanik [26] popisal Sest moZnych kombindcii bilingvalnej vychovy s ohladom na
jazykovy asocidlny kontext Zivota rodiny. Pokusime sa v modeloch jazykovej vychovy
vrodine hladat zdroje pre identifikaciu dieta s urcitym modelom jazykového spravania
avolby dominantného jazyka. Pri tejto tivahe vychddzame predovSetkym z komunikacnej
funkcie jazyka, tj. zfrekvencie pouZivania adominantného komunikacného jazyka.
Uvedomujeme si, Ze etnicky aspekt a vysSie spominana spolo¢ensko-politicka prestiz jazyka
su taktieZ vyznamnymi Cinitel'mi, ktoré ovplyviiuji utvaranie sociolingvistickej identity a za
urcitych okolnosti moZu pésobit silnejsie ako frekvencia a efektivita pouZivania jazyka.

@ Rodicia maju odliSné rodné jazyky, pricom jazyk jedného z rodicov je siCasne dominant-
nym jazykom komunity, rodicia pri vychove uplatiiujd metédu jeden rodi¢ = jeden jazyk,
znamu aj pod ndzvom Grammotov princip alebo pod skratkou OPOL [14] (pozri dale;j:
pribeh druhy a pribeh sStvrty). V takomto pripade mo6Ze mat’ dieta tendenciu identifikovat
sa s jazykom prostredia, najma ak je to sucasne jazyk rodica, ktory s dietatom travi viac
casu.

Rodicia maju odliSné rodné jazyky, pricom jazyk jedného z rodicov je suCasne dominant-
nym jazykom komunity, rodicia vSak pri vychove pouZivaji jazyk, ktory nie je dominant-
nym jazykom komunity. V takomto pripade dieta casto prichddza do uZSieho kontaktu
s jazykom komunity v Skolskom (predskolskom) prostredi. Spravidla ako rodny jazyk iden-
tifikuje jazyk rodicov, ak rodic¢ia komunikuju aj v jazyku komunity a prilezitosti pre komu-
nikaciu v prvom jazyku st obmedzené, méze neskor dieta preferovat identifikaciu s domi-
nantnym jazykom.

@ Rodicia maju rovnaky rodny jazyk, v ktorom vychovavaju dieta, no tento jazyk je odliSny od
dominantného jazyka komunity (pozri dalej: pribeh treti). Dieta moZe funkcne preferovat
jazyk komunity a kulturne sa identifikovat s jazykom rodic¢ov. Prave v tomto modeli autori
(napr. [24], [8]). uvadzaju rozne priklady utvarania jazykovej identity - od tzv. subtraktiv-
neho bilingvizmu, kde dominantny jazyk komunity u dietata ,vytlac¢i“ jazyk rodicov, cez po-
stupné oslabovanie pozicie mensinového jazyka medzi generaciami, azZ k opa¢nému
modelu, kde sa menSinovy jazyk upeviiuje a buduje etnicku solidaritu vo vnutri mensi-
nového spolocenstva.

Rodic¢ia maju odlisné rodné jazyky, dominantny jazyk komunity je odliSny ako jazyky rodi-
cov. Kazdy rodic s dietatom komunikuje svojim jazykom. Dieta si osvojuje tri jazyky, pro-
strednictvom ktorych dostava aj tri kultirne kontexty. Pri dominantnej identifikacii moze
zohravat' ulohu frekvencia kontaktu s jednotlivymi jazykmi vo formalnom i neformalnom
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kontexte, dominantny komunika¢ny jazyk medzi rodi¢mi a pod.

Rodic¢ia majua rovnaky rodny jazyk, ktory je totoZny s dominantnym jazykom prostredia,
jeden z rodi¢ov na zdklade vlastného rozhodnutia komunikuje s dietatom v jazyku, ktory
nie je jeho rodnym jazykom. V tomto pripade tzv. intencného bilingvizmu druhy jazyk
spravidla nie je nositelom kultury, rodi¢ casto v jazyku, ktory nie je jeho rodnym nedokaze
byt pri vychove kultirne autenticky (pozri dalej: pribeh Stvrty). To mo6Ze prispievat
k strate motivacie k udrZaniu intencného bilingvizmu na strane rodica i dietata. V pripade,
ked’ je druhy jazyk nositelom kultiry jedného z rodicov (pozri kap. 2 a 5.3) je tato motiva-
cia vysSia.

@ Rodicia su bilingvalni aj komunita je bilingvalna. V. Bacova [2] pri vymedzeni etnickej
identity vychadza z tézy, Ze si kazdy jedinec vytvara implicitné presvedcenie o tom, aky
charakter maju vel'ké spoloCenstva ludi, a Ze tieto presvedcenia su zakladom identifikova-
nia sa jedinca s danym spoloCenstvom. Vychova v bilingvalnej komunite vedie k vysSej
flexibilite vo vnimani lingvistickej a etnickej identity ako k vySSej miere otvorenosti k in-
terkultirnej komunikacii [20].

4. Bilingvizmus na Slovensku

Vyskumu a deskripcii jednotlivych foriem bilingvizmu sa u nas venuje viacero odborni-
kov, pricom prevladaju Stadie zamerané na lingvisticku analyzu bilingvizmu (pozri napr.
[27]). Vo vztahu k slovencine sa stretavame so Styrmi najvyznamnejSie zastipenymi kateg6-
riami bilingvizmu:

@ Bilingvizmus Slovdkov Zijucich v zahranici, pricom z hladiska formovania sociolingvistic-
kej identity povaZujeme za doleZzité odliSit bilingvizmus v stabilnych slovenskych komuni-
tach v zahranici (napr. v Madarsku, v niektorych mestach USA a Kanady, v si€asnosti napr.
aj v Irsku a pod.) a bilingvizmus rodin a jednotlivcov Zijicich v zahrani¢i mimo slovensky
hovoriacich komunit.

@ Bilingvizmus ndrodnostnych mensin, ktoré majd historicky korene v naSom regione
a Ziju prevazne v pohrani¢nych oblastiach Slovenska. Podla udajov zo sc¢itania obyvatelstva
sa kinej ako slovenskej narodnosti hlasi cca 13% obyvatelov Slovenska a priblizne 15%
uvadza iny materinsky jazyk ako slovensky [26] (detailné zastdpenie jednotlivych jazykov
uvadzame v tab. 2).

@ Kolektivny pasivny slovensko-cesky, resp. ¢esko-slovensky bilingvizmus tvori osobitnu
kategoriu bilingvizmu. Podla M. Slobodu [23] je jazykova situacia byvalého Ceskosloven-
ska, kedy v jednom S$tate obcania pouzivali dva jazyky pricom pri vzajomnej komunikacii
kazdy hovoril svojim jazykom, vel'mi ojedinela. Pre tento fenomén sa v snahe odlisit od
»pravého“ bilingvizmu pouzivali oznacenia ako ,dvojjazykovost“ alebo semikomunikacia.
M. Sloboda vS$ak tvrdi, Ze ,mo6Zeme bez vyhrad hovorit o tom, Ze pouZivatelia slovenciny
a CeStiny su bilingvalni - uplatniuji vo svojom Zivote schopnost pouZivat dva jazyky - hoci
hovoria a piSu len v jednom a v druhom spravidla diskurz (t.j. hovorené a pisané texty), ne-
produkujq, ale len prijimaju“ [23, s. 210]. Na pozadi kolektivneho bilingvizmu je pomerne
frekventovany aj aktivny slovensko-Cesky bilingvizmus zmieSanych rodin alebo osdb, ktoré
presidlili kvoli zamestnaniu alebo Studiu a patria teda skor k vyssie uvedenej kategorii a)
alebo b). Blizkost oboch jazykov i kultir a stifasna pritomnost pasivneho kolektivneho
bilingvizmu ovplyviiuje jazykové spravanie aj jazykovu identitu aktivnych slovensko-cCes-
kych bilingvistov (pozri pribeh prvy).
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@ Bilingvizmus cudzincov Zijucich na Slovensku, s rastiicou zahrani¢nou mobilitou Studen-
tov a zamestnancov narasta aj pocet jednotlivcov, ktori sa stavaju bilingvalnymi v do-
spelosti (pristahovalci na Slovensku) a zmiesanych parov - bilingvalnych rodin, v ktorych
jeden z partnerov je slovensky hovoriaci a druhy hovori inym jazykom.

Osobitnou kategoriou bilingvizmu, ktord v nasich podmienkach detailne analyzuje M.
Groma [11], je bilingvizmus, ktory nevznikd na podklade etnickych, geografickych alebo
politickych dovodov, ale na zaklade biologickej vybavy jedinca - ide o bilingvizmus spolocen-
stva nepocujudcich. Prelingvalne nepocujuci si neosvoja zvukovd podobu reci a na uspokojenie
svojich komunikacnych potrieb pouZivaji primarne posunkovy jazyk [11, s. 141].

Tabul'’ka 2. PouZivanie jazykov na Slovensku (spracované podla vysledkov s¢itania oby-
vatelstvazr. 2011 [26]).

NajcastejsSie po- | NajcastejSie po-
Materinsky jazyk uzivany jazyk uzivany jazyk v
na verejnosti domacnosti
Rok s¢ita-
nia 2011 2001 2011 2011
Jazyk
slovensky 78,6% 83,9% 80,4% 73,3 %
madarsky 9,4% 10,7% 7,3% 8,7%
romsky 2,3% 1,8% 0,7% 2,4%
rusinsky 1,0% 1,0% 0,5% 0,9%
ukrajinsky 0,1% 0,2% menej ako 0,1% 0,1%
Cesky 0,7% 0,9% 0,3% menej ako 0,1%
nemecky 0,1% 0,1% 0,2% menej ako 0,1%
polsky 0,1% 0,1% menej ako 0,1% menej ako 0,1%
chorvatsky menej ako 0,1% | menejako 0,1% menej ako 0,1% menej ako 0,1%
jidis menej ako 0,1% | menej ako 0,1% menej ako 0,1% menej ako 0,1%
bulharsky menej ako 0,1% | menejako 0,1% menej ako 0,1% menej ako 0,1%
ostatné 0,3% 0,1% 1,1% 0,7%
nezistené 7,5% 1,2% 9,5% 13,5%

5. Pribehy bilingvizmu v slovenskom jazykovom prostredi

Vyskumy roznych aspektov bilingvizmu, ktoré boli metodologicky postavené na kom-

paracii bilingvalnych a monolingvalnych jedincov st dnes Casto ter¢om kritiky (napr. [29]),
nakol'ko existuju prirodzené, ,neporovnatelné“ odliSnosti v pouzivani jazykov u oboch tychto
cielovych skupin. HlbSie psychologické porozumenie bilingvalnej reality jedinca predpoklada
odhalenie osobnej a rodinnej anamnézy jedinca v kontexte vyvinu dvoj- (resp. viac-) jazyc-
nosti. Pre analyzu formovania sociolingvistickej identity a motivacie k udrZaniu bilingvizmu
nie je dolezity len kontext vyvinu rec¢i a kognitivnych funkcii, ale najma rozvoj postojov
k vlastnej dvojjazy¢nosti, proces identifikacie, skisenosti s postojmi areakciami okolia.
Cielom tejto vyskumnej sondy do Zivota slovenskych bilingvistov nie je generalizacia ani kom-
pardcia, usilujeme sa poukazat na priklady Zivotnych skusenosti slovenskych bilingvistov
s jazykovou identifikaciou.
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Ako vyskumnu metédu sme zvolili metddu Zivotného pribehu. R. Atkinson [1] Zivotny
pribeh popisuje ako pribeh, ktory sa jedinec rozhodne prerozpravat prostrednictvom
riadeného interview, a ktory umoznuje vyskumnikovi porozumiet a ziskat' vhlad do situdacii
a problémov, ktoré jedinec preZiva, definovat’ miesto jedinca v socidlnom systéme a odhalit’
socialnu realitu, ktora tvori pozadie pribehu (p. 128, 129). Respondentmi interview boli do-
spievajuci a mladi dospeli (18 - 35 rokov, n = 10), ktori vyrastali v bilingvdlnom prostredi
alebo vychovavaju svoje deti v bilingvalnej rodine. Pri priprave interview sme sa opierali
o model interview Zivotného pribehu podla R. Atkinsona [1]. Pri interpretacii vychadzame
z dvoch zakladnych kategérii: osobnych skiisenosti a interpretacii Zivotnych udalosti. Pre
ucely tohto textu vyberame Uryvky zo Styroch pribehov, ktoré ilustruji momenty typické pre
sucasné modely bilingvizmu na Slovensku.

5.1 Pribeh prvy: Cechoslovak

Toma$ (33 r.) sa narodil v ¢esko-slovenskom manZelstve, matka Slovenka a otec Cech
7ili spolu s rodinou najprv v Cechach a este pred rozpadom Ceskoslovenska sa prestahovali
na Slovensko. Rodicia v komunikacii vZdy pouZzivali kazdy svoj jazyk (semikomunikacia), To-
mas si paralelne osvojoval oba jazyky, pri komunikacii aktivne pouZiva oba jazyky. Dnes Zije
na Slovensku, so slovenskou manZelkou pri vychove svojho syna obaja rodic¢ia pouZzivaju
slovencinu. Oba jazyky su si blizke a podnety v oboch jazykoch lahko dostupné, preto neuva-
Zuje o tom, Ze by cielene podporoval syna v rozvoji komunikacie v CeStine, sam seba nevnima
ako bilingvistu: ,Nikdy mi nenapadlo nejako Specidlne ho ucit’ po Cesky. Obcas Citam cCeské roz-
pravky, aj pozerdme v telke s ceskym dabingom. Dost' sa stretdvame aj s ¢eskou rodinou, méj
otec nariho hovori po Cesky... Neviem, to asi nie je takd td bilingvdlna vychova, ale tie jazyky su
dost’ podobné, tak myslim, Ze keby chvilu Zil tam, tak rychlo prepne, ked’ uZ md ten jazyk napo -
cuvany.” (1;29). Pravidelny kontakt s oboma jazykmi a kultdrami uZ od raného detstva
a sucasne pritomnost fenoménu pasivneho slovensko-ceského bilingvizmu a spolo¢ného
$tatu viedli u Tomasa k identifikacii s oboma kultdrami: ,Ja som to velmi neriesil - & som Cech
alebo Slovdk - no Cechoslovdk. Vlastne dodnes to nemdm jednoznaéne dané. Ked’ som v zahrani-
Ci, tak poviem, Ze som Slovdk - vsak tu Zijem aj po slovensky hovorim, ale ked’ sa ma niekto
v Cechdch spyta, tak poviem, Ze som Cech - vsak tam som tieZ doma. Asi je to aj tym, Ze sme boli
spolocny stdt, aj obCianstvo mdm dvojité.” (1;53)

5.2 Pribeh druhy: Na Slovensku po slovensky

Zuzana (34 r.) vyrastala v madarsky hovoriacej rodine na Slovensku, otec bol bilingvis-
ta, matka monolingvistka, madarsky hovoriaca. Zuzana navstevovala slovenské Skoly, dnes
hovori aktivne oboma jazykmi, v manZelstve so Slovakom vychovavaju tri deti podla modelu
jeden rodic¢ - jeden jazyk. Uvedomuje si, Ze pre deti je dominantnym jazykom slovencina, vni-
ma to vSak ako prirodzeny jav: ,Ja mdm ndrodnost’ madarsku, aj to tak citim. Deti uzZ maji viac
toho slovenského prostredia a kontaktov. UZ vlastne to madarské maju len odo mria. Oni aj tak
viac inklinuju k tej slovencine.” (2;60) Uvedomuje si, Ze skusenost s predsudkami okolia
voc¢i madarskému jazyku mozu ovplyvnit aj postoj deti k vlastnej dvojjazycnosti, napriek
tomu nadalej désledne uplatiiuje bilingvalnu vychovu: ,Mali sme to obdobie u kaZdého z deti,
Ze odmietali madarcinu. [...] Asi hlavne kvéli reakcidm okolia - raz prisla dcéra zo $kélky, Ze jej
deti povedali, Ze na Slovensku md hovorit po slovensky. Tak sme jej vysvetlovali, Ze kaZdy jazyk
navyse je vyhoda, ale este je asi mald, aby to pochopila...” (2;33)




ROZVIJANIE CUDZOJAZYCNYCH ZRUCNOSTI U DETI V SKOLSKOM A V RODINNOM PROSTREDI
Starime sa dvojjazy¢nou rodinou! Stafime sa viacjazy¢nou spolo¢nostou! 176

5.3 Pribeh treti: My a oni

Michaela (35 r.) sa spolu s manZelom odstahovala po vysokej Skole za pracou do Ne-
mecka. Obaja v tom Case vedeli dobre po nemecky, Michaela sa nemcinu ucila od detstva od
starej mamy. Dnes Ziji v Nemecku 10 rokov a obe ich deti Zili od narodenia len tam, hovoria
po nemecky aj po slovensky. Vo vychove preferuju metédu pouzivania slovenského jazyka
doma a majoritného - nemeckého v skole, s vynimkou pripravy do Skoly, kedy rodicia pouZi-
vaju podla potreby aj nemcinu. Motivaciou pre bilingvalnu vychovu je pre rodic¢ov aj zachova-
nie kontaktu s rodinou na Slovensku a so slovenskou kultirou: ,Urcite ked’ chceme, aby sa citi-
li ako Slovdci a nestratili ti kultiru a ten pocit, Ze su Slovdci, tak ich musime ucit’ ten jazyk.
Doma hovorime po slovensky, mdme slovenské rozpravky, knizky, hry...” (3;41). Na to, aby ¢lovek
prijal narodnu/etnickua identitu vSak podla Michaely nestaci ovladat dokonale jazyk: ,Asi sa
aj citia [deti] stdle, Ze sme Slovdci. Viete tam sme stdle akoZe ,gastarbeiteri’, to je stdle také ,my
a oni’; my sme ti cudzinci. Ale vSak aj sme, aj ked’ tu Zijeme a hovorime po nemecky, Nemci z nds
nikdy nebudt - na to nestaci vediet’ po nemecky.” (4;56)

5.4 Pribeh $tvrty: Dva jazyky, dva domovy

Katarina (28 r.) zila niekol'ko rokov vo Francuzsku so svojim francizskym partnerom,
po narodeni dcéry sa prestahovali spat na Slovensko. Dcéru (3 r.) vychovavaju doésledne
metddou jeden rodic - jeden jazyk. ,Myslim, Ze v nasSej situdcii je to tak prirodzené. Partner po
slovensky vie velmi mdlo a tu sme obklopeni slovencinou. Ja by som to ani nevedela prihovdrat
sa jej po francuzsky, akoZe viem ten jazyk vyborne, hlavne Co sa tyka mojej profesie, ale tie bds-
nicky a vsetko - proste to nevies tak v tom inom jazyku dat.“(4;25) Hoci momentalne je dcéra
obklopena prevaZne slovenskym jazykovym prostredim, jej jazykova identita je pre matku ot-
vorena: ,Mald md obcianstvo aj ndrodnost napisant slovensku, ale myslim, Ze to je len formali-
ta. Neviem, kde budeme Zit' a tak. [... |[Ked’ uZ ma tie dva jazyky a vilastne dva domovy, tak si
moze vybrat.” (4;80)

6. Zaver

Cielom tohto prispevku je syntetizovat r6zne aspekty formovania identity v kontexte
jazykovej reality jedinca. ZamySlame sa nad tym, ako spolocensko-historické suvislosti
a postavenie konkrétneho jazyka v konkrétnej spoloCnosti determinuju psychologicku
dimenziu identifikovania sa s vlastnou dvojjazy¢nostou. Vybrané ukaZzky ilustruju nielen
roznorodé Kkategorie bilingvizmu v slovenskom jazykovom priestore ardzne skusenosti
a modely vychovy v bilingvalnych rodinach, poukazuju aj na odliSnosti vo vnimani jazyka
v kontexte vlastnej identity. Prvy jazyk a s nim spojena kultira je aj primarnym zdrojom
kultdrnej a lingvistickej identity. Skori bilingvisti v§ak spravidla vnimaju jazykovu a kultirnu
identitu skér ako flexibilni kategériu, kontinuum, ktoré moZe podliehat zmendm. MoZno
predpokladat, Ze skory kontakt s viacerymi jazykmi a kultdrami prispieva k vy$Sej miere
otvorenosti vo¢i zmenam, niZSej miere rigidity vo vnimani vlastnej jazykovej identity.
V tranzitnych obdobiach medzi dvoma jazykmi vSak dvojjazycnost moZe viest k vnitornému
konfliktu, aky monolingvalny jedinec nepreZiva. Toto napétie sa prejavuje napr. vyhybanim sa
alebo aktivnym odmietanim jedného jazyka. Z uvedeného vyplyva, Ze dvojjazycna vychova
ma okrem roviny ucenia sa resp. spésobu osvojovania si jazykov a neuropsychologickych
a kognitivnych dopadov dvojjazycnosti aj hlbSiu socidlno-psychologickii dimenziu, ktora
determinuje utvaranie identity a osobnosti.
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Mend aktérov a aktérok pribehov boli zmenené za ticelom zachovania anonymity.
Ciselné odkazy v zdtvorkdch (4;25) oznacluji poradie pribehu a Cislo riadku prepisu.
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STORYBRIDGE CONNECTING SCHOOL AND FAMILY

Pavla Buchtova, Leah Gaffen, Lucie Podrouzkova, Nada Vojtkova
Class Acts, English Department, Faculty of Education, Masaryk University
Prague, Brno, Czech Republic
nada.vojtkova@gmail.com

leahgaffen@volny.cz

The presentation will describe a joint project by the non-profit organisation Class Acts, the
Faculty of Education and the Prague Municipal Library, which was supported by the American
Embassy. The main goal of the project was to promote story reading and telling as a vehicle for

acquiring English and developing reading literacy in children. It also aimed to support
multiculturalism and volunteerism in Czech schools and libraries. The participants of the
project included teacher trainees, practising teachers and parents. This enhanced the sharing of
experience and developed the links between the three parties. We will introduce the course
design which the two institutions participating in the project (Class Acts and the English Dept.
at the Faculty of Education) developed and executed to prepare the participants for the work
with children. The outcomes of the project will be presented as well.

Keywords: stories, performances, parents, teachers, trainee teachers, library, storytelling

THE INFLUENCE OF FAMILY BACKGROUND ON THE DEVELOPMENT OF THE
BILINGUAL CHILD

Bc. Ludmila Dzijakova
The Catholic University in Ruzomberok
RuzZomberok/Slovakia

ludka.dzijakova@gmail.com

Abstract
The theme of the paper is the influence of family background on the development of the
bilingual child. This issue is currently widespread, as all over the world numerous couples of
mixed nationality are raising their children bilingually.

Attention is drawn to the case study of two girls: one is bilingual from birth, because one parent
is a foreigner, while the other girl has been learning a second language for two years. The girls
are about the same age, with a few months’ difference between them. The comparison will be
based on production in Slovak and English. The paper will be focused mainly on the girl who
lives in a bilingual family.

Key words: Bilingualism. Bilingual education. Simultaneous bilingualism. Bilingual family.
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EXPERIMENTAL ENGLISH TEACHING IN PRE-PRIMARY SCHOOL WITH THE
HOCUS AND LOTUS NARRATIVE FORMAT

Zlatica Jursova Zacharova
Katedra anglického jazyka a literatiry, Pedagogicka fakulta Univerzity Komenského
Bratislava/Slovakia
zlatica zacharova@astiret.com

Based on the research of professor Taeschner and her team (Taeschner, 2005), in 2011 we
performed experimental teaching of English in kindergarten using the Hocus and Lotus
Narrative format educational model. The teaching lasted 6 months, every day for 20 minutes,
and children were to learn 290 words in phrases of narrative format during this period. This
experiment involved 64 children. We tested 29 children who were willing to work with us
individually. The children were administered tests of comprehension and production in image
form, that measured the amount of learned and remembered vocabulary. The children were
also asked to tell a story using a picture book. Results showed that children recognized 80.51%
of foreign language words in the test of understanding, while the production test showed a
52.10% success rate. We found that children who were able to understand the L2 better were
also capable of better production in L2 (Spearman’s rho bei 0.01 level). Both the production and
comprehension abilities in L2 were significantly affected by the number of hours missed.

Keywords: English teaching narrative format, education model, preschool

LEARN ENGLISH FAMILY

Alena Stefanikova
British Council
Bratislava,Slovakia

Alena.stefanikova@britishcouncil.sk

Abstract

In my presentation I would like to focus on one of the British Council products: the Learn
English Family brochure and the online resources which teachers and parents can use when
helping and motivating their children to start studying English:
http://learnenglishkids.britishcouncil.org/en/parents

The Learn English Family brochure is for parents who want to help their child or children with
their English but are not sure what they can do to help. This presentation will offer extensive
expert advice about helping your child learn English. The brochure is divided into 9 sections:

How children learn, How children learn English as another language, How children learn
through picture books, learning English through sharing rhymes, Practical tips, Pronunciation
activities, Speaking English at home, Using books with older children and teenagers, Using the

internet and computers safely. We used these resources when we organized workshops for
kindergarten teachers from bilingual kindergartens, and workshops for parents and teachers in
different parts of Slovakia.

Keywords: British Council, Learn English Family, resources for teachers and parents
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THE USE OF PREDICTABLE BOOKS IN EDUCATION WITH A BILINGUAL
KINDERGARTEN FOCUS

Miriam Valaskova
Faculty of Education, Comenius University
Bratislava, Slovakia

miriam.valaskova@gmail.com

Abstract
The paper provides information on research results which strongly suggest that the use of
predictable books to develop communication skills of children in kindergarten with a bilingual
focus is justified.

Keywords: research, literacy, bilingual environment, kindergarten, predictable books
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