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INTRODUCTION

The main intention of the series of interational conferences entitled
Language, Literature and Culture in Education (LLCE) is to create a working
platform for academics, researchers, scholars, teacher trainers and teachers to
discuss, exchange and share their research results, projects, experiences, and
new ideas about all aspects of studies in language, literature, culture and related
areas in an effective international atmosphere. The series itself follows and
enriches the tradition of the conferences Foreign Languages and Cultures at
School (2002-2013). The international dimension of the conference is every year
ensured by personal or virtual engagement of participants from various schools
and institutions from all continents.

The conference LLCE2015, held on 14 - 16 May 2015 in Nitra, Slovakia, was
exceptional in several ways. It was supported by the Ministry of Education,
Research, Science and Sport of the Slovak Republic, and organised in a close
cooperation with the National Institute of Education, Constantine the
Philosopher University in Nitra, and PreSov University in PreSov. For the first
time, the special session Siucasné vyzvy cudzojazycného vzdeldvania na
Slovensku: Ako d'alej? was organised for Slovak teachers of all foreign languages
taught in Slovakia. Moreover, the conference was organised as a part of the
project KEGA 036UKF-4/2013 funded by the Ministry of Education of the Slovak
Republic.

This CD Conference Proceedings consists of selected papers and presentations
that were given at the Language, Literature and Culture in Education 2015
conference, assessed through a double-blind reviewing process and consequently
recommended for publishing.

In addition, the list of LLCE 2015 conference publications includes:

- both the May 2015 and September 2015 issues of JoLaCE: Journal of
Language and Cultural Education (ISSN: 1339-4045 print, ISSN: 1339-4584
online at www.jolace.com);

- and CD LLCE2015 Book of Abstracts (ISBN 978-80-971580-7-1, available
also on-line at http://www.jolace.com/conferences/llce2015 /publications/).

LLCE2015 Scientific Committee
& SlovakEdu Team, n.o.


http://www.jolace.com/
http://www.jolace.com/conferences/llce2015/publications/
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Testovanie z cudzich jazykov - testovanie urovne C1
Spoloc¢ného eurdpskeho referencného ramca a typy uloh
v elektronickom testovani z cudzich jazykov

Miroslava Jurenkova
NUCEM, Slovensko
miroslava.jurenkova@nucem.sk

Abstract

National Institute for Certified Educational Measurements (NUCEM), within the
national project “Increasing the quality of education in primary and secondary schools
with the use of electronic testing”, has been developing e-testing software and e-tests to be
used in Slovak classrooms since 2013. Moreover, NUCEM is preparing for implementation
of C1 level testing in 2017. The first experience has just been documented and results so
far suggest that e-testing could support the assessment process, the analysis of results as
well as, with an appropriate feedback to schools, the overall quality of education.
Therefore, based on our initial and valuable experience with e-testing, and preparation of
C1 level tests, the object of our paper is to outline the main outcomes and challenges of e-
testing a C1 level testing with a focus on foreign language skills assessment. The paper
provides basic information about the characteristics of C1 level tests, e-test item types
used in testing foreign languages and provide some item samples.

Key words: testing, elektronic testing, foreignlanguages, tests, types of tasks

A. Zavadzanie testovania na jazykovej irovni C1

Narodny ustav certifikovanych merani vzdelavania sa od roku 2013 zaobera
pripravou externej ¢asti maturitnej skugky (dalej ,EC MS“) a internej asti
maturitnej skuasky (dalej ,PFIC MS“) zdruhého vyulovacieho jazyka pre
bilingvalne skoly na jazykovej tirovni C1.

Na zéklade zistenych Statistickych tidajov vysledkov testov EC MS z cudzich
jazykov moZno konStatovat, Ze priemerna uUspeSnost 641 Ziakov 5-ro¢ného
Stadia (z celkového poctu Ziakov 14 263) na maturitnej skiske 2013 z anglického
jazyka, ktori by boli cielovou skupinou testovanych na drovni C1 z anglického
jazyka, ak by maturovali v roku 2017, bola 80,9 %. Z nemeckého jazyka islo o 80
Ziakov s priemernou uspesSnostou 67,2 % z celkového poctu 1959 ziakov. Na
maturitnej skuske 2014 sme uvSetkych ziakov bilingvalnych strednych skol
z anglického jazyka (886 Ziakov zcelkového poctu 14 198) identifikovali
priemernt UspeSnost 76,8 % (ostatni Ziaci dosiahli 60,5 %). Zo Statistického
hl'adiska je teda rozdiel medzi vysledkami Ziakov bilingvalnych a ostatnych $kél

8



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

vanglickom jazyku mierne vecne vyznamny. Zodborného hl'adiska
nepovazujeme dosiahnutt priemernu uspesnost za vysoku, ked'ze takito Ziaci by
zrejme mohli vteste Cl1 dosiahnut odhadom aj ovela niZ$iu priemernud
uspesnost. V nemeckom jazyku je vyraznejsi rozdiel medzi ziakmi bilingvalneho
Stidia a ostatnymi ziakmi maturujicimi na drovni B2, ato na urovni strednej
vecnej vyznamnosti. Ziaci bilingvalneho $tidia dosiahli priemernd tspes$nost
76,2 % (143 ziakov z celkového poctu 1476). Ostatni ziaci mali priemernua
uspesnost v teste 52,0 %.

V suilade so Spolo¢nym eurdpskym referen¢nym ramcom pre jazyky vydanym
Radou Eurépy (dalej ,SERR“) vypracoval NUCEM v spolupraci so skisenymi
autormi testov, stredoskolskymi a vysokoskolskymi pedagégmi a metodikmi
Specifikaciu testu z “druhého vyucovacieho jazyka pre testy jazykovej tirovne C1.

Test EC MS azadanie PFIC MS st teda uréené maturantom bilingvalnych
strednych $§kél, ktor{ sa pripravuju na maturitnu skusku z druhého vyucovacieho
jazyka apocas svojho Studia dosiahli droven skiiseného pouZivatela jazyka
(W¢inni opera¢na spdsobilost/Effective Operational Proficiency), uroven C1
podla SERR. Podmienkou dosiahnutia komunikacnej trovne C1 je zvladnutie
vSetkych jazykovych Struktir, lexiky a komunikac¢nych sposobilosti, ktoré su
vymedzené v ramci nizsich referen¢nych urovni SERR (A1, A2, B1, B2).

Testy EC MS a zadania PFIC MS z druhého vyuéovacieho jazyka zodpovedaju
uroviiou narocnosti urovni C1 SERR. ResSpektuju obsah zikona ¢. 245/2008 Z. z.
o vychove a vzdelavani (Skolsky zakon) v platnom zneni a vyhlasku ¢. 318/2008
Z. z. oukoncovani Studia na strednych Skolach a su vytvorené v sulade
so Statnym vzdeldvacim programom z druhého vyucovacieho jazyka, tirover C1
pre vy$sie sekundarne vzdelavanie (SPU, 2012), ktory bol schvéleny
Ministerstvom Skolstva, vedy, vyskumu a Sportu Slovenskej republiky diia 03. 09.
2013 s a¢innostou od 01. 09. 2016. Obsah testov EC MS a zadani PFIC MS dalej
vychadza z Cielovych poziadaviek na vedomosti azrucnosti maturantov
z anglického, franctzskeho, nemeckého, ruského, Spanielskeho a talianskeho
jazyka, uroven C1 (§P[’J, 2012), ktoré boli schvalené Ministerstvom $kolstva, vedy,
vyskumu a Sportu Slovenskej republiky dna 03. 09. 2013 s u¢innostou od 01. 09.
2016.

Vzmysle stGcasnej platnej legislativy je na administraciu testov EC MS
z druhého vyucovacieho jazyka turovne C1 pridelenych 120 mindat ana
vypracovanie zadania PFIC MS maju Ziaci stanoveny ¢as 60 minut. Predpoklada
sa, prebiehajlicimi Gipravami v legislative, Ze testy EC MS z druhého vyucovacieho
jazyka tirovne C1 budi prediZené na 150 minit a na 90 miniit pre vypracovanie
zadania PFIC MS. Zamerom navy$enia ¢asovej doticie je pripodobnit toto
testovanie k uZ existujicim, medzinarodne uznavanym testovaniam, ako aj overit
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urovenl osvojenia si vacSieho rozsahu kompetencii Zziakov v stlade so SERR
v jednotlivych Castiach testu.

Ciel'om testu EC MS tirovne C1 je zistenie irovne osvojenia si komunika¢nych
jazykovych kompetencii integrovanych v nasledovnych castiach: pocuvanie
s porozumenim, pouzivanie jazyka (gramatika a lexika), ¢itanie s porozumenim.

Jednotlivé Casti testu EC MS budi obsahovat rézne typy tloh zamerané na
rozne témy. Témy su blizsie Specifikované v tematickych okruhoch stanovenych
cielovymi poziadavkami na vedomosti azrucnosti maturantov z prislusnych
vyuéovacich jazykov trovne C1 av Stitnom vzdeldvacom programe pre druhy
vyucovaci jazyk tirovne C1. V jednotlivych castiach testu sa buda témy obmienat’.

V testoch EC MS tirovne C1 budt pouZité dva hlavné typy tloh:

e tlohy s kratkou odpovedou (UKO): tlohy na dopliiovanie, cloze test, tlohy
zamerané na tvorbu slov, ilohy zamerané na korekcie textov;

e tlohy svyberom odpovede (UVO): multiple choice (vyber zo 4 moznosti),
ulohy na prirad’ovanie.

Pokyny kulohdam vtestoch EC MS budd formulované v prislusnom
vyucovacom jazyku. Ak si to bude typ testovej ulohy vyzadovat, bude uvedené
vzorové rieSenie.

Testy EC MS trovne C1 budi obsahovat’ 10 textov:
¢ 3 nahravKky v Casti Pocivanie s porozumenim (30 poloziek - 40 minut),

o 3 texty v Casti Pouzivanie jazyka (40 poloziek - 50 minut),
e 4 texty v Casti Citanie s porozumenim (30 poloZiek - 60 minut).

Podrobnt charakteristiku testov EC MS azadani PFIC MS zdruhého
vyucovacieho jazyka trovne C1 podla jednotlivych Casti uvadzame nizsie.

Pocuvanie s porozumenim

Ciel: Overit schopnost Zziaka dosledne a efektivne pocivat dlhsi hovoreny
prejav na abstraktné azlozité témy v prisluSnom cudzom jazyku, dokonca aj
vtedy, ked nie je zretelne Struktirovany avztahy viom s vyjadrené iba
v naznakoch, porozumiet hovorenému prejavu aziskat zneho informacie,
potrebné na splnenie dlohy.

Cas: cca 40 mindt.

Polet uloh: 3 tlohy vychadzajice zaudionahravok roznej dizky. Ziak si
vypocuje kazdd nahravku dvakrat. Na precitanie poloziek viazucich sa na text/y
v kazdej dlohe ma Ziak pred pocuvanim 2 minuty a na dokoncenie prace na
ulohach v ramci jednej tlohy ma ziak po vypocuti nahravky 30 sekind.

Charakteristika textov: Texty na pocuvanie si nahrané hovoriacimi, pre
ktorych je dany cudzi jazyk rodnym jazykom (C2). Hovoriaci pouZivaju prevazne
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medzinarodne akceptované varianty Standardnej vyslovnosti, tempo reci je také,
aké sa bezne vyskytuje vredlnych situacidch. Texty na pocCuvanie mozZu
obsahovat' aj vac¢Sie mnoZzstvo autentického zvukového materialu, ktory moze byt
Ciastocne predneseny aj v substandardnom recovom prejave (dialekt, idiolekt,
sociolekt) a mdze obsahovat idiomatické a hovorové vyrazy alebo Specifické ci
odborné, vbeznej re¢i menej frekventované vyrazy. Z dovodu zvySenia
autentickosti recového prejavu mozu urcité Casti nahravok zamerne obsahovat aj
sprievodné rusivé zvuky sposobené napriklad hlukom na stanici, Stadidne, v
kaviarni, atd..

Zameranie textov, zdroje: Texty obsahuju témy, ktoré su v sulade s cielovymi
poziadavkami daného vyucovacieho jazyka a su prevzaté z autentickych
materidlov. Zdrojmi si masovokomunikacné prostriedky (tlac, internet, rozhlas,
televizia).

Typy textov: Zastiipené su texty monologického (napr. rozhlasové vysielania,
oznamy, hlasenia, pokyny, prednasky, prezentacie) aj dialogického charakteru
(diskusie, odborné diskusie, debaty, interview).

Tematické okruhy: Texty obsahuju témy, ktoré su vsuilade s cielovymi
poziadavkami daného vyucovacieho jazyka. Tematicky sa mozu viazat aj na
osoby, inStitdcie, udalosti, procesy, operacie, vztahy, krajiny, kultiru
aspolocnost, vktorej sa dany jazyk pouziva (kazdodenny zivot, Zivotné
podmienky, medziludské vztahy, hodnoty a presvedcenia, znalost reci tela,
spolocenské konvencie a ritualne spravanie). Texty nie su po obsahovej stranke
pre ziaka stresujuce alebo diskriminujuce.

Testované vedomosti a zrucnosti: Globalne porozumenie - zachytenie hlavne;j
myslienky a dodlezitych informacii, selektivne porozumenie - vybrat azhrnut
konkrétne informacie (aj z viacerych zdrojov), detailné porozumenie textu -
zachytenie Specifickych informéacii, pochopenie Struktiry textu, rozpoznanie
komunikativnej funkcie vypovedi. Rozpoznanie aj implicitného vyznamu,
rozpoznanie ddlezitosti informacii, identifikovanie jemnych vyznamovych
odtienkov v len naznacenych postojoch avztahoch medzi hovoriacimi,
pochopenie nazorov, pocitov, nalad, zamerov.

Pocet testovych poloZiek: 30 poloziek; (10 v prvej tlohe, 10 v druhej dlohe, 10
v tretej Ulohe).

Typy testovych uloh: multiple choice (vyber zo 4 mozZnosti); dlohy na
prirad'ovanie; tlohy na dopliiovanie.

Charakteristika testovych tloh:

1. Uloha: obsahuje dva kratke audiotexty na spolo¢nii tému ¢&i tematicky okruh,
spolu vrozsahu priblizne 650 slov/maximalne 4 minuty (dialég, interakcia
medzi hovoriacimi). Za kaZzdym dialégom nasleduje 5 poloZiek s vyberom
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odpovede zo 4 moznosti, ktorych moZnosti vyberu si dokoncenim hlavnej
vety (spolu 10 poloziek). Cielom je overit porozumenie pocitom, postojom,
nazorom, pricine, funkcii, sdhlasu ¢i zhode, postupu v urcitej situdcii,
podstate, detailu. DiZka tilohy je priblizne 12 mint, vratane in$trukcii.

2. Uloha: obsahuje dva kratke audiotexty na spolo¢ni tému & tematicky okruh,
spolu vrozsahu priblizne 650 slov/maximalne 4 minuty (dialég, interakcia
medzi hovoriacimi). Za kazdym dialdgom nasleduje 5 poloziek s vyberom
odpovede zo 4 moznosti, ktorych moZnosti vyberu si dokoncenim hlavnej
vety (spolu 10 poloziek). Cielom je overit porozumenie pocitom, postojom,
ndzorom, pricine, funkcii, sdhlasu ¢i zhode, postupu v urdcitej situdcii,
podstate, detailu. DiZka tilohy je priblizne 12 mint, vratane in$trukcii.

3. Uloha: Tato tloha obsahuje vychodiskovy audiotext pozostavajtci z vypovedi
piatich hovoriacich alebo piatich prezentovanych nazorov na urcitd
skuto¢nost’ ¢i spolo¢niti tému. Text ma asi 750 slov (cca 4 mintity). Uloha je
tvorend 2 zakladnymi otdzky (zadaniami). Ku kazdej otazke sa vztahuje 5
poloziek (pod polozkami sa mysli oznacenie hovoriacich 1 az 5). Obycajne sa
v nich Ziada, aby ziak priradil jednu z 8 moznosti ku kazdému hovoriacemu ¢i
k prezentovanému nazoru. Ciel'om je zistit, ako Ziaci porozumeli postojom,
nazorom, Specifickym informacidm alebo hlavnym informacidm ¢i podstate
textu, ako aj to, Ci su schopni spravne vyvodit informacie z textu. Vzhladom
na stanoveny ciel’ je jedna z inStrukcii zamerana na preverenie porozumenia
podstate prezentovaného (napr. Vyberte zo zoznamu 8 vychodiskovych
moznosti k jednotlivym hovoriacim, aky ndzor najviac dand osoba zastdva/o
¢om hovori), adruha na zistenie Specifickych informacii (napr. Vyberte zo
zoznamu 8 moznosti k hovoriacim 1 aZ 5, aki dovolenku povaZuju za idedlnu).
DiZka tlohy je priblizne 14 mintt, vratane intrukcii. Pred poéivanim si Ziak
vSetky polozky pozorne precita. Pocas poctuvania rieSi obe casti ulohy
sucasne, nie je vyclenena prestavka medzi jednotlivymi otazkami.

4. Uloha: obsahuje jeden vychodiskovy audiotext, ktory ma rozsah asi 700 slov
(cca 4 minuty). Text je monologicky, najcastejSie uvedeny moderatorom ci
rozpravacom. Moze ist napr. o prednasku alebo vysielanie zamerané na
neodborné publikum v neutrdlnom alebo semi-formalnom style. Ulohou
Ziakov je doplnit’ 10 viet s informaciami na zdklade audiotextu (10 poloZiek).
Chybajtce informacie su vzdy Specifikované presnym poctom slov, ktoré
treba doplnit. Cielom je overit porozumenie Specifickej informacii,
vyjadrenému nazoru. Celkova dizka ulohy je pribliZne 14 minut,
vratane inStrukcii.

Kritéria hodnotenia: Kazd4 polozka ma hodnotu jedného bodu (za spravnu

odpoved je prideleny 1 bod, za nespravnu 0 bodov), spolu je moZné ziskat 30
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bodov. Vychodiskom pre hodnotenie je Klic¢ sprdvnych odpovedi. V tejto Casti
testu sa nehodnotia pravopisné chyby, pokial nespravny pravopis nezmeni
vyznam slova.

PouZivanie jazyka (gramatika a lexika)

Ciel: Pomocou receptivnych aproduktivnych kontextualizovanych uloh
overit, ako ziak zvladol predpisany rozsah gramatickych Struktir a slovnej
zasoby, ako aj schopnost pouzivat jazyk v ré6znych kontextoch.

Cas: Odportiéany ¢as na rie$enie tejto ¢asti testu je 50 mintit.

Pocet tloh: 3 tlohy s textami roznej dizky.

DiZka textov: Odporucany rozsah vietkych textov spolu je 900 — 1000 slov.

Charakteristika textov: Autentické, pripadne CiastoCne upravené texty na
pozadovanej urovni narocnosti. Texty su obsahovo zamerané na témy
vymedzené tematickymi okruhmi definovanymi v cielovych poziadavkach
daného vyucovacieho jazyka. Su rozSirené o lexiku zréznych oblasti, najma
z oblasti popularno-vedeckej a odbornej, ale obsahuju aj ekonomické, pravne
a technické vyrazy potrebné v beznom Zivote.

Zameranie textov, zdroje: Texty pisané pre Siroku verejnost, ktoré spadaju do
kontextu spolocenského, profesijného a akademického Zivota spolo¢nosti: on-line
denniky, noviny, odborné casopisy, prirucky, vedecké publikacie, spravy, beletria,
internet, brozury — navody na obsluhu, navody na pouZitie.

Typy textov: Na komunikacnej udrovni C1 sa predpokladd pouzitie
nasledujucich typov textov a praca s nimi: publicistické texty - novinové ¢lanky a
spravy (eseje, kritiky, fejtony, reportdZe, recenzie, uvodniky, komentare);
neformdlne listy, ¢lanky, blogy, e-maily; odborné texty (€lanky v odbornych
Casopisoch, priruckach, nadvody na obsluhu, navody na pouzitie); ukazky zo
sucasnej literatury.

Tematické okruhy: Texty obsahuji témy, ktoré st vsuilade s cielovymi
poziadavkami daného vyucovacieho jazyka. Tematicky sa mézu viazat aj na
osoby, institucie, udalosti, procesy, operacie, vztahy, krajiny, kultiru
a spoloCnost, vktorej sa dany jazyk pouziva (kazdodenny zivot, Zzivotné
podmienky, medziludské vztahy, hodnoty a presvedcenia, znalost reci tela,
spolocenské konvencie a ritualne spravanie). Texty nie sui po obsahovej stranke
pre ziaka stresujuce alebo diskriminujuce.

Testované vedomosti, azrucnosti: Zistit, do akej miery je Zziak schopny
vhodne a spravne doplnit do textu chybajice slovo, pouzit spravnu gramaticku
konstrukciu v kontexte, vyjadrit rovnakud funkciu inym spésobom, identifikovat
nadbytocné slovd vtexte na zaklade porozumenia vetnej Struktire. Overit
urovenl osvojenia lexikdlneho a gramatického repertoaru v rozsahu ciel'ovych
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poziadaviek daného vyucovacieho jazyka: napr. aj pouZivanie skratiek, synonym,
homonym, antonym, castych frazeologizmov, idiémov, hovoreného jazyka,
obraznych pomenovani, prislovi, pranostik a porekadiel; vysvetlenie vyznamu
osvojenych slov opisom, vykladom, synonymom; rozoznavanie jemnejSich
odtiefiov vo vyzname slov, vyuzivanie odbornej slovnej zasoby, Specifickych
vyrazovych prostriedkov.

Pocet testovych poloZiek: 40 poloziek; (20 v prvej ulohe, 10 v druhej tlohe, 10
v tretej ulohe).

Typy testovych tloh: multiple choice (vyber zo 4 moznosti); cloze test, ilohy
na dopliiovanie; dlohy zamerané na tvorbu slov; ulohy zamerané na korekcie
textov.

Charakteristika testovych tuloh:

1. Uloha: vo vychodiskovom texte (cca 350 slov) tejto tlohy je zamerne
vynechanych 20 miest - poloziek. Priblizne v rovnakom pomere sa testuje
lexika a gramatické Struktiury (st ponuknuté 4 moznosti doplnenia). Sicastou
tohto typu ulohy je prva vzorovd polozka. Cielom je overit lexikalne
a gramatické vedomosti, ale aj porozumenie kontextu, v ktorom sa polozka
nachadza. Preveruje sa schopnost pouZzivania kolokcii, rozliSovania odtiefiov
vo vyzname na zaklade predloZenej skupiny slov, alebo aj schopnost doplnit
text na zaklade inych znalosti: spajanie slov s predlozkami, gerundiom,
infinitivom a podobne.

2. Uloha: obsahuje dve alternativy. Ulohy oznaené pismenami a), b) su
alternativnymi ulohami. Do testu je zaradena vzdy len jedna uloha z
predstavenych alternativ.

a) vo vychodiskovom texte (cca 300 slov) tejto Ulohy je zdmerne vynechanych
10 miest - poloZiek. Testuje sa lexika a gramatické Struktary (dloha s kratkou
odpovedou/cloze test). Sicastou tohto typu tulohy je prva vzorova polozka.
Cielom je overit lexikdlne agramatické vedomosti, ale aj porozumenie
kontextu, v ktorom sa polozka nachddza. Testuju sa napriklad ¢leny, pomocné
slovesd, predlozky, zdmena, spojky, privlastky, ¢asy a tvary slovies, frazové
slovesa, spajacie vyrazy, slova v ustalenych frazach. Ulohou Ziaka je dat’ slovo
v zatvorke do spravneho tvaru. Odpoved'ou je jedno slovo alebo skrateny tvar.

b) vo vychodiskovom texte (cca 300 slov) tejto dlohy je zdmerne vynechanych
10 miest - poloziek. Testuju sa gramatické Struktiry (tloha s kratkou
odpovedou/dopliiovanie). Sucastou tohto typu ulohy je prva vzorova
polozka. Cielom je overit gramatické vedomosti - slovesné tvary. Ulohou
Ziaka je dat slovo/slova v zatvorke do spravneho gramatického tvaru.
Odpovedou je jedno alebo viac slov.
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3. Uloha: obsahuje dve alternativy. Ulohy oznaené pismenami a), b) su
alternativnymi ulohami. Do testu je zaradena vzdy len jedna uloha z
predstavenych alternativ.

a) vo vychodiskovom texte (cca 300 slov) je zamerne vynechanych 10 miest -
poloziek. Pri kazdej poloZzke je v zatvorke uvedeny kmen slova, na zaklade
ktorého treba do kontextu doplnit slovo v spravnom lexikdlnom tvare.
Testuje sa lexika: tvorba slov. Sucastou tohto typu ulohy je prva vzorova
polozka. Cielom je overit lexikdlne vedomosti, ale aj porozumenie kontextu,
v ktorom sa polozka nachadza. Testuje sa napriklad schopnost spravneho
pouzitia predpon, pripon, zmien v kmeni slova, tvorby zloZenych slov alebo
mnozného Cisla.

b) vychodiskovy text (cca 300 slov) je rozcleneny do 10 riadkov a zameriava sa
na porozumenie vetnej Strukture. Cielom je identifikacia a vypisanie
nadbytocného slova v texte/riadku alebo aj potvrdenie, Ze syntax vety je
spravna a neobsahuje ziadne zbytocné slova. Pokial je text dlhsi a musi byt
usporiadany do viacerych riadkov, sui ocislované len tie riadky, z ktorych sa
vyzaduje vypisanie prebyto¢ného slova alebo potvrdenie spravnosti vetnej
Struktury.

Kritérid hodnotenia: Kazda polozka ma hodnotu jedného bodu (za spravnu
odpoved je prideleny 1 bod, za nespravnu 0 bodov), spolu je mozZné ziskat 40
bodov.

Vychodiskom pre hodnotenie je KIti¢ sprdvnych odpovedi. Pravopisné
a gramatické chyby nie sa v tejto Casti testu pripustné.

Citanie s porozumenim

Ciel: Overit schopnost Zziaka dosledne a efektivne citat' Siroké spektrum
naro¢nych, dlhsich textov v danom vyucovacom jazyku, porozumiet im a ziskat
z nich informdcie potrebné na splnenie tlohy.

Cas: Odportiéany ¢as na rie$enie tejto ¢asti testu je 60 mintit.

Pocet tloh: 4 tlohy s textami roznej dizky a naro¢nosti.

DiZka textov: Odporuéany rozsah vietkych 4 textov spolu je asi 2400 slov.

Charakteristika textov: Skuseny pouZivatel jazyka uz dokdZe nardbat so
Sirokym spektrom textovych druhov a Zanrov. Texty st prevzaté z autentickych
materidlov, vztahuji sa na problematiku spoloc¢enského, profesijného
a akademického zivota. Mo6zu obsahovat aj odbornu terminoldgiu; slangové
vyrazy a hovorovy styl je v nich pripustny. Texty mozu byt doplnené vizualnym
materidlom alebo nesuvislym textom (diagramy, tabul'ky, obrazky), z ktorych
musi Ziak tieZ vediet ziskat potrebné informacie.
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Zameranie textov, zdroje: Texty pisané pre Sirokud verejnost, ktoré spadaju do
kontextu spolocenského, profesijného a akademického Zivota spolo¢nosti: on-line
denniky, noviny, odborné ¢asopisy, prirucky, vedecké publikacie, spravy, beletria,
internet, brozury, navody na obsluhu, ndvody na pouzitie.

Typy textov Na komunikacnej turovni Cl1 sa predpokladd vyuzitie
nasledujucich typov textov a praca s nimi: publicistické texty - novinové clanky a
spravy (eseje, kritiky, fejtony, reportdZe, recenzie, uvodniky, komentare);
neformdlne listy, ¢lanky, blogy, e-maily; odborné texty (¢lanky v odbornych
Casopisoch, priruckach, navody na obsluhu, nadvody na pouzitie); ukazky zo
sucasnej literatury.

Tematické okruhy: Texty obsahuju akékol'vek témy, ktoré su vsulade s
cielovymi poziadavkami daného vyucovacieho jazyka. Tematicky sa mézu viazat
aj na osoby, institicie, udalosti, procesy, operacie, vztahy, krajiny, kultiru
aspolo¢nost vktorej sa dany jazyk pouziva (kazdodenny zivot, Zivotné
podmienky, medziludské vztahy, hodnoty a presvedcenia, znalost reci tela,
spolocenské konvencie a ritudlne spravanie). Texty nie si po obsahovej stranke
pre Ziaka stresujuce alebo diskriminujuce.

Testované vedomosti a zrucnosti: Globalne porozumenie: zachytenie hlavnej
myslienky/hlavnych informdcii, selektivne porozumenie, detailné porozumenie
textu: zachytenie podrobnosti, pochopenie Struktiry textu, rozpoznanie
komunikativnej funkcie vypovedi; rozpoznanie aj implicitného vyznamu,
rozpoznanie dolezitosti informacii, identifikdcia jemnych vyznamovych
odtienkov postojov a nazorov, ktoré st len naznacené.

Pocet testovych poloziek: 30 poloziek; (9 v prvej ulohe, 6 v druhej tlohe, 6
v tretej Ulohe, 9 v Stvrtej ulohe).

Typy testovych tloh: tlohy na prirad'ovanie; ulohy na doplnovanie (zhrnutie
textu); multiple choice (vyber z 3 - 4 moznosti).

Charakteristika testovych tloh:

1. Uloha: obsahuje 3 kratke texty zo spoloéného tematického okruhu (aj
zrozlicnych zdrojov) v rozsahu celkovo cca 600 slov. Spolo¢ny tematicky
okruh je uvedeny v inStrukcidch na zaciatku tlohy. M6Zu to byt napriklad 3
rozhovory s odbornikmi ¢i informacie k trom réznym témam tykajicich sa
zdravia, podnikania, $portu a podobne. ZakaZdym kratkym textom su 3
polozky, iloha teda obsahuje spolu 9 poloziek (vZdy s vyberom odpovede zo 4
moznosti). Doraz sa kladie na porozumenie kratkym textom, porozumenie
detailom, ndzorom, ténu, zameru, hlavnej myslienke, dosledkom a nasledkom,
postojom atieZ prvkom organizicie textu (uvadzanie prikladov,
porovnavanie, referencie - dokaz). Casto vyuZivanymi textami si najma
rozhovory so slavnymi l'ud'mi, spevakmi ¢i hercami, vyjadrujicimi svoje
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postoje anazory alebo inStrukcie kzapojeniu sa do sutaze, odborné

instrukcie, ndvody a postupy.

2. Uloha: obsahuje text, v ktorom je vynechanych 6 miest/odsekov. Ide o tilohu
na prirad’'ovanie. Za textom je ponuknutych 7 odsekov na doplnenie, kazdy z
nich sa da pouZit len raz a jeden je navyse. Rozsah vychodiskového textu je asi
300 slov a rozsah odsekov je spolu asi 300 slov. Ciel'om je overit porozumenie
Struktire textu aschopnost sledovat vyvoj deja v texte. Testuje sa
porozumenie kohéznym akoherentnym prvkom textu a globdlne
porozumenie textu (slova a frazy indikujice ¢asovu postupnost, pricinu, efekt,
dosledok, porovnavanie argumentov, parafrazovanie slov, pouzitie zamen,
opakovania, slovesnych cCasov). Zdrojom vychodiskového textu je obycajne
beletria alebo aj odborné ¢i publicistické texty.

3. Uloha: obsahuje vychodiskovy text, za ktorym nasleduje 6 viet v ktorych
chybaju slova. Vety nie st v tom poradi, v akom st usporiadané informécie v
texte. Ulohou Ziaka je doplnit vety s vyuZitim jedného alebo dvoch slov. Tieto
slova obsahovo vychadzaju z textu, avSak ziak mdéze doplnit aj synonyma,
ktoré sa do viet vyznamovo hodia podl'a kontextu. Rozsah vychodiskového
textu je priblizne 600 slov. Doraz sa kladie na porozumenie dlhSiemu textu,
detailom, Specifickym informaciam, doésledkom a nasledkom. Volba
vychodiskovych textov ma réznorodé tematické zastipenie. V tlohe mozu byt
pouzité aj ukazky zo stcasnej literatury.

4. Uloha: reprezentuje tlohu na prirad'ovanie. Doraz sa kladie na porozumenie
Specifickym informacidm, detailom, nazorom alebo postojom. Polozky (9
tvrdeni alebo otazok) sa obycajne nachadzaju pred textom, ¢iZe zZiak si najprv
precita, ¢o ma v texte hl'adat’. Uloha d’alej obsahuje vychodiskovy text, ktory je
tvoreny 4 odsekmi (A - D). Ide o 4 rozne texty na spolocnu tému (napriklad
recenzie knih, vyjadrenia odbornikov k spolo¢nej téme) spolu v dizke asi 600
slov. Tvrdenia ¢i otazky treba priradit kjednotlivym odsekom. Ak su
prezentované vyjadrenia odbornikov, odseky mézu byt pomenované menami
odbornikov (A: Anna, B: Brian, C: Cindy, D: David). VSetky otazky/tvrdenia su
koncipované tak, Ze maju spoloény zacCiatok, napr.: Ktory respondent/Kto
hovori/uvddza/zdéraziiuje/spomina, Ze $tudenti majii pocas $tidia na VS vzdy
pracovat? Jeden odsek moZe byt priradeny aj viackrat. VyuZiva sa
réznorodost zdrojov vratane clankov ¢i recenzii, v ktorych rozni l'udia
diskutuju o dielach, knihach, zdujmoch a pod.

Kritéria hodnotenia: Kazda polozka ma hodnotu jedného bodu (za spravnu
odpoved je prideleny 1 bod, za nespravnu 0 bodov), spolu je moZné ziskat 30
bodov. Vychodiskom pre hodnotenie je KI'i¢ spravnych odpovedi. Pravopisné
a gramatické chyby nie st v tejto ¢asti pripustné.
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Charakteristika PFIC MS z druhého vyucovacieho jazyka, tiroveri C1
Ciel: Overit schopnost Zziaka pisat samostatne, Zzanrovo, Stylisticky
a gramaticky adekvatne, jasne, zrozumitelne ana primeranej urovni podla
cielovych poziadaviek daného druhého vyucovacieho jazyka urovne C1 SERR.
Cas: 90 mindt. Rozsah: 220 - 250 slov.
Pocet uloh: Jedna uloha, tematicky vychadzajuca z cielovych poziadaviek
daného druhého vyucovacieho jazyka drovne C1 SERR.
Testované oblasti a zru¢nosti:
I. obsah textu: rozpracovanie obsahu/vyjadrenie sa kjednotlivym bodom
zadania, zrozumitel'nost’ a jasnost vyjadrenia obsahu.
II. Clenenie a stavba textu: vlastnosti poZadovaného zanru, grafické ¢lenenie do
odsekov, logické prepojenie myslienok (kompozicia a Stylizacia).
III. gramatika (morfoldgia, syntax, pravopis): spravnost pouzivania jazykovych
Struktdr, narocnost pouzitia syntaktickych konstrukcif, vyskyt gramatickych
a pravopisnych chyb.
IV. slovna zasoba: rozsah slovnej zdsoby, primeranost a vhodnost slovnej
zasoby, variabilita v pouzivani slov.

Testova uloha: Riadené pisanie na zaklade slovného alebo vizualneho podnetu.
Uloha ma oby¢ajne $truktirované zadanie (3 - 5 bodov).

Typy textov: motivacny list, Zivotopis, odpordcanie, Ziadost, staznost,
reklamacia, poznamky z prednasok, sprava, blog, esej, opis a imaginativny text,
pribeh, esej, recenzia, referat, diskusny prispevok.

Kritéria hodnotenia: Pokyny a kritérid na hodnotenie PFIC z druhého vyucovacieho
jazyka.

B. Elektronické testovanie (typy uloh z cudzich jazykov)

Pre jednotlivé typy uloh v cudzich jazykoch je potrebné prisposobenie do
elektronickej podoby testovania. V sicasnosti mame k dispozicii tieto typy uloh.
Multiple choice (s 1 moznou odpovedou - Single choice)

Multiple choice (s viacerymi moZnymi odpovedami)

Fill (1 prazdne pole na odpoved)

Custom Fill (viac poli na odpoved)

Ordering

Single choice matrix

Multiple choice matrix

Marking words in the text

Drag & Drop

O O O O O O O O O

18



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

@)
@)
@)

True/false
Hotspot
File upload

V prehlade nizSie uvadzame moznosti vyuzitia typu uloh z Kklasickej

~papierovej“ verzie do elektronickej v jednotlivych ¢astiach testu.

Pocuvanie s porozumenim:
Uloha s alternativnou moznostou odpovede (z 3/4 moznosti/ obrazkov):
SINGLE CHOICE;
Dopliiovanie - slov do tabul'’ky/viet: CUSTOM FILL;
Dopliiovanie - zhrnutie textu: CUSTOM FILL;
Pravda/Nepravda/Neuvedené: SINGLE CHOICE;
Prirad'ovanie - obrazkov: DRAG AND DROP;
Prirad'ovanie - ndzvov (bez moznosti navyse): SINGLE MATRIX;
Prirad'ovanie - ndzvov (s moznostou navySe) DRAG AND DROP SINGLE
MATRIX;
Prirad'ovanie - viet, alebo casti viet k sebe navzajom SINGLE MATRIX;
Usporiadanie - viet/obrazkov ORDERING.
Gramatika a lexika
Cloze test: CUSTOM FILL;
Doplnovanie - slovotvorba: CUSTOM FILL;
Doplitovanie - vyber z banky slov: DRAG AND DROP (pre ulohy s krat$im
textom — A1 a A2) CUSTOM FILL (pre tlohy s dlh§im textom - B1 a B2) a tak
isto aj dopliiovanie - vyber z dvojic v banke slov (napr. R]);
Doplniovanie - Uprava gramatickych/lexikalnych tvarov: CUSTOM FILL;
Doplnovanie - lexikalnych tvarov: CUSTOM FILL;
Uloha s alternativnou moZnostou odpovede - (z 3/4 moznosti): SINGLE
CHOICE.
Citanie s porozumenim
Uloha s alternativnou moZnost'ou odpovede - (z 3/4 moZznosti): SINGLE
CHOICE;
Pravda/Nepravda + Odsek: MARKING TEXT/MULTIPLE MATRIX/ SINGLE
CHOICE;
Prirad'ovanie - nadpisov/otazok/viet do textu: CUSTOM FILL;
Prirad’'ovanie - obrazkov: ORDERING;
Doplniovanie - slov do tabul'ky/viet: CUSTOM FILL;
Doplniovanie - zhrnutie textu: CUSTOM FILL;
Usporiadanie - obrazkov: ORDERING;
Usporiadanie - Casti textu: ORDERING.
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TaZkosti pri transformdcii klasickych typov tloh do elektronickej podoby
mozu nastat, ak sa dana otvorena polozka problematicky skoéruje - ide napr.
o doplnenie dvoch rozli¢cnych slov do jednej vety, priCom moZe nastat napr.
takato situicia (ked'Ze nejde o slovné spojenie). Spravnou odpoved'ou v pripade
ulohy na doplniovanie obsahujtcej vetu: The growing of ___and _____ helped
Hawaii’s economy very muchy (2 words) je kombinacia slov sugarcane
a pineapples. Ak by vSak Student napisal na vynechané miesta dvakrat to isté
slovo - napr. sugarcane a sugarcane, systém by vyhodnotil jeho odpoved ako
spravnu.

Dovolime si na zaver uviest niekolko prikladov testovych poloziek
pouzivanych v systéme e-Test, ktoré by v budicnosti mohli posluzit jednak pri
zavadzani testovania na drovni C1, a jednak pri vytvarani tzv. adaptivnych testov
(testy ,Sité na mieru“ pre konkrétneho ziaka - podla jeho preukazanych
schopnosti).

Na obrazku 1 je elektronicka podoba ,klasickej” polozky s vyberom odpovede
spomedzi 4 moZnosti, priCom spravna je iba jedna.

You will hear an interview. For the following statements, choose the correct answer. There is always only one correct answer.

Kimberly is a teacher

[F1  who spent most of her childhood in Africa
[El  whose artwork can be clearly defined
whose work doesn't have clear characteristics

[E]  who spent her adolescence in Africa
Obrazok 1: Ukazka dlohy s vyberom odpovede: single choice
Na obrazku 2 vidime priklad na poloZku typu Custom Fill, pri ktorej je vSak

zloZitejSie skorovanie neZ pri jednoduchych dlohach s vyberom odpovede, ¢o
predstavuje pre tvorcov poloziek/testov dlhSiu a naro¢nejsiu pripravu.
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Using Cell Phones in School

Vypocujte si rozprdvanie o vyhoddch a nevyhoddch pouzivania mobilnych telefénov v skole. Po vypocuti nahrdvky doplrite vety,
ktoré su zhmutim textu. Doplrite vZdy iba jedno slovo, ktoré viak nemust byt v tom tvare slova (v slovnom druhu), v akom ste ho
poculi v nahrdvke.

Students can a person in an emergency if they have cell phones.

Cell phones help if parents or children to contact emergency numbers.
Calling children a school office phone line may cause some trouble.
Learning through cell phone makes students find out some study material.
Using websites teachers may interesting lessons.

If students text during their lessons, they may not be able to on learning.
Showing school places on the Internet is not for school.

Obrazok 2: Ukazka dlohy na doplitovanie - Custom Fill

Na obrazku 3 je uloha na zoradovanie, v ktorej ziak usporiada nahodne
pomieSané moznosti odpovede (v tomto pripade obrazky) napriklad podla
sekvencie udalosti vo vypocutej nahravke.

Nahlad Glohy: How to Behave on School Trip

How to Behave on School Trip

Vipolujte si pokyny uditela na skolskom vylete. Na zéklode vypocutého zoradte obrdzky do sprévneho porodia.

Obrazok 3: Ukazka dlohy Ordering
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Vilohe typu Drag and Drop ziak potiahne mySou moZnost odpovede
aumiestni ju do prazdneho policka vtexte. Takymto spésobom sa da
transformovat ktorakol'vek tloha na prirad'ovanie, resp. vyber z banky slov.

Mein Leben auf dem Bavernhof
Pretitate s1 nosiedupict text. SG v fiom vymechant siowd. Mdte k duparici 8 siov. Viberte 2 nich § o doplite ich na peisiuiné miesta v texte. Kaldé siovo poulite ido rez. Tri
siovd nebudete potrebovet.
Von Juliette (11 Jahre) Pravres e repmmine cSpmovede

Meine Familie besitzt einen tollen Bauemhofin Wolistein. Auf unserem Bauemhof leben finf Hunde,
drei Katzen, zwei Pferde, sieben Schafe und finf Lemmer. Fastjeden Mittag nach der Schule oderam
Wochenende fahren mein Bruder Niklas, meine Mama, mein Vater und ich zu unserem Bauemhof, um
die Tiere zu versorgen. : lassen wir unsere Hunde raus, dann macht Vater den Hof sauber.
In der Zwischenzeit spielen ich und Nikias mit Smila und GroI:Idor Wiese. Dann gehe ich
u : Lieblingspferd Tasunkel. Nach einer Weile hole ich eine Karotte fir Tasunkel aus
meiner Tasche und er frisst sie mir aus der Hand. Reiten darf ich leider nicht mehr auf Tasunkel,

er schon so alt ist. Vati holt dann die Pferde und treibt sie ebenfalls in den Stall. Wir
gebennochden Pferdenund Schafen Heu zum Fressen. Es ist schon spat und wirl:lnach
Hause fahren. Ein schéner Tag mit den Tieren ist zu Ende.

HEAEHARE

Obrazok 4: Ukazka dlohy Drag and Drop

Na obrazku 5 vidime priklad dlohy typu Multiple Matrix, ¢ize ide o maticu
s viacerymi spravnymi odpoved’ami v riadku, ¢o sa da v cudzich jazykoch vyuzit
napr. pri ulohach typu pravda/nepravda + odsek.

Wcropus Ans 8 Mapra A

Pretitajte si nosledujici text. Rozhodnite o kaddom 2 tvrdent. & je pravdivé - sepro(A) olebo neprovdivé - nesepro(B). Uvedte vidy of oznacenie
toho odseku (a), (b), (c), (d) alebo(e). na 2dkiade ktorého ste rozhodli o pravdivosti alebo nepravdivasti daného tvrdenia. Vidy existuje iba jedno
sprovne riesenie.

(a) Hazeproe. mmorve 13 83c we 3M30T MCTOPO 8 MapTa. 370 NPA3AHMK KOTOPLIA Mbl EXET0AHO0 OTMENISM ~ XEHCKMA A8HS, A HIUMHANOCH Yy
n n . o a

9. Precitate si nasledujci text. Oznacte pri kaZdom z twrdenl & je pravdivé - 8epro olebo nepravdivé - nesepwo a oznacte oj odsek (a), (b), (¢).
(d) alebo (e). na zdkiade ktorého ste rozhodli o pravdivosti alebo nepravdivosti daného tvrdenia. Vidy existuje iba jedno sprévne riesenie.

Bepwo  Heeepwo |
B cepeansie XIX 88K3 JUEPMKIHOME XEHUMHY TDEOOBAMN NOBLEHNS 33pnAaT. | )

e
z

e i e
ooo

ooos
0 >

oono

B PoCCuM KauaM OTMENaTS XEHOKMiA aens ¢ 1917 roga. O

B fpeenen Pume 808 XL NOAYNAM NOAIPKM B XEHCKHR A8HS.

Obrazok 5: Ukazka dlohy Multiple Matrix
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Elektronické testovanie prindsa mnoho vyhod, ale je zarovein velkou vyzvou
nielen pre autorov uloh ¢i testov, ale aj pre vyvojarov softvéru. Sicasne treba
spomenut, Ze nie je mozné ponechat hodnotenie otvorenych tloh iba na
elektronicky systém, ktory, pochopitelne, neberie do uvahy akceptovatelné
odchylenie od kl'i¢a spravnych odpovedi (napr. preklepy, resp. znaky navyse -
dvojitd medzera, bodka za odpovedou, nekorektne napisany apostrof a pod.).
Preto popri automatickom vyhodnocovani odpovedi e-Testom prebieha nasledne
aj manudlna kontrola Ziackych odpovedi, pri ktorej, ¢o je pozitivne, mdzu ziaci
body uz len ziskat'.

Zavadzanie testovania na urovni Cl je podobne velkou vyzvou smerom
k tvorcom testov, k uc¢itelom cudzich jazykov a v neposlednom rade k samotnym
Studentom bilingvalnych strednych $kol. Verime, Ze nas prispevok i prezentacia
mozu byt jednou z pomocok pri postupnej priprave na realizaciu Maturity 2017.

Poznamka

Tento prispevok prinasa cCiastkové vysledky rieSenia projektu Zvysovanie
kvality vzdeldvania na zdkladnych a strednych skoldch s vyuZitim elektronického
testovania a ukazku priebeznych vysledkov vytvarania a pripravy narodného
testovania z druhého vyucovacieho jazyka na jazykovej urovni C1 podl'a SERR.

Pouzita literatira

Specifikdcia testov a zadani pisomnej formy z druhého vyucovacieho jazyka tiroveri
C1 pre externu cast apisomnu formu internej casti maturitnej skusky
v $kolskom roku 2016/2017. (2014). Bratislava: NUCEM.

Resumé

Zavedenie testovania jazykovej urovne C1 v stilade so Spolo¢nym eurdpskym
referenénym ramcom pre jazyky na maturitnej skuske z druhého vyucovacieho
jazyka na bilingvalnych $kolach podla vyhlasky MS SR & 318/2008 Z. z.
o ukoncovani S$tidia na strednych Skoldch vzneni neskorSich predpisov je
novinkou platnou od Maturity 2017. Narodny ustav certifikovanych merani
vzdeldvania predbeZne identifikoval vysledky Zziakov tejto cielovej skupiny
a porovnal ich priemernd UspeSnost v testoch drovne B2 s ostatnymi Ziakmi.
V prispevku zhrnieme tieto vystupy a zameriame sa na to, ktoré informacie mézu
pomdct’ ucitelom a zZiakom pripravit sa na testovanie na drovni C1. Predstavime
navrhovanu Struktdru testov drovne C1 s ukadzkami uloh. Prispevok poskytne aj
informacie o doterajSich vysledkoch a perspektivach elektronického testovania
z cudzich jazykov realizovanych v ramci projektu Zvysovanie kvality vzdeldvania
na zdkladnych astrednych Skoldch svyuZitim elektronického testovania.
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Predstavime si vizualizadciu roznych typov uloh v elektronickom prostredi
a nacrtneme trendy v elektronickom testovani a tvorbe e-tloh z cudzich jazykov.

KI'icové slova: testovanie, elektronické testovanie, cudzie jazyky, testy, typy
uloh
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Situating language tests
in relation to the CEFR

Jana Béresova,
Trnava University, Slovakia
jana.beresova@truni.sk

Abstract

The paper outlines the process of aligning English tests to the CEFR focusing on the
stages recommended by the Manual. Beginning with the training of English teachers to
interpret the CEFR levels to exemplar test items and tasks, the process of aligning the
school-leaving examination tests to the CEFR was based on test items measuring receptive
skills (listening and reading) and those measuring the ability to use grammar and
vocabulary. Using a multiple linear regression analysis, a high degree of correlation
determined the relative importance of the language in use score to the total score.

Carried out in 2014, the research referring to the comparison of teacher’s judgements
of test-takers” performances and test-takers” testing scores confirmed our assumption
related to a gap between teaching and testing. Both the official scores of the test-takers
and teachers’ judgements will be presented and commented on. The research has proved
that teachers should be trained how to construct a good test and design good items, which
is likely to be reflected in their teaching.

Keywords: CEFR, Manual, validation, quality, fairness, teachers’” judgements, test
scores

Introduction

The Common European Framework of Reference for Languages: Learning,
Teaching, Assessment (CEFR), officially published in 2001 with the influential
idea of using the descriptor scales to profile the content of courses, assessments
and examination, has become very significant for language teaching, having
impact on teacher education, syllabus and course design and testing. As Brian
North (2004) states the CEFR descriptors offer a practical, accessible tool that
can be used to relate course and/or examination content to the CEFR levels, and
to train teachers, assessors, and item writers in a standad interpretation of the
CEFR levels.

The first impact of the CEFR (2001) is noticeable in many European countries,
in which the descriptor scales and illustrative examples were and are still used in
curricula design to define expected language proficiency. Despite the fact that
different countries generally test different things and each result is reported in
terms of the achievement in that particular assessment, most of these countries
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expressed their wish to link their tests (preferably those designed for the
national examinations) to the CEFR. This tendency to relate the local
examinations to the CEFR caught the attention of the Language Division of the
Council of Europe, which resulted in the publication called Relating Language
Examinations to the Common European Framework of Reference for Languages:
Learning, Teaching, Assessment (CEFR): A Manual (2009), and local test
developers became eager to start the process of linking their tests to the CEFR. A
great deal of effort has been done mostly in testing English in local context.

The primary goal of language learning - to foster communicative competence,
or the ability to communicate effectively and spontaneously in real-life settings -
made the English test designers and item writers embrace a communication
perspective of language. As the CEFR promotes an action-oriented approach,
most European countries focus on testing receptive and productive skills. Testing
both oral/written production and/or interaction is still at stake as many
countries cannot ensure objectivity and have problems with reliable and valid
marking criteria. Therefore they base their high-stake decisions mostly on the
scores achieved in the tests related to testing receptive skills. On the other hand,
language learners are generally better at receptive skills rather than productive
skills. A lot of work still is to be done in testing productive skills.

Relating tests to the CEFR

The Manual (2009) was written with the aim of helping the providers of any
examinations or tests to develop, apply and report transparent and practical
procedures in order to link their examinations/tests to the CEFR. The document
presents five inter-related sets of procedures which are to be followed to be able
to provide both theoretical and practical evidence in order to validate the claim.

These five steps of procedures (Familiarisation, Specification,
Standardisation/Benchmarking, Standard-setting and Validation) seem to be in a
linear progress, however, the stages related to both the specification process and
the standardisation process are highly recommended to start with the
familiarisation activities and validation is not an ultimate verdict of the linking
process, it is a process of quality monitoring and should be followed from the
very beginning to the very end (Noijons et al., 2011).

As the linking process is a team project, those who are involved in this
process are expected to have an in-depth knowledge of the CEFR, its descriptors
and illustrative samples. These panellists should complete familiarisation
activities, proposed in the Manual (2009) or the Highlights from the Manual
(Noijoins et al.,, 2011) in order to achieve a high level of familiarity, which will
help them to make decisions later.
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The specification stage involves stating what is and what is not assessed in
the examination, and what level of achievements is expected (North, 2004),
therefore it can be considered a self-audit of what the examinations cover,
involving content and task types, however, it can serve as a report related to
previously administered test forms. In addition, this stage has a certain
awareness-raising function that can influence the quality of the examination
concerned in the future.

The standardisation training facilitates the implementation of a common
understanding of the common reference levels, during which CEFR illustrative
samples for spoken and written production are used, while the benchmarking
process is based on the judgements referring to performance samples from the
test to be benchmarked to the levels that were intended in designing the test. As
North (2004) states productive skills are easier to work with as the panellist can
see the performances being evaluated and can relate them directly to relevant
CEFR descriptors.

Standard-setting is a process of establishing a decision related to allocating
the test-takers to one of the CEFR levels, taking into account their performances
in the examination. This takes the form of deciding on cut scores or borderline
performances. North (2004) emphasizes that in standard-setting, initial
estimates of the level of difficulty of an item often bear a limited relationship to
the actual difficulty in practice.

In high-stake testing, empirical validation of this standard-setting is a
requirement. It involves the collection and analysis of data on test scores and two
aspects to empirical validation are recommended to follow: internal validations,
which is concerned with the quality of the test, and external validation (the
provisional conversion of test scores to CEFR levels). North (2004) proposes
several ways of data analysis, using simple correlation functions in Microsoft
Excel and a couple of Microsoft Word tables. The Manual (2009) recommends
that data analysis should be provided by professional statisticians who usually
use Item Response Theory (IRT) which focuses on the construct to be measured.

A good linking process requires a quality examination (content validity), a
pilot, a pretest and psychometrics.

Teacher’s judgements of item difficulty

In 2008, a group of language professionals (15) trained by Dianne Wall, were
asked for rating their students” performances and their judgements were
compared with the official statistical data. The results of this research were
analysed and discussed in the article The Impact of the Common European
Framework of Reference on Teaching and Testing in Central and Eastern European
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Context (BéreSova, 2011). The conclusions concerned the gap between the
teachers” judgements and the official scores achieved by the students as the
former ones were more consistent while the latter ones reflected the real
achievements of the students in English test B2. In both listening and reading
sections of the tests the scores proved that the techniques used in receptive skill
tasks had been deployed the language in use section revealed that the teachers’
expectations had been higher than the actual students” results.

In 2014, the same group of panellists was addressed to participate in a similar
study, but this time it is necessary to conclude that despite the fact that the
teachers” judgements were consistent, they were higher than the real scores. The
teachers admitted that each year the students complained about the task and
item difficulty in listening comprehension, but analysing the achievements of
students from the previous years, they had been influenced in their judgements
by better results from those years and had overestimated their performance.
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40,00
30,00
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—{fi—teachers
—{fl— statistics

Nazov osi

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20

Figure 1 Listening 2014: Teachers” judgements versus students’ scores

Despite the fact that the CEFR promotes an action-oriented approach, grammar
and vocabulary are still tested in many European countries - either in the reading
section or in the language in use section. English test B2 in the Slovak leaving-
school examination consists of three tasks: 20 multiple-choice items, 10 word
formation items and cloze test (10 items). Due to teaching being still based on
grammar, teachers’ expectations were sometimes much higher than real
performances and students” problems referred to the selection of correct words
from the distractors (items - 23, 25, 29, 34). A good item is one which
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discriminates strong students from weak ones, demonstrated with problematic
items 23 and 34.
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Figure 2 Language in use (multiple-choice): teachers” judgements versus
students” scores

Analysing the data achieved in the word formation task, it is necessary to
comment on the low ability of the students to form new words from the word
stems. The results are not satisfactory as the task is rather productive than
receptive (multiple-choice), and the learners were required to use the language
properly. Many students still have problems to infer proper information from the
context and they commented on their failure complaining that there had not been
sufficient focus on word formation processes in their English classes. The most
difficult item (42) was based on forming the expression inconvenient from the
base (convenience).

The most surprising gap between teaching and testing appeared in cloze tests,
in which the results were poor and teachers” judgements were vastly overrated.
This pragmatic expectancy grammar task forces the students to integrate their
knowledge of grammar, meaning and pragmatic use to complete the task. If the
students are trained to control their grammar in isolated utterances without
context, they are not prepared for controlling the grammatical patterns in this
gap-filling task. The most problematic items were 52, referring to the phrasal
verb try out, item 54 related to the preposition on in the expression on the move
and 57 referring to negative particles not/never.
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Figure 3 Language in use (word formation): teachers” judgements versus
students” scores
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Figure 4 Language in use (cloze test) 2014: teachers’ judgements versus
students” scores

Reading tasks measured comprehension in two closed-item tasks and one
open-ended task. The teachers” expectations were consistently lower in those
tasks where the students had been expected to find and comprehend main ideas
(matching) and specific information (true/false).
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Figure 5 Reading 2015: teachers” judgements versus students’ scores

Analysing the psychometric data, it can be claimed that English test B2 is a
reliable measurement tool with the data as follows: the mean (total) - 64.2, the
mean (listening) - 84.2, the mean (language in use) - 48.8, the mean (reading) -
59.6, the standard deviation (Cronbach’s alpha) - .922, although the histograms
related to testing receptive skills suggest that the test was not difficult for the
tested population.

Anglicky jazyk Groveri B2 2014 - histogram Uspesnosti v ¢asti poéuvanie
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50|
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Figure 6a Distribution of students’ receptive skills scores - listening
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Anglicky jazyk Grover B2 2014 - histogram uspesnosti v ¢asti éitanie
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Figure 6b Distribution of students’ receptive skills scores - reading

Analysing the distribution of total scores and comparing its shape with the
distribution of scores achieved in the language in use section, they seem to be
more similar and the correlation between students” language in use scores and
total scores is strong.

Anglicky jazyk Groven B2 2014 - histogram uspesnosti
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Figure 7a Distribution of students” total scores and scores achieved in language

in use
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Anglicky jazyk Groven B2 2014 - histogram uspesnosti v Easti gramatika
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Figure 7b Distribution of students” total scores and scores achieved in language
in use - grammar

The histogram related to language in use scores shows that the distribution of
scores can be considered normal (bell-shaped) and this section of the test
significantly differentiated successful students from less successful and weak
students.

Conclusion

The difference between test development in Slovakia in previous years and
last year is significant, as the prepared versions of the tests were pre-tested and
item-writers could replace those items which had not worked properly in the
pre-testing phase.

The issues that seem to be still critical are the students” comments on
teaching English at secondary schools, which is considered still traditional and
many teachers focus on testing skills such as listening and reading in the last year
of secondary-school education. Grammar is still a priority of many teachers who
test particular grammatical structures in isolated sentences, and their students
are not exposed to tests in which grammar is tested in context.

In Slovakia, the discussion related to situating English tests in relation to the
CEFR discovered many drawbacks, which should be diminished or removed, such
as low cut scores (33%); insufficient objectivity, reliability and validity related to
marking the writing papers; insufficient pre-service and in-service teacher
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training focusing on assessment; subjective traditional marking without using
any marking criteria.

A traditional approach to teaching English influences language competence of
the students who are not eager to be exposed to English outside English class as
reading aloud and translating the English coursebook texts into Slovak
demotivates them and English seems to be very difficult for them as they cannot
use it for real-life situations.
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Resumé

Prispevok sa zaoberd prehladnym vstupom do jednotlivich na seba
nadvazujucich postupov, ktoré odporuca dokument Relating Language
Examinations to the Common European Framework of Reference: Learning,
Teaching, Assessment (CEFR). A Manual (2009), vydany Radou Eurépy s cielom
poskytnut’ zostavovatelom testov moznost vyvinut, aplikovat a zreferovat
transparentné a praktické postupy zamerané na nastavenie lokalnych jazykovych
testov a skdSok na Spolo¢ny eurépsky referencény ramec (SERR). Nastavenie
testov na SERR si vyZaduje timovii pracu. Uéastnici daného procesu musia prejst
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cez fazy familiarizacie, Specifikacie, Standardizacie (benchmarkingu) a stanovenia
noriem tak, aby validacia bola procesom monitorovania kvality, a nie zdvere¢nym
verdiktom o kvalite procesu.

V prispevku sa zameriavame na porovnanie hodnotenia vykonov maturantov
ich ucitel'mi v externej c¢asti maturitnej skusky z anglického jazyka na urovni B2
s oficidlnymi  vysledkami ziakov v Skolskom roku 2013/2014. UCcitelia
podhodnotili vykony zZiakov, opierajic sa o svoje skisenosti z predchadzajtcich
rokov, kedy sa ziaci stazovali na narocnost c¢asti poCuvanie s porozumenim.
I napriek vyucbe zameranej na gramatiku a slovnu zasobu, ucitelia vo vSetkych
troch ulohdch casti zameranej na praktické pouzivanie gramatiky a slovnej
zasoby (v ulohe s viacnasobnou volbou odpovede, tvorbe slov av cloze teste)
hodnotili vykony Ziakov konzistentne avyrazne nadhodnotili vykony ziakov.
Zlyhanie niektorych ziakov strednych $kdl je nasledkom testovania gramatickych
javov a lexikalnych jednotiek izolovane, nie v kontexte a v ich redlnom pouzivani.
Citanie aprekladanie na hodinich anglického jazyka demotivuje Ziakov,
obmedzuje ich sktisenost scielovym jazykom azbyto¢ne vyvolava pocit
neovladania jazyka pre jeho naro¢nost.

KIacové slova: CEFR, prirucka, validacia, kvalita, objektivnost, ucitel'ov tsudok, test,
skore.
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Vyznam Eurdépskeho jazykového portfoélia
vo vychovno-vzdelavacom procese

Katarina Bockani¢ova & Denisa Duranova
Statny pedagogicky tstav v Bratislave, Slovensko
katarina.bockanicova@statpedu.sk
denisa.duranova@statpedu.sk

Abstract

The European language portfolio (ELP) is a document offering learners space to record
their language and intercultural learning, which takes place inside or outside the school
context. It was developed by the Council of Europe and it reflects the Council of Europe’s
concern with the deepening of mutual understanding, promotion of linguistic diversity,
development of plurilingualism and transparency and coherence in language learning.

Every European language portfolio has three obligatory parts: Language Passport,
Language Biography and Dossier. The European language portfolio is a tool to promote
learner’s autonomy, has pedagogic and reporting functions and is based on the Common
European Framework of Reference for Languages.

The National Institute for Education designed a model of the European Language
Portfolio 16+. It had been experimentally verified and accredited by the Council of Europe,
No. 2014.R014. The reference levels from Al to C2 are coved by this model. It is also
recommended to use the European Language Portfolio 16+ in other languages, e. g.
mother tongue, second language, foreign language, even if the language itself is not
mentioned in the ELP model. This model of the European language portfolio is available
online on www.statpedu.sk.

Another model of the European language portfolio, which has been in the process of its
experimental verification, is the European language portfolio for learners aged 7 - 10.
There are 8 experimental schools and 200 pupils involved in the project. The article
presents several partial results from the research on the European language portfolio for
learners aged 7 - 10. The project is planned to finish in 2016.

The two projects of experimental verification mentioned in the article prove the fact,
that the inclusion of the ELP to the educational process in Slovakia has the potential to
meet the objectives of this document declared by the Council of Europe.

Key words: European Language Portfolio 16+, European Language Portfolio for
learners 7-10 years ols, interculturalism, plurilinguism, self-assessment

Vyznam Europskeho jazykového portfélia a jeho komponenty

Eurédpske jazykové portfdlio (dalej i EJP) je dokument, ktory uciacim sa slazi
na zaznamenavanie priebehu a vysledkov ucenia sa jazykov a ich interkultirnych
skdsenosti v Skole alebo mimo Skoly. Vzniklo na p6de Rady Eurépy a odraza jej
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ciele prehibit vzajomné porozumenie, rozvijat kultirnu ajazykovu diverzitu,
rozvijat zadujem o ucenie sa jazykov a podporit koherenciu a transparentnost
vuceni sa jazykov. Pilotné projekty uskuto¢nené pocas troch rokov (1997 -
2000) v 15 clenskych krajinach Rady Eurdpy potvrdili, Ze Eurépske jazykové
portfélio moze mat pozitivny vplyv na proces ucenia sa cudzich jazykov (Little,
Perclova, 2002), pricom v EJP sa stretavaju najdolezitejsie funkcie vychovno-
vzdelavacieho procesu: informativna, formativna, rozvijajica, motivacna,
evalvacnd, pedagogicka atd. Do minulého roka bolo Radou Eurépy validovanych
aregistrovanych az 127 modelov Eurdépskych jazykovych portfélii pre rézne
skupiny pouzivatelov - pre deti v predSkolskom veku, pre Ziakov mladSieho
Skolského veku, modely pre uciacich sa vo veku od Sestnast rokov, pre
vysokoskolskych studentov, a pod.

Kazdé Eurdpske jazykové portfdlio pozostava ztroch casti: Jazykovy pas,
Jazykovy zZivotopis a Zbierka prac adokladov. Vychadzajic zo Spolo¢ného
eurépskeho referenéného rdmca pre jazyky Jazykovy pas obsahuje profil
komunika¢nych jazykovych kompetencii majitela EJP, suhrn jeho jazykovych
ainterkultirnych skusenosti, ako isuhrn skusenosti zjeho jazykového
vzdelavania azoznam certifikatov a diplomov. Jazykovy pas poskytuje akysi
celkovy prehl'ad komunikacnych jazykovych kompetencii a interkultdrnych
skisenosti majitela EJP vroéznych jazykoch. Jazykovy zivotopis reflektuje
jazykové a kultirne zazemie majitel'a EJP a poskytuje priestor na stanovenie jeho
cielov vjazykovom vzdelavani. Ziak ma zarovenn moZnost zaznamenat' si
poznatky tykajtice sa interkultirnej dimenzie réznych krajin, ako i informacie
ojeho interkultirnych skusenostiach. Prostrednictvom podrobného prehl'adu
a opisov jednotlivych komunika¢nych jazykovych Cinnosti a stratégii: poctvanie,
Citanie, pisomny prejav, Ustna interakcia a samostatny ustany prejav moze zZiak
zhodnotit' svoj proces ucenia sa jazyka, sledovat svoje pokroky a planovat ciele a
proces svojho dalSieho jazykového vzdeldvania. Zbierka prac a dokladov
predstavuje konkrétnu evidenciu komunikacnych jazykovych kompetencii
a interkultirnych skusenosti ziaka ailustruje zaznamy uvedené vo zvysSnych
dvoch ¢astiach EJP. Ziak si do svojej Zbierky prac a dokladov méZe zakladat
rézne svoje prace, napriklad listy, pohladnice, pribehy, projektové prace,
audiozdznamy, DVD, apravidelne si moZe svoju Zbierku prac adokladov
revidovat.

Eurépske jazykové portfélio vzniklo ako implementa¢ny nastroj Spolo¢ného
eurépskeho referencného ramca pre jazyky ajeho vyznam vo vychovno-
vzdeldvacom procese spociva najma v tom, Ze podporuje ¢innostne zamerany
pristup k uceniu sa a vyucovaniu cudzich jazykov. ,Eurépske jazykové portfélio
bolo vypracované hlavne pre podporu autonémie Ziaka ajeho stupnice
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hodnotenia postupov typu ,ja dokdZem“ naznacuju ucenie sa praxou“ (Little,
2009, s. 2). Little (2009, s. 4) zaradil EJP do SirSieho kontextu vzdelavacej
filozofie hodnotenia podporujiceho ucenie, ktoré je charakteristické tym, zZe
integralnou sucastou vyucovania a ucenia sa a zahffia oboznamenie uciacich sa s
vychovno-vzdelavacimi cielmi. Dalej ma za ciel napomahat Ziakom pochopit’ to,
¢o maju dosiahnut, poskytnit im priestor na sebahodnotenie a aj spatnua vazbu,
ktora ziakom umozni planovat d’alsie kroky v jazykovom vzdelavani.

Uvedeny filozoficko-pedagogicky rdmce vel'mi dobre koreSponduje s dvoma
zakladnymi funkciami EJP, ktorymi su vychovno-vzdeldvacia ainformacna
funkcia. Vychovno-vzdelavacia funkcia EJP zabezpecuje transparentny proces
ucenia sa jazyka, pocas ktorého ma ziak moznost zaznamenavat si podrobnosti o
svojich  komunikacnych  jazykovych  kompetenciach, interkultirnych
skisenostiach a sledovat ich rozvoj, ¢i uz ich nadobudne v $kole alebo mimo nej.
Ziak ma teda moznost sledovat’ svoj pokrok a rozvoj komunika¢nych jazykovych
kompetencii a interkultirnych skdsenosti. Tato funkcia podporuje plurilingvizmu
arozne interkultirne kompetencie zZiaka, nakol'ko Ziak si moZe zaznamenavat
svoje kompetencie vo viacerych jazykoch. Zaroverii sa podporuje autondmia ziaka,
jeho sebahodnotenie a prebratie zodpovednosti za vlastny proces ucenia sa
jazyka. Tato funkcia EJP podporuje idalSie vychovno-vzdelavacie aspekty,
napriklad resSpektovanie kultirnej a jazykovej diverzity, vychovu k
demokratickému obcianstvu, podporu celozivotného vzdelavania. Informac¢na
funkcia EJP spociva v prezentovani komunika¢nych jazykovych kompetencii
i interkultirnych skusenosti Ziaka skonkrétnou evidenciou ojeho vykonoch
(Little, Perclova, 2002, s. 2 - 15). EJP teda prispieva knapliianiu funkcii
vyucovacieho procesu, ktorym je napriklad informativna, formativna, rozvijajica,
motivacnj, ¢i evalvacna funkcia. Okrem vzdelavacich cielov vyznamne podporuje
i vychovné aspekty, ktoré vplyvaji na rozvoj osobnosti ziaka.

Euroépske jazykové portfélio 16+

Statny pedagogicky ustav pripravil v oblasti jazykového vzdeldvania pre
uciacich sa od Sestnastich rokov model Eurdpskeho jazykového portfélia
snazvom Eurdpske jazykové portfélio 16+ Predmetny model zodpoveda
spolo¢nym principom a usmerneniam, ktoré urcil Riadiaci vybor Rady Eurépy
pre vzdelavanie (2000, rev. 2011) a bol registrovany Radou Eurépy pod Cislom
2014.014. Model je v sulade so Spolo¢nym eurdpskym referencnym ramcom pre
jazyky, pricom pokryva komunika¢né urovne Al - C2. Toto urovnové
spracovanie podporuje implementaciu Statneho vzdeldvacieho programu pre
predmet cudzi jazyk. Eurépske jazykové portfélio 16+ je vypracované vo
viacerych jazykoch: Jazykovy Zivotopis aZbierka prac adokladov je
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v slovenskom, anglickom, nemeckom a francizskom jazyku, Jazykovy pas je
k dispozicii vdvoch verzidch: anglicko-slovenskd, francuzsko-slovenska.
Eurépske jazykové portfélio 16+ sa vSak mdze pouzivat v rdoznych jazykoch, aj
ked’ v samotnom modeli nie st uvedené. Uciaci sa moZe dokumentovat svoje
vysledky a uspechy v jazykovom vzdelavani, formalnom i neformalnom.

Experimentalny model Eurépskeho jazykového portfélia 16+ bol pod gesciou
Statneho pedagogického tistavu v Bratislave dva roky experimentalne overovany
na Strnastich strednych Skoldch v Slovenskej republike ato na hodinach
anglického, francizskeho a nemeckého jazyka, spolu 20 tried (19 ucitel'ov a 338
ziakov). Cielom experimentdlneho overovania bola priprava slovenskej verzie
Eurépskeho jazykového portfélia 16+, ako aj jeho pokusné zavedenie do
vychovno-vzdelavacieho procesu. Predmetom experimentalneho overovania bolo
overit vplyv Eurdépskeho jazykového portfélia 16+ na vyucovanie a ucenie sa
cudzich jazykov. V priebehu experimentilneho overovania sme sa zameriavali na
viaceré aspekty a otazky, ktoré sa tykali napriklad uvedomenia si do6lezitosti ucit
sa cudzi jazyk, uvedomenia si zodpovednosti za vlastné ucenie, motivacie
CastejSie pouzivat cudzi jazyk, CastejSieho sebahotnotenia a pomoci Eurépskeho
jazykového portfélia zhodnotit vlastny proces ucenia sa cudzieho jazyka, vplyvu
na vztah ucitel - Ziak.

Vysledky experimentalneho overovania predmetného modelu poukazuju, Ze
podl'a ucitel'ov a ziakov praca s EJP prinaSa do vychovno-vzdelavacieho procesu
motivaény aspekt, nakolko pouZivanie EJP vedie ziakov kvicSiemu
uvedomovaniu si ddélezitosti ucit sa jazyk a postupne ich vedie k castejSiemu
pouzivaniu jazyka. Motivacny aspekt EJP je taky vel'ky, Ze u vacsinu ziakov vedie
k vac¢siemu uvedomovaniu si zodpovednosti za vlastné ucenie. EJP predstavuje
ukazovatel' pokroku a ziaci majui prehl'ad o svojich kompetenciach, pokrokoch,
maju moznost sledovat, ako sa postupne zlepSuju a urcit Uroven svojich
komunika¢nych jazykovych kompetencii. EJP Ziakov postupne vedie k planovaniu
postupov a stanoveniu si ¢iastkovych ciel'ov, pricom pri sledovani ich pokrokov
sa ,prebudza“ ich uvedomelost azodpovednost za vlastné ucenie sa. Vd'aka
dobrej vypovednej hodnote o pokrokoch EJP motivacne vplyva na ziakoch, ktori
prostrednictvom neho postupne spiiaju kritéria dosiahnutia uréitych trovni
komunikacnych jazykovych ¢innosti. Postupné plnenie kritérii pésobi motivacne
i na slabsich Ziakoch, ktorych zazitie tispechu postupne aktivizuje.

Vo vychovno-vzdelavacom procese predstavuje Eurdpske jazykové portfélio
evalvaCny nastroj, ktory pomaha ucitelovi hodnotit zZiaka. Zaroven prestavuje
autoevalvaény nastroj, ktory pomdaha Ziakom zhodnotit proces ucenia sa jazyka,
efektivitu ucenia sa a posudzovat vysledky prace. Vychovno-vzdelavacia funkcia
Eurépskeho jazykového portfélia sa prejavuje vo viacerych aspektoch. Ziaci
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oceniuju myslienku celozivotného vzdeldvania a moznost vyuzitia EJP ako
dokladu o komunika¢nych jazykovych kompetencidch, ktory by mohli
v budidcnosti vyuzit pri hI'adani zamestnania, resp. Stiidiu v zahranici.

Vysledky experimentalneho overovania naznacujy, Ze ucitelia vnimaji zmenu
prace Ziaka na hodinach a pristupu k u€eniu sa jazyka po urcitej dobe pouzivania
EJP. Ucitelia citia pozitivhu motivaciu Ziaka a jeho uvedomovanie si moznosti
overit si uroven komunikacnych jazykovych kompetencii vo vSetkych
komunikacnych jazykovych ¢innostiach a stratégiach, pricom poukazuji najma
na ziakovo postupné uvedomovanie si zodpovednosti za vlastné ucenie. EJP
pozitivne vplyva na nadobtdanie jazykovych kompetencii v rdmci jednotlivych
komunika¢nych jazykovych ¢innosti a stratégii - vysledky experimentalneho
overovania naznacuju zlepSenie najmid v produktivnych komunikacnych
¢innostiach a v ¢itani s porozumenim. EJP zaroven podporuje Ziakov v preberani
iniciativy avaicSej aktivizdcii na hodinach amimo vyucCovania. MozZno
konstatovat, Ze EJP zvySovanim motivacie ziaka, aktivizaciou ziakov a pomocou
pri procese evalvacie, zvySuje efektivitu vychovno-vzdeladvacieho procesu.

Praca s EJP je na zadiatku naroc¢nejsia, pretoze Ziaci nie st vel'mi zvyknuti na
proces autoevalvacie. Postupom casu sa vsak kritickost Ziakov voci vlastnym
jazykovym kompetencidm dostava do Uzadia a Ziaci pristupuju k procesu
autoevalvacie sebavedomejSie. Vysledky experimentidlneho overovania
naznacujd, ze inapriek dlhSej dobre pouzivania EJP naroc¢nost autoevalvacie
stale predstavuje pre niektorych ziakov pretrvavajici problém, ktory sa
odzrkadluje vich Cciastkovom, resp. celkom vnimani EJP. Narocnost
autoevalvacie je vSak vo vSeobecnosti charakteristicka zostupnou tendenciou.
Z tychto dévodov, ako aj z dévodu zvysit informacnu funkciu EJP, je potrebné,
aby praca s Eurépskym jazykovym portféliom bola do vyulovania zaclenena
systematicky a pravidelne.

EJP predstavuje motivacny faktor v procese ucenia sa jazyka. Hlavnym
motivatnym faktorom je najma jeho vyuZzitie v praxi, moznost monitorovania
svojich kompetencii a nestresovd forma hodnotenia. EJP je vnimané aj ako
prileZitost zdokonalenia sa vjazyku amoZnost nadviazania spoluprace so
zahrani¢nymi Skolami, ktoré tieZ vyuZivaji pracu s EJP na hodinach. Portfélio
podporuje aktivne ucenia sa jazyka avdaka svojim funkcidm ma potencial
prispiet k modernej vyucbe jazykov. Pouzivanie EJP si zo strany ucitel'a vyzaduje
velki mieru kreativity. Z tohto dévodu je potrebné sa viac zamerat na
spolupracu s domacimi a zahrani¢nymi ucitel'mi cudzich jazykov, ktori pouZzivaja
EJP.

Zaverom mozno uviest, Ze Eurépske jazykové portfélio 16+ je zamerané na
zvySenie kvality jazykového vzdelavania a zefektivnenie vychovno-vzdeldvacieho
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procesu, podporu evalvacie uc¢iaceho sa, inovativnych metdd, rozvoja kultirnej a
jazykovej diverzity, koherencie vo vyucovani cudzich jazykov. Svojim
spracovanim zaroveii predstavuje celkovy ramec plurilingvidlnych a
interkultirnych kompetencii uciaceho sa, pricom napomaha pri stanovovani
vzdelavacich ciel'ov, rozvija schopnost ucit sa ucit, sebahodnotenie a autonémiu
uciaceho sa.

Eurépske jazykové portfélio pre ziakov vo veku 7 - 10 rokov

Eurdpske jazykové portfélio pre Ziakov vo veku 7 — 10 rokov je d’alSim v sérii
dokumentov vytvorenych v ramci projektu experimentalneho overovania, ktory
schvalilo MS VVa$ SR. Garantom tvorby Eurépskeho jazykového portfélia pre
ziakov vo veku 7 - 10 rokov ajeho experimentdlneho overovania je Statny
pedagogicky tustav v Bratislave. Skoly mali moZnost prihlasit sa do
experimentalneho overovania na zaklade vlastného zaujmu, na zaklade vyzvy na
webovom sidle Statneho pedagogického tdstavu. Dbalo sa na to, aby boli
zastupené Skoly z viacerych regiénov Slovenska a Skoly s roznymi zriad ovatel'mi.

Experimentdlne overovanie sa realizuje v tychto zakladnych Skolach: Zakladna

$kola s materskou $kolou Vaclava Mittcha, Skolska 368/2, 914 42 Horné Srnie,

Zakladna skola s materskou Skolou Ondreja Cabana, Namestie Andreja Cabana

36, 941 06 Komjatice, Sikromna spojena skola, Starozagorska 8, 040 23 Kosice,

Zakladna skola G. Bethlena 41, 940 01 Nové Zamky, Zakladna skola, Hradna 22,

940 56 Nové Zamky, Zakladna skola s materskou skolou Rosina 624, Sikromna

zakladna $kola, Oravska cesta 11 Zilina, Zakladna $kola s materskou $kolou sv.

Gorazda, Dlha 78, 949 01 Nitra. Do experimentdlneho overovania sa zapojilo 8

entuziastickych uciteliek a Ziaci vybranych tretich a §tvrtych roénikov Z$ z

uvedenych Skél v celkovom pocte 200 ziakov. Experimentalne overovanie je

v aktudlnom Skolskom roku v realizac¢nej faze a bude ukoncené v roku 2016.

Hlavnym cielom uvedeného experimentalneho je priprava kvalitného modelu

Eurépskeho jazykového portfélia pre deti vo veku 7 - 10 rokov a jeho zavedenie

do vyucovacieho procesu na Skolach, ktoré sa zdcastnia experimentalneho

overovania.
Ciastkové ciele experimentalneho overovania su:

e overit ako posobi pracas Eurdépskym jazykovym portféliom pre Ziakov vo
veku 7 - 10 rokov na planovanie, monitorovanie a hodnotenie vyucovacieho
procesu na hodinach cudzieho jazyka z pohl'adu ucitel'ov,

e overit ako pdsobi praca s Eurdpskym jazykovym portféliom pre Ziakov vo
veku 7 - 10 rokov na monitorovanie a hodnotenie procesu ucenia sa
cudzieho jazyka z pohl'adu Ziakov prvého stupiia,
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e upravit experimentalnu verziu Eurépskeho jazykového portfélia pre ziakov
vo veku 7 - 10 rokov do findlnej podoby podl'a vysledkov experimentalneho
overovania.

Okrem tvorby samotného experimentalneho dokumentu sme sa v uplynulych
dvoch Skolskych rokoch sustredili na Skolenie ucitel'ov z experimentalnych Skol.
PocCas nich sa ucitelia obozndmili so Struktirou a poslanim Eurépskeho
jazykového portfélia, vybranymi akreditovanymi modelmi EJP pre kategériu
mladSich Ziakov zo zahranicia, funkciami EJP a prepojenim slovenského
experimentalneho dokumentu so Statnym vzdeldvacim programom. KaZdy
zucastneny ucitel dostal experimentdlnu verziu Eurépskeho jazykového
portfélia pre ziakov vo veku 7 - 10 rokov v printovej podobe a rovnako ucitelia
dostali v prinovej podobe referen¢ny material od Davida Little a Radky Perclovej:
Eurépske jazykové portfélio, prirucka pre ucitel'ov a Skolitel'ov.

Nasledne sme pristupili k doruceniu experimentalneho dokumentu do $kél a
k zberu vyskumnych dat pomocou viacerych dotaznikov urcenych pre ucitel'ov
aziakov v experimentalnych akontrolnych triedach, riadenych rozhovorov
s experimentalnymi ucitel'mi a pozorovania hodin s vyuzitim experimentalneho
modelu Eurépskeho jazykového portfélia pre ziakov vo veku 7 - 10 rokov.

Vzhl'adom na skutoCnost, Ze experimentdlne overovanie stile prebieha,
mozno vramci tohto ¢lanku prezentovat iba niektoré ciastkové informaécie
z pozorovania vyucovacich hodin.

Pozorovania vyucovacich hodin sa uskutocnilo v 7 experimentalnych skolach
v mesiaci oktober 2014, t. j. na zaciatku Skolského roka, ked’ ucitelia a Ziaci zacali
pouZivat experimentalny model na $kolach. Udaje odzrkadl'uji pociatoény stav
po zavedeni experimentalneho dokumentu do vyucovacieho procesu.

Vo vSeobecnosti bol celkovy ciel kaZdej pozorovanej vyucovacej hodiny
zamerany na rozvoj niektorych vybranych komunika¢nych jazykovych
kompetencii v stilade so Statnym vzdeldvacim programom pre ISCED 1, ako
napriklad nadviazat kontakt v stlade s komunikacnou situdciou, vypocut si a
podat informicie, vybrat si z pontkanych moZnosti, a vramci nich rozvijat
funkcie jazyka: pozdravit, odpovedat na pozdrav, rozlucit sa, informovat sa,
identifikovat, opisat. Uvedené kompetencie a funkcie jazyka boli rozvijané
vroznych komunika¢nych kontextoch asituaciach vsulade svekovymi
osobitostami Zziakov mladSieho Skolského veku. Zaroven sa utvrdzovali uz
osvojené gramatické Struktiry a slovnd zdsoba v prepojeni na tematické
zameranie vyucCovacej hodiny. Sucastou ciela vyucovacej hodiny bolo
i obozndmenie sa s konkrétnou ¢astou Eurépskeho jazykového portfélia.
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Na vSetkych vyucovacich hodindch boli okrem Eur6pskeho jazykového
portfélia pouzité rozne doplnkové ucebné materialy a didaktické prostriedky ako
obrazkovy materidl vratane fotografii a plagatov, karticky s obrazkom, slovom,
Castou vety alebo celou vetou, pracovné listy, predmety, atd’. Vyucujice pouZzivali
mnozstvo vlastnych materialov. Na kazdej hodine boli vyuzité informacno-
komunikacné technolégie: audiovizualna technika, interaktivna tabul’a.

Pozorované vyucovacie hodiny boli charakteristické réznorodostou foriem
a metod vyucby, ako aj réznorodostou aktivit a cviceni pripravenych pre ziakov
s cielom rozvoja kompetencii a funkcii jazyka stanovenych v cieli vyucovacej
hodiny. Z organiza¢nych foriem vyucby bola podporena individualna praca, praca
vo dvojiciach askupinova praca, ako metddy bola vyuzitd napriklad priama
metdda, audiolingvalna metdda, vyucovanie zaloZené na ¢innosti, didakticka hra
ako vyucovacia metdda, projektova praca, brainstorming. Ziaci sa zapajali do
réznych aktivit, napriklad dopliiovanie slov, usporiadanie viet do spravne
poradia, identifikdcia predmetov, spadjanie slov a obrazkov, piesen. Striedanie
organizatnych foriem a metéd vyucby, ako iaktivit, bolo vhodne a primerane
zostavené. Pocas vyucovacich hodin bolo vytvorené pozitivne ucebné prostredie.

Pouzité materidly boli priamo zamerané na rozvoj kompetencii a funkcii
jazyka, ktoré boli stanovené v cieli vyucovacej hodiny a boli vhodne a primerane
podporené pouzitymi organizacnymi formami a metddami vyucby. Praca na
vyucovacich hodinach sa vyznacCovala priamou prepojenostou na deskriptory,
s ktorymi Ziaci neskdr pracovali avramci ktorych si robili zdznam. Prace
zaloZzené do Zbierky prac a dokladov dokumentovali kompetencie Ziakov. Na
vSetkych vyucovacich hodindch boli aktivity na hodine s moZnostami
Eurépskeho jazykového portfélia zosiladené vel'mi dobre.

Pocas pozorovanych hodin Ziaci pouzivali Eurdpske jazykové portfélio
v réznych fazach vychovno-vzdelavacieho procesu. Skola, ktora ho pouzivala na
hodine po prvykrat, mu venovala druhu ¢ast vyucovacej hodiny. Pocas tejto Casti
sa ziaci obozndmili s Eurépskym jazykovym portféliom, jeho jednotlivymi
Castami a ich vyznamom. Nakol'ko vyucujtica rozdelila vyucovaciu hodinu na dve
Casti, praca s ucebnicou a praca s Eurépskym jazykovym portféliom, nie je mozné
presne definovat typické fazy vyucovacieho procesu. Na ostatnych pozorovanych
vyucovacich hodinach bolo Eurépske jazykové portfélio pouzivané v typickych
fazach vyucovacej hodiny: dvodnd (motivacnd), fixacna, diagnostickd a to
nasledovne: dve vyucujlice pouzivali material v ivodnej (motivacnej), fixacnej
a diagnostickej faze, Styri vyucujuce v diagnostickej faze. Vo vSeobecnosti mozno
konstatovat, Ze Uvodna (motivacnd) faza bola zamerand na motivaciu Ziakov
pracovat' s Eurépskym jazykovym portféliom. Pocas fixacnej fazy Ziaci napriklad
realizovali rozne aktivity v prepojeni na pracu s deskriptormi v Jazykovom
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Zivotopise, pripadne si vysledok svojej prace pocas tejto fazy zalozili do Zbierky
praca a dokladov, zaznamendavali si udaje do Jazykového pasu. V diagnostickej
faze si napriklad zaznamenavali svoje uspechy k vybranym deskriptorom,
zakladali svoju pracu do Zbierky prac a dokladov.

Pocas vyucovacej hodiny Zziaci pracovali s Eurépskym jazykovym portféliom
na experimentalnych $kolach v roznej dizke trvania ato vrozpati od 5 do 35
minut, vpriemere pribliZne 19 minuat/Skola. NajkratSie, pribliZne 5 minut,
pracovali s Eur6épskym jazykovym portféliom Ziaci jednej Skoly ato
v diagnostickej faze hodiny. Pocas tejto fazy Ziaci urobili zdznam o dosiahnuti
jedného opisu urovne v Jazykovom Zivotopise pri pocivani s porozumenim
azalozili si do Zbierky prac adokladov vyplneny pracovny list a karticku
s aktivitou, na ktorej pracovali pocas expozicnej fazy hodiny. Najdlhsie, 35 minut,
pracovala s Eurdpskym jazykovym portféliom jedna Skola, pracu na vyucovacej
hodine mozno prepojit na fazy hodiny nasledovne: v motivacnej faze rozdanim
portfélia, vyberanim farby obalu, nalepenim fotografie do Jazykového pasu, vo
fixac¢nej a diagnostickej faze vypisovanim jednotlivych casti Jazykového pasu a
zaloZenim vyplneného pracovného listu z expozi¢nej casti hodiny do Zbierky prac
a dokladov. Vo vieobecnosti mozno konstatovat, ze dizka pouZivania Eurépskeho
jazykového portfélia zavisela od viacerych faktorov, ako napriklad od poctu
atypov faz vyucovacej hodiny, v ktorej bolo pouzité, zamerania vyucovacej
hodiny, na mnoZstvo zaznacenych tdajov, pocet deskriptorov, pri ktorych si ziaci
robili zaznamy, kol'ky krat bol material pouzity na vyucovacej hodine, pristupu
vyucujuceho, mnoZzstva a typu dopliujtcich otazok ziakov pri praci s Eurépskym
jazykovym portf6liom a pod.

Sebahodnotenie Ziakov svyuzitim Eurdpskeho jazykového portfélia bolo
v urcitom rozsahu realizované na vsetkych pozorovanych Skolach. Bez vyuzitia
deskriptorov realizovala sebahodnotenie len jedna $kola, Sest $kél vyuZilo na
sebahodnotenie Jazykovy Zivotopis a deskriptory pre niektoré komunikacné
jazykové Cinnosti a stratégie. Na Siestich Skolach si ziaci zalozenim svojej prace
do Zbierky prac a dokladov zdokumentovali svoju uroven jazyka.

Pozorované vyucovacie hodiny boli jednoznalne pripravené v intenciach
hodnotenia jazykového vzdelavania s vyuzitim Eurépskeho jazykového portfélia,
nakol’ko Ziaci si robili zdznamy vo svojom Jazykovom Zivotopise/pase a zakladali
svoje prace do Zbierky prac a dokladov.

Dalsi zber vyskumnych dat vramci tohto experimentdlneho overovania je
planovany na mesiace maj ajun 2015. Na ziklade zozbieranych tudajov bude
experimentalny model dokumentu upraveny do finalnej podoby.
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Zaver

Cielom tohto c¢lanku bolo informovat o poslani a funkciach Eurépskeho
jazykového portfélia aprezentovat vybrané udaje z experimentdlneho
overovania slovenskych modelov EJP. Spominané dva projekty experimentalneho
overovania preukazali to, Ze aj vslovenskych podmienkach sa ukazuje, Ze
zaclenenie Eur6pskeho jazykového portfélia do vychovno-vzdelavacieho procesu
ma potencial naplnit ciele tohto dokumentu deklarované Radou Eurépy.

Udaje zozbierané vramci experimentalnych overovani naznacuji, Ze EJP
vedie k vacSiemu uvedomovaniu si dolezitosti ucit' sa jazyky a zodpovednosti za
vlastné ucenie sa. EJP napomaha jeho majitel'ovi zhodnotit vlastny proces ucenia
sa jazyka a poskytuje mu priestor pre castejSie sebahodnotenie. Proces
autoevalvacie je vSak naroCny avyZzaduje si zo strany ucitela zddraznovat
potrebu pozitivneho myslenia ziakov pri procese autoevalvacie a progresivnym
pristupom pokracovat v zavadzani sebahodnotenia u svojich Ziakov. Nestresova
forma hodnotenia prispieva kvytvoreniu prijemnej atmosféry na hodinach.
Systematické a pravidelné pouzivanie EJP zabezpecuje postupné zlepSovanie sa
ziaka vziskavani jazykovych kompetencii. Systematickost a pravidelnost
pouzivania EJP zaroven zdoraznuje jeho vypovednu hodnotu.

Eurdpske jazykové portfdlio 16+ je Sirokej ucitel'skej verejnosti a vSetkym
7iakom dostupné na webovom sidle Stitneho pedagogického tstavu v Casti
odborné informécie v sekcii u¢ebnice/metodiky/publikacie. EJP 16+ je dostupné
v interaktivnej elektronickej verzii, ako aj v podobe dokumentu vhodného na tlac.

Eurépske jazykové portfélio pre ziakov vo veku 7 - 10 rokov bude upravené
na zaklade vysledkov experimentalneho overovania vbudicom roku a
nasledne by rovnako malo byt spristupnené pre zaujemcov na webovom sidle
Statneho pedagogického ustavu.

Na zaver by sme chceli vyjadrit podakovanie vedeniu zapojenych
experimentalnych $kdl a vSetkym ucitelom a Ziakom, ktori sa podielali na
realizicii projektov. Investovali vel'a energie a ¢asu do prace s experimentalnymi
verziami EJP, za ¢o im patri velka vd'aka.
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Resumé

Prispevok je zamerany na objasnenie principov Eurépskeho jazykového portfélia
ajeho vyznamu vo vychovno-vzdelavacom procese. Zaroven opisuje komponenty
Eurépskeho jazykového portfélia: Jazykovy pas, Jazykovy zivotopis a Zbierku prac
a dokladov a ich funkcie. Prispevok zdoraznuje poslanie Eurdpskeho jazykového portfélia,
ktorym je okrem sebahodnotenia i podpora plurilingvizmu a interkulturality. Vychadza
zo skusenosti s tvorbou slovenskych modelov Eurépskeho jazykového portfélia: Eurépske
jazykové portfélio 16+ a Eurdpske jazykové portfélio pre ziakov vo veku 7-10 rokov.

Klicové slova: Eurdpske jazykové portfélio 16+, Eurépske jazykové portfdlio pre
ziakov vo veku 7-10 rokov, interkulturalita, plurilingvizmus, sebahodnotenie
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ZvySovanie kvality pregradualnej pripravy
a inovacia vzdelavania buducich ucitel'ov anglického jazyka
ako sucast podpory Studijnych programov v cudzich jazykoch

Alena Stulajterova
Filozoficka fakulta UMB, Banska Bystrica
alena.stulajterova@umb.sk

Abstract

The main objective of this article is to present innovative trends in preparing future
teachers of English as a foreign language at the Department of English and American
Studies at the Faculty of Arts, Matej Bel University in Banska Bystrica, realized within the
framework of a project focused on the support of teaching university study programmes
in foreign languages. The aim of such innovations in various subjects is to update their
contents, to create new modern study materials for the students and to apply those
teaching methods and techniques which are supported by the latest computer and
communication systems and which will contribute to the improvement of students’
English language teaching competences.

Key words: study programe, teaching academic subjects, innovating subjects, study
programmes in foreign languages, innovative trends, knowledge-oriented society

Uvod

Predpokladom zvySovania kvality vzdelavania budtcich uditel'ov anglického
jazyka je Usilie zabezpecit vy$siu odbornu a jazykovu erudiciu Studentov, ktorych
poZiadavky su v sulade s oc¢akavaniami pracovného trhu. Zo zmien vyvolanych
rozvojom internacionalizacie a globalizacie posilnenych vstupom Slovenska do
Eur6pskej Unie vyplyva potreba rozsirovania narodného priestoru vzdelavania
na eurdpsky. “Internacionalizacia vzdelavania, ktord spustil Bolonsky proces
vyzaduje jazykovo kompetentnych Studentov a ucitelov asucasne prindsa so
sebou nové fenomény spojené s cudzojazycnou politikou a vyucbou” (Zelenkova
& Schneiderova, 2013, s. 256). Kvalitu akonkurencieschopnost katedry
pripravujucej buducich ucitel'ov anglického jazyka moze zvySit modernizacia jej
vybavenia modernou pocitacovou technikou, interaktivnymi tabulami, ale
predovsetkym inovacia odbornych predmetov vyucovanych v ramci Studijného
programu ucitel'stvo anglického jazyka a literatiry vkombinacii predmetov.
Vyhodou cudzojazycnej katedry je, Ze jej ¢lenovia automaticky mézu vyucovat
predmety v cudzom jazyku, ¢o poskytuje moZnosti $tidia nielen pre domacich ale
aj zahrani¢nych Studentov. Obsah a spdsob vzdelavania je pritom porovnatel'ny
so zakladnymi Standardmi viacerych krajin Eurépy, priCom Studenti maju
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moznost vyberu Stidia predmetov a programov, ktoré sa svojou Specializaciou
jedinecné.

Proces inovacie magisterského ucitel'ského Sstudijného programu
anglicky jazyk a literatiira v kombinacii s nemeckym jazykom

Ciel'om inovacie Studijnych predmetov zameranych na pripravu buducich
ucitel'ov anglického jazyka je modernizovat a aktualizovat ich obsah, inovovat
texty urCené na vyucbu a aplikovat také techniky vyucby, ktoré Studentom
umoznia pristup k r6znym zdrojom na $tddium, si podporované elektronickymi
informacnymi a komunika¢nymi systémami a vyuzivaju aktivne formy ucenia sa.
Takato inovacia si vyzaduje vytvorenie novych uc¢ebnych textov a materidlov pre
Studentov, Co pomoZe Studentom jednak zlepsit si svoje Specifické jazykové
kompetencie azaroven zlepSit si aj zrucnosti vo verbalnej aneverbalnej
cudzojazycnej komunikacii, ktora v sebe zahfna celd skalu implikacii pre prax
(Jesenska, 2008).

Jednym z prinosov nového Studijného programu je, Ze aj vyucba predmetov
spolo¢ného pedagogicko-psychologického zakladu bude realizovana v cudzich
jazykoch - v anglickom alebo nemeckom. Skvalitnenim uvedeného Studijného
programu vo svetovych jazykoch sa naplni predpoklad lepSej pripravenosti
absolventov celit poziadavkdm vedomostnej spolocnosti. Inovacia vyucby
znamena aj inovaciu existujucich foriem a metéd vyucovania beric do tvahy
Specifikd  jednotlivych odbornych predmetov, ¢i realiziciu vyucby
prostrednictvom nastroja LMS na podporu organizacie vyucby a komunikacie
ucitela so Studentmi, na prezenticiu inovovanych prednasok a seminarov.
Dolezit ulohu zohrava aj interakcia so zahrani¢nymi institiciami a participacia
Studentov v redlnom pracovnom prostredi v ramci pedagogickej praxe.

Realizacia inovacie predmetov sa uskutocnuje v ramci opera¢ného programu
Vzdelavanie, zameraného prioritne na podporu vyucby Studijnych programov
v cudzich jazykoch. V prvej faze inovacie vyucujuci zapojeni do projektu
aktualizovali a modifikovali obsah svojich predmetov, s ¢im suvisela automaticky
aj inovacia informacnych listov vybranych predmetov. Z lingvistickych
predmetov bola inovovand Analyza diskurzu a Lexikologicky seminar;
z didaktickych predmetov sa inovovala Didaktika anglického jazyka, Britska
spolo¢nost v mal'be a bol vytvoreny novy predmet Pedagogicka dokumenticia;
inovované literarne predmety zahriiuji Vybrané kapitoly z americkej literatiry
a kultary a Vybrané kapitoly z anglickej literattry a kultary.

Vdruhej faze inovacie vybrani vyucujlici pracuji na priprave novych
ucebnych textov - vysokoskolskych ucebnic sinovovanym obsahom anovou
napliiou semindrov k prednasanym a v ucebniciach prezentovanym témam.
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Tieto printové a multimedidlne inovované ucebné texty poskytni Studentom
kvalitnu teoretickt bazu a pomdézu im zlepsit jazykové kompetencie pri vyucbe
anglického jazyka ako cudzieho jazyka.

V tretej faze inovacie sa po vydani ucebnych textov zrealizuje pilotna vyucba
v inovovanych predmetoch, ktora je podporovana nastrojom LMS modle, v
ktorom si Studenti najdu presny tyzdenny plan jednotlivych predmetov -
obsahovu napln prednasok a material potrebny k praci na seminaroch, ale aj
modelovy test na konci semestra, prostrednictvom ktorého si mézu otestovat
osvojené vedomosti z daného predmetu a porovnat ich s priloZenym kl'icom
so spravnymi odpoved’ami. Nastroj LMS moodle navySe umoziiuje Studentom
odovzdavat vyucujicim vypracované semindrne prace a zadania, viest s nimi
diskusiu k prednasanym témam, ospravedlnit svoju neucast na vyucovani
a podobne.

Inovovand vyucba odbornych predmetov vodbore ucitel'stvo anglického
jazyka aliteratiry v kombinacii pomoZe Studentom zlepsSit si zrucnosti vo
verbalnej ineverbdlnej interkultirnej komunikacii, ktord v sebe zahffia celd
Skdlu implikacii pre prax. Pomdze tiez zredlnit vyucbu didaktickych
predmetov, jej prepojenie na pedagogicki prax ana ziskanie kompetencie
Studentov dokazat pracovat v interkultirnom, pripadne multikultirnom
prostredi, nakol'ko pilotnd vyucba je realizovana jednotlivymi participantmi
projektu v sucinnosti s odbornikmi zpraxe prostrednictvom prednasok,
seminarov, Studentskych projektov, mobilit, interakcie so zahrani¢nymi
inStitticiami a participacie Studentov v redlnom pracovnom prostredi.

Inovativnym prvkom v pilotnej vyucbe je zaznamendvanie pedagogickych
vykonov Studentov na nosic¢och, ich nasledna analyza, ktora prinasa Studentom
i pedagégom neocenitelni spatni vizbu. Analyzovany materidl pomdze
Studentom odburat chyby v metédach vyucovania anglického jazyka, ako aj v ich
jazykovom prejave (Homolova, 2011).

Celkove mo6zeme skonstatovat, Ze uvedend inovacia obsahu a technik vyucby
v magisterskom Studijnom programe anglicky jazyk akultira vkombinacii
s nemeckym jazykom, ktora je v stilade s podporou vyucby studijnych programov
v cudzich jazykoch naStartuje proces zmien a reStrukturalizicie celého systému
vysokoskolského vzdeldvania na univerzite. Studenti sa z pasivnych prijimatel'ov
informacii postupne menia na aktivnych participantov vyucovacieho procesu,
pritom sa vo vyucbe bude aj nadalej klast doraz na rozvoj ich tvorivosti a
kritického myslenia.

Ak chceme inovovat Studijny program uspeSne je potrebné rozvijat nielen
I'udsky, poznatkovy a tvorivy potencial Studentov, ale aj ucitelov. Nespornou
vyhodou vyucujicich Katedry anglistiky a amerikanistiky Filozofickej fakulty
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Univerzity Mateja Bela v Banskej Bystrici je, Ze ovladaja vyucovany cudzi jazyk na
vynikajicej Urovni, maji zdujem o vyucbu novym, inovativhym spésobom a
nemaju problém skomunikiciou so zahrani¢nymi Studentmi - su to l'udia
ochotni vcudzom jazyku ponukat odborné vedomosti, prenasat do vyucby
poznatky ziskané v zahranici, pozyvat na vyucbu zahrani¢nych odbornikov aj
odbornikov zpraxe. Vtomto si vo vyhode vporovnani s ucitelmi, Kktori
neovladaju cudzi jazyk na pozadovanej urovni, zotrvavaju na tradi¢nych
sposoboch ucenia a pristup k novym poznatkom maji obmedzeny.

Zaver

Zavedenim inovativnych foriem vyucovania aucfenim sa odbornych
predmetov a programov v cudzom jazyku sa doraz kladie na lepSie prepojenie
poziadaviek praxe aspdsobu prijimania vedomosti v cudzom jazyku. Vyhody
z realizovanej inovacie maju nielen Studenti, ale aj ich budtici zamestnavatelia,
pretoze ziskaju jazykovo erudovanych a odborne pripravenych absolventov.
Poslanim katedry pripravujicej bududcich wucitelov anglického jazyka je
poskytovanie bakalarskeho, magisterského a d’alsieho vzdelavania
porovnatel'ného s europskou kvalitou, uskutocniovanie zakladného
a aplikovaného vyskumu, ktory je v sulade s potrebami spoloc¢nosti zaloZenej na
poznatkoch a potrebach spoloCenskej praxe a udrziavanie a rozvijanie hodnot
slovenskej aanglofénnej kultary. Poskytovanim kvalitného vysokoskolského
vzdelavania katedra prispieva k rozvoju vzdelanych a spolo¢ensky zodpovednych
absolventov, ktori moZu najst svoje budice uplatnenie nielen na Slovensku, ale aj
v zahranici.

Poznamka

Tento prispevok prinasa ciastkové vysledky rieSenia projektu 26110230109
JInovantivne kroky pre potreby vysokoskolského vzdeldvania v 21. Storoci’;
odbornd aktivita 1.2 Tvorba ainovdcia SP v studijnom odbore ucitel'stvo
akademickych predmetov v A] a N] a je podporovany z projektovych finan¢nych
prostriedkov.

Literatura

HOMOLOVA, E. et al. (2011). Determinanty pregragudlnej pripravy ucitelov
anglického jazyka. Banska Bystrica: Univerzita Mateja Bela.

HOMOLOVA, E. (2011). Methodology of Teaching English 1. Banska Bystrica: UMB.

JAVORCIKOVA, |. & LICKO, R. (1998). Challenging Attitudes to Language Learning
at Tertiary Level in Slovakia after 1989. International TEMPUS Conference
Proceedings (s. 54-77). PreSov: PreSovska univerzita.

50



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

JESENSKA, P. (2008). Inovacia a demokratizacia vjazyku sohladom na
anglicizmy. In VARIA XV. Zbornik z konferencie XV. medzindrodného kolokvia
mladych jazykovedcov v Tajove 7.12.-9.12.2005 (s. 242-252). Bratislava:
Slovenska jazykovedna spoloc¢nost pri SAV a KSJL FHV UMB.

STULAJTEROVA, A. & SAVELOVA, J. (2011). The Implementation of the National
Project of Postgraduate Studies Focused on Professional Translation and
Interpreting - the Preparation of Translators for European Institutions and
Enterprises. In Universities in Central Europe 20 year after the fall of the Berlin
Wall. Zbornik z medzinarodnej konferencie v ditoch 4.-5. jina 2009. Brusel:
Bruylant.

ZELENKOVA, A. & SCHNEIDEROVA, A. (2013). Cudzie jazyky na Pravnickej
fakulte UMB v Banskej Bystrici: Od vyucby odbornej anglictiny po vyucbu
odboru v anglictine (s. 256-262). In Vystrcilova, R. (Ed.), Prdvni jazyk - od
teorie k praxi. Olomouc: Inova.

Resumé

Cielom prispevku je sprostredkovat skusenosti stvorbou nového magisterského
Studijného programu na Katedre anglistiky a amerikanistiky a na Katedre germanistiky
Filozofickej fakulty Univerzity Mateja Bela v Banskej Bystrici, kreovaného v ramci projektu
zameraného na podporu vyucby Studijnych programov v cudzich jazykoch snazvom
JInovativne kroky pre potreby vysokosSkolského vzdelavania v 21. storo¢i - Tvorba
ainovacia SP vstudijnom odbore uditel'stvo akademickych predmetov v A] a NJ“
Strategicky ciel' projektu je determinovany globdlnym cielom opera¢ného programu
Vzdelavanie ,zabezpecit dlhodobu konkurencieschopnost Slovenska prostrednictvom
prispdsobenia vzdelavacieho systému potrebadm vedomostnej spolo¢nosti“. Sme si vedomi
potreby prispdsobovat’ sa novej situdcii a novym poznatkom a prijat ich do vzdelavacich
programov, aby sme pre Studentov vytvorili prirodzené prostredie na vzdelavanie,
motivovali ich a umoznili im ziskat' vzdelanie, s ktorym sa v sti¢asnosti uplatnia na trhu
prace a budu konkurencieschopni v celosvetovom meradle.
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Sprachenpolitik und ihre Auswirkungen auf die
Mehrsprachigkeit in der Slowakei.
Ein kleines Pladoyer fiir Deutsch als Fremdsprache
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Pavol-Jozef-Safarik-Universitit KoSice, Slovakia
katarina.fedakova@upjs.sk

Abstract

Der Beitrag setzt sich im einfithrenden Teil kurz mit dem Begriff der Sprachenpolitik
im Allgemeinen sowie der aktuellen Sprachenpolitik der EU und in der Slowakei
auseinander. Im zweiten Teil werden einige ihrer Auswirkungen auf die Mehrsprachigkeit
angesprochen. Es wird hier weiterhin Stellung zu den das Fach Deutsch als Fremdsprache
(DaF) betreffenden Umstrukturierungen genommen, mit dem Schwerpunkt auf der
Situation des Deutschen nach Englisch. Im abschlieffenden Teil soll auf die Perspektiven
der Tertidrsprachendidaktik und -methodik in der Deutschlehrerausbildung eingegangen
werden.

Schliisselworter: Sprachenpolitik, Mehrsprachigkeit, Deutsch als Fremdsprache,
Deutsch als Fremdsprache nach Englisch, Tertidrsprachendidaktik und -methodik.

Im Blickpunkt des folgenden Beitrags stehen die heutzutage viel diskutierten
Begriffe Sprachenpolitik und Mehrsprachigkeit im Allgemeinen, ihre
Moglichkeiten und Grenzen im Kontext der Europdischen Union (EU) sowie ihre
Auswirkungen auf sog. Mehrsprachigkeitsdidaktik.

Die Sprachenpolitik ist ein Begriff, der relativ neu ist und von dem Begriff der
Sprachpolitik unterschieden werden sollte. Wahrend sich die Sprachpolitik auf
politische Mafinahmen innerhalb einer Einzelsprache (z. B. das Verbot
bestimmter Worter) bezieht, wird Sprachenpolitik als Auswahl, Gewichtung und
gezielte Forderung einer oder mehrerer Sprachen verstanden (vgl. Edmondson -
House, 2011, S. 55). Sie stellt somit einen festen Bestandteil der Innen- und
Aufienpolitik sowie des Bildungs- und Erziehungswesens dar.

Krumm (2015) unterscheidet in dem Zusammenhang zum Ersten ,die
offizielle und zumindest teilweise explizite Sprachenpolitik, die die Grundsétze,
Regelungen, Gesetze und finanziellen Mittel fiir die Verbreitung von Sprachen,
umfasst, und zum Zweiten die personelle, individuelle Dimension, das Agieren
der Menschen, die Sprachen lernen, Sprachen benutzen wollen oder auch
ablehnen“. Die Sprachenpolitik desjeweiligen Landes sowie auch der
Landervereinigung wie der EU kann sowohl zu Integration und Verstandigung
wie auch zur Ab- und Ausgrenzung fiihren. Die europdischen Bildungs- und
Sprachenprogramme gehen vom Konsens aus, dass die Lander eine bedachte
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und systematische Sprachenpolitik im Sinne der Mehrsprachigkeit bendtigen, um
die vorhandene sprachliche Vielfalt zu unterstiitzen und neue gerechte
Moglichkeiten zur Entfaltung der ganzen Gesellschaft zu schaffen bzw. zu
erweitern.

Die Mehrsprachigkeit ,begleitet” uns seit Jahrhunderten, denn die
Herausbildung einsprachiger Nationalstaaten ist erst seit dem 18. Jahrhundert
aktuell und mit der Unterdriickung, Vertreibung und Ausgrenzung verbunden
(was auch die Slowaken selbst aus der eigenen Nationalgeschichte viel zu gut
wissen).

Allerdings widmet man sich erst in den letzten Jahrzehnten intensiv ihrer
Erforschung in allen ihren sprachwissenschaftlichen, sozialen, politischen,
wirtschaftlichen und padagogischen Facetten. Man sucht z. B. nach Antworten, in
welchem Zusammenhang die Sprachenpolitik und Mehrsprachigkeit zueinander
stehen, wie die Mehrsprachigkeit wiederum das gesellschaftliche Leben in allen
seinen Formen beeinflusst, wie man sie fordern kann und viele andere.

Zuerst soll der Begriff Mehrsprachigkeit gegen andere, mit ihm im
Zusammenhang stehende Begriffe abgegrenzt werden. Eine Diskussion dazu
kann man in Hallet und Kodnigs (2010, S. 376-381) sowie in Mif3ler (1999, S. 6-
10) finden.

Bisher gibt es keine Ubereinstimmung dariiber, in welchem Verhiltnis die
Bezeichnungen bilingual oder zweisprachig bzw. multilingual/plurilingual oder
mehrsprachig zueinander stehen.

Die Europdische Union bzw. der Europarat (ER) versuchen, die
Unterscheidung zwischen multilingual und plurilingual in Bezug auf pluringuale
Individuen und multilinguale Gesellschaften durchzusetzen, was allerdings bis
jetzt in der Spracherwerbsforschung sowie in der Sprachlehr- und
Sprachlernforschung (noch) nicht angenommen wurde (vgl. Guide fort he
Development of Language Education Policies in Europe, 2003).

Mifdler (1999, S. 8) betrachtet Mehrsprachigkeit bzw. Plurilingualismus als
iibergeordnete Begriffe und Zweisprachigkeit/Bilingualismus,
Dreisprachigkeit/Trilingualismus und Vielsprachigkeit/Multilingualismus als
spezifische Auspragungen von Mehrsprachigkeit/ Plurilingualismus. Jefiner
(1998, S. 149) fasst den Bilingualismus bzw. Trilingualismus auch als eine
Variante von Multilingualismus auf.

Vor allem im anglistischen Bereich wird die Zweisprachigkeit/Bilingualismus
und Mehrsprachigkeit mehr oder weniger synonym verstanden, was auch
nachfolgende Unterscheidung von Wolff (2010) beweist. Er beschreibt vier
Formen individueller Mehrsprachigkeit.
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Im Zusammenhang mit der Migration wird von der sog. erzwungenen
Mehrsprachigkeit (enforced bilingualism) gesprochen. Elitire Mehrsprachigkeit
(elitist bilingualism) entsteht durch bilinguale Erziehung in der Familie von
Geburt an oder im frithen Kindesalter.

Die dritte Form der Mehrsprachigkeit wird durch den  gesteuerten
Fremdsprachenunterricht im  Klassenzimmer (instructed bilingualism)
hervorgerufen. Die letzte Auffassung ist geographisch oder sozial bedingte
Mehrsprachigkeit (geographically or socially induced bilingualism), wenn ein
Individuum in einem regionalen oder sozialen Kontext lebt, in welchem mehr als
eine Sprache gesprochen wird.

In dem vorliegenden Beitrag wird der Begriff Mehrsprachigkeit als
libergeordneter Begriff zur Zwei- bzw. Dreisprachigkeit aufgefasst und im Sinne
der individuellen, durch den gesteuerten Fremdsprachenunterricht initiierten
Mehrsprachigkeit als Multikompetenz verstanden, d.h. als das Gesamtsystem von
mutter- und fremdsprachlichen Kenntnissen eines Individuums, das mit einem
anderen Bewusstseinszustand gleichgesetzt werden kann. Dies bedeutet, es wird
nicht die Kompetenz in zwei oder mehr Sprachen zum alleinigen Kriterium der
Mehrsprachigkeit gemacht, sondern sie wird mehrdimensional aufgefasst.
Drachsler (2015) driickt es treffend aus: ,Nicht nur Fremdsprachenkenntnisse
braucht die moderne Welt, sondern die Mehrsprachigkeit!“.

Fir die Sprachenpolitik der EU stellt das Mehrsprachigkeitskonzept den
zentralen Begriff dar, was seinen Niederschlag in vielféltigen Projekten und
Dokumenten findet. Man erhoffte sich davon eine ,eurokompetente“ junge
Generation charakterisiert durch erhohte Kreativitat, Flexibilitit und Mobilitat.
Die Realitdt hat jedoch bis heute gezeigt, dass wir noch ziemlich weit davon
entfernt sind: ,Der ausgepragten multilingualen Situation in Europa entspricht
nicht die plurilinguale Kompetenz seiner Biirger.“ (Neuner et al., 2009, S. 20) Die
Mehrsprachigkeit sollte ,von oben” unterstiitzt werden, um einen ausreichenden
Wirkungsraum zu erschaffen. Aber es geniigt nicht, sie offiziell in
Absichtserkldrungen und Feiertagsreden zu verkiinden, sie muss zur erlebten
Wirklichkeit in allen Aspekten des gesellschaftlichen Lebens werden.

Viele halten die offizielle EU-Sprachenpolitik fiir verfehlt und bezeichnen sie
als blofde Mehrsprachigkeitsrhetorik (z. B. Krumm, 2003, S. 37; House -
Edmondson, 2011, S. 59). So sind wir trotz der offiziell proklamierten
Gleichberechtigung und Unterstiitzung aller Sprachen Zeugen von einem
unaufhaltsamen Aufstieg des Englischen, was allerdings nicht getrennt von der
wirtschaftlichen Entwicklung in Europa in den letzten Jahrzehnten betrachtet
werden kann.
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Eine kontinuierliche, massive ,Durchdringung aller Lebensbereiche mit der
wirtschaftsliberalen Ideologie und die zunehmende Technisierung und
Kommerzialisierung des Wissens“ (Puchalova, 2013, S. 17) beeinflusste das
Zusammenwachsen von Westeuropa auf der einen Seite und Mittel- bzw.
Osteuropa auf der anderen Seite. Sie setzte ,Uberlebens-, Anpassungs- und
Aufholbemiihen“ (Edmondson - House, 2011, S. 63) in den ehemaligen
Ostblocklandern in Gang und unterstiitzte damit die wachsende Aufwertung des
Englischen als der wichtigsten Wirtschaft- und Kultursprache fiir den
europdischen Raum bei gleichzeitiger Abwertung des Russischen und nach
relativ wenigen Jahren nach dem Fall des ,Eisernen Vorhangs“ auch des
Deutschen.

Historisch gesehen war das Gebiet der heutigen Slowakei seit dem Mittelalter
ein multiethnisches und multilinguales Land. Deswegen war hier die Situation
nach dem EU-Beitritt im Jahre 2004 sehr giinstig dafiir, dass das Konzept der
Mehrsprachigkeit besser und realistischer hétte ausgearbeitet und realisiert
werden konnen. Aber, wie es eine Expertenkommission der EU fiir die Slowakei
in threm Bericht (2009, S. 15) feststellt, verliefen die Verdnderungen in vielen
Bereichen unter politischem Druck, was sich auch im Bildungssystem zeigte.
Politische Reprasentanten bevorzugten schon damals die Forcierung des
Englischen auf Kosten der Mehrsprachigkeit. Es iiberrascht also nicht, dass ,in
der Slowakei dieses Thema (Mehrsprachigkeit) eher zufilligerweise
angesprochen und [...] bislang lediglich als eine periphere Erscheinung behandelt
wird“ (Dolnik, 2004, S. 37). In dem bereits erwahnten Bericht der
Expertenkommission der EU fiir die Slowakei wurde Beunruhigung dariiber zum
Ausdruck gebracht, dass die Zukunft der anderen Fremdsprachen aufder Englisch
in der Slowakei durch die offizielle Fremdsprachenpolitik bedroht ist (Profil,
2009, S. 49).

Wie lasst sich im Allgemeinen die europdische Schulsprachenpolitik
charakterisieren? Zu den wichtigsten Merkmalen gehoren, dass (1) der
traditionelle Fremdsprachenunterricht heutzutage an seine Grenzen stofit:
»,Nach Meinung von Experten und auch den Ergebnissen der Realitat fiihrt die
Vorverlegung des Beginns des Fremdsprachenunterrichts auf die Primar- oder
sogar auf die Vorschule und damit die Verlangerung der Unterrichtsdauer auf bis
zu 15 Jahren sowie die Erh6hung der Wochenstundenzahl nicht unmittelbar zu
den gewlinschten besseren Fremdsprachenkenntnissen“ (Dréchsler, 2015).

Der Fremdsprachenunterricht ist (2) viel zu wenig diversifiziert, weil
europaweit die fremdsprachliche Zweisprachigkeit vor allem in Englisch (als
lingua franca) forciert wird. Man kann zurzeit in einer solchen Situation kaum
erwarten, dass nach dem Englischen als der ersten Fremdsprache noch
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Bediirfnisse existieren, eine andere Fremdsprache erlernen zu wollen.
Lindemann (2007, S. 2) stellt in ihrer qualitativen Studie zur Motivation fiir
Deutsch an norwegischen Grundschulen, wo das Englische die erste
obligatorische Fremdsprache ab der 1. Klasse Grundschule ist fest, dass immer
weniger norwegische Schiiler eine zweite Fremdsprache iiberhaupt wahlen, und
immer weniger von diesen Schiilern sich fiir Deutsch entscheiden.

Eine dhnliche Situation spielt sich in den letzten Jahren auch in Mittel- und
Osteuropa ab. Das Deutsche biifite in den letzten Jahrzehnten auch wegen der
oben erwahnten wirtschaftlichen Entwicklung an seinem Prestige deutlich ein.

Aufierdem wird die aktuelle Stellung des Deutschen auch von einem nicht zu
unterschatzenden internen Faktor einer jeden Sprachgemeinschaft beeinflusst,
und zwar der Sprachloyalitit. Wir sind oft Zeugen davon, dass nicht mal
bedeutende politische, wirtschaftliche oder kulturelle Reprdsentanten der
deutschsprachigen Lander bei offiziellen Anldssen deutsch sprechen. Muhr
(2004, S. 58) erklart: ,Was nun die Sprachloyalitidt anbelangt, ist es gerade seit
1945 in Deutschland zu einer dramatischen Wende gekommen. Der beinahe
fanatische Sprachstolz fritherer Zeiten hat einer relativen Gleichgiiltigkeit Platz
gemacht. Denn nach einer Umfrage, die Ende 90er Jahre gemacht wurde, konnen
sich 25% der Deutschen vorstellen, auch ganzlich auf ihre Sprache zu
verzichten®.

Wir sollten uns aber nicht auf eine globale lingua franca einschranken. Eine
Sprache zu erlernen ist nidmlich mehr als ein Mittel zur Ubertragung von
Informationen: ,Uber die Sprache erfassen Menschen die Welt auch in einer
bestimmten Weise. Mittels Sprache vermittelt eine Generation der nachsten die fiir
ihre Gesellschaft pragenden Kenntnisse, sprich ihre Kultur. Kenntnis einer Sprache
ist somit immer mit Kulturkenntnis verbunden.” (Drachsler, 2015)

Deutsch konnte, trotz aller Widrigkeiten, immer noch eine geschatzte
Alternative fiir die zweite Fremdsprache nach Englisch darstellen.

Krumm (2003, S. 37) ist liberzeugt, dass das Deutsche unter Beriicksichtigung
verschiedener Aspekte eine ,starke (europdische Regional)Sprache ist: nach der
Zahl der Muttersprachensprecher auf dem Platz 11 oder 12, in Bezug auf den
wirtschaftlichen Einfluss sogar auf Platz 6 oder 7 unter ca. 6000 Sprachen der Welt
ist. Fir die Slowakei ist das deutschsprachige Ausland wirtschaftlich besonders
interessant, weil etwa 25% unseres Exports in diese Liander gehen. Deutsch war
fir die Slowakei traditionell ,eine immer prasente Sprache, eine verbreitete
Verwaltungssprache und Verkehrssprache“ (Puchalova, 2013, S. 13).

Nach der reprasentativen Umfrage zur Stellung des Deutschen in der Slowakei
von Butorova und Gyarfasova (2011, S. 15) wiirden 76% der Befragten fiir ihre
Kinder die Kombination von Englisch und Deutsch auswéhlen. Mehr als zwei

56



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

Drittel wiirden sich fiir Englisch als erste Fremdsprache entscheiden. Knapp 20
Prozent wiirden Deutsch bevorzugen, weil es ihrer Meinung nach besser ist,
zuerst eine schwierigere Sprache zu lernen, und danach mit einer leichteren
fortzusetzen. Das bestdtigen auch die Ergebnisse von mehreren
Forschungsprojekten (z. B. Rost-Roth, 2003, S. 126; Macaire 1999, S. 9), die
beweisen, dass die Lerner mit Deutsch als erster Fremdsprache bei einem
Leistungsvergleich signifikant bessere Leistungen erreicht haben, weil
verschiedene Lernstrategien besser aktiviert und die Sprachbewusstheit erhoht
werden.

In der Praxis haben aber die slowakischen Lehrenden fiir Deutsch als
Fremdsprache mit vielen Schwierigkeiten zu kampfen. Das grofite Problem ist die
kontinuierlich sinkende Anzahl an Deutschlernern, zumindest im institutionellen
Bereich, interessanterweise aber nicht an den zum groflen Teil privaten
Sprachenschulen, zur Folge. Es geht auch in gréfieren Stadten so weit, dass immer
mehr Deutschlehrende entlassen werden.

Wenn wir wollen, dass auch andere Fremdsprachen aufier Englisch gelernt
werden, sollte die zweite und weitere Fremdsprache(n), wie Lindemann (2007, S.
18) es formuliert, einen Status erhalten, ,der sie davor schiitzt, als unwichtig und
nebensachlich abgewertet werden zu kénnen®.

Dafiir ist eine effektive, zielgerichtete Sprachenpolitik aller betreffenden
Institutionen und Medien notig, um andere Fremdsprachen als eine attraktive
Méglichkeit zum Fremdsprachenlernen nach dem Englischen zu prasentieren und
zu pflegen. Raasch (2002, S. 30) driickt es treffend aus: ,Mehrsprachig kann der
Einzelne werden, aber ein Land benétigt die Vielsprachigkeit. Wenn die Einzelnen
die Moglichkeit erhalten, je nach Interesse verschiedene Sprachen zu lernen, dann
entsteht die Multilingualitdt des Landes aus der Plurilingualitdt seiner Bewohner.
Wir brauchen Schulen, Hochschulen, Bildungstriager, die mdglichst viele
verschiedene Sprachen anbieten und in ihre Curricula aufnehmen®, was uns (3) zu
einem weiteren  Problemfeld der EU-Sprachenpolitik, und zwar der sog.
Mehrsprachigkeitsdidaktik im schulischen sowie universitaren Kontext, fiihrt.

Es handelt sich hierbei um einen relativ neuen Begriff. Vereinfacht
ausgedriickt, sollte man mit mehrsprachigkeitsdidaktischen Verfahren die
Folgefremdsprachen auf der Grundlage der ersten Fremdsprache schneller,
effizienter und leichter erlernen. Es sollte dafiir das neue Konzept der
unterschiedlichen Kompetenzniveaus und Sprecherprofile ausgearbeitet werden,
denn eine mehrsprachige Person diejenige ist, ,die in mehreren Sprachen die
Schwelle in andere Sprachhduser zu liberschreiten gelernt hat* (Christ, 2001, S.
3), also kein ,hear-nativeness“-Niveau wie im traditionellen
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Fremdsprachenunterricht, sondern eine realistische und realisierbare
»gemafligte” Mehrsprachigkeit.

Diese Forderungen sollten ihren Niederschlag in einem Konzept der
integrativen Mehrsprachigkeitsdidaktik mit einem koordinierten, kumulativen
Angebot an verschiedenen Sprachen finden. Die Spezifika der jeweiligen
Fremdsprache sollten in Abgrenzung zu einer anderen herausgearbeitet werden:
fir wen, in welcher Reihenfolge und wie lange sollen oder konnen
Fremdsprachen angeboten werden, wobei synergische Effekte der Sprachen
genutzt werden.

Die Fremdsprachenlehrenden sollten in ihrem Unterricht nach Méglichkeiten
eines kontrastiven oder vergleichenden Vorgehens in Bezug auf die Mutter- und
die Zielsprache suchen, um unterschiedliche Zugidnge zu dieser Zielsprache im
Sinne der Lerndokonomisierung zu nutzen (vor allem bei dem
Aussprachetraining). Sie sollten sich fiir den Unterricht iiberlegen, wann die
gelernte(n) Fremdsprache(n) als Hilfe, wann zum Kontrast oder als Verbindung
zu der Zielsprache eingesetzt werden koénnen, bzw. wann die Fremdsprache(n)
besser in den Hintergrund gestellt oder sogar besser ausgeschlossen sein
soll(en).

In der slowakischen schulischen Realitdt bedeutet dies in den nachsten Jahren
das entsprechende Konzept filr die Konstellation Deutsch als zweite
Fremdsprache nach Englisch auszuarbeiten, womit man sich hierzulande bis heute
noch nicht gentigend auseinandersetzte

Die Curricula fiir den Fremdsprachenunterricht beachten in der Regel die
intra- und intersprachlichen Zusammenhange nicht. Auch im Bericht der EU-
Expertengruppe zur Situation in der Slowakei (Profil, 2009, S. 46) wurde darauf
hingewiesen, dass die Konzeption des Fremdsprachenunterrichts, die jede
Sprache einzeln und isoliert bearbeitet, viel Uberfliissiges zum Lernen und
ungenutzte Moglichkeiten eines positiven Transfers zur Folge hat. Es gibt oft kein
Interesse an einer solchen Komplexitit, und realisierte Aktivititen erwecken den
Eindruck, sie verlaufen parallel nebeneinander, ohne sich gegenseitig zu
beeinflussen (vgl. Fedakova, 2012).

Ein weiterer Grund dafiir hdngt eng mit der offiziellen Sprachenpolitik und den
sich mit jedem Wechsel am Posten des Bildungsministers &ndernden
Rahmenbedingungen fiir den Fremdsprachenunterricht zusammen. In den
Lehrerkollegien macht sich eine gewisse ,Frustration iiber das schwindendende
Interesse an der deutschen Sprache, die bei manchen die Lernbereitschaft, sich mit
neuen didaktischen Ansitzen auseinanderzusetzen, bremst“ (Kovacova, 2014, S.
181-182).
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Die europdische Integration hatte auch weitreichende Veranderungen in der
slowakischen Hochschullandschaft zur Folge. Man bemiihte sich (mit meiner
Meinung nach mafiigem Erfolg) das Hochschulwesen zu standardisieren und die
Forschung und Lehre zu internationalisieren. Eine eindeutige Tendenz ist
allerdings landesweit zu beobachten, und zwar die zur ,Kommerzuniversitat®, die
sich legitimieren und finanzieren muss, um auf dem ,Ausbildungsmarkt“ zu
bestehen (vgl. Puchalova, 2013, S. 17). Auch die germanistischen Institute
stehen vor ernsthaften Herausforderungen, die seit einigen Jahren auf
unterschiedlichen Foren heifd diskutiert werden. Da sich die Stellung des
Deutschen als Fremdsprache in der Slowakei nach der Wende dramatisch
anderte, ,lohnt“ sich das Studium der Germanistik in der pragmatisch
orientierten Berufswelt nicht mehr, was sich vor allem an der kontinuierlich
sinkenden Anzahl der Studierenden zumindest im universitiren Bereich
(insbesondere fiirs Lehramt) bemerkbar macht. Wir miissen nach Wegen suchen,
neue Forschungsfelder zu entdecken sowie fiir die heutige Realitit attraktive und
effiziente Studienprogramme zu etablieren. Hilfreich konnte in dieser von
Existenzdngsten und Frustration gepragten gesellschaftlichen Situation eine bis
dato kaum zu splrbare Zusammenarbeit zwischen den Fremdspracheninstituten
sein. Im universitiren Umfeld ware es sicherlich sinnvoll, eng an der
Formulierung und Erweiterung der gemeinsamen Strategie und Konzeption fiir
die integrative Tertidrsprachendidaktik zusammenzuarbeiten.
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Resumé

Prispevok sa zaobera v ivodnej ¢asti v kratkosti pojmom jazykova politika vo
vieobecnosti ako aj aktualnou jazykovou politikou v EU a na Slovensku. Druha
Cast sa venuje tomu, ako vplyva jazykova politika na viacjazycnost, na zmeny v
postaveni nemciny ako cudzieho jazyka a Specidlne nemciny ako druhého
cudzieho jazyka po angliCtine. Zaverecna Cast prezentuje niektoré perspektivy
didaktiky a metodiky v priprave buducich ucitel'ov nemeckého jazyka suvisiace s
pertraktovanou problematikou.

KI'icové slova: jazykova politika, ik, mnohojazy¢nost, nemcina ako cudzi
jazyk, sprache, Deutsch als Fremdsprache nach Englisch, vysoko3kolsk4 didaktika
jazykov.
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Is English grammar really so difficult?
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Abstract

The role of grammar in foreign language teaching is continually discussed in academic
circles, among teachers as well as learners. The article discusses the hypothesis that our
learners find English grammar more difficult than it really is. In addition, their need to
speak correctly, often imprinted in their minds, tends to create barriers in communication,
to lower their self-confidence and hinder them from spontaneous communication. Why is
it so and what can be done to prevent these phenomena? The article tackles some possible
causes, analysing their psycholinguistic aspects with pedagogical consequences, such as:
the balance between the focus on declarative and procedural knowledge; the different
position of grammar tasks and diverse explanations of the usage of grammar structures in
various textbooks; the impact of some fundamental interlingual differences between
Slovak and English languages on learners” metalinguistic awareness; the transfer of
grammar learning strategies from learning Slovak grammar; the lack of ambiguity
tolerance; and teachers” set of beliefs about foreign language teaching and grammar
teaching strategies. Some suggestions for pedagogical application are implicitly presented.

Key words: teaching English grammar, teaching / learning strategies, interference,
metalinguistic awareness, textbooks, teachers” beliefs

Introduction

In the context of European language education policy, multilingualism is being
increasingly discussed and supported politically. Therefore in EU member
countries the teaching of two foreign languages is either highly recommended or
even obligatory at primary schools or at the latest in lower secondary education,
which many teachers and learners consider very demanding.

The situation brings into question the efficiency of foreign language teaching
methodology. When pondering over the outcomes of teaching and learning
English as a foreign language (EFL) in Slovakia, one of the many unsolved
problems is the underdeveloped ability to use learned linguistic rules in real life
communication. This opinion is supported not only by abundant empirical
evidence but also by some research findings (Lojova, 2004a; Rafajlovicova, 2000;
Strakova, 2005). The findings confirmed the hypothesis based on everyday
experience, observation and discussions with students and teachers that
traditional approaches to teaching EFL are still dominant in our schools, even
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though their effectiveness cannot be considered sufficient. As a consequence, our
learners achieve a relatively high level of knowledge about a target language but
their ability to use the knowledge in communication is often inadequate. The
research findings also suggest that the greatest difficulty for learners is to
comprehend structural-functional characteristics of similar structures, i.e. to
understand differences in the usage of similar structures and subsequently the
ability to use them correctly in real life communication (Lojova, 2004a).

How to teach English grammar more effectively?

The detailed analysis of the problem triggers many questions about how to
teach English grammar more effectively. When deciding about how to teach the
grammar of a foreign language in Slovakia or in any particular context, first of all
some basic underlying theoretical foundations have to be reconsidered so that
they can lead to recommendations for practical implications:

The most fundamental is the definition of language to be adopted: What is
language? Should we adopt structuralist, transformational-generative or
functionalist approach? Understandably, this very basic question is a springboard
for considering an appropriate pedagogical approach and for making any sound
recommendations for classroom teaching (Stern, 2003; Williams & Burden, 1997;
etc.). A very closely related question is which of current SLA theories reflected in
different methodologies can be applied most effectively in the Slovak educational
context (e.g. Richards & Rogers, 2001). It is obvious that the choice of SLA theory
determines essentially not only the role of explicit and implicit knowledge in
teaching FL grammar but also the entire methodology of grammar teaching and
developing English language communicative competence.

Another essential question is whether we focus on second language
acquisition (SLA) or foreign language learning (FLL). Despite a long-running
discussion among experts about the differences between these two processes
(e.g. Krashen, 1982, 2012; Lojova, 2005; Sternberg, 2009), it seems striking how
frequently the fundamental differences are neglected or underestimated even in
professional contexts. Psychological analyses of the phenomena are very complex
and are discussed in many professional publications. However, from a
pedagogical perspective the essential question is how learners perceive a
language. This may be perceived as 1: a natural means of communication that
they acquire in their daily environment without realizing it. Here the social
environment naturally stimulates their second language performance and
provides them with immense language input, as well as with corrective feedback
needed for subconscious testing of hypotheses about language functioning; or 2:
as a subject at school for which learners have to learn, do their homework, be
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evaluated and marked etc. These fundamentally different subjective perceptions
stimulate different learning mechanisms and affective variables which are of
crucial importance. Findings from SLA research tend to be automatically adopted
and applied also to FLL and teaching without critically analysing their relevance.
This might lead to ineffective or inappropriate pedagogical decisions, or can even
be counterproductive.

In the early nineties one of the most notable examples was the tendency to
apply “natural or direct” teaching approaches with no focus on grammar under
the influence of native teachers coming to Slovakia to teach English (often
untrained), which soon turned out to be ineffective. Another clear example is the
current tendency in Slovakia to offer instructed English language lessons in
kindergartens, usually on a parental demand. The main reason is a widespread
and mistaken belief that children learn (or acquire?) languages better, easier and
faster than older learners. This is in fact a common phenomenon, supported also
by research findings, but which applies to children from bilingual or multilingual
environments. The institutional teaching of English as a foreign language in
instructed settings is a very different process determined by different
components.

Another aspect of fundamental importance, when considering the role of
grammar in teaching English as a foreign language, is environment, including not
only the language and social environments but the educational context and
traditions as well. To a great degree these determine particularly the ways and
possibilities of using or practising a learned language. The language environment
determines predominantly whether English can be considered the second or a
foreign language, as well as the balance between the processes of acquisition and
learning.

Last but not least also the developmental differences of learners must be
taken into consideration in any methodological decision, primarily the stage of
cognitive development. As far as individual differences are concerned, those
particularly related to the quality of cognitive processes should influence
methodological decisions.

Considering all the aforementioned aspects, Keith Johnson’s model of
language learning as skill development (Johnson, 1996) has been suggested as
the most suitable model for teaching the grammar of English as a foreign
language in Slovakia. The adaptation of the model to our conditions and the
rationale behind the decision was elaborated in Lojova (2004a). The model offers
a natural psychological learning theory framework for the communicative
approach. It provides us with the detailed characteristics of the central concepts:
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declarative knowledge, procedural knowledge, tuning and automization.
Psychologically, the distinction is in how knowledge is represented in memory.
Declarative representation means that learners store knowledge in long-term
memory as a database, which takes the form of a set of semantic networks and
also a general set of interpretative procedures (rules) to use the knowledge.
When parts of the database are required to perform a certain operation, a set of
general procedures is used. Procedural knowledge is embedded in procedures
for action and not kept in a separate storage area. When the form is required, it is
there readily to hand - a set of specific programs that incorporate required data
within them. Automization is a fundamental component of skill development
because a newly learned skill takes up a great deal of conscious attention, or
channel capacity. The role of automization is to free important channel capacity
for higher-level tasks which require it. This distinction and relations between
declarative and procedural knowledge enable different sequencing of
methodological steps in the language learning process. The learning sequence
that seems the most suitable to our condition in secondary education is:
Declarative encoding - procedural encoding - tuning. However, when starting FL
teaching to young learners, procedural encoding should be the starting point
followed by the above mentioned sequence (Lojova, 2012).

In our previous work more attention was paid to a pedagogical-psychological
analysis of proceduralization, i.e. the transformation of declarative knowledge to
procedural through automatization, and subsequent recommendations for
instructed EFL teaching in Slovakia (Lojova, 2004a). The main motivation was
the situation described above, i.e. Slovak students are quite knowledgeable as far
as grammar rules are concerned, but their ability to use the rules in real life
communication is much inferior. It was supposed that the main problem was in
insufficient proceduralization. Apart from that, however, it can be hypothesised
that learners might have problems also with declarative knowledge. In teaching
EL grammar the aim is to develop initial declarative representation. At the
declarative stage, the information is provided through instruction. The teacher
may use any methods and techniques to assist learners to construct their own
comprehensible inner representations of target language structures, i.e. to
comprehend grammar rules in their own way, which is a starting point for
proceduralization. Understandably, the proper comprehension of a rule is an
essential prerequisite for its effective proceduralization, i.e. ability to use it
correctly. Based on empirical evidence as well as on some research findings, it
can be hypothesised that learners who have learned declarative grammar
knowledge may not understand it properly. It may be the case even if they have
achieved a relatively high level of proficiency in English. In their previous
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language learning they may not have created the proper inner representation of
the English language system. The consequences of a deficient inner language
system may also be exacerbated by varied native language input to which
learners are exposed in real life situations, where given structures may function
differently, i.e. not in accordance with their learned rules.

Understandably, this might immensely lower their self-confidence when using
English. Therefore in real life communication they tend to use various avoidance
strategies, such as slipping into using basic simple structures, paraphrasing,
describing, using non-verbal communication and other paralinguistic features.
These strategies become more effective as they gradually expand their
vocabulary and develop other components of communicative competence. It is
even more obvious when they frequently communicate in English with non-
native speakers having similar problems, i.e. using English as a lingua franca,
when these avoidance strategies are naturally strengthened (Siedlhofer, 2011).

Exploring the problem, it can be also hypothesised that when learning FL
grammar declarative knowledge, the problem is not in the memory storage of a
data base in the form of semantic networks but in a general set of interpretative
procedures used for the application of the data in varied contexts. It means that
learners may understand properly how to create a given grammar structure yet
are unsure how the structure functions in varied contexts. It is even more
confusing when they are supposed to choose from two or more structures which
are grammatically correct and possible in a given context, but they may change
the meaning to some extent. The theoretical analysis leads to the question of
what the causes of the problems may be, and what kind of pedagogical
intervention could be applied to prevent them. It seems that several possible
areas can be explored such as some linguistic features, learners’ characteristics
and educational conditions. In the following part some of them will be analysed
as a base for sound methodological recommendations.

Why is it so difficult to use grammar rules properly?

To comprehend properly the functions of a given structure in varied contexts
(as a component of declarative knowledge), tuning is of essential importance.
Tuning as an inseparable part of proceduralization is a process in which three
learning mechanisms operate: generalization, discrimination and strengthening.
As the constructivist theory claims, learners construct their own inner
representation of a target language in their idiosyncratic ways. The initial
subjectively distorted comprehension is gradually corrected, i.e. tuned.
Practically it means that in the beginning learners understand grammar rules in
their own way and then gradually clarify and check their hypotheses about
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functional characteristics of a given structure. They generalize, fill in missed or
misunderstood information, strengthen correct rules and eliminate incorrect
ones. It is obvious that tuning is a long term process based on FL perception and
production either in guided practice in instructed settings or in real life
situations. The result of sufficient tuning is that learners fully understand the
form as well as the possible meanings and functions of a given form in various
contexts. So it is obvious that the processes of learning declarative and
procedural knowledge co-occur to some extent and determine one another.
When declarative knowledge is insufficient, neither can there be adequate
procedural knowledge and vice-versa.

Turning to linguistic and metalinguistic reasons, of significant importance
seems to be the problem of diversity in English linguistics. This applies to
linguistic approaches, analyses, classifications, subjective explanations and
descriptions of English language grammar phenomena. Due to this diversity,
there may also be significant differences in pedagogical grammars for teachers or
learners, i.e. the explanations of a given phenomenon in various grammar books
and EFL textbooks may differ considerably. On the other hand, in the Slovak
language, despite the co-occurrence of different linguistic approaches, the rules
of the standard Slovak language are codified by a national institution in a
document Pravidla slovenského pravopisu (2000). Any pedagogical grammar
must be derived from it, which results in standardized explanations of grammar
phenomena in all grammar books and textbooks.

Another relevant linguistic aspect concerns the fundamental differences
between the mother tongue of our EFL learners, Slovak, and English. Slovak as a
synthetic language is rich in affixation and governed by relatively stable and
strict grammar rules. Due to these characteristic features it differs considerably
from English, which is a much more analytic and dynamic language with higher
flexibility in the usage of grammar rules. This can be seen also in pedagogical
grammars: In the Slovak grammar when describing structural or functional
characteristics, expressions such as , always, never, must / cannot be used, etc ...“
are relatively frequently used. Unlike in English, where expressions like ,,
normally, usually, there is a tendency, etc.” are more frequent. The application of
English grammar rules and the functions of given structures tend to be more
dependent on a given context or subjectively determined (e.g. a teacher may ask
learners: “Did you do your homework?” or “Have you done your homework?’
depending on what she is or they are going to do). Therefore the function of a
given structure can often be ambiguous, depending much more on syntactic,
semantic or situational environments. The effective learning of such grammar
rules requires a higher level of ambiguity tolerance and flexibility in
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metalinguistic thinking, possibly lacking in Slovak EL learners. This may be due
to the interference of the above-mentioned features of the Slovak language and
the methodology of Slovak language teaching. In consequence, learners tend to be
cognitively or affectively disturbed by ambiguity and uncertainty; they wish to
see every proposition fit into an acceptable place in their cognitive organization,
otherwise it is rejected. They wish to get clear answers to any question about
which structure is correct. The answer: "It depends on the context.” is frustrating
for them. However, successful EFL learning necessitates tolerance of such
ambiguities so that the rules can be effectively integrated into a whole system of
knowledge.

Therefore in teaching EFL to Slovak students, along with developing other
components of communicative competence, more focus should be paid to the
development of learners” ambiguity tolerance as well as their ability to think
contextually, and to use learned structures interchangeably according to the
situation, i.e. instead of looking for the only correct structure congruent with
their existing system, they should be willing to tolerate and internalize
propositions that run counter to their system or structure of knowledge (more
on ambiguity tolerance see in Lojova & Vickova 2011, chapter 5.4.).

From the educational perspective, it seems relevant to mention that in general
in Slovak mainstream schools traditional teaching approaches are still dominant,
focussing on the knowledge and memorization of rules to the detriment of
developing skills, analytical thinking, and the ability to apply learned knowledge.
This, along with the above-mentioned characteristics of the Slovak grammar, has
an immense impact upon the methodology of teaching the Slovak language in
primary and secondary education. At the age of 9 - 10 years, pupils start to learn
Slovak grammar declarative knowledge. In so doing, they gradually develop their
metalinguistic awareness and traditional grammar learning strategies, which
they subconsciously tend to apply when learning English grammar. However,
these learning strategies may not be that effective or may even hinder the proper
comprehension of English grammar rules. As explained above, learning English
grammar requires a higher level of flexibility in structural-functional thinking.
However, Slovak learners of EFL tend to expect or require strict clear rules and
the unequivocal explanation of when and how to use them. They often find the
functional variability of English grammar structures frustrating, which may
hinder their constructing a comprehension of the language system. Moreover, it
also may lead to the subjective perception of the English grammar as more
difficult than it really is. Another consequence of applying traditional learning
strategies transferred from Slovak language lessons is that learners tend to
memorize English declarative grammar knowledge without sufficient analysis.
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This, along with the above-mentioned variability in describing the same linguistic
phenomenon in various textbooks they used during the years of learning EFL,
often results in learners accumulating different redundant definitions and rules
without realizing that they refer to the same phenomenon. Logically it must lead
to chaos, confusion and subjective overestimation of the difficulty of English
grammar. (Numerous examples of various descriptions of the usage of English
tenses in some textbooks currently used in Slovakia are summarized in bachelor
and diploma theses of KUDRIOVA, A.: Uses of tenses in English grammar: different
descriptions in pedagogical grammar. Bratislava: PdF UK, 2013 and Past and
present perfect tenses in English: pedagogical aspects. Bratislava: PdF UK, 2015).

Another educational problem to mention here is related to EFL textbooks
currently used in Slovakia. However excellent they may be, they are written by
native speakers for learners of all nationalities. Therefore no attention can be
paid to the transfer and interference of Slovak language grammar structures and
their functions. Utilizing the positive impact of transfer, where possible, and
warning about interference may have a considerable impact upon the
comprehension of declarative knowledge.

There are numerous examples of the usage of EL grammar phenomena where
instead of studying their complex abstract explanation in a textbook, a Slovak
native teacher can just compare them with the same or similar function in the
Slovak language and learners can understand, or intuitively feel them easily.

Example 1
(The epistemic meaning of modal auxiliary verbs in the present tense):

Situation: Knocking on the door. Who is it?

It will be John. To bude John.

It must be John. To musi byt John.

It may be John. To méZe byt John.

It might /could be John. To by mohol byt John.
It should be John. To by mal byt John.

Slovak learners will immediately understand the differences in the conveyed
meanings (epistemic) without any complex and often confusing explanation of
probability / possibility / necessity / certainty etc. in a textbook.
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Example 2
(Different messages conveyed by different phrases expressing future activity:
will + bare infinitive, present progressive and to be going + infinitive):

In the summer I will get married. V lete sa vyddm.

In the summer I am going to get married. V lete sa planujem / mienim
vydat.

In the summer I am getting married. V lete sa vyddvam.

Slovak equivalents are clear enough; learners can easily understand the
differences.

Example 3

(One of the meanings of the present progressive tense)

What are you reading now?  Co teraz ¢itas? (rozumej: Co mds rozéitané?)
It seems very simple and Slovak learners can understand it easily. Unlike

complex explanations in textbooks such as “activities around present”, “wider
VAN

present”, “activities you started in the past, are not doing at the moment but are
likely to continue” etc.

Apart from the linguistic and educational reasons, teachers themselves may
also subconsciously contribute to ineffective learning and ultimately to learners’
overestimation of the difficulty of the English grammar. It may be the
consequence of several reasons, rooted mainly in their education:

The most fundamental seems to be the set of teachers” beliefs about effective
grammar teaching and learning (Lojova, 2004b; Megyes & Maldarez, 1996;
Richards, 1998). In our schools there are still many teachers who were educated
in a traditional way: exposed to descriptive and prescriptive FLT methodology.
Furthermore, this approach overemphasises the importance of declarative
knowledge to the detriment of developing teacher trainees” beliefs, attitudes, and
critical thinking - elements functioning as a sound foundation for the
development of professional linguo-didactic skills. In addition, traditional
teachers are usually burdened with “structural heritage” as well as the tendency
to falsely believe in the hypothesis rooted in the behaviouristic theory. This
theory suggests that once learners learn grammar rules properly at school and
are able to explain them, they will be able to use them automatically and
correctly in real life. However, unless FL learners start proceduralization of
grammar rules and tuning of structural-functional relations at school, in real life
they are not very likely to be able to use them correctly and fluently.

Furthermore, traditional teacher training seems not to focus sufficiently on
the development of teachers’ flexibility and didactic thinking needed also for the
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effective use of textbooks. The role of grammar in numerous textbooks currently
used in our schools varies immensely: from the books organized in accordance
with the system of grammar (units begin with explicit grammar explanation)
through the books with differently placed grammar summaries, to the books with
no explicit grammar explanation whatsoever. It is up to the teacher to decide
about the role of grammar in their lessons and to use a textbook accordingly.
However, it requires a higher level of flexibility and pedagogical-psychological
thinking.

Another relevant phenomenon is the psychological fact that teachers have a
subconscious tendency to copy their teachers - role models (usually traditional)
and teaching strategies which they were exposed to as learners in their primary
and secondary education; they may not critically analyse and re-evaluate them in
the light of currently dominant educational theories (humanistic, i.e. more
learner-centred). In addition, they tend to transfer the teaching strategies from
Slovak language methodology to teaching EFL. These tendencies also result in
teachers” overemphasizing the importance of declarative knowledge. Logically,
these teaching strategies can also subconsciously mould learners” opinions on
the importance of declarative knowledge and correctness. An obvious
consequence of such a focus on declarative knowledge is that learners may suffer
from communication barriers (“I should know that, as I've already learnt the
rules.”); it undermines their self-confidence and self-esteem, which considerably
hinders their communication in English. Less communication means fewer
opportunities for tuning.

Another relevant and very pragmatic pedagogical aspect is that teaching
declarative knowledge may be considered easier, faster and safer than focusing
on proceduralization and tuning. The rules are usually easier to explain, learn
(memorize?), test explicitly and evaluate. Proceduralization and tuning, however,
are long term processes whose outcomes are more difficult to measure, quantify
or test (Ellis et al, 2009). Furthermore, the communicative and productive
activities needed for effective tuning are usually time-consuming, which poses a
real problem for many teachers in an attempt to stick to their syllabi. In addition,
teaching explicit grammar rules is safer than open- ended activities where the
application of those rules may be more disputable and more demanding.

Last but not least is the fact that many EFL teachers in their previous process
of learning EFL came across the same educational conditions as analysed above.
Therefore they themselves may suffer from the consequences, i.e. can be
confused about some structural-functional characteristics of the English
language, particularly in ambiguous situations or when the function of a given
structure is strongly subjectively or contextually determined. In addition, a
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number of teachers teaching English in our schools are not adequately qualified
so they have to face all these problems even more urgently.

Conclusion

From the theoretical analysis based on empirical evidence and the everyday
experiences of EFL professionals as well as on some research findings it is
obvious that learning and teaching EFL grammar in Slovakia is a very complex
process determined by many internal as well as external factors. Therefore more
research in the field is needed to obtain data that could serve as a basis for sound
recommendations for EFL methodology and for EL pre-service as well as in-
service teacher training.

Note

Tento prispevok prinaSa Cciastkové vysledky rieSenia projektu VEGA
¢.1/0716/13 s nazvom Kontinudlne rozvijanie deklarativnych a proceduralnych
vedomosti pri vyuCovani gramatiky anglitiny v primarnom, sekundirnom
a celozivotnom vzdeldvani na Slovensku realizovanom na Katedre anglického
jazyka a literatury Pedagogickej fakulty Univerzity Komenského v Bratislave.
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Resumé

Miesto gramatiky vo vyucbe cudzich jazykov je téma, o ktorej ststavne
diskutuju tak vedecki pracovnici, ako aj ucitelia i samotni Studenti. Diskutuju
o otazkach dolezitosti ucenia sa gramatiky cudzich jazykov, o spdsoboch
ametdédach jej vyucovania, zastoja explicitnych a implicitnych poznatkov
apodobne. Vuvadzanom c¢lanku sa autorka zamysla nad otazkami, preco
slovenski Studenti casto vnimaju anglicki gramatiku ako zlozitejSiu, nez
v skutoCnosti je. Subjektivne preceniovanie naroc¢nosti ucCenia sa anglickej
gramatiky v sucinnosti s relativne silnou vnutornou potrebou Studentov
rozpravat gramaticky spravne vedie spravidla kvytvaraniu komunikacnych
bariér, zniZuje sebaistotu a brani uciacim sa jedincom v spontannej cudzojazycnej
komunikacii. Preco to tak je a co by sme mali / mohli vo vyucbe zmenit, aby sme
tymto neZiaducim javom predchadzali? V ¢lanku autorka nacrtdva niektoré
mozné priciny tychto javov analyzujic ich psycholingvistické aspekty
s pedagogickym aplikacnym dopadom ako napriklad: Vyvazenost medzi dérazom
na deklarativne a proceduralne vedomosti, odliSné miesto gramatiky a r6znorodé
vysvetlovanie pouzivania jednotlivych gramatickych Struktir v réznych
ucebniciach, dopad zdkladnych interlingvalnych rozdielov medzi slovencinou
a angli¢tinou na metalingvisticki uvedomelost Ziakov, transfer ucebnych
stratégii z ucenia sa slovenskej gramatiky, ¢i nedostato¢ne rozvinuta tolerancia
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dvojznacénosti. V neposlednom rade k tomu podvedome prispievaji aj samotni
ucitelia, a to, okrem iného, aj v doésledku ich vlastnych postojov a presvedceni
o stratégiach vyucovania gramatiky. Popri teoretickom analyzovani tychto
faktorov su v texte uvadzané aj niektoré odporucania pre pedagogickd prax.

Klicové slova: vyucovanie anglickej gramatiky, stratégie vyuCovania/ucenia sa,
interferencia, metalingvistické povedomie, u€ebnice, presvedcenie ucitel'a
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Testologia ako veda
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Abstrakt

Russian studies in Slovakia in 21st century follows the clear cultural conception of
development. Contemporary theory of testing is based on general knowledge about
measuring learning outputs and it attempts to unify test designing for all foreign
langauges, beginning from selection of supporting materials to creation of test items. In
the context of Russian studies in Slovakia, this approach seems to be contraproductive.
Therefore, i tis important to define testology as an individual discipline, to identify it basic
units, categorise its parts, to specify conditions for designing tests in Russian for Slovak
speakers, to characterise a supporting document and its fundamental elements, to analyse
the existing tanks of supporting documents and related items that have been already
design a s part of already completed projects.

KIicové slova: testology, konstruct, supporting document, cultureme, item

Strucny stav problematiky
Vstupom Slovenskej republiky do Eurépskej tnie, zavedenim Spolo¢ného
eurdpskeho referentného ramca pre jazyky (d'alej len SERR) do systému vyucby
a hodnotenia jazykového vzdelavania a akceptaciou Slovenskej republiky
eurdpskej jazykovej politiky vznikla otazka, ako ¢o najobjektivnejSie hodnotit
ziskanu jazykovu kompetenciu Ziakov a Studentov v cudzom jazyku v zmysle
SERR pre jazyky. Test je jeden z prostriedkov relativne spol'ahlivého merania
jazykovej kompetencie Ziaka (Studenta). V Slovenskej republike vznikla inStitucia
Narodny ustav certifikovaného merania vzdelavania, ktorej ulohou je riadit
procesy certifikovaného merania vzdeldvania a zostavovat nastroje na meranie
dosiahnutého vzdelavania v danych predmetoch. V sti¢asnosti existujui rézne
teoretické Studie a metodiky o tvorbe didaktickych testov, medzi ktoré patria
najma nasledovné:
e BURJAN, V. (2005). Tvorba a vyuZitie skolskych testov v pedagogickej praxi.
Bratislava: MPC.
e BUTAS, ], BUTASOVA, A, & FOLNY, V. (2011). Tvorba testov pre meranie
urovne A1, A2, B1 a B2 podl'a spolo¢ného eurdpskeho referenéného ramca pre
jazyky. Ruzomberok: Verbum KU.
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e BUTAS, J. (2009). Meranie vysledkov vzdeldvania pomocou testov.
Ruzomberok: KU.

e KVAPIL, R. (2012). Tvorba didaktickych testov z ruského jazyka. Bratislava:
MPC.

e ROSA, V. (2007). Metodika tvorby didaktickych testov. Bratislava: SPU.

e TUREK, L. (1995). Kapitoly z didaktiky. Didaktické testy. Bratislava: MC.

Turek sa v Kapitolach z didaktiky (1995) sustred'uje na pojmy meranie,
preverovanie, pojem didakticky test, charakteristiky didaktického testu,
konstrukciu didaktickych testov. Pomerne velku cast svojho zdroja venuje
Statistickym metédam na spracovanie vysledkov testov.

Burjan v Tvorbe a vyuZivani Skolskych testov v pedagogickej praxi sa venuje
zakladnej charakteristike testov, ich prednostiam a nedostatkom, charakteristike
poloziek a samotnému postupu tvorby testov. Na s. 3 uvadza medzinarodné
inStitacie - Specializované pracoviska a sukromné (komercné) firmy, v ktorych
vznikaju Skolské testy. Testy chdpe ako sucast pedagogickych merani v systéme
modernych pedagogickych disciplin (Burjan, 2005, s. 3). Samostatnu kapitolu
venuje Burjan sucCasnym trendom v oblasti vyuzivania Skolskych testov.
Medzinarodné periodické komparativne meranie kvality vzdeldvania, presna
formulacia vzdelavacich S$tandardov, testovanie vyssich kognitivnych operdcii,
autentické hodnotenie, posiliiovanie formativneho hodnotenia, elektronické
banky testovych poloziek, adaptivne testovanie, testovanie na dialku a iné
sucasné trendy, ktoré Burjan (2005, s. 46-51) uvadza, prvykrat nepriamo
poukazuju na fakt, Ze cely kontext okolo testu je potrebné zacat vnimat ako
suvislu teoreticku disciplinu.

Rosa v Metodike tvorby didaktickych testov hovori o pedagogickom merani ako
metdde pedagogickej diagnostiky, o zakladnej Klasifikacii testov, o konstrukcii
testov a hodnoteni testov. Za isty posun v uvaZovani pokladame jeho nazor o tom,
Ze na zostavenie testu musi existovat systematicka teoreticka priprava tych, ktor{
su za konsStruovanie testov zodpovedni. Samotnu teoriu testov v§ak chape iba ako
sucast pedagogického merania (Rosa, 2007, s. 7).

BéreSova v Teste vo vyucbe anglického jazyka rovnako neprekracuje ramec
chapania tedrie testu. Vnima ho ako proces pedagogickej kontroly a hodnotenia
(BéreSova, 2005, s. 3). Pozoruhodna je vSak jej kapitola 2 o vzniku a vyvoji
cudzojazyctného testovania, i ked’ sa sustred’uje na anglofénne krajiny. Stcastou
publikicie Jany BéreSovej je aj anglicko-slovensky slovnik pojmov z tedrie a
praxe testov. Nikto z vysSie uvedenych autorov sa histérii testovania vo svojich
zdrojoch nevenoval, z toho dovodu pokladdme tuto jej publikdciu o testoch za
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jeden z vychodiskovych zdrojov na teoretické koncipovanie histdrie testologie
ako sucasti testologickej vedy.

Uvedené teérie a metodiky chdpu tedriu testov prevazne ako sucast
pedagogiky a v ramci nej ako sucast’ didaktiky aprobacného predmetu. Ststredia
sa predovSetkym na Klasifikaciu a aplikaciu existujicej teérie do praktickej
tvorby testovacieho nastroja (testu) vramci prislusnej didaktiky konkrétneho
cudzieho jazyka.

V suvislosti s procesmi certifikovaného merania vzdeldvania nepochybne
suvisi otazka suvislejSej syntetickej testologickej tedrie, ktord by sustredila
doteraz existujuce teoretické a praktické poznatky o tvorbe testov, zdévodnila
potrebu identifikovat testolégiu ako samostatnd vednu disciplinu, pomenovala
a definovala jej pojmovy aparat, definovala jej zakladnu jednotku a jej pomocné
vedné discipliny. Aj Butas (2011, s. 5) uvadza, Ze v minulosti bolo ddélezitejsie to,
¢o ucit a ako ucit. V sdicasnosti vSak existuju rozne Standardizacie uciva, ktoré
spolu s hodnotenim a evalvaciou vzdelavacich vysledkov tvoria v ostatnom
dvadsatroci vo svetovej pedagogike vacSinu svetového vyskumu. Buta$ d'alej
uvadza (2011, s. 5): ,Pokym devitdesiate roky dvadsiateho storoia mozno
povaZovat' za obdobie Standardizdcie, prvé desatrocie tohto tisicro¢ia za obdobie
merania a evalvdcie vzdeldvacich vysledkov.” Butas jasne ukazal, Ze meranie a
evalvacia ma neodmysliteIné miesto v tedrii testov a bez nej nemozno vykonat
Ziadne relevantné zavery.

Testologia ako veda - postup identifikacie
V ramci spolahlivej identifikacie testolégie ako vedy je potrebné vykonat
minimalne nasledovné procesy, najlepsie formou vedeckého vyskumu:

1. Definovat testolégiu ako samostatnd vednu disciplinu.

2. Vymedzit zakladnu jednotku testologie.

3. Klasifikovat sucasti testoldgie: testologickd historiu (periodizacia dejin
testoldgie a dejiny testoldgie), testologicku tedriu (klasifikacia testologie a
zakladna terminoldgia) a testologicku kritiku (evalvacia, hodnotenie).

4. ldentifikovat a definovat pomocné vedy testologické.

5. Transformovat poznatky z testoldgie do tzv. aplikovanej testolégie (prakticka
tvorba testovacich ndstrojov v predmete cudzi jazyk, vymedzenie Specifik
tvorby testov v predmete rusky jazyk podmienkach slovenskej rusistiky).

6. Zostavit zakladny slovensko-rusky terminologicky slovnik pojmov testolégie.

7. Analyzovat existujiuce banky uloh testovacich poloziek v predmete rusky
jazyk v zmysle eurépskeho referenéného ramca pre cudzie jazyky.
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8. Identifikovat, definovat a charakterizovat problémy suvisiace s tvorbou
testovacich ndastrojov v predmete rusky jazyk v podmienkach slovenskej
rusistiky.

9. Analyzovat podporny dokument (text) ako jadro a vychodisko tvorby
testovacich nastrojov v predmete rusky jazyk v podmienkach slovenskej
rusistiky v zmysle dostupnych poznatkov o teérii textu a jeho funkcii v
polozke testu.

Uvedené kroky mozno zatriedit do tzv. 5 faz realizacie. Prva faza by sa
sustred’ovala na definovanie testolégie ako vedy, vymedzenie zakladnej jednotky
testologie a klasifikaciu sucasti testologie.

Na spol'ahlivi a presnu definiciu testolégie treba vykonat analyzu dostupnych
teoretickych zdrojov, ktorych predmetom je test ako nastroj na hodnotenie
dosiahnutych kompetencii ziaka (Studenta) v cudzom jazyku. Kazda veda ma
svoju zakladnu jednotku vyskumu. Test ako ndastroj na zistovanie a meranie
kvality je komplexny nastroj a sklada sa z niekolkych pregnantne vyjadrenych
charakteristickych komponentov (testém). Zaujima nds, ¢i na zaklade funk¢nosti
jednotlivych testém mozno vnimat priznaky testu a do akej miery spolu suvisia.
Sucastou klasifikacie testoldgie je teoretické clenenie testoldgie ako vedy, ktorej
sucastou ma byt testologicka histéria (deskripcia histérie o testovani od
najstarsich Cias po sucasnost), testologicka tedria (deskripcia teoretickych
pojmov a funk¢nosti systémovych javov) a testologickda evalvacia (meranie a
hodnotenie testov).

Testologicka tedria sama osebe nema k dispozicii absolitne vSetky nastroje,
pomocou ktorych by uskutoCiiovala svoje ciele a zamery. Preto jej pomdahaju
pomocné vedy. Treba teda identifikovat, definovat a zhodnotit funkcnost
uplatnenia vSetkych vied, ktoré pomahaju testoldgii realizovat zakladné ciele
vyskumu a praxe v systéme ostatnych vied (psycholdgia, pedagogika, didaktika
aprobac¢ného predmetu, Statistika, lingvistika).

Nasledovna cast’ vyskumu by sa mala sustredit na inventariziciu Statisticky
vyznamnej vzorky testov (napriklad existujice databanky poloziek v ramci
realizovanych projektov eurépskeho socidlneho fondu. Uvedené polozky treba
klasifikovat' podl'a referen¢nej irovne, tematického zamerania v zmysle Statneho
vzdelavacieho programu pre predmet rusky jazyk a podla testovanej
kompetencie (Citanie a poCuvanie s porozumenim, morfosyntaktické a lexikalne
prostriedky).

Dal3ou ¢astou vyskumu je samotna identifikacia $pecifik pre tvorbu poloZiek
v predmete rusky jazyk v podmienkach slovenskej rusistiky s uvedenim
relevantnych odporucani pre slovenské testovacie centrd. Vyznamnu ulohu pri
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hl'adani Specifik tvorby testovych tloh v predmete rusky jazyk je uvedomenie si
stupifia pribuznosti ruského a materinského jazyka. Tento faktor je ddlezity
nielen z teoretického, ale aj praktického hl'adiska. Lludia si 'ahSie osvojuja taky
cudzi jazyk, ktory je pribuzny s ich materinskym jazykom. Cim je ur¢ity jazyk
uciacim sa blizsi, podobny ich materinskému, tym jednoduchsie zvladnu jeho
zakonitosti. Schopnost I'udi rozpoznavat podobnost ¢i odliSnost v jazykoch je
sucastou ich jazykového vedomia, ktorym je vybaveny kazdy pouzivatel jazyka.
Urcitd podobnost je takisto medzi slovenc¢inou a rustinou, a to predovSetkym
v lexikalnej rovine oboch jazykov. To, ¢o pocitujeme ako podobné alebo rézne v
jazykoch, nie je nejaky subjektivny dojem, ale ma to racionalny zaklad, ktory
vychadza z toho, Ci st alebo nie su urcité jazyky fakticky pribuzné.

Na tomto mieste je dolezité pripomentt, Ze pre slovanské jazyky (na priklade
slovenciny a rustiny) je charakteristické to, Ze ich gramaticky systém je zalozeny
na principe flexie, t. j. na tvoreni réznych gramatickych vyznamov pomocou
urcitych koncoviek alebo aj obmenou vo vnitri slova (tzv. interflexia). Flexia sa
prejavuje ako ohybanie podstatnych mien (skloifiovanie), pridavnych mien
(sklofiovanie a stupiiovanie), zamen (sklofiovanie), Cisloviek (sklonovanie),
prisloviek (stupiiovanie), slovies (¢asovanie). V slovencine aruStine sa napr.
jednotlivé tvary slovies vyjadruju zhodnym spdsobom, t. j. obmienanim tvarov
slov, zatial' ¢o v anglictine takyto sp6sob nie je mozny z dovodu nedostatku alebo
uplnej absencie flexie. To je podstatny dévod na to, aby sa gramaticky a lexikalny
material oboch jazykov didakticky stvarnoval uplne inac¢, ako je to v pripade
germanskych jazykov, predovsetkym v anglictine.

Na zaklade naSho stru¢ného uvodu k SpecifikAm tvorby testovych uloh
v predmete rusky jazyk teda mozno konstatovat, Ze aj z tvorby testovych tloh
z tohto predmetu budui vyplyvat podstatné Specifiki, predovSetkym vsSak
v lexikalnej rovine jazyka avo vybere podpornych dokumentov (textov).
Spominané Specifikd vyplyvaju aj zo samotnej podstaty, a teda Ze test z ruského
jazyka je urceny prijimatel'ovi, ktorého materinskym jazykom je slovencina, ¢o je
v zasade Uplne ind situdcia ako v pripade, ked' je prijemcom testu z ruského
jazyka Ziak neslovanskej narodnosti, napr. Cifian, Japonec alebo Madar. Systém
tychto jazykov sa riadi Uplne inymi foneticko-fonologickymi a lexikalno-
gramatickymi principmi. Na druhej strane vznika otdzka, ¢i v rdmci testovanych
kompetencii slovenskych Ziakov v roznych jazykoch prave vo vztahu k ruskému
jazyku mozZno hovorit o $pecifikach alebo skor o zvyhodneni na zaklade vysokej
miery lexikalno-gramatickej a foneticko-fonologickej podobnosti oboch jazykov.
Napriklad, preéitat’ si text s dizkou 50 slov ztematického okruhu rodina pre
testovani udroveni Al vangli¢tine je ndrocnejSie vzhladom na foneticko-
fonologickd alexikdlno-gramaticka Struktiru slovnych jednotiek v texte.
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Lexikdlne jednotky otec, mama, brat, sestra, narodit’ sa, byvat, pochadzat atd’.
vykazuju takmer 100% zvukovl aj lexikdlnu zhodu s uvedenymi lexikdlnymi
jednotkami v rustine (oTen, MaMa, 6paT, cecTpa, poAUTHCH, KUTh). Ale v pripade
ruského jazyka musi ziak zvladnut tzv. preklenovacie - azbukové obdobie, t. j.
obdobie, pocCas ktorého zaCne vnimat text v azbuke prirodzene avjeho
jazykovom vedomi nebude dochadzat ku koliziam vo vnimani dvoch rozdielnych
grafickych sustav.

Pri urcovani Specifik si treba uvedomit, Ze slovenska rusistika vychadza z
komunikativno-kulturologickej orientécie a Ze vedie k zvySeniu nielen jazykovej,
ale predovsetkym l'udskej kompetencie slovenskych Ziakov. V rdmci nej sa chape
cudzojazycna edukacia slovami Evy Kollarovej ako ,otvorenie okna do druhého
sveta, do druhej kultiry, do histdrie i sicasnosti Zivota druhého ndroda, vzdjomné
vplyvy, vzdjomné vztahy, vzdjomnd percepcia, vzdjomny dialég kultir (Kollarova,
2013, s. 5). Zakladnym principom je tu ,vediet’ prijat, pochopit, pochopit viac ako
dat” (Kollarova, 2013, s. 36). Mnohé gramatické a lexikalne javy sa vnimaju ako
sprievodné, teda nie nosné, nie na pouZzitie, ale na prijatie. Kulturologicka
kompetencia sa neda testovat a ani inak zmerat' ¢i zhodnotit, pretoZe jej vyznam
ma iné korene. Dolezité je, aby sa kultira naroda rozpriestranila vo vedomi
jedinca, ktory sa uci nie jazyk, ale kultiru daného naroda. Ak sa maju teda
testovat len jazykové kompetencie, potom je pre rusky jazyk najdolezitejSim
Specifickom prave vyber takych podpornych dokumentov, ktoré budt obsahovat
tzv. horizontélne alebo vertikalne ruské kulturémy.

Neodmyslitelnou ¢astou celého kontextu o testoch je podporny dokument.
Pod podpornym dokumentom rozumieme vychodiskovy text, ktory slizi na
zostavenie poloZzky, ktorou testujeme sledovanu jazykovi kompetenciu.
Doélezitou vlastnostou podporného dokumentu je jeho uZitocnost pre
pouzivatel'a, ktora zavisi od naroc¢nosti a jeho moznosti porozumenia vzhl'adom
na testovanu uroven aod jeho obsahu. Treba vychidzat ztoho, Co je bezné,
realne, C¢o pouzivatelia radi c¢itaji apocavaju. Podporné dokumenty sa
nevyberaju surovo, umelo, ale s ohl'adom na idiolekt pouzivatel'ov (vek, pohlavie,
spolocensky status, zaujmy atd.). Plati zasada, Ze najskor sa vybera dokument,
ktory je klicovym elementom celej polozky, potom sa tvori polozka. Treba sa
vyhybat tzko zameranym dokumentom, napr. svyraznym muZskym alebo
zenskym elementom, dokumentom v tzv. ,hortcej“ realite a dokumentom bez
platnosti nad¢asovosti. Na urovni A1l a A2 sa odporucaju tri typy dokumentov:
origindlne (treba uviest zdroj prevzatia dokumentu), vytvorené (umelo
vytvorené s ohladom na testovanu uUroven, nie vS8ak neautentické a neredlne),
upravené (origindlny dokument treba upravovat citlivo, nedbanlivym
zasahovanim do nich sa mdZe z nich vytratit autentickost' a realita). Pri vybere
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zvukovych dokumentov treba davat pozor na autorské prava TV aDVD
dokumentov (stvis s etickym problémom). Pri diZke trvania dokumentov treba
dosledne vychadzat zo Specifikacie konstruktu.

Podporny dokument ma mat svoju Struktiru: zaciatok, jadro (rozvijanie
témy), zaver. Pri Uprave dokumentu (skracovanie, prispdsobovanie slovnej
zasoby s ohl'adom na testovanu urover, obmienanie morfosyntaktickej Struktary
atd.) treba davat pozor, aby jeho skratenim nedoslo ku strate jeho vyznamove;j
celistvosti. Obsah  podporného dokumentu ma& byt deontologicky.
Nepropagujeme nim ziadne idey anazory. Dokumenty stémou sexu,
naboZenstva, rasizmu su nevhodné. Podporny dokument nema obsahovat
nazorovu konfrontaciu.

Nazdavame sa, Ze nami koncipovany projekt, ktory sme v strucnosti
predstavili v tomto prispevku, nesporne posunie 'udské uvazovanie o nutnosti
koncipovat' tedriu testov do suvislejSej syntetickej testologickej tedrie, ktoru
mozno d'alej doplnit o Specifika pre jednotlivé cudzie jazyky. Napokon treba
dodat' i poznamku, Ze tvorba testov v suc¢asnom ponimani presahuje ramec
kompetencii ucitel'a zakladnej a strednej Skoly a Ze na ucel tychto procesov by
mal byt zostaveny Specializovany tim odbornikov - testolégov, ktori budu plnit
ulohy v oblasti merania urovne vzdelavania poskytované vzdelavacimi
institaciami Slovenskej republiky.
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The concept of the Russian Studies in Slovakia in the 21st century has a clear
culturological orientation. The current theory of tests is based on the general
knowledge on measuring the educational outcomes. Its main aim is to unify the
method of creating the tests in all foreign languages from choosing the
supporting documents up to the creating test items. In terms of the Russian
Studies in Slovakia this trend has proved counterproductive. The aim of the
present research is to define testology as a separate branch of science, to define
its basic unit, delineate its constituents, specify the conditions of creating the
tests for the Russian language as a subject for the native Slovak language
speakers, to characterize the supporting document and its main elements, to
analyze the existing banks of the supporting documents and the tests created for
them in the projects already realized.
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Abstract

In this paper, we want to introduce the concept of Open Learning and explain the
theoretical background on which such a concept is based. Open Learning in a concept used
for designing textbooks and tools for foreign languages for specific purposes, focused on
practical usage in real-world situations in professional careers. In order to develop and
design Open Learning material a careful study of psycholinguistic and methodological
issues is necessary, to be able to design material which should be based on the knowledge
of traditional and new models of language teaching and learning.

In the first part of the paper, we want to present a brief overview of historical
psycholinguistic theories and how they influenced the development of the Open Learning
concept to create a firm base of successful learning and teaching.

The second part introduces some of the successful models of language learning and
teaching and their methodological influence on designing the professional educational
material Open Learning. Before designing any textbook, it is necessary to understand both,
the classical and modern approaches of language learning and teaching. We also want to
explore the impact of ICT and multimedia teaching and learning on the Open Learning
concept. This makes a crucial part of the basic knowledge when creating textbooks which
should appeal to a variety of learners and open-minded teachers.

Another part of the paper investigates the impact of computer-assisted learning and
new models and principles of integrated language teaching and learning and how this
particular knowledge helps us when designing courses and Open Learning materials,
which are partly learned and taught by using technology and online environment.

Last part is dedicated to the teacher’s training program we developed and its
methodological basis, comparing old and new teaching models, as well as comparing a
teacher of the past with a teacher of the future.

Key words: language teaching, learning, learning model, Open Learning,
psycholinguistic theories, textbook design, online learning

I. Psycholinguistic background of the Open Learning concept

The Open Learning concept is a concept based on methodological and
linguistic research in order to provide students who try to learn in this way, with
a successful way of learning foreign languages. Open Learning enables efficient
teaching and learning and controlling the whole educational process. It is also a
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tool which helps the teacher or tutor observe student’s progress and, therefore
saves time because no testing from the side of the teacher is needed. The
immediate feedback provided by a sophisticated online system motivates the
students to take their own responsibility for learning, and gives the teacher the
possibility of personalized teaching. Due to the online system of Open Learning, a
very thorough analysis of student’s mistakes is possible, which gives the teacher
an opportunity to react individually and work with each student in the way that
is tailored for each of them.

Open Learning also covers designing of educational language materials for
different languages and for specific purposes. It is very closely linked to a
development of online environment, certification of teachers and tutors,
teacher’s training in professional terminology and methodological approach to
teaching. In order to understand how this concept has developed so far, a brief
overview of theoretical background is necessary.

Before creating the Open Learning concept as learning and teaching tool, it
was important to think about certain psycholinguistic and linguistic approaches
and models. We had to think about the theories of language acquisition and
certain data from neurolinguistics to be able to design the textbooks and online
system in an efficient way.

II. Historical theories and their influence on developing the Open
Learning concept

Language acquisition has never been successfully explained. No theory is able
to explain how language is attained. Most of these language theories go back to
traditional linguists such as Skinner, Chomsky, Piaget and other. Each of them
came forward with an interesting theory which they had been trying to
implement. According to Skinner’s behaviorist theory, language could be treated
like any other kind of cognitive behaviour, because language learning is a process
of habit formation. Skinner believed that children learned by trial and error.
(Demirezen, 1988, 135-140). When thinking about developing a system of
learning, we tried to think about some of Skinner’s behaviorist theories and we
created an online system using trial and error, exercises which have to be
repeated until the last error is defeated. Each exercise in the online system has to
be repeated as many times as it is necessary to master the learning objective.

Skinner also believed that listening and being exposed to spoken language is
one step before real speaking and using of correct language. Many textbook
designers have been using audio texts for a very long time and it has proved to be
very efficient. In the Open Learning online system, we use audios in every text, in
videos, even in vocabulary, glossary and useful phrases section. We want our
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students to be exposed to spoken language as much as possible and, of course, we
do realize that here it cannot be spoken of natural spontaneous language. To use
spontaneous speech is not the objective, the objective is to fulfill the educative
function of the online system and to show the students as many pronunciations
as we are able to provide.

From studying Chomsky’s innateness theory, we believe in his claim that all
humans are born with a natural predisposition to linguistic information and that
everybody is able to develop a mechanism of understanding grammar rules.
(Chomsky, 1975) That means if the student hears correct language more often, he
is able to develop his own system of grammar understanding from the context.
Therefore, we decided not to focus on grammar in the Open Learning system but
we give the students the opportunity of reading, hearing, writing and speaking
correct sentences in the context so often that they can naturally develop correct
usage of basic grammar.

Jean Piaget was a Swiss psychologist who believed that language emerges
within the context of other general cognitive abilities like memory, attention and
problem solving. (Castella, 2010). These abilities are parts of human intellectual
development. As a child acquires its mother tongue, Piaget’s principles can also
be adapted on second language acquision. From Piaget’s ideas, the mastery-
based learning developed. Children, while acquiring the language, need to go
through different stages. First, students have to master the basics before moving
to another more complicated matter. In the Open Learning system, we created
the units in each module in this way, we begin with simple topic, simple grammar
used in the texts and simple tasks, in order to develop logical thinking and ability
to draw more complex information by themselves.

IIl. Modern Theories and Models of Language acquisition

Tomasello described a wusage-based theory of language acquisition
(Tomasello, 2003), where the effect of repetition on cognitive representation is
emphasized. “Usage-based linguistics holds that language use shapes
entrenchment through frequency repetition of usage, but there are separable
effects of token frequency and type frequency” (Doughty & Long, 2003). Token
frequency means how often particular words of phrases appear, and type
frequency counts how many different lexical items a certain pattern or
construction is applicable to. We adapted this token theory into practice by
creating exercises which can be repeated as many times as it is wished and the
words that are supposed to be learned appear many times in the exposition texts,
in audios, in videos, in tests, in the tasks, and they also appear in other units later.

87



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

We have a very high token and type frequency in order to ensure that words and
phrases which should be learned will also be learned effectively.

IV.Models of language learning and acquisition and their
methodological influence for developing the concept of Open
Learning and Open Learning educational material
To design an effective, innovative and multimedia textbook, and online
system that serves as an additional material to the textbook, we always have to
consider that none of either psycholinguistic models or other “macro-
methodological approached have been sufficiently reflected in terms of their
consequences for textbook or exercise design” (Funk, 2012).

In the history of second language learning and teaching, there have been three
main approaches, as Funk summarizes them:
- Grammar-translation based approach,
- Audio-lingual/audiovisual approach,
- Communicative language teaching.

In the Czech environment, the first two approaches are still taught at
universities in teacher” s education. The grammar-translation method has
definitely some positives but we must not forget that according to modern
cognitive neuroscientific studies, the brain needs more connections to form
“chunks” in order to understand the topic and apply the newly gained knowledge
(Oakley, 2014).

At present, communicative approach to teaching common foreign languages
such as German, English and French has been taught more often. The new
century needs people who are able to speak the foreign language fluently and
therefore, language production has been in focus of current textbook designs for
a long time. In our opinion, the best way of designing a textbook is to combine
some of the traditional approaches with modern ones and also to combine those
with using modern technology to enable effective learning and teaching in the
21st century. As Funk emphasizes, all approaches have had successful learners
and teachers but there is no proof that one is better than the other (Funk, 2012).
Definitely, it is not easy to get the evidence of how a certain method works or not
and why. In the Open Learning system, we have been collecting precious data
from hundreds of students and teachers and we are going to analyze them in
order to search for some answers in the problematic of what the most common
learning problems are, and what the most effective types of exercises are.

We cannot say why a certain method is successful in one case and why not in
another. In the classroom environment, it is even more difficult to say why some
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students fail or succeed. There are too many variables to be considered and the
psychological factor plays a very important role which is difficult, maybe even
impossible to measure. There is one clear thing and that is that one method
cannot prove its superiority and that we have to consider more methods and
combine them, while designing textbooks. When designing exercises, we have to
incorporate various methodological approaches and the context of such exercises
is crucial.

When designing an exercise, we have to decide about the goals of the exercise
and then we have to incorporate a suitable method. We know that different
approaches lead to different results (Long, 2009).

We have decided that part of our exercises should have communicative goal
and therefore some of them have been designed in this way, to elicit as much
communication as possible by using correct phrases in practical real world
situations.

For us, it is necessary to create social and topic-based interaction with focus
on communicative tasks in some of our modules. We help teachers create real
and virtual learning environment in order to motivate students more by using
modern technology and online learning tools.

In the traditional classroom environment, too much room is devoted to
reproductive exercises with focus on grammar, various fill-in-the-gap tasks
which do not lead to communication. Little time is spent with oral skills, and, in
our opinion it is due to the fact that teaching is too much teacher-oriented. This
was described in more detail by Nation (2001), who is aware of the fact that
many textbooks are full of cognitive fill-in-the-gap exercises which do not really
have the communicative impact we need today. Therefore, we followed the
approach of creating the texts and exercises from the end, which means, first we
discussed the goal of each exercise, the learning outcome, and we asked
ourselves the question what we wanted our students to be prepared for. By
answering these questions we than choose methods and materials which will be
efficient and lead to the goal.

Nation (2001) talks about the so called “the four strands” model. According to
this model, a balanced distribution of activities into four areas provides the best
conditions for successful results. He speaks about an “equal share” of activities.
Because we designed and created different types of learning modules, we could
not follow Nation’s model completely. We had to consider the use of materials, as
they are meant for different professionals. When teaching engineering
technology, the output is different from the module of services in the travel trade.
Different professions need different approaches because the goals are different.
While in the module “Services in the travel trade”, the focus is on communicative
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approach because people who work in travel trade are more in need of fluency
practice, the focus in “engineering technology” is on the right terminology and
right usage of the terminology. We do not expect such a high fluency practice
from design engineers or assembly workers like from waitresses or receptionists.

Nation, as well as Swain (1995) believed that a task must be personalized and
linked to the real-life situations and language experience of the students. This
belief has been completely adapted to the Open Learning educational material, as
this is one of the most important objectives of each module.

To be inspired by methodological models in order to design effective
educational material is one thing, but all educators and authors must be aware of
the fact that every learner has individual needs and goals and they have to adapt
the models and methods according to their immediate needs. Therefore, we have
been trying to develop many different types of exercises which also leave room
for individual approach of each teacher or student. Absolutely crucial in this
point is the right planning of each lesson, the thinking about implementing the
material into school curriculum and the rethinking of textbook design and
creating and developing of efficient online learning environment.

V. Multimedia learning and teaching

The impact of ICT in our learning and teaching lives has been enormous,
multimedia learning and teaching has become an essential part of the educational
process and we must reflect the changes that have been currently happening, in
order to stay updated and not to get lost in the media, and to know how to use
them effectively as a tool that makes our learning and teaching life easier.

The Open Learning learning environment involves the use of ICT; it is a
multimodal course that has been trying to involve different sensory modes and
different learning styles. Therefore, we included not only images but also
animations, videos, experiments, simulations, audio material, interactive quizzes.
The Open Learning material can be presented in a variety of modes, in both
visual and aural form. For the learners, this approach should make the material
better accessible, it should help them improve their performance, and it enables
them to learn in their own pace at any place they feel comfortable to do so. We
also included PowerPoint presentations, hyperlinked examples, so that the
learners can also develop both their cognitive skills as well as their computer
skills. The online learning environment which we have developed enables
simulations and modeling (module plastic processing or engineering technology)
that either describes the reality or enables simplification of a difficult process.
We know that we cannot provide professional laboratory environment and
teachers are not able to perform many things in an engineering works, and,
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therefore, we offer modeling activities that would be either expensive or
dangerous to perform in real environment.

Using ICT at schools today has also shown some weaknesses, the teachers
very often do not know what objective should actually be achieved and how to
use the technology as a tool that makes their life easier, not more complicated. On
the one hand, teachers should know the possibilities of multimedia but on the
other hand, traditional knowledge about learning types of students is also
necessary in order to apply ICT in the learning process successfully (Birch &
Gardiner, 2005).

The Open Learning concept draws from the knowledge of various learning
styles and of the fact that learners are more comfortable learning when their
learning style is reflected. For this reason, we use a combination of written and
online material to suit to multimodal learners, as well as learners with some
predominant style, such as visual, aural, kinesthetic etc. Morrison, Sweeney and
Heffernan believe that “presenting a material in a variety of modes has been used
to encourage students to develop a more versatile approach to learning.”
(Morrison, Sweeny & Heffernan, 2003). We reflect this opinion and we use the
online learning environment to present a greater interactivity and multiple
presentations of different topics.

VI. Computer-assisted language learning

When speaking about computer-assisted learning, we have to bear in mind
that it really should stay “assisted” because a teacher who represents the face-to-
face communication is, in our opinion, irreplaceable. Computer should be used
wisely as an addition to face-to-face teaching and learning. The MOOC’s courses
have shown that courses which are only lead online are not very efficient and the
drop-off rate is very high (Stein, 2014). The study of the University of
Pennsylvania show that MOOCs courses gain a very high number of students at
the beginning of a course but usually after the first week, only 4% of the students
actually finish the course.

Therefore, the decision to combine present study with a teacher and online
self-study of the students seem to be the right one. Also, according to some
principles of multimedia learning, we have been trying to create materials, both
written and online, to contribute to student learning.

To be able to create efficient materials, a few principles of multimedia had to
be followed. Here is just a brief summary of some of the most important ones:

- Students learn better from words combined with pictures. Therefore, we
included not only written texts but also visual material, such as pictures,
videos and simulations or animations. Sweller claims that using both text and
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visuals lets the brain process more information in working memory (Sweller,
2005). Also Barbara Oakley in her Coursera seminar “To learn how to learn”
presents this opinion.

- Learners must be focused. This means that the material presented should be
visually presented in a way that students do not need to split their attention.
We created videos and texts which can be seen on one page, so that the
content is not visually too far apart. We do not want the students to open
more windows in order to see texts and visuals at one place.

- Students learn better if they are in control of their learning process. The Open
Learning concept is based on the fact that students are given the
responsibility for their own learning. Research showed that when the learner
has the ability to control the pace of the presentation material, learning is
more effective (Mayer, 2003). The online Open Learning environment allows
the students to interact with audios and videos, they can start and stop
whenever they feel like it, and they can break expositions and videos into
segments which enables them to reach a better understanding of the material.

- Learners learn better when their previous knowledge is activated. The units
in the modules have been created in a way that old knowledge appears in the
following units; it begins with the simpler and easier topics and tasks and
continues to the more difficult ones. Therefore, students have to master the
first topic to be able to move on to the next one.

- Learners are motivated if they receive feedback and they know what they are
evaluated for.

The Open Learning online environment enables teachers to see what the
student had been doing and where any difficulties may have been and they are
able to give an immediate feedback to the student as far as tasks are concerned.
The exercises and quizzes are evaluated immediately by the system itself, so that
the students can immediately see what was right or wrong and why.

Multiple presentations motivate both the student and the teacher. In order to
learn effectively, people need the knowledge related to their lives. The
professional modules have been developed with help of professionals from
different fields and areas, they are all related to real practice in companies, and
this reconstruction of natural professional environment serves as a platform for
language learning. We provided many different contexts for developing all
language skills that are necessary for today’s professional life. Multimodality is
important as it involves more than one sense. The usage of ICT leads to
personalized and student-centered approach to learning and teaching. It also
supports us in effective material design.
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There are still questions about which types of multimedia are helpful for
students with different learning styles. Also, there is the problem of teacher
training, which must be supported by the government and the headmasters of
schools, in order to be able to use the ICT and multimodal tools effectively. The
technology is progressing very fast and the change of thinking of teachers,
educators, authors of language materials, headmasters, and government officials
must be changed. They must understand that using multimodality can help
learners to learn more efficiently and it can help them to develop critical,
cognitive understanding.

VII. Teacher training with Open Learning, the teaching models used

At present, in international methodological literature we read about the
changing role of a teacher. It seems to be a new modern approach to teaching.
The classic frontal teacher has been losing his importance in the last few years.
The question is, is this really innovative? Using new teaching methods by
implementing technology and online learning is maybe quite a new approach.
But, even in Czech literature, we will find methodological and pedagogical
recommendation for changing the frontal teaching approach. Manak (2003)
describes historical teaching models, such as the pedocentric model, where the
student’s needs, activities and interests stand in the centre. According to Dewey
(1859-1952), a student should learn in accordance with their own abilities, pace
and preferences. Already in the 19t century, Dewey believed that teacher should
be a guide, facilitator and helper. The pedocentric teaching concept stresses the
importance of student’s own activity and independence and the need to teach in
a practical way, so that students are prepared for real world (Dewey, 1910). This,
of course, brought less traditional knowledge when compared to traditional
school system.

Already Komensky believed that a teacher should function as a facilitator. As a
reaction to the traditional encyclopaedical memorizing and knowledge, a new
interactive communicative teaching model was developed. It stresses the
cooperation of a student and a teacher. In the teacher, the student finds a partner
and a manager, who helps him facilitate the student’s own learning process.

When did it actually happen that traditional schools focus only on the
knowledge itself, regardless practicability or students” interests, learning styles
or preferences? In many didactical sources, we can find that it is not as
innovative as we think, to use communicative approach, to turn the frontal
teacher into a partner, facilitator or guide. The question is then: Why this has not
been reflected for so many decades in the traditional school system? When did it
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happen that the directive teaching approach had taken over the cooperative
teaching approaches?

As Meyer (2000, p. 54) expresses in his book, a successful teaching can only
be successful if mutual cooperation works. Currently, according to our
experience and interviews with top managers or owners of engineering
companies in the Czech Republic, the traditional school system has been
constantly failing to provide graduates with a sufficient knowledge of a foreign
language and soft skills.

The traditional directive model does have a very little active or
communicative function, students are not able to identify their own learning
styles, their key competencies for the 21st century, such as organization, cognitive
and creative thinking, cooperation, communication and problem solving skills
which have been lost somewhere on the way through traditional education.

There have been many teaching models developed (Chamot et al, 1999;
Harris, 2003). All describe the importance of developing metacognitive
understanding “of the value of learning strategies” (Cahmot, 2004) and the
teacher should facilitate this. The older models were based on the idea that
language learning is a product of transmission, where teacher transmits and
learner is recipient.

Not only Matidk and Svec are persuaded that the student should be
responsible, at least partly, for his own results, also Janikova (2011) believes in
the autonomity of students, in learning by doing or in project methods. There is
obviously one drawback, it requires more preparation time. We train the
teachers in the ability of defining students” language learning goals, to identify
classroom activities with real-world situations. The teacher motivates and guides
the student through the learning process, is still in control of students” learning
activities.

Every teacher should be able to reflect on himself or herself, it is not easy to
move from the traditional teacher-centered model to the student-centered one.
The teacher needs to think about perfect lesson planning, classroom
management, group dynamics, assessment and other issues. Otherwise, there will
be no change in thinking. We provide our teachers and tutors with the basic
knowledge of how modern technologies can be implemented in their teaching
models and we guide them through their first teaching experiences.

Open Learning concept focuses on teacher training, because to have trained
and experienced teachers who are able to use modern technology, online
learning environment, classroom management or the right planning, is absolutely
crucial for successful learning and teaching with the Open Learning material.
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When developing the teacher training program with the Open Learning
concept, we were reflecting our own practical teaching experience, as well as the
theoretical information about various teaching models. We compared some of the
traditional directive models with communicative, humanistic and creative
models to develop the methodological background for using the Open Learning
materials in classrooms.

In the Open Learning concept, we do not apply this teacher-centered model,
because learner’s role is very passive. We realize that changing the role of a
traditional teacher requires not only an open mind but also the willingness to
learn and to try new things.

For the Open Learning teacher, the student-centered model is significant, and
we have been trying to train our tutors and teachers to accept this as their new
approach to teaching. Language learning should be a process of discovery,
teachers should not do the student’s work for the student. Both, the teacher and
the learner share a certain part of responsibility for learning, they are both active
participant, whereas the most active part is on the side of the student.

The teacher training program involves the practice of mentoring, because as a
professional tool, teachers can help each other, support each other and give each
other feedback. We also encourage regular meeting of all Open Learning teachers
and tutors in order to exchange their experiences with others. We encourage
them to talk about the problems they face while teaching, to share their positive
feelings and experience. Open Learning teachers need to grow, to educate
themselves, to become very skilled in using technology and modern methods of
teaching. Regular meetings, training and webinars guarantee this.

VIIL Conclusion

In this paper, we have been trying to present the theoretical and
methodological basis of the Open Learning concept that was developed in order
to satisfy the needs of modern learners to be able to learn a foreign language for
specific purposes effectively and in real-world situations.

The concept has a very firm theoretical background in applying some of the
approaches from psycholinguistic methods, new communicative approaches and
multimedia, therefore has been quite successful with hundreds of students from
different branches, such as chemistry, engineering, business, services in travel
trade and other. The design of textbooks and online materials for Open Learning
has been a living organism since we developed it. We realize that none of the
described method has been proved to be the best and the only one. No
methodological approach covers all aspects of teaching and learning. As authors
and educators, we need to think about various approaches, to find what is best
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suitable for individual students, to observe our teaching and teaching of our
colleagues, to know our students” learning styles and strategies, to get feedback,
to monitor and mentor others, to have a good planning and organizational skills.

In the Open Learning concept, planning and organization of the teaching and
learning is crucial. Some of the Open Learning modules implement
communicative teaching and learning more than the others, according to the field
of study. Language is integrated with meaningful, relevant context. It is very
effective because learners learn more efficiently when they are doing something
practical and purposeful. All Open Learning modules can be very successfully
implemented into CLIL teaching.

When designing new modules for various professions, we must take into
consideration all of the theoretical and practical knowledge we have gained so far
and implementation of multimedia into teaching and learning. The very fast
change from print-based to more visually oriented presentations needs a fast
response from teachers, authors, educators to be able to use all the advantages of
media to engage students in learning
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Resumé

Prispévek se zabyva teoretickym zakladem pro koncept Open Learning, ktery
je metodou vyvoje vyukovych materidld pro odborny cizi jazyk, vzdélavacim
konceptem a certifika¢nim programem ucitelii a lektord. Koncept Open Learning
byl vytvofen na zakladé tradi¢nich a modernich zjisténi zobori
psycholingvistiky, neurolingvistiky, metodologie, pedagogiky a praxe.
V prispévku zdivodiiujeme vybér metod pro vytvareni vyukovych materialt
Open Learning, podle kterych jsme se jako autofi konceptu ridili, abychom
vytvorili materialy, které jsou efektivni a mohou slouzit mnoha typtiim studentd.

Vyuzivani ICT povaZujeme za nastroj, ktery ulehcuje praci ucitele, uvadime
priklady multimodalniho modelu vyuky a uceni, abychom objasnili, pro¢ jsou
materidly Open Learning kvalitni a mohou slouzit jako dilezity nastroj a
pomiicka pri vyuce a uceni se odborného ciziho jazyka. Pocitace a digitalizace se
ukazala jako dobry ndstroj pfi procesu vyuky i uleni, coZ je opét opieno o
dlouholeté studie o implementaci ICT do vyuky.
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Koncept Open Learning zahrnuje také vzdélavani ucitelt. V piispévku
popisujeme funkcnost a potiebnost dal$iho vzdélavani ucitelG a lektord nebot
role ucitele v digitdlnim véku v kterém momentalné Zijeme, se velmi zménila.
Poukazujeme na to, Ze zména ucitele v radce a priivodce, mentora neni nova
myslenka, Ze tento postoj mélo mnoho pedagogl a mysliteld jiz dlouho pred 21.
stoleti. Ve vzdélavani uciteld, ktefi pracuji s materialy Open Learning dbame na
posun mysleni ucitelti a lektort tak, aby byli schopni kvalitné a efektivné tyto
materidly pouzivat a zaroveil pouzivali modernich aktiviza¢nich metod ve vyuce.
Jsme si védomi toho, Ze ménit mysleni trva roky a proto je nutné dale pokracovat
v osvété a podpore samostatnosti a zodpovédnosti zaki a student.

Kli¢ova slova: uceni a vyucovani jazykl, vyukovy model, Open Learning,
psycholingvistické teorie, design ucebnice, online uceni
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Abstract

These days, language and culture are inseparable part of teaching foreign languages.
The way and extent of their integration into foreign language education depends on
several factors: (i) type and level of foreign language education (primary, secondary,
tertiary, various forms of continual or life-long learning); (ii) attituted to the particular
foreign langauge and motivation to learn it; (iii) status of alanguage including the
opportunities of its extending. The topic of the paper is using internet destination
websites in teaching foreign languages and developing intercultural communication on
the example of Italian language. The paper takes into consideration the fact that two most
frequently mentioned motives for learning Italian as a foreign language include a) cultural
circumstances (Italian as a language of art and culture) and b) profesional circumstances
(Italian as alanguage of enterprise and travelling). The papaer analyses destination
websites of an institucional character as modern and easily accessible medium for sahring
cultural contents.

Key words: Italian, realia, intercultural communication, methodology of teaching,
digital text, travelling

Kultira je vzdy, vtakej, ¢i onakej miere av zavislosti od typu arozsahu
vyucby, neoddelitelnou stucastou Studia cudzich jazykov, ¢i uz v podobe tzv.
objektivnej kultiry pod ndzvom redlie, prip. krajinoveda, ktorymi rozumieme
suhrn vonkajsich, mimojazykovych redlii (poznanie geografie, histérie, socialnej a
politicko-ekonomickej Struktdry) a vnuatornych, jazykovych redlii (lingvorealii)
alebo tzv. subjektivnej kultiiry ako menej viditel'ného aspektu, ktory sa vztahuje
na psychologické charakteristiky typické pre isté spolo¢enstvo osdb a ich prejavy
vinterakcii prislusnikov roznych kultir, zndmej pod ndzvom interkultirna
komunikacia (k typolégii redlii pozri napr. Hasil, 2011; Necasova, 2007;
subjektivna a objektivna kultdra, porov. Milton, 1998, s. 25-26). Aj ked
v poslednych rokoch sa v ramci kulturologického pristupu v didaktike cudzich
jazykov akcentuje najma znalost druhej z nich, teda subjektivnej kultdry, obidve
- objektivna aj subjektivna - st neodmyslitel'ne spaté. Ak sa chce Student naucit
jazyk spravne a plnohodnotne pouzivat, dokazat chapat a tolerovat kultirnu
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sinakost“ a vediet primerane reagovat v rozlicnych komunikac¢nych situaciach
ovplyvnenych rozdielnym kultirnym zazemim, mal by ziskat vSeobecné kultirne
vedomosti zamerané na redlie krajiny cielového jazyka, ako aj sociolingvistické a
komunikativno-pragmatické poznatky (Dulebova, 2012, s. 67-68).

Rozne aspekty tykajice sa realii, lingvoredlii a interkultirnej komunikacie,
vratane ich vyucCovania, si vel'mi aktualne (svedcia o tom mnohé prace, napr.
Kué¢mova, 2006; Meskova, 2007; Necasova, 2007; Chovancova, 2008; Dobrik,
2009; Schmitt, 2010; Hasil, 2011; Kejvalova, 2012; Matvijakova, 2013). Priblizit
vztah dvoch kultir v stifasnom svete nie je vobec l'ahké, kedZe kultira je
mnohorozmerny, tazko uchopitelny fenomén, ktory sa nedd zredukovat do
jednoduchej schémy. Naviac, v si¢asnom globalizovanom a multikultirnom svete
sme svedkami toho, ako sa kultiry mies$aju a vytvaraja sa nové hybridné identity,
¢im dochadza na jednej strane k stieraniu narodnych a kultirnych osobitosti, a
tym k strate jasnej konotdcie vyrazov “narodny”, “narodna kultira”, “identita”;
paralelne vSak vo vnutri samotnych kultir prebiehaju procesy diferencidcie a
posililovania etnickej a lokalnej identity (porov. Hall, 1992, s. 274-291).

V tomto prispevku by sme chceli poukazat na jednu z moznosti osvojovania si
poznatkov vybranych aspektov cudzojazycnej kultiry vo forme redlii ako aj
interkultirnej komunikacie prostrednictvom kulturologicky orientovanych
digitalnych textov, konkrétne institucionalnych webovych stranok talianskych
regiéonov. Na sprostredkovanie kultirnych obsahov sme si vybrali oblast
cestovného ruchu, kedZe cestovny ruch je sucastou kultirneho systému a je
vnimany nielen ako vyznamné ekonomické odvetvie, ale aj ako spologensky,
ludsky akultiirny fenomén (porov. napr. Simonci¢ova & Simonéicova, 2013).
Okrem toho sa dnes cestovanie stalo neoddelitel'nou sticastou Zivota v pracovne;j
aj sukromnej sfére. Pokial' ide o vyber digitdlnych textov, medzi recipientmi
textov akéhokol'vek zamerania v sicCasnosti jednoznacne prevladaju medialne
texty v celej svojej zanrovej a typologickej roznorodosti. Ich vyhodou je
dostupnost, finan¢na nenaroc¢nost a aktualizicia obsahov.

Vychadzame z talianskeho jazyka, kedZe sjeho vyucovanim na réznych
urovniach mame viacrocnu skisenost. V suvislosti s poziciou tohto jazyka v
cudzojazytnom vzdelavani treba najprv povedat, Ze talianc¢ina sa v sticasnom
kontexte vyucovania CJ] na Slovensku zarad'uje na piate aZ Sieste miesto za A], N]J,
R], F], S] (porov. Bltorovd & Gyarfasova, 2011). Na ZS a SS v$eobecného
zamerania sa vyucuje len v obmedzenej miere. VAcsi priestor ma na Skolach s
odbornym zameranim (napr. na konzervatoériach, hotelovych akadémiach), ¢i na
Skolach so S$pecifickou profildciou zriad'ovatela (napr. cirkevné skoly)
Analogicka situacia je potom aj na VS, kde sa tento jazyk vyuduje na VS
umeleckého, ekonomického, ¢i teologického zamerania, a to ako druhy aZ treti
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jazyk. Talian¢ina byva v takomto kontexte c¢asto vytesnend skor do
vol'nocasovych aktivit. Osobitné dve kategoérie tvoria Studenti v jazykovych
kurzoch, ¢i kurzoch celozivotného vzdelavania, ktori si chct doplnit, prip. rozsirit
vzdelanie alebo uspokojit svoje zaujmy a Studenti, ktori si talianc¢inu vybrali ako
Studijny odbor. V naSom prispevku sa zameriame na niektoré aspekty vyuZitia
destinacnych webov vo vyucbe realii a interkultirnej komunikacie v jazykovych
kurzoch, prip. na SS, ¢i VS odborného zamerania, kde sa v priprave kladie zvyseny
doraz na interkultirnu komunikdciu. Dovodom na prepojenie talianciny
a cestovného ruchu je fakt, ze ide o geograficky blizku krajinu - Taliansko je pre
Slovéakov jedna z tradi¢nych destinacif cestovného ruchu, mnohi maju za sebou
pracovné, ¢i Studijné skusenosti v tejto krajine alebo sa do nej chystaju.

Problematiku destinacnych webov ukotvujeme z teoretického hladiska
v $irSom odbornom diskurze tykajucom sa turistickych textov, v ktorych je
v roznej miere zastipend informacnd, preskriptivna a propagacnd/persuazivna
funkcia. Z tohto pohladu sa destinatné weby vyznacuji najma informacnou
a propagacnou funkciou. Tesné prepojenie obidvoch funkcii je umoZnené
Specifickostou média: hypertextova organizacia (nelinedrne alebo multilinearne
usporiadanie textu na webe), multimodalnost (sucasné zapojenie roéznych
semiotickych koédov) a interaktivnost (mozZnost komunikicie uzivatela s
médiom). Tieto Specifika si vyuzivané na naplnenie hlavného komunika¢ného
zameru inStituciondlnych destinatnych webovych stranok, ktorym je
predstavenie lokality adresatovi, prehibenie jeho znalosti o nej, ziskanie si jeho
pozornosti a snaha presvedcit ho, aby danud lokalitu navstivil, resp. sa do nej
vratil (Antelmi, 2007, s. 176). Vzhl'adom na svoj charakter poskytujui destinacné
webové stranky atraktivny priestor pre mnohoraké vyuzitie aj v didaktike
cudzich jazykov a moéZu sa stat’ zaujimavym doplnenim tradi¢nych didaktickych
materidlov, najma ucebnic. Vzhl'adom na obmedzeny rozsah prace naznac¢ime len
zakladné aspekty ich vyuzitia.

Metodologicky vychadzame z analyzy webovych, najma domovskych stranok
podl'a talianskej lingvistky Antelmiovej (Antelmi, 2007, s. 184-186 as. 191),
ktora pri ich charakterizacii vychadza z identifikacie vybranych prvkov v rdmci
Siestich kategérii (tzv. informacénych jednotiek): 1. attrazione (pritiahnutie
pozornosti); 2. identita dell’emittente (identita odosielatela); 3. contenuti
(obsahy); 4. contatto (kontakt/vymena), 5. link (link, odkaz); 6. utility
(pouzitelnost).

Z hladiska vyuzitia destinacnych webovych stranok, nas zuvedenych
kategérii zaujimajii najma obsahy pritomné na inStitucionalnych turistickych
webovych strankach talianskych regiénov. Vychddzame z principu regionalnosti,
ktory by mal byt pri vyucbe realii zachovany (tézy ABCD, porovn. Nec¢asova 2007,
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s. 80) a pokial ide o Taliansko ma zvlast svoju opodstatnenost (ako je zname,
administrativne rozdelenie Talianska na 20, resp. 23 regiénov nie je len
jednoduchym administrativnhym delenim, ale regiény su vysledkom tisicrocného
vyvoja a mnohé z nich dlho fungovali nezavisle napr. ako vojvodstva, gréfstva, Ci
marky. Ak sa stustredime konkrétne na domovské stranky a stranky prvej urovne,
tieto nam poskytuju redlie blizke kognitivnemu (faktografickému) chapaniu;
informacie o geografii, kultire, tradiciach a ciastotne o histdrii. Najcastejsie
nachadzame: (I) vSeobecné informécie o regione, napr. Territori (Lazio), Localita
(Emilia-Romagna); (II) informdacie o gastronémii, napr. [ sapori (Liguria),
Enogastronomia (Kalabria, Apulia), Mangiare e bere (Lazio), Terra del gusto -
Sapori e tradizioni (Emilia-Romagna), Umbria & Tastes (Umbria); (III) o
umeleckych remeslach, napr. Artigianato in Toscana (Toskansko), Artigianato
artistico (Emilia-Romagna). Stranky sa snazia oslovit ¢o najviac adresatov
prostrednictvom Sirokej ponuky réznych typov cestovného ruchu (primorsky,
mestsky - kultirny, ndboZensky, kiapel'ny, Sportovy - (cyklo)turistika, lyZovanie,
ale aj rozne Specidlne formy, napr. cestovny ruchu pre milovnikov automobilov
(Motorvalley: Emilia-Romagna), umenia (Basilicata d’autore), literatury (Parchi
letterari), hudby (Viva Verdi: la musica e il Risorgimento: Emilia-Romagna). Vo
vyucovani tak mame mozZnost poukdzat na kultirne osobitosti regionov
prostrednictvom obrazu, ktory sami o sebe poskytuju. Vyber podl'a konkrétneho
regionu dava moZznost oboznamit Studentov s menej zndmymi ¢astami Talianska
a cielene obist notoricky zname miesta ako napr. Benatky. S vyuZitim poznatkov
Studentov, vratane mnozstva stereotypnych predstav, ktorymi v nemalej miere
disponuju (blizSie k slovensko-talianskemu komunika¢ného kontextu pozri
Kucémova, 2006; osobitne k stereotypom napr. Klimova, 2011) sa v skupine
otvara priestor pre diskusiu, porovnanie podobnosti a rozdielnosti nasich dvoch
krajin a nasmerovanie vyu¢by smerom k zlepSovaniu porozumenia nadm blizkej,
ale predsa inej kultdry. Praca s autentickymi textami ndm umozZni upozornit aj na
d’alSiu sucast redlii, tj. na lingvorealie. Pokial ide o jazykovi stranku,
hypertextové usporiadanie textu a charakter webovych stranok umoziuje vyuzit
Clenenie textov na kratke texty, od titulkov na domovskych strankach az po
stredne dlhé texty na d'alSich trovniach a prispdsobit sa tak jazykovej drovni
Studentov.

Vzhladom na tento typ digitdlnych textov, ktorych tulohou nie je len
informovat, ale aj zaujat a presvedcit vsnahe prezentovat informdcie v o
najpritazlivejSej forme vo velkej miere vyuziva multimodalnost a texty sa okrem
v lingvistickych prostriedkov (text), vyznacuju aj vyuzitim paralingivistickych
prostriedkov (osobitosti pisma, napr. jeho velkost, font a celkové usporiadanie
obsahov) aj mimojazykovych prostriedkov (obrazky, fotografie, farba textu
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a pozadia, rézne Speciadlne efekty napr. animdcie). Na strankach nachadzame
multimedidlne prvky: kratke vided (Itinerari multimediali: Apulia, audio
nahravky s hudbou, ¢i sprievodnym textom (Basilicata - visioni sonore), prvky
s funkciou hry (napr. na stranke regidonu Basilicata test Scopri che vacanza sei! Fai
il test). Takéto usporiadanie obsahov je predpokladom efektivnejSieho ucenia,
ked'Ze mimojazykové prostriedky dokazu zanechat trvalejSiu vnemovu stopu.
V neposlednej miere je pouzivatel'ovi ponuknuta aj moznost priamej interakcie
a zapojenia sa do tvorby obsahov cez socidlne siete napr. Facebook, ¢i Twitter
(pozri tiez Peskova, 2012; Sonila & Gjinali, 2014).

Na zaver treba podotknut, Ze aj napriek tomu, Ze webové stranky na internete
maju globalne publikum a existuju v multikultirnom priestore, ktory prispieva
k homogenizacii ich obsahov, je v nich zakddované mnozstvo dalSich kultirne
$pecifickych informécii. U¢inny nastroj na pozorovanie kultirnych rozdielov
predstavuju uz vypracované Kkultirne modely, napr. Hallovo rozliSovanie
vysokokontextovych a nizkokontextovych kultir (Hall, 1976), Hofstedeho pat
kultirnych dimenzii: (I) mocensky odstup, (II) individualizmus a kolektivizmus,
(II1) maskulinita a feminita (IV) obava z neistoty, (V) kratkodobo a dlhodobo
orientované kultiry (Hofstede, 1980, 1991). Tieto modely boli aplikované aj na
komunikaciu na webovych strankach a m6zu nam Co-to napovedat o charaktere
kultary, v suvislosti s kultirnymi preferenciami pokial ide o celkova Struktiru
web stranok a sposob recepcie informacii (porov. napr. Bedir Eristi, 2005; Hsieh,
2009, Wiirtz, 2006 alebo model multimodalnej analyzy, porov. Pauwels, 2012).
KedZe vSak ide o menej viditelné casti kultiry takato dekodifikacia kultarnych
obsahov si vyZaduje $irSiu antropologicku a sociologickd perspektivu. Webové
stranky su vSak jedine¢nym vyjadrenim sucasnej kultiry a takato analyza by
mala byt napliiou Specificky vyprofilovanych interkultirnych seminarov.

Poznamka

Prispevok je sucastou rieSenia projektu ITMS 26110230109, operacného
programu Vzdelavanie, Agentury Ministerstva Skolstva, vedy, vyskumu a Sportu
SR pre $trukturdlne fondy EU, pod nazvom Inovativne kroky pre potreby
vysokoSkolského vzdeldvania v 21. storoc¢i, odbornd aktivita 3.1 Tvorba a
inovacia medzifakultnych SP vo svetovych jazykoch na FF a EF UMB.
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Resumé

La lingua e la cultura sono due realta indivisibili nella didattica delle lingue
straniere. La modalita e il grado della loro interconnessione dipende da vari
fattori: (i) tipo e grado dell'insegnamento della lingua straniera (istruzione
primaria, secondaria, universitaria ovarie forme di lifelong learning); (ii)
motivazione per I'apprendimento di una lingua straniera; (iii) status della lingua
e la sua diffusione. Il tema del nostro contributo é I'uso di pagine web istituzionali
del turismo nell'insegnamento dei realia e della comunicazione interculturale
applicati all'insegnamento della lingua italiana. Il tema prende in considerazione
che trale motivazioni principali per I'apprendimento dell’italiano vi sono i fattori
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culturali (italiano come lingua d’arte e della cultura) e le motivazioni relative alle
possiblita lavorative (italiano come lingua del commercio e dell'industria
turistica). Le pagine web turistiche quali pagine istituzionali sono uno strumento
moderno e facilmente accessibile per la trasmissione dei contentui culturali.
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Abstract

Coursebooks still lie at the heart of English language teaching and the number of them
is increasing dramatically every year. In spite of an array of published material available, it
can be an extremely challenging task to choose the right material. And this particularly
applies to a novice teacher. Given the fact that the vast majority of current teaching and
learning materials are primarily intended and produced for the global market, the
commercial materials cannot cater for such variables as different types of learners of
various backgrounds, origins, interests, levels of proficiency. As a result, we, teachers, are
forced to make informed judgments about the choice of materials. Additionally, we are
almost invariably made to question the extent to which we should adapt the materials. In
the light of the environmental slogan think globally and act locally, the paper sets out to
make a contribution to this topical and everyday issue, and attempts to look at some
considerations in order to make our teaching more student-centred, effective as well as
more enjoyable.

Keywords: choosing learning and teaching materials, learners, teachers, evaluation

Introduction

Following Tsiplakides (211, p. 758), the material selection is a critical process
which may ultimately have a tremendous effect on learner’s engagement,
motivation to learn, and their language performance. One the one hand,
classroom materials can help the needs of teachers and learners; on the other,
they can hinder the learner’s progress if chosen inadequately. Broadly speaking,
materials can be defined as “anything which can be used to facilitate the learning
of a language” (Tomlison, 2001, p. 66), and thus shape much of what happens in
the classroom. As a visit to any bookstore will reveal, there is an array of
international coursebooks and other teaching and learning materials available on
the market these days, trying to meet both pedagogical and commercial demands
in particular. Indeed, despite the impact of technology, very few teachers enter a
classroom without a course book today. As a matter of fact, this goes for all types
of educational institutions (primary schools, secondary schools, colleges,
universities, language schools). In short, using a course book plays a prominent
role and it is probably the most common way of teaching today (see e.g.
Hutchinson & Torrens, 1994; Cunningsworth, 1995). In other words,
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coursebooks still lie at the core of English language teaching, and as noted by
Sheldon (1988, p. 237), represent for both the teachers and students “the visible
heart” of any ELT programme. In line with Tribble (2003, p. 11) practical
teaching materials can be roughly divided into three groups with respect to three
target groups or classes of learners. They are coursebooks intended for those
learning English for business or professional purposes; for those students with
academic or study needs; and for those students preparing for international EFL
examinations, e.g. Cambridge Examinations.

Regarding the quality of EFL books, while it can be argued that the quality has
improved dramatically in recent years, the process of selecting an appropriate
material has not become any easier; on the contrary. Given the fact that the vast
majority of current teaching and learning materials are primarily intended and
produced for the global market, the commercial materials cannot cater for such
variables as different types of learners of various backgrounds, their learning
styles, needs and wants, origins, interests, levels of proficiency, objectives,
attitudes, aptitudes and cultural norms (Tomlinson, 2001, p. 1). That is, many
teacher and learner factors need to be taken account of before selecting the right
coursebook (McGrath, 2001, pp. 19-21). Consequently, teachers are inevitably
forced to make informed judgments about the choice of materials and question
the extent to which they should adapt the materials as no material can be
regarded as ideal and every situation is unique. For example, the role of and
access to English may vary wildly. In fact, in some contexts coursebooks may
provide the only exposure to the target language. To illustrate, as English is a
foreign (not second) language in the Czech Republic or Slovakia, materials,
particularly coursebooks, are an indispensible tool in exposing students to the
English language. Or as put by McDonough “for many learners, they contain the
only samples of the language they are exposed to ...” (2002, p. 118).

The merits and challenges of coursebooks

As mentioned in the introductory part, choosing the right material can be an
extremely challenging task. This particularly true of a novice teacher for whom a
coursebook may serve as a form of teaching training. For instance, attention can
be drawn to the principles and theories about language learning and teaching
mirrored in a coursebook. For other more experienced teachers and situations,
coursebooks may serve as the basis for the content of the lessons. Alternatively, it
may provide a supplement for the teacher’s instructions (Richards, 2012, p. 1).
Similarly, it must be noted that attitudes towards coursebooks may differ
considerable and can be seen by some teachers as “necessary evils” (Sheldon,
1988, p. 237). As a consequence, the reliance upon a coursebook may be varied.
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According to McGrath (2001) teachers using coursebooks can be placed along a
continuum, ranging from those who teach the books to those who use it as a map
or springboard in order to develop their own syllabus with a wide range of their
own self-made learning materials (2002, p. 8). Still, decisions regarding textbook
selection will have an impact on teachers, students and the overall classroom
dynamics.

Having said that, scholars tend to acknowledge the value of coursebooks (see
e.g. Harmer, 2001; Cunningsworth, 1995; Ur, 1996) and point out to different
roles and undeniable benefits of coursebooks in the teaching and learning
process. To name a few, they can be used as a resource of presentation material, a
source of activities for practice and communicative interaction, a reference book
(grammar, vocabulary, pronunciation), a syllabus, a resource for self-directed
learning or self-access, and support for less experienced teachers
(Cunningsworth, 1995, p. 7). In a similar vein, Ur (1996, p.184) argues in favour
of using a coursebooks giving a list of seven general categories (framework - the
teacher and learners know where they are going and what is coming next, so that
there is a sense of structure and progress); syllabus - if followed systematically a
course book can serve as a syllabus; ready-made texts and tasks - by providing
these material the course books save time for the teacher; economy - a course
book is cheaper that alternative materials like Kits, sets of photocopied papers or
computer software; convenience - a course book is light and easy to carry
around; guidance - a course book can be a useful guidance for inexperienced
teachers; autonomy - the learner can be more independent with a coursebook.

Aside from the considerable advantages of coursebooks and materials
touched upon above, it is widely believed by researchers and theorists that heavy
reliance upon a coursebook may equally have such negative impact as a lack of
variety in teaching processes, a reduced range of response to student needs and
problems, a lack of spontaneity, a reduced level of creativity in language
technique and language use (see e.g. Nunan, 1991; Richards, 1991;
Cunningsworth, 1995; Ur, 1996). Likewise materials are criticized for their
cultural or social biases, e.g. sexism, stereotyping (e.g. Renner, 1997). Another
negative effect of the use of courseebooks frequently commented upon is the fact
that materials may contain inauthentic language. Though the issue of authenticity
is far from resolved, it is argued that it is easier to learn from real examples of the
language (McDonough, 2002, p. 4). Keeping in mind several benefits and
challenges of courseebooks, teachers tend to be directly involved in the process
of a coursebook evaluation. It is for this reason that teachers need to be well-
acquainted with evaluation models in order to make their teaching most
effective.
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Critical process

The ability to evaluate teaching materials effectively is an important
professional activity for all EFL teachers. Yet it is a complex and multifaceted
task. In agreement with (Brown & Rodgers, 2002; cited in Raseks et al. 2010, p.
450) there are at least three major benefits of material evaluation research: First,
it is necessary for educational planning. Second, it uses both qualitative and
quantitative research techniques. Third, the results can be immediately applied
in school reality. Evaluation can be defined differently depending on the subject
matter and applied methodology, for instance. Generally, it means the systematic
gathering of information for purposes of decision making. To reiterate, it
suggests a considerable amount of decision making and is therefore quite
subjective. Despite a high number of studies dealing with evaluating English
textbooks, they are nonetheless perceived as inadequate (AbdelWahab, 2013, p.
55). While reasons for a material, particularly a coursebook, evaluation can be
many and varied, evaluation is a universally accepted as an integral part of
teaching and learning, and is advocated by researchers (e.g. Sheldon, 1988;
Cunningsworth, 1995; Ur, 1996). In fact, the selection of a coursebook also
“signals an executive educational decision in which there is considerable
professional, financial and even political investment (Sheldon, 1988, p. 237).

In the light of this, over the past three decades various textbook evaluation
models have been developed with a view to evaluating EFL/ESL materials (e.g.
Sheldon, 1988; Cunningsworth, 1996; Ur, 1996). One of the reasons why
materials tend to be evaluated is to find their strengths as well as challenges.
Additionally, in evaluating materials Mukundan (2006, p. 175) underscores the
importance of considerations of “the expected language learning outcomes” that
result from using the materials. Another practical reason why materials need to
be evaluated is to check whether or not they are suitable for the learners, their
styles, needs (see e.g. Richards, 2007). In line with Ellis (1997) there are three
basic methods of textbook evaluation which can be carried out in different stages
of the course (pre-use, in-use and post-use or retrospective evaluation). In this
connection Ellis (1997) makes a distinction between a predictive evaluation
which aims at the choice of materials to be used prior to the course, and a
retrospective evaluation (impressionistic or empirical - see below) which
examines the materials that have been used. According to Ellis (1997, p. 36) there
are in principle two ways of conducting the predictive evaluation. One is to rely
upon expertise found in professional scientific reviews, or the teacher can carry
out their own predictive evaluation. It is equally possible to carry out both types
of predictive evaluation. But materials, especially coursebooks, need to be

110



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

evaluated at every stage of the course in order to find their weaknesses (Zohrabi,
2011, p. 216).

Coursebooks are traditionally evaluated impressionistically and/or use other
instruments, especially checklists. The general impression is gained by reading
the blurb, the content pages and subsequently includes skimming the
courseebook in order to get a general overview of the textbook. As a rule, this
method is deemed insufficient and is frequently combined with other methods,
e.g. checklists. For example, Cunningsworth (1995) and Ellis (2004), whose
checklists are now well-established, make a claim that textbook evaluation
should go beyond impressionistic assessments which cannot identify significant
omissions or weaknesses. More specifically, Cunningsworth (1995, p. 1) suggests
an approach which is made up of two stages. Prior to taking the impressionistic
overview the aims and objectives of the program are to be considered, first.
Second, it will analyze the learning and teaching situation (Cunningsworth, 1995,
p. 5). Before evaluating a material, information needs to be gathered on the role
of the material in the program (e.g. if the material will provide the core of the
program, or if it will be one of the many materials that will used); the teachers in
the program (e.g. their experience, level of training), the learners in the program
(e.g. if the students will use the material in class and at home). In order not to get
overwhelmed by the number of materials and to narrow down the focus, a quick
impressionistic overview is taken focusing upon general layout and visuals. This
strategy, it is hoped, will eliminate the unsatisfactory books and can lead to a
selection of 2-5 titles.

The second stage includes an in-depth evaluation which tends to be centered
on a checklist of key indicators. Typically, the in-depth approach is characterized
by its active nature whereas the impressionistic overview is more receptive.
Likewise McDonough & Shaw (2003) and others (e.g. Ellis, 1997; Cunningsworth,
1995) propose a combination of both external and internal types of evaluation for
the ensuing choice of the most suitable coursebook for adoption. While external
evaluation concentrates on the information provided from outside, e.g. cover,
introduction, table of contents, in-depth internal evaluation addresses and
questions the claims made by the publishers, typically using a checklist. In fact, a
checklist is believed to account for a more comprehensive and sophisticated
evaluation. Checklist may be qualitative as well as quantitative. Drawing on
Mukundan & Ahour (2010) and their review of the textbook evaluation
checklists, the vast majority of checklists are qualitative, frequently using open-
ended questions, often with no empirical evidence in support of their construct
validity. Though the number and types of questions may vary wildly depending
on the way they address the priorities of the materials, authors are almost
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invariably striving for comprehensiveness. The use of a checklist can
subsequently lead to a more systematic and thorough examination of potential
textbooks. Sheldon (1988), for example, provides an extensive checklist of 53
questions organized under 17 categories. Cunningsworth (1995, p. 2) stresses
the importance of a “manageable list” of items. He developed a checklist of 45
taking into consideration such criteria aims, design, language content, skills, and
methodology, including practical considerations, e.g. cost. By contrast, Ur (1996)
offers a more general checklist that consists of 19 items and does not address
various sub-skills. In summary, most well-established checklists encompass such
criteria as physical attributes of a textbook, the way skills, sub-skills and
functions.

In agreement with Mukundan et al. (2011, p. 22) the use of checklists poses
several not uncommon problems for the teacher. To start with, checklists may be
misleading as the authors sometimes make use of ambiguous terminology.
Besides, in an attempt for comprehensiveness the number of items is frequently
overwhelming and thus time-consuming. Wen-Cheng (2011, p. 91) notes that in
the process of evaluating textbooks, some educators ask so many questions that
they are never able to complete the process. In sum, the checklists are
impractical, and it is probably for this reason that most language learning
materials evaluation rests upon the subjectivity and impressionistic judgment of
evaluators. Similarly, Garinger holds (2002, p. 2) in practice the process of
evaluation is often based on personal preference and may be affected by factors
unrelated to pedagogy. This subjective aspect concurs with other researchers e.g.
Ellis (1997), Cunningsworth (1995), Sheldon (1988). For instance, a claim is
made that teachers have no time to conduct material research or evaluation (see
e.g. Gatehouse 2001).

Conclusion

An effective coursebook evalution cannot be limited to assessing the
coursebook as it is commonly a part of the entire pack or set along with e.g. a
teacher’s book, workbook, activity book, cassettes/CDs, tests, videos, internet
support. Moreover, as touched upon above, the learner’s and teacher’s points of
view cannot be disregarded including the learning/teaching situation. Finally, no
coursebook or set of materials is likely to be ideal. In line with Cunningsworth
(1995) it is important to recall that every learning/teaching situation is unique
and is dependant upon several factors, e.g. the dynamics of the classrooms,
personalities involved, constraints imposed by the syllabuses, the availability of
recources, the expectations and motivation of the students. Taking the learners
aboard, for example, all classes are mixed ability to one extent or another and the

112



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

chosen coursebook will probably need supplementing in a number of areas. Still,
it seems that a coursebook in any form will continue to play a crucial role in
language teaching and provide a resource for the teacher as well as the pupil.
Most importantly, teachers need to be able to evaluate the materials in relation to
a specified context of learning.
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CLIL ako inStrument na podporu cudzich jazykov,
ale ako na to?

Beata Menzlova
Statny pedagogicky ustav v Bratislave, Slovensko
beata.menzlova@statpedu.sk

Abstract

The paper focuses on the importance of using a foreign language as a working
language in the classroom. CLIL (integrating teaching a content language and a foreign
language education) is one of the means how to obtain such a goal and prepare learners
better for their future jobs. In the period 2008-2012, the National Educational Institute in
cooperation with Constantine the University in Nitra and the Research Institute of
Children’s Psychology and Patopsychology in Bratislava conducted the experiment on
Pedagogical effectivity of CLIL in teaching foreign languages at primary level of education.
Since 2013, the experiment has continued at the secondary level of education. Based on
research results of the said experiments, the project Experimentieren auf Deutsch
guarranted by Volkswagen-Stiftung Slovakia and Goethe Institute in Bratislava has been
created. It focuses on active/practical and experiencial learning based in experimenting in
Science classes where learners as young researchers can discover, describe, evaluate and
analyse various experiments via German as a foreign language.

Key words: primary schol, foreign languages, bilingual education, content language
integrated learning (CLIL), active learning, experimenting in German

Znalost’ cudzich jazykov pri dspeSnom uplatneni sa v réznych povolaniach je
jednou z prioritnych poziadaviek zamestnavatelov. Ovladanie materinského a
dvoch inych jazykov podporuje mobilitu nielen na slovenskom, ale aj v
eurdépskom vzdeldvacom priestore a na trhu prace.

V naSich podmienkach sa ziaci stretavaji sprvym cudzim jazykom,
s anglickym jazykom, na zakladnej Skole. Prvy cudzi jazyk je povinny od 3. ro¢nika.
Zakladna Skola musi v ramci disponibilnych hodin pondknut druhy cudzi jazyk na
druhom stupni. Ziaci, ktori si na zakladnej $kole nevybrali druhy cudzi jazyk, sa
ho budu ucit az na strednej Skole.

Cielom vyucovania cudzieho jazyka je pripravit Ziakov, aby zvladli cudzi jazyk
ako komunikaé¢ny prostriedok v tstnej aj v pisomnej forme.

Na pracovnom trhu stale viac pozorujeme nutnost pouzivania cudzieho jazyka
ako pracovného jazyka. Aby sa ziaci mohli na tato poziadavku pripravit uz
v Skolskom prostredi, je potrebné do vyucovania zaviest nové formy a metddy.
Jednou s foriem je aj vyuzivanie CLIL-u.
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CLIL (= Content and Language Integrated Learning, tj. obsahovo a jazykovo
integrované ucenie sa) spaja ucenie sa obsahu nejazykového predmetu s u¢enim
sa jazyka. Nakolko Ziaci vyuZzivaju cudzi alebo menSinovy (na Slovensku napr.
madarsky, nemecky, romsky..) jazyk priamo na nejazykovom predmete,
napriklad na matematike, prirodovede alebo bioldgii, ¢i geografii, vnimaji ho ako
prirodzeny prostriedok na ziskavanie informacii, na komunikaciu v ramci urcitej
odbornej problematiky. Jazyk sa stava prostriedkom pre ucenie sa vzdelavacieho
obsahu a ten sa naopak stiva zdrojom pre ulenie sa jazyka. Ziaci su lepsie
motivovani a jazyk pouzivaju v prirodzenych situdciach, pri rieSeni konkrétnych
uloh v ramci daného predmetu.

VyucCovanie sCLIL sa casto nespravne interpretuje ako vyucovanie
nejazykového predmetu v cudzom jazyku, to je vSak bilingvalne vzdelavanie.
Predpokladom bilingvalneho vzdelavania je znalost druhého vyucovacieho
jazyka, nakol'ko bilingvalne vzdeldvanie na Slovensku je vyucovanie odborného
predmetu v druhom vyucfovacom jazyku. Cielom bilingvalneho vzdeldvania je
sprostredkovanie odbornej kompetencie.

Cielom CLIL je sprostredkovat odbornti kompetenciu, ale priebezne rozvijat
aj jazykovu kompetenciu. Ddlezitym cielom je aj vybudovat u Ziakov stratégie
ucenia sa, ucebné a pracovné techniky, aby Ziaci porozumeli obsahu ucebnej
latky, lebo dany cudzi jazyk ovladaju na roéznych trovniach.

CLIL sa nesmie chipat ako vyucovanie cudzieho jazyka, ktoré prebieha na
hodindch odborného predmetu. Ciele si dané predovSetkym predmetom.
Z predmetovych ciel'ov si ucitel stanovi jazykové ciele.

Z metodologického hladiska je medzi vyucovanim cudzieho jazyka a
vyucovanim nejazykovych, odbornych predmetov v cudzom jazyku zasadny
rozdiel. Vyucovanie cudzieho jazyka je zamerané na precvicovanie pocuvania a
Citania s porozumenim, Ustneho a pisomného prejavu, aby Ziaci vedeli pouzivat
cudzi jazyk v beznej komunikacii. Na vyucovani nejazykového predmetu su tieto
prostriedkom k ziskavaniu a prezentovaniu novych informdcii, ktoré suvisia
s obsahom daného predmetu.

V CLIL - didaktike sice cudzi jazyk nie je stredobodom vyucovania, ale
nepriamo predstavuje didakticky zaklad. DéleZiti ulohu pritom zohrava
uvedomovanie si jazykovych principov. Ziaci by mali aktivne ovladat
frekventované terminologické pojmy, ktoré su potrebné na rieSenie uloh
arozvijat pritom jazykové funkcie, ktoré zohravaji na hodine daného
nejazykového predmetu centralnu ulohu.
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CLIL Vyucovanie CJ
Stredobodom nie je cudzi jazyk, ale Stredobodom je cudzi jazyk.
konkrétna téma/problematika Vyucovanie je zamerané na
z daného predmetu. Cudzi jazyk je precviCovanie ¢itania a po¢ivania
prostriedkom na ziskavanie a na s porozumenim, ustneho

sprostredkovanie novych informacii. | a pisomného prejavu.

Rozvijanie komunikacnej Rozvijanie komunikacnej
kompetencie a pridana hodnota je kompetencie.

Specificka slovna zasoba z odbornej
témy , t.j. slovna zasoba, ktora je
potrebna pri porozumeni prave
preberanej ucebnej latky

z nejazykového predmetu alebo pri
rieSeni nejakého problému.

autentickejsia interakcia - prirodzené | Navodené situacie
situacie zazitkové ucenie sa
zazitkové ucenie sa

Zamerané na ziskavanie informacii Ziaci precvicuju slovnu zasobu,
z daného odborného predmetu gramatiku, a kompetencie, ktoré
a pritom sa cielene precvicuju mozno niekedy neskor aj pouZziju.

gramatické javy a slovnu zasobu,
ktora je potrebna na porozumenie
a zvladnutie danej odbornej témy.

Tabul'ka 1: Rozdiel medzi CLIL a vyu¢ovanim cudzieho jazyka.

Cinnosti Ziakov na hodinach nejazykovych predmetov sii zamerané na
osvojovani novych vedomosti, t.j. dopractivanie sa k potrebnym informaciam
rieSenim problémovych situacii. V Cinnostnej aktivite Zziaci zjednocuju teodriu
a prax, poznavaju a preZzivaju hodnoty, co vedie k trvacnejSim vedomostiam.
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Prinos v ¢innostnom pristupe je napr., Ze vyucovanie umoZziuje ziakom
réznorodu aktivitu. Na urcitej ¢asti hodiny (odportca sa 5% - 50%) sa vyuziva
cudzi jazyk ako pracovny jazyk. Aby vSetci ziaci zvladli aj ta ¢ast hodiny, ktora je
v cudzom jazyku je potrebné poskytnut im jazykovd podporu, ktora podpori
u ziakov motivaciu, radost zucenia sa, z uspechu a pozitivny vztah nielen
k obsahu uciva, cudziemu jazyku, ale aj k uceniu sa.

Wolff poukazal uz vroku 2009 vo svojom prispevku Zur Entwicklung von
Curricula fiir den bilingualen Sachfachunterricht na zakladné jazykové funkcie pre
odborné predmety a pomenoval nasledovne:

1. opisat (identifikovat, definovat, klasifikovat),
2. vysvetlit (redukovat),

3. hodnotit (argumentovat, dokazat),

4. vyvodit zavery (vysvetlit) .

Zaroven zdoéraznil déleZitost sprostredkovat na CLIL hodinach stratégie
ucenia sa, ucebné a pracovné techniky, aby sa Ziaci napriklad naucili pracovat
s odbornymi textami v cudzom jazyku.

Na Slovensku je uz vela zakladnych $kol, ktori integruju cudzi jazyk do
roznych predmetov, na 1. stupni na matematike, prirodovede, ale aj na
nabozenskej, hudobnej, telesnej alebo vytvarnej vychove. Najproblematickejsie
pre ucitel'ov sa javia predmety matematika a prirodoveda. Na druhom stupni,
podla podmienok $kol, sa cudzi jazyk vyuZiva napriklad na biolégii, fyzike,
chémii, dejepisu alebo geografii.

Najvacsim problémom na Slovensku okrem nedostatku kvalifikovanych
ucitel'ov je aj nedostatok vhodnych pracovnych materidlov prave s potrebnou
jazykovou pomdckou pre Ziakov. Pracovné listy, ktoré s zo zahranicia, nie st
v stilade s platnym Statnym vzdelavacim programom (Pokrivéakova, 2014).

Ucitelia si sami pripravuju potrebné materidly pre svoje CLIL hodiny, c¢o
samozrejme je vel'mi naro¢né na c¢as. A prave uvedeny dovod viedol autorov
k tomu, aby pripravili pracovné listy pre ziakov 3.-4. ro¢nika. Rozhodli sa pre
experimenty, lebo prave pri experimentovani je mozné najviac spojit
predmetovy a jazykovy ciel ako aj ¢innostny pristup ¢i rieSenie problémov.

Na CLIL hodinadch - experimentovanie - sd Ziaci aktérmi, sami objavuju,
roznymi experimentmi dokazuju teérie a vyvodzujui zavery. A pritom vyuZzivaju
nemecky jazyk. Nemecky jazyk nie je pre nich cudzim jazykom, ale stava sa
zneho pracovny. Ziaci ho vyuZivaji na vyjadrenie svojich hypotéz alebo na
vyhodnotenie vysledkov experimentovania.
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Projekt Experimentovanie po nemecky (Experimentieren auf Deutsch) vznikol
vroku 2015. Cielom je vypracovat 20 modulov k réznym témam zo Stitneho
vzdelavacie programu ako napriklad voda, magnetizmus, priroda, vzduch.

Ziaci maju svoj preukaz vedcov, kde si postupne zaznamenaju vietky pokusy,
sumarizuju vysledky a hodnotia.

Pracovné listy pre ziakov plnia dvojaké ciele: 1. predmetovy ciel - Ziaci
stanovuju hypotézy, pomocou experimentov hypotézy potvrdzuji, objavuju
suvislosti a vyvodzuju zavery a druhym cielom je poskytnut Ziakom jazykovu
podporu. Ziaci dokaZu pomocou vizualizacie, redukcie textu a jazykovej podpory
opisat vnemeckom jazyku svoje hypotézy ajsvoje vysledky z experimentov
a vyvodit zavery. Na upevnenie potrebnej slovnej zasoby su vypracované extra
pracovné listy na slovnu zasobu.

V zavere by som chcela zdoraznit motto, ktorym sa pri uplatiiovani metodiky
CLIL a experimentovani po nemecky riadime: CLIL motivuje Ziakov k skutocnej
komunikacii, ktord je potrebna pre ich prakticky zivot mimo Skoly (Pokrivéakova,
2014).
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Résumé

Cielom prispevku je poukazat na délezitost cudzieho jazyka ako pracovného
jazyka. K dosiahnutiu ciela je moZné vyuZit prave integraciu cudzieho jazyka
a obsahu v rdmci nejazykového predmetu a tym Ziaka lepSie pripravit' na budfci
trh prace. Aby sa tento ciel mohol splnit, je potrebné malymi krokmi pripravovat
ziakov uz od prvého stupna.

Statny pedagogicky dstav Bratislava v spolupraci s Pedagogickou fakultou
Univerzity KonsStantina Filozofa v Nitre a Vyskumnym ustavom detskej
psycholégie a patopsycholégie v Bratislave realizoval v rokoch 2008 - 2012
experimentalne overovanie Didaktickd efektivhost’ metdédy CLIL na prvom stupni
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zdkladnej Skoly vo vyucovani cudzich jazykov na 20 zdkladnych Skolach. Na 7
zakladnych Skoldch na Slovensku sa do predmetov matematika a prirodoveda
integroval nemecky jazyk a na 13 zadkladnych skolach anglicky jazyk. Od roku
2013 experimentalne overovanie pokracuje aj na druhom stupni zakladnej skoly.
Na zaklade skusenosti z experimentalneho overovania na prvom stupni sa pod
zastitou Volkswagen - Stiftung Slovakia a Goethe Institit v Bratislave vytvoril
projekt Experimentieren auf Deutsch. Experimentovanie na hodinach prirodovedy
je pre malych vedcov a vedkyne jedna z foriem, kde mézu objavovat, opisovat,
hodnotit, vyvodit zavery a prezivat celé experimentovanie.

KIicové slova: zakladna Skola, cudzie jazyky, bilingvalne vzdelavanie,
obsahovo a jazykovo integrované vyucovanie (CLIL), c¢innostny pristup,
experimentovanie po nemecky
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Vyucovanie a ucenie sa s CLIL-om
- aktualne poznatky zo zahranicia

Eva FarkasSova
VUDPaP, Slovensko
eva.farkasova@vudpap.sk

Abstract

The paper summarises various approaches to teaching English in the context of CLIL in
selected European countries. The method CLIL is often understood as a form of bilingual
education, however, some differences can be seen in requirements on organisation of
a teaching process and on teachers” competences. Data gathered in the paper can be
inspirative when applying CLIL at Slovak schools.
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Vyucovanie cudzich jazykov v zadkladnych Skolach sa realizuje mnoho rokov,
presli nim viaceré generacie ziakov a Studentov. V priebehu casu sa objavuju
nové a dalSie informacie, rozsiruje sa vedecka poznatkova baza s naslednymi
snahami aplikovat inovacie do edukacného procesu, vypracovavania novych
metodickych postupov a ucebnych materialov.

Niektoré poznatky vSak pretrvavaju anie vSetky novinky si odbornikmi
jednoznacne prijimané.

Doposial existuju dva prakticky protichodné pristupy v uceni cudzich jazykov.
Jeden pristup uprednostiiuje, aby sa ucenie cudzieho jazyka (C]J) hned od
zatiatku kombinovalo s korekciou viet aintondcie snaslednym ucenim sa
gramatickym pravidldm a slovnej zasoby. V popredi st pritom kognitivne
predpoklady uciacich sa - schopnost analyzovat' a syntetizovat javy, prenasat’ ¢i
zovSeobecnovat poznatky na zaklade logického uvazovania.

Druhy pristup, ktory ma viac zastancov, sa priklana k spontannejSim
metodam, kde je v popredi komunikacia, prakticka aplikacia, obsah a suvislosti,
transfer a vzajomné vztahy v rdmci prezentovanych tém cudzieho jazyka. Tento
pristup sa povaZuje za efektivnejsi z hl'adiska veku uciacich sa (deti, mali Ziaci) ¢i
poZiadaviek na vyuZivanie C] v prirodzenych situaciach. Teda rozliSuje sa tucel v
ucCeni cudzieho jazyka: akademické zvladanie (cielené Stidium CJ, vyuzivanie
znalosti v odbornom ustnom alebo pisomnom prejave) verzuszvladanie na
komunikacnej tUrovni avbeZznom Kkontexte (napr. hovorenie, Ccitanie
s porozumenim).
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Okrem tohto na rdznych odbornych férach sa diskutuje o tom, aky vek je
vhodny pre zaciatok cudzojazycnej vyucby. Mierne prevazuje mienka o ticelnosti
skorého zaciatku, ato kvoli I'ahSiemu osvojeniu si fonematickych aspektov
v novom jazyku, moznostiam pripravit’ prirodzenejsSie podmienky vo vzdelavani
s pouzivanim metéd neformalneho typu. Prednostou starsich ziakov, Studentov
¢i dospelych je rychlejSie napredovanie, zapajanie logického myslenia,
porovnavania a asociacii v predkladanych novych poznatkoch, v ucive, t. zn.
vyuzivané si najma funkcie I'avej hemisféry. Ucenie sa C]J v neskorsich rokoch je
uvedomenejsie, regulovanejSie a moze byt motivovanejSie (tj. uplatiiuje sa
vnutornd motivacia, vlastnd snaha, aktivny acielavedomy  pristup). Vo
vyskumoch iv praxi sa navySe zistuju porovnatelné vysledky u tychto dvoch
skupin ucdiacich sa vdosiahnutych vedomostiach, obzvlast v Citani
s porozumenim a v pisani.

Samozrejme pri uceni CJ existuji aj d'alsie dolezité faktory - individualne
predispozicie, schopnosti a kvality, ktoré ovplyviiuju a podmieniuju vysledny
obraz ucenia. Vac¢Sina vyskumov zameranych na zistovanie charakteristik
vystupnych ukazovatelov (outputs) sa uskutocnila v situdcii osvojovania si
druhého jazyka (pozri d'alej) a vysledky ukazuju lepsie vykony u Ziakov, ktori sa
zacali ucit v skorSom vekovom obdobi. Takéto uidaje vSak nie su platné, validné
v situacii Skolského ucenia, ktoré je typické pre podmienky u nas.

Potrebné je este d'alSie rozliSenie: je rozdiel, aka droven zvladnutia nového
jazyka sa ocCakava ¢i vyzaduje - komunikacna droven je dosiahnutelna prakticky
bez ohladu na rozumové schopnosti adalSie vndtorné charakteristiky
jednotlivca, ale akademicka droven, napr. pouzivanie C] na citanie a pisanie
odbornych textov, vyZaduje vacsie kompetencie.

Preberanie zahrani¢nych modelov a vyskumnych poznatkov, ktoré boli
ziskané v odlisSnych podmienkach, méze viest k nespravnej interpretacii
zistenych vysledkov avystupnych odporucani. Poznatky treba Kkriticky
prehodnotit, materiadly, napr. ucebné materidly ako prirucky pre ucitela,
ucCebnice a pracovné zoSity vytvorené pre deti a Studentov v inych krajinach, je
potrebné pozorne prehodnotit, adaptovat, pouZivat vyberovo, teda nepreberat
automaticky. Znamena to, Ze vSetky prislusné naleZitosti je nutné primerane
upravit' pre socio-kultirne prostredie, ktoré mame na Slovensku. Zdéraznujeme,
Ze primerané socio-kultirne aspekty pri uceni sa cudziemu jazyku maju klicovy
vyznam.

Mnoho vyskumov sa realizovalo v podmienkach osvojovania druhého
jazyka (tj. s detmi zrodin imigrantov, ktoré Ziju v prostredi iného jazyka ako
materinského). Takato situicia nie je u nds beZnd, ucenie sa novému jazyku tu
prebieha prevazne v organizovanych a kontrolovanych podmienkach Skolského
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vzdelavania (pozn.: uvadzanu situaciu vSak do istej miery zaznamenavame u deti
z minorit s odliSnym socio-kultdrnym a malo stimulujicim zazemim).

Nova legislativa urcuje zaciatok cudzojazy¢ného vyucovania, konkrétne
anglického jazyka, v statnych kurikuldch od 8. roku veku, ato bez ohl'adu na
skutocné individualne moznosti asituaciu. Tuto poziadavku, pretavenui do
obsahovych avykonovych sStandardov, je v urcitych pripadoch tazko splnit
vzhl'adom na diferencie v internych aj externych podmienkach deti.

Napriek vSetkym vyhradam, vo vSeobecnosti je cudzojazytné vzdelavanie
velmi Ziadané rodi¢mi malych Ziakov - povaZuje sa to nielen za prestiznu
zalezitost, ale aj za prostriedok zvySenia kvality vzdelavania a otvorenia
moznosti Studovat v zahrani¢i s naslednym ziskanim dobrého zamestnania
a flexibilitou na pracovnom trhu.

Otazkou je, ktoré metédy vuceni cudzich jazykov su efektivne, ktoré
poskytujui benefity pre zZiakov a ul'ahcujui pracu ucitel'a. V priebehu poslednych
rokov sa objavili a v Skolach aplikovali viaceré inovativne postupy.

Pomerne nedavno sa unds zacala pouzivat metéda CLIL (Content and
Language Integrated Learning), ktori mozZno chapat ako pristup, ktory
zohl'adnuje Specifika Ziakov, ich potreby, zaujmy a schopnosti vo vztahu
k ich veku. V sticasnom vyucovani C] existuju aj d'alSie metédy vhodné najma pre
mladSich ziakov, napr. personalizované ucenie, komunika¢na metoda,
metéda TPR - Total Physical Response. CLIL vSak dokaze zahrnut tieto
jednotlivé metddy a ich principy, vyuzivat postupy a aktivity na to, aby sa cudzi
jazyk stal pre ziakov zaujimavy, motivujici, I'ahSie zvladnutelny a pouzitelny
vpraxi av kazdodennych situacidch. CLIL kombinovany s personalizovanym
pristupom predstavuje pravdepodobne optimalny spdsob zaujimavého,
efektivneho a hodnotného prostriedku pre Skolsky vek uciacich sa - pokym sa
neobjavia a nerozvinu d’alSie moznosti a postupy.

CLIL ako metéda ucenia aucenia sa cudzi jazyk sa overuje v podobe
pedagogického experimentu v zakladnych skolach na Slovensku. Ucitelia zo
skol zapojenych do projektu vytvaraji metodické materidly a zostavuju
modelové hodiny, tieto prezentuji na stretnutiach a umiestiiuji sa na Specidlnom
portdli. Vsucasnosti experiment prebieha na niZSom sekunddrnom stupni
zakladnych $kol z celého Slovenska. Vysledky a overené zistenia, vypracované
materialy a ndvrhy pre prax budu dostupné a diseminované vSetkym Skolam ako
prijimatel'om a aplikdtorom, snad’ aj ako inven¢nym spolutvorcom.

Napriek tomu, Ze oznacenie ,CLIL“ je dobre zname uZ niekolko rokov,
existuju urcité odliSnosti v chapani detailov, obsahu, systému a spésobu
aplikacie, o mozno pozorovat z perspektivy jednotlivych eurépskych krajin.

123



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

Informécie v nasledujticej casti textu Cerpaju z prispevkov tcastnikov Studijného
stretnutia z 11 krajin Eur6épy (in: O. Nielsen, 2014), ktoré samozrejme
neposkytuju vSeobecne platné fakty, ale st zaujimavou reflexiou, mézu byt
prinosné a inSpirativne pre nas pristup a moézu roz$irit nas pohlad na danu
problematiku.

Uéastnici z jednotlivych krajin vo svojich prispevkoch prezentovali parcialne
poznatky zvlastnych skusenosti, ako aj vSeobecnejsie informacie o situacii
s vyuCovanim cudzich jazykov v ich prostredi. Va¢Sina participantov prispela aj
niektorymi novymi, u nds menej rozsirenymi alebo znamymi faktami.

Pomerne nezapadajice do vSeobecnej koncepcie boli informacie z Velkej
Britanie (GB), resp. o situacii v jej jednotlivych ¢astiach, najmi v Severnom frsku.

Ucenie jazykov nie je prioritou v GB, pretoZe ,kazdy hovori anglicky“. Cudzi
jazyk nie je povinnou sucastou kurikdl v primarnom vzdelavani, stava sa
povinnym az od 11. roku veku ziakov. Z toho vyplyva slaba motivacia ucit sa CJ, ¢i
Studovat moderné jazyky v d'alSom vzdelavani.

Vacsina eurdépskych krajin zaclenila v primarnom/ zdkladnom vzdelavani aj
druhy CJ, ¢o je naplianim Barcelonského Dohovoru z 2002, kde sa stanovil ciel,
aby kazdy absolvent povinného vzdelavania ovladal okrem materinského este
dva dalsie jazyky. Vo veku 16 rokov sa v eurdpskych krajinach uci dva cudzie
jazyky 68,5% ziakov, no v Anglicku je to iba 5,5% (ddaje Eurdpskej komisie z r.
2012).

Najpopuldrnejsie jazyky sd tu tradicne francuzsky (F]J), nemecky (N])
a $panielsky jazyk (S]), ale pocet uéiacich sa za posledné roky dokonca zniZil.
Predpoklada sa, Ze presun zamerania z formy na komunikac¢né zrucnosti a obsah
(CLIL) méZe priniest ,,0Zivenie jazyka v triede.”

V Nemecku ma CLIL dost dlhd tradiciu a povaZuje sa za bilingvalne
vzdelavanie. V poslednych rokoch vzrastol pocet tried s CLIL-om. V niektorom z
cudzich jazykov (A], FJ, §J, taliansky a rusky jazyk) sa vyucuje ¢ast’ nejazykovych
predmetov - znich je to obvykle histéria, matematika, chémia a biolégia. Na
strednych Skolach sa bilingvalne ucia aj d’alsie predmety. Toto umoziuje ziskat
interkultirne poznatky, pretoZe ucebné témy mozno posudzovat zroznych
hl'adisk.

V 80. a 90. rokoch sa v Nemecku realizovali vyskumy, v ktorych sa overovali
viaceré metddy vyucby CJ. Z nich sa osvedcila koncepcia integrovaného ana
proces orientovaného ucenia cudzich jazykov, pricom sa pouZziva aj materinsky
jazyk, v ktorom sa maju rozvijat zrucnosti paralelne.

Priprava ucitel'ov pre CLIL sa zabezpecuje v univerzitnom studiu, kde pre
kombindciu jazykového a nejazykového predmetu (uvedené vyssie) je moZnost
pokracovat' v $tidiu a obozndmit' sa s bilingvalnym modulom v teérii aj v praxi.
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V Holandsku bolo vydané odporucenie Radou pre vzdeldvanie (Education
Board) zacat' s cudzim jazykom (A], NJ, F]) ¢o najskér a to tak, Ze 15% hodiny sa
vyucuje vdanom cudzom jazyku. CLIL sa tu povazuje za formu bilingvalneho
vzdelavania, ktoré sa zameriava na jazyk aj obsah.

Zdoraznuje sa pritom, Ze pristup CLIL nevedie automaticky k uspeSnému
uceniu - vel'a zalezi na ucitel'ovi a jeho akceptovani novych principov, potrebna
je dalej primerana podpora prostrednictvom navodu, ako naplanovat hodinu
a vytvorit' ¢i prisposobit pouZivané materidly. Tu je namieste spomenut ,4Cs"
ktoré tvoria zdklad, rdmec, navod, ako postupovat pre dspeSné a zmysluplné
vyucovanie:

1. Content - obsah: Zacat treba vyberom témy, ktord zodpoveda Specifikdm
konkrétnej skupiny Ziakov (vek, schopnosti, ziujmy,.). Uvodni ¢ast
k predmetovej hodine s CLIL-om ma tvorit rozpravanie o tom, ¢o k danej téme
ziaci uz vedia. Vhodnym zaciatkom pre malych Ziakov je napr. pesnicka, pre
starsich Cast filmu z internetu ap.

2. Cognition - poznatky: Nasleduje vyber ucebnych materidlov a d’alSich
prostriedkov relevantnych pre predmet. Stanovit ciele pre obsah, jazyk
a proces a pripravit vstupné informacie (input) pre obsah a jazyk. Premysliet
sposoby, ako sprostredkovat input po formalnej a obsahovej stranke. Ucitel
by mal predvidat a poznat, s ¢im mo6zu mat Ziaci tazkosti.

Pozn.: povaha vybratych ,inputov” (t.j. texty, nacrty, mapy, video klipy atd’.)

uréuje kol'ko a aky druh podpory je potrebny. Ulohy by mali byt navrhnuté

tak, aby podporovali rozumové zrucnosti asucasne viedli k autentickej
komunikacii alebo interakcii vréznych interaktivnych formatoch

(individualna, parova, skupinova praca ap.).

3. Communication - komunikacia: Urcit spdsob, ako budu Ziaci participovat,
spolupracovat, experimentovat. Vybrat, ako sa budu zapajat jednotlivé
jazykové zrucnosti (pocuvanie, interakcia, hovorenie, ¢itanie a pisanie) a aky
vysledok sa o¢akava. Pripravit vyslednu fazu, so spatnou vazbou.

Pozn.: povaha ocakavanych vystupov (output - projektova praca, dstna

prezentacia ap.) urcuje kol'ko a aky druh podpory je nevyhnutny.

4. Culture or Community - kultira alebo komunita: UmoZnit vSetkym
Ziakom zaZit' uspech, t.j. poukazat na pozitivne vysledky v dosiahnuti ciel'ov
voblasti jazyka, obsahu aprocesu. Podporit prenasanie nauceného do
realnych situacii, motivovat Zziakov, aby si uvedomili odlisné hladiska
vzhl'adom na spolocenské a kultirne podmienky vlastnej krajiny a krajiny CJ.
Na efektivne ucenie je nutné zapojit rozlicné kognitivne Cinnosti, Ziaci

by mali byt zaangaZovani, aktivni. Sticasne by mali byt saturované rézne

typy myslenia ziakov - v stilade s ich vekom a moZnostami - ucitel’ si musi
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uvedomit rézne schopnosti a u¢ebné styly ziakov. Treba tieZ mysliet na to,
Ze nové Ci pasivne poznatky by sa mali pretransformovat do trvacej
a aktivnej podoby.

Pilotny projekt inovativnej metédy uéenia C]J (CLIL) bol v Spanielsku
uvedeny uz vr. 1996. Nova metdda bola sprevadzana hl'adanim optimalneho
sposobu, ako uplatiiovat aktivnu a kooperativnu pracu tak, aby sa rozvijal
potencidl kazdého ziaka. Oznacenia ,bilingvalne vyucCovanie“ a ,CLIL“ sa
pouzivaju ako synonymad, hoci pri CLIL-e sa pozornost venuje tiez rozvijaniu
myslienkovych procesov u ziakov a kultirnym aspektom vo vyucovani CJ.

V ramci krajiny nie st stanovené jednotné poziadavky - rozdiely su napr.
v pocte nejazykovych predmetov s CLIL-om (vacSinou dva), v poziadavkach na
cudzojazycné kompetencie ucitelov (B2-C1), vrozsahu podpory zo strany
municipality (finan¢nej, materialovej a tiez v personalnej - v niektorych $kolach
je osobitna funkcia ,jazykovy asistent) i v stupni §kol, v ktorych sa takato vyucba
uplatiiuje (od predskolskych zariadeni po stredné skoly). V niektorych regiénoch
existuju ,tréningové centra“ pre ucitel'ov, ktoré poskytuja aj intenzivne jazykové
kurzy (o podobnych aktivitich zameranych na jazykovi imetodologicka
pripravu ucitelov informovali Ucastnici aj z dalSich krajin). Vzhl'adom na
pomernu samostatnost regionov krajiny, CLIL sa v niektorych oblastiach chape
ako vyucovanie predmetu v CJ; rozdielne sa chape tiez zavaznost postupov v tejto
metdde. Tazkosti vznikaji tieZ v oblasti spoluprace ucitelov a organizacie
vyucovania, ochote participovat na projekte ap.

CLIL sa aj vdalSich eurépskych krajindch pouziva vramci projektov
v urcitych regioénoch, nie ako celoplo$ne aplikovand, overena metéda vyucovania.
Preto pozorujeme, Ze vSade existuju urcité odliSnosti a Specifikd. Napriklad
v niektorych krajinach sa CLIL vyuZiva len alebo prevaZne na strednych Skolach -
tieto informacie a skisenosti mozu byt pre nas uzitocné pre nas buduci projekt
(,English for special purposes®).

V Pol'sku prebieha pilotny projekt len na lokalnej urovni - aplikovanie
metddy na primarnom stupni Skoly. Stanovena bola podmienka, aby ucitelia
predmetov ovladali AJ. Utelom je, aby tito dokazali operativne pouZivat a
striedat’ jazyky v priebehu vyucovacej hodiny podl'a aktudlnej situacie, nielen vo
vymedzenom ¢asovom useku. DalSou moZnostou je potom neformélna
komunikacia so Zziakmi mimo vyucovacich hodin. Hlavnou prekazkou
rozSirovania uvedenej formy vyucby je samozrejme nedostatok ucitel'ov
ovladajtcich cudzi jazyk na pozadovanej drovni.

Na rozdiel od Pol'ska, kde je obyvatel'stvo vo vyraznej miere monolingvéalne,
vJuZznom Tirolsku (Taliansko) sa vtriedach spolu ucdia Ziaci s odliSnymi
materinskymi jazykmi (nielen nemecky a taliansky jazyk, ale aj regionalne,
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neoficidlne jazyky - romdansky ap.). Preto dstrednym motivom prebiehajtiiceho
projektu bolo zaviest' v tejto oblasti ,plurilingvalne kurikulum®. TaZkosti pri
realizacii sa sustred'uju nielen do otdzky primeraného ovladania viacerych
jazykov ucitel'mi, ale, mozno najm4, ich osobnostnym vybavenim, pripravenostou
pracovat naronym sposobom, schopnostou flexibilne reagovat a ochotou
zucastnit’ sa experimentu. DoterajSie kratke trvanie projektu potvrdzuje u ziakov
zvySenie flexibilnosti a spontannosti pri pouzivani CJ.

Aj vo Svédsku ide skor o individualne aktivity v jednotlivych $kolach, nakol'ko
tu nie si definované poziadavky a podmienky cudzojazy¢ného vyucovania v
zmysle narodného ramca hodnotenia vysledkov (,vykonové Standardy).
Vyucujlici pracuji touto metédou na zaklade vlastnej iniciativy, sami si
vyhladavaju a prispésobuji ucebné materidly, urCuji postupy a formy.
Skuisenosti z viacrocnej prace so Studentmi strednej skoly poukazuji nielen na
vacsiu istotu v pouzivani A] v beznych komunikacnych situdciach, ale tiez na
zvySenie ich motivacie a zaujmu o literatiru, interkulturalne a spolo¢enské
otazky.

Vo vSeobecnosti mozno medzindrodné poznatky a skudsenosti zhrnat
nasledovne: pre uspesné aplikovanie CLIL-u je potrebné mat kvalifikovanych
ucitelov ochotnych aschopnych tvorivo pracovat abyt angaZovani
v naro¢nejSom procese vyucovania, ktori maji empatiu a pedagogicky ¢i l'udsky
takt, maju informacie a reSpektuju Specifika ziakov - ich schopnosti, predpoklady
a moznosti, aby dokazali primerane nastavit hodiny s cudzim jazykom a CLIL-om.
Samozrejme by mali mat, alebo vediet si vyhl'adat' a pouzivat vhodné materialy
vzhl'adom na Ziakov a zameranie hodiny. Nevyhnutnd je tieZ dobra spolupraca
v ramci Skoly, s d'al§imi institdciami a zriad'ovatel'om.

Na druhej strane projekty sa nerealizuju celoplosne, ale iba lokalne - podla
danych podmienok. Pri nich sa déraz kladie na podporu vzdeldvania Studentov
iucitelov zpraxe vjazykovom zdokonaleni atiez na teoretické i praktické
oboznamenie sa s metédou CLIL.

Plusy CLIL-u:

e Doélezitym faktorom je doba, pocas ktorej maju Ziaci moznost ,narabat*
s cudzim jazykom

e Pouzivanie autentickych materidlov, akoby z prirodzeného prostredia toho
druhého jazyka - jazyk sa m6Zu nielen naucit, ale si ho osvojit’

e Mozu sa zapajat rézne uCebné stratégie, Co na hodinach cudzieho jazyka nie je
vZdy moZné

e Starsi ziaci potom dokazu lepSie alahsSie vyuzivat zdroje aj pre dalSie
predmety, nielen C]
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e Dokazu zapojit rozne techniky, ktoré vyhovuju ich u¢ebnym stylom (vizualny,
auditivny, kinesteticky,...) a tym sa d’alej rozvijaju ich schopnosti

e Metdda pomaha redukovat stres zazivany pri opravovani vyslovnosti
a gramatiky pocas samostatného verbalneho prejavu

e Pomaha rozvijat uvedomené pouZzivanie jazyka v zmysluplnych situdciach
a kontexte

e Moze motivovat ziakov kdalSiemu s$tudiu jazykov asamostatnému
vyhl'adavaniu informac¢nych zdrojov

o Umoziuje lepSie sa oboznamit s kultirami, lepSie porozumiet odliSnostiam
vroznych krajinach; Ziaci sa oboznamuju s charakteristickymi znakmi,
zvyklostami, aktivitami, hrami a d'alSimi vecami, ktoré su ,typické” pre danu
krajinu, ktorej jazyk sa ucia

e CLIL podporuje plynulost vo vyjadrovani a komunikac¢né zrucnosti, ale
akademické zrucnosti sa musia posiliiovat systematickou pracou na hodinach
cudzieho jazyka

e Hodnotia sa vedomosti v predmete, zvladnutie napriklad slovnej zasoby
v cudzom jazyku je druhoradé.

Minusy CLILu:

Tych je menej, ale maja zasadny vyznam. Ako bolo uvedené vyssie, tykaju sa
predovSetkym l'udského faktora (ucitelia - vzdelanie, ochota; zodpovedné
autority — podpora, koordinacia) a technickych zalezitosti (finan¢né zabezpecenie
vratane personalneho posilnenia poctu vyucujucich, dostatok kvalitnych
ucebnych materidlov a pomdcok).

Literatura:
NIELSEN, O. (ed.). Life in School, ¢.3, 2014. VIA University Colledge, Dansko.

Abstrakt

V prispevku sa uvadza pohl'ad na vyber réznorodych pristupov pri vyucovani
anglického jazyka pod spoloénym oznacenim CLIL v ramci eurépskych krajin.
Vacsinou sa metdda CLIL povazuje za formu bilingvalneho ucenia; isté rozdiely
mozno najst v poziadavkach na kompetencie ucitela ako aj na celkovd
organizaciu edukacného procesu. Viaceré informacie maju inSpirativnu hodnotu
pri snahe aplikovat tito metddu v praxi nasich zakladnych skol.

KI'icové slova: uCenie a ucenie sa cudzieho jazyka, efektivne a inovativne
postupy, CLIL, bilingvalne vzdelavanie
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PouZzitie CLIL - nastroja v slovenskom kurikule

Katarina Vilcekova
Univerzita sv. Cyrila a Metoda v Trnave, Slovensko
katarina.vilcekova@gmail.com

Abstract

The aim of the paper is to verify the functionality of the CLIL instrument in the context
of the Slovak curriculum. First, the EU requirements on language politics are summarised
briefly, as well as the conception of teaching foreign languages in Slovakia. Second, the
basic information on the CLIL method are introduced. Along with definitions of the
method, its pluses and minuses are defined as well as the posible reasons of its positive
influence on foreign language learning. Third, some Instruments which can help teachers
with planning and applying the method. Moreover, the attention is paid to the CLIL matrix.
To ilustrate the ideas presented in the paper, two model lessons of secondary
mathematics and geography are presented and analysed.

Key words: CLIL, curriculum, CLIL matrix, CLIL instrument, foreign languages

Uvod

Slovné spojenie ,cudzie jazyky“ patri vdneSnej dobe ktym
najfrekventovanejSim a najdiskutovanejSim slovnym spojeniam. Vela l'udi si
nevie viac predstavit svoj zivot bez toho, aby pouzivali cudzi jazyk. Mnohi
komunikuji pomocou cudzieho jazyka denno-denne, ¢i uz v praci alebo aj doma.
Existuje aj vel'a I'udi, ktor{ si prave vd'aka cudziemu jazyku nasli svojho Zivotného
partnera alebo partnerku. Cudzie jazyky uZ teda viac nie su privilégiom vySSej
vrstvy obyvatel'stva alebo l'udi, ktori Ziji v pohrani¢nych oblastiach. Cudzie
jazyky sud neoddelitelnou stucastou dnesSného sveta. Ako, resp. kde je mozné
naucit sa cudzi jazyk? Existuje viacero moZnosti. Deti vyrastajice
v dvojjazycnych rodinach sa ucia dva jazyky uz od narodenia. Okrem toho je
mnoho takych, ktori sa cudzi jazyk naucili v zahranici. Nie vSetci I'udia maju ale
takato moznost. Pre tych je ale k dispozicii vyucovanie jazykov v ramci Skol.

Snahy o vznik viacjazyCnej spolo¢nosti je moZné pozorovat aj vramci
Eurépskej tnie. Rok 2001 bol tzv. Eurdpsky rok jazykov. Vo vSeobecnosti bol
vplyv tohto Roku na ucitel'ov jazykov, Studentov ale aj iné kompetentné osoby
vel'ky. Poziadavka Eurdpskej unie ,M+2“ teda Ze ma kazdy obcan EU ovladat
okrem materinského jazyka esSte dva cudzie, ktora bola schvalena v Barcelone
v marci 2002, sa nachadza v Gstavach viacerych clenskych statov. Znalost jazyka
sa stala jednou zo zdkladnych kompetencii mladych l'udi v Eurépe (EUR-lex,
online).
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Napriek poziadavkam a podpore EU je ale tirovei jazykov u viacerych l'udi na
vel'mi slabej Girovni. Aj ked’ mali moZnost ucit sa cudzie jazyky na zakladnej a aj
strednej Skole, prip. aj na vysokej Skole, vela znich nie je schopnych sa
dorozumiet' v zahranici, resp. komunikovat s cudzincom. Na jednej strane je tato
skutocnost pomerne domotivujica, ¢i uz pre nich samych alebo pre ich ucitel'ov.
Na druhej strane to moéze byt impulzom pre politikov, vedcov, didaktikov
a ucitel'ov, aby sa pokusali urobit vyucovanie jazykov stale lepSie a efektivnejsie.
Takéto snahy je mozné v Skolstve pozorovat uz roky. Dokazom je aj celd skala
metéd vyucovania jazykov. Jednou znajnovSich avsudcasnosti najviac
diskutovanych metdd je metéda CLIL, ktorej je aj v rdmci prispevku venovana
najvacsia pozornost.

1. Koncepcia vyucovania jazykov v Slovenskej republike

Slovenska republika, ako jeden z ¢lenskych $tatov EU taktieZ zareagovala na
nové koncepcie aprincipy eurdpskej jazykovej politiky. NajvyznamnejSie
dokumenty, ktoré vznikli na zaklade uz spomenutych poZiadaviek EU, st
Prehlbenie efektivnosti vyucovania jazykov v suvislosti so vstupom Slovenska do
Eurdpskej tinie a Ndvrh koncepcie jazykovej politiky pre vyucovanie jazykov na
zdkladnych a strednych Skoldch. V roku 2005 bol uskutocneny rozsiahly vyskum,
ktorého cielom bolo zistit skuto¢né jazykové kompetencie Ziakov konciacich
ro¢nikov zakladnych $kél (Butasova et al, 2007, s. 12). Ako dosledok tohto
vyskumu a poziadaviek Eurépskej tinie bol vytvoreny novy model vyucovania
jazykov, ktory ma vSetkym ziakom na Slovensku garantovat’:

- osvojenie si prvého cudzieho jazyka na tUrovni A2/B2 a druhého jazyka na
urovni A1/B1 (podl'a kritérii Spolo¢ného eurépskeho referen¢ného ramca pre
jazyky, d'alej len SERR]) po ukonceni vyssieho sekundarneho vzdelavania;

- uznanie dosiahnutej Girovne jazyka vo v$etkych ¢lenskych krajinach EU;

- moznost presadit sa na eurdpskom pracovnom trhu pre absolventov
strednych odbornych $§kdl a podpora celozivotného vzdelavania (SPU, online).
0Od roku 2007 sa teda na Slovensku zmenil systém vyucovania cudzich

jazykov. Hovori sa o tzv. novej koncepcii vo vyucovani cudzich jazykov. V minulosti
sa vyucoval prvy cudzi jazyk aZ od piateho ro¢nika ZS. V niektorych $kolach,
ktoré boli viac jazykovo zamerané, sa Ziaci mohli ucit' cudzi jazyk uz od tretieho,
resp. uz od prvého roc¢nika. Takéto pripady boli ale skor vynimkou. S vyucovanim
druhého cudzieho jazyka sa zac¢inalo bud v siedmom roéniku ZS, alebo sa druhy
cudzi jazyk v Skole vobec nevyucoval.

Podl'a novej koncepcie sa méa prvy cudzi jazyk vyucovat uz od tretieho a druhy
cudzi jazyk od Siesteho ro¢nika ZS. Okrem uZ uvedenych opatreni sa Eurépska
Unia pokusala podporovat aj inovativne metédy vo vyucovani cudzich jazykov.
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Ktym najdolezitejSim patri metéda CLIL (Content and Language Integrated
Learning). Jeden zprvych legislativnych dokumentov, ktory sa zameriava na
eurdpsku spolupracu v oblasti CLILu je Rezoliicia Rady Eurdpy z roku 1995. Tato
Rezolucia sa tyka hlavne podpory inovativnych metdd a hlavne bilingvalneho
vyucovania (Eurydice, 2006, s. 8). Metdda CLIL nasla svoje uplatnenie aj na
Slovensku. Najprv to boli hlavne obchodné akadémie a niektoré gymnazia, ktoré
vyucovali niektoré odborné predmety v cudzom jazyku. Tieto ale takyto sposob
vyucovania nedefinovali ako metédu CLIL, ale ako bilingvalne vyucovanie.
Metodika vyucovania CLILom pre zdkladné $koly je ale mladSia. Na Slovensku sa
zaCala viacej rozvijat od roku 2008. Bolo zrealizovanych vela Skoleni pre
ucitel'ov. Tieto sa konali v ramci projektu Didaktickd efektivnost metédy CLIL na
prvom stupni ZS vo vyucdovani cudzich jazykov (Pokrivéakova, FarkaSova &
Menzlova, 2008) v case od februara 2008 do decembra 2012. Na projekte sa
zucastnilo 12 zakladnych $kol. Ciel'om tohto projektu bola nielen podpora tejto
meto6dy, ale aj dokazanie jej efektivnosti. Ukazalo sa, Ze Zziaci, ktori st vyucovani
touto metédou naozaj dosahuju v porovnani so ziakmi vyucovanymi klasickou
metodou lepsie vysledky vo vSetkych jazykovych zruc¢nostiach vratane slovnej
zasoby (Pokrivéakova & Farkasova, 2012).

2. Co je met6éda CLIL?

Pri definovani metdédy CLIL vladne pomerne vel'kd nejednotnost. V podstate
je nemozné exaktne od seba oddelit vSetky pojmy suvisiace s bilingvalnym
vyucovanim. Aby ale bolo mozné urobit si nejaky prehl'ad o tejto metdde,
ponukame citatel'ovi nasledujuice definicie.

Jedna vSeobecnd definicia, ktora je ¢asto pouzivana, pochadza od samotného
zakladatela tejto metddy: ,CLIL je vSeobecny pojem a odkazuje na akukolvek
situaciu vo vyucovani, kedy je re¢, ktord nie je reCou daného prostredia,
pouzivana na vyucovanie nejazykovych predmetov” (Marsh & Langé, 2000, s. iii).
Podobnu definiciu ndjdeme aj u Mehista: ,CLIL je ,,dazdnik", ktory pokryva tucet
alebo aj viac metéd vyucCovania (napr. vnorenie, bilingvalne vyucovanie,
multilingvalne vyucovanie alebo jazykova ,sprcha“ a ,kipel™). Co je ale pri CLIL
metéde nové je to, Ze syntetizuje a poskytuje flexibilny spdsob aplikacie
poznatkov ziskanych z inych spomenutych metéd. Flexibilitu je moZné pozorovat
napr. vmnozstve casu, pocas ktorého je nejazykovy predmet vyucovany
v cudzom jazyku. CLIL umozinuje vysokd, ale aj nizku intenzitu vystavenia sa
cudziemu jazyku. V ramci tejto metddy mozu byt teda Studenti vystaveni vysokej
intenzite jazyka v kratkom case” (Mehisto et al., 2009, s. 12). Ako je teda moZné
vidiet, obaja autori rozumejui pod pojmom CLIL akutkol'vek formu vyucovania,
v ktorom je nejazykovy predmet vyucovany v cudzom jazyku. Okrem akronymu
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,CLIL“ sa Casto pouziva aj oznacenie ,imerzia“ alebo ucenie sa vnorenim.
VacsSinou su tieto dva pojmy chapané ako ekvivalenty, niektori autori vsak
upozoriiuju na isté rozdiely. Pojem ,vnorenie“ pochadza z Kanady aje casto
vnimany ako predchodca azaklad CLILu. Ako piSe Schlemminger, vyskytol sa
tento pojem najprv v kanadskych diskusiach. Tu oznacoval situaciu anglicky
hovoriacich Ziakov, ktory boli vo franciizsky hovoriacom Quebecu vyucovani
takmer vyluéne vo francuzstine, aby si osvojili jazyk provincie Quebec
(Schlemminger, 2003, s. 379). Vom spociva ale podla niektorych autorov
rozdiel medzi CLILom avnorenim? Sauer aSaudan definuji vnorenie
nasledovne: ,Vnorenie oznacuje vyucCovanie nejazykovych predmetov, ktoré je
realizované vyhradne v cielovom jazyku. Cielom vyucovania vnorenim je
osvojenie si poznatkov znejazykovych predmetov, jazyk je vnimany iba ako
prostriedok” (Sauer & Saudan, 2008, s. 9). Podla tychto autorov stoji teda
v centre pozornosti nie jazyk, ale obsah. Hutterli, Stolz & Zappatore maju ale iny
nazor. Ako pisu, jazyk, ktory nie je miestnym jazykom sa pouziva najcastejSie
pocas asi polovice vyucovania ako cielovy jazyk ajazyk vyucovania.
Prostrednictvom jazykového ,kapela“, ktory sa uskutoCiiuje v ramci
nejazykovych predmetov, je dosiahnuté osvojenie si jazyka, ktoré je este
podporené dodatocnou cielenou pracou s jazykom (Hutterli, Stolz & Zappatore,
2008, s. 85). Vsnahe urobit vtomto mnozstve definicii poriadok sa niektori
autori pokusali vziat ako kritérium do Gvahy percentualny podiel materinského
a cudzieho jazyka vramci vyucovania. Tak bolo napr. vo Finsku ako CLIL
oznacené také vyucCovanie, v ktorom bolo menej ako 50%, ale viac ako 25% Casu
vyucovania realizovaného v cudzom jazyku. V pripade, Ze podiel cudzieho jazyka
presiahol 50% vyucovacieho ¢asu, bola tato metéda oznacovana ako ,vnorenie”
alebo ,jazykovy kupel. Pri podiele mensom ako 25% bolo odporicané oznacenie
sjazykova sprcha“ (por. Haataja, 2005, s. 223). Vychadzajic z percentualneho
podielu cudzieho jazyka, hovorime potom pri jeho 100% podiele uz
o bilingvadlnom vyucovani. V porovnani s CLILom nie je vramci bilingvalneho
vyucovania vébec pouzivany materinsky jazyk a niektori hovoria dokonca o jeho
potlacani. Okrem toho zavisi terminoldgia aj od toho, v ktorej krajine je tato
metoda realizovana. Napr. vo Francluzsku je zauZivané oznacenie EMILE (por.
Eurydice, 2006, s. 64). Podla toho, vakom jazyku je CLIL realizovany, sa
pouzivaju aj d’alSie akronymy, ako napr. CLIL-LOTE = CLIL in Languages Other
Than English alebo CLILiG = CLIL in German (por. Haataja, 2010, s. 6-7).

Ako je teda mozné vidiet, niekedy nie je vobec jednoduché vyznat sa v takom
mnoZstve pojmov. Vo vSeobecnosti moZeme ale povedat, Ze sa pri metdéde CLIL
jednd o spojenie obsahu jazykového a nejazykového vzdelavania. Odhliadnuc od

133



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

toho, ako Casto je vramci vyucovania pouzivany cudzi jazyk, zohravaju jazyk
a obsah rovnaku ulohu.

3. CLIL - vyskum

Tak ako kazda ind metdda, ma aj CLIL nielen svojich privrzencov, ale aj aj
kritikov. Je viacero ddévodov, preco je tato metdéda niektorymi l'ud'mi stale
kritizovana alebo dokonca odmietana. Prehl'adné zhrnutie dévodov, ktorymi
argumentuju odporcovia CLILu je moZné ndjst u Jazbec & Lipavic Ostir, ktoré
tieto dovody zhrnuli o. i. vo forme nasledujtcej grafiky:

prestiz
jednotlivych
jazykov uniformita

za?ah .d,o. VEk
existujucich

didaktickych Ziakov
koncentov

vzdelanie kontext
ML 1 jazykovej
ucitelov Jazykove]

a skolskej

Obrazok 1: Priciny kritiky CLILu (zdroj: Jazbec & Lipavic Ostir, 2009, s. 3)

Aby sa zamedzilo strachu z tejto met6dy a pochybnostiam o jej efektivite, boli
zrealizované viaceré vyskumy. Oblasti, na ktoré sa tieto vyskumy orientovali,
resp. sa stale orientuju su zhrnuté v nasledovnom zozname:

- vplyv CLILu na vybrané psycholingvistické charakteristiky ziakov aich
ucebné vysledky;

- Specifické charakteristiky aucebné kompetencie ucitelov, ktori CLIL
realizuju;

- identifikacia a porovnanie obsahov vzdelavania v rdmci CLILu a vplyv CLILu
na vysledky Ziakov v nejazykovych predmetoch;
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- vplyv réznych narodnych, kultirnych a inych externych faktorov na efektivitu
CLILuy;

- prechod od individudlnych pripadovych s$tudii k vSeobecnej$im, priamo na
vyucovani realizovanym vyskumom;

- tvorba didaktickych materidlov pre pouzitie metddy CLIL na vsetkych
stupnoch vzdelavania (por. Pokrivéakova, 2012, s. 68).

Vdaka pocetnym vyskumom sa podarilo dokazat niektoré vyhody tejto
metody. Ukdazalo sa, Ze metéda nemd Ziadne negativne dosledky na vedomosti
ziakov v nejazykovom predmete. Naopak, vedomosti ziakov su eSte lepSie
(Zarobe, 2007; in: Luprichova, 2013, s. 12). CLIL ma pozitivny vplyv aj na ucCenie
sa jazykov, ¢o bolo dokadzané viacerymi vyskumami. Vyskum realizovany
Pokrivcakovou a FarkaSovou ukazal, Ze zZiaci vyucovani touto metdédou dosahuju
v porovnani so ziakmi vyucovanymi klasickou metédou lepSie vysledky vo
vSetkych jazykovych zru¢nostiach a aj v rozsahu slovnej zasoby (Pokrivéakova &
Farkasova, 2012, s. 39). Ako piSu aj Haagen-Schiitzhoéfer & Hopf (2011, s. 1), pri
CLIL Ziaci maju vacsiu pasivnu aj aktivnu slovni zasobu a komunikuju
plynulejsie. Co sa tyka ale kompetencii v gramatike, nebol dok4zany znac¢ny vplyv
CLILu. Vysledky vyskumov, ktoré sa pokuasali porovnat mieru motivacie u ziakov
v CLIL - triedach aobycajnych triedach nie si jednotné. Kym Coyle potvrdil
hypotézu, Ze CLIL zvySuje motivaciu ziakov (Coyle, 2007), nebola tato hypotéza
vo vyskume Pokrivéakovej a FarkaSovej potvrdena (Pokrivéakova & FakrasSova,
2012, s. 39). Okrem uz uvedenych benefitov prinasa metéda CLIL so sebou aj
dalSie. Jazyk nie je viac ciel'om, ale prostriedkom. Preto maju Ziaci aj mensi strach
z chyb. PouZitie CLILu Setri aj ¢as. Obsah uciva, ktory by bol preberany na dvoch
réznych predmetoch, je v vd'aka CLILu preberany iba na jednom predmete.

4. Preco je metoda CLIL taka dspesna?

Na zaklade roznych vyskumov a experimentov bolo dokazané, aka efektivna je
metoda CLIL. Preco je ale moZné pomocou tejto metédy dosiahnut také dobré
vysledky? Wolff sa pokusil vo svojom prispevku objasnit pri¢iny tspechu tejto
metdédy. Casto je ako najddleZitejsi faktor oznalovany input. Samozrejme,
v porovnani s klasickym vyucovanim jazykov je pri CLILe input ovela vac¢si. Podl'a
Wolffa je ale tento argument nedostatoCny. S tymto ndzorom sa stotoZnil aj
Krashen. Podl'a Krashena nie je dolezity iba input, ale zrozumitelny input. To
znamena, nie je dolezité len byt vystaveny jazyku, ale jazyku aj rozumiet. Toto
tvrdenie bolo potom eSte doplnené predstavitelmi interakcionizmu. Tito tvrdili,
Ze ¢lovek méZe porozumiet jazykovému inputu iba v rdmci interakcie. Iba tak je
moZné odhalit vyznamy slov, ktoré boli su sprostredkované inputom (Wolff,
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2003, s. 5-7). Ako ale Wolff d'alej pise, dokonca ani t4 najdoveryhodnejsia tedria,
teda prave ta interakcionistickd, nie je schopna tuplne vysvetlit, ako je mozné sa
ziaci vramci CLILu naucia jazyk aZe sa ho dokonca naucia lepsie, ako Zziaci
z Klasickych tried. KI'u¢ k pochopeniu tkvie, zda sa, v druhu inputu, v podstate
procesu porozumenia a v sposobe, ako je uskutoc¢novana interakcia (Wolff, 2003,
s. 7). Aby bolo mozné este blizSie nahliadnut do problematiky CLILu, zhrnul
Wolff niektoré, pre metédu CLIL dolezité principy konsStruktivistickej teorie
a kognitivnej psycholégie. Kognitivna psycholégia ako odnoz konstruktivizmu
vysvetluje porozumenie ako kognitivny proces, pocas ktorého interaguji uz
existujuce poznatky v mysli ¢loveka s inymi vonkaj$imi stimulmi. Vysledok tejto
interakcie je individualny konsStrukt, ktory sa ulozi v mysli cloveka, ak je
povazovany za dostatoc¢ne doélezity. Teda nie sam input, ale aj stupen ddleZitosti
tohto inputu zohrava ddlezitd tlohu. Socialni konstruktivisti este dopliaji toto
tvrdenie. Tvrdia, Ze pre individuum je délezity iba taky input, do ktorého je toto
individuum ,vtiahnuté“. Kym pri osvojovani si druhého jazyka stoji v popredi
input, ktory je doblezity pre spracovanie jazyka, zohrdva pri konStruktivizme
doleziti udlohu taky input, ktory je ddlezity pre prijimatela. Podla
konstruktivistov je mozné sa naucit iba také obsahy, ktoré mozu splynut s uz
existujucimi poznatkami. Podc¢iarkuju aj to, Ze vysledky ucenia st u réznych l'udi
rozne, pretoZe v procese ucenia pouziva kazdy svoje individualne, skor ziskané
poznatky. Podla konstruktivistov st pri uCeni dolezité aj emocie a socialny
kontext (Wolff, 2003, s. 7-9).

Aky vplyv maju ale uvedené principy na CLIL - vyucovanie? Tvorba
konstruktov je aktivny proces. To znamenad, %e nestadi iba dostavat’ input. Clovek
musi pouZit aj vlastné vedomosti o svete a danej reci, aby si mohol vytvarat nové
konstrukty. Ked' nie je Ziak aktivny, ale iba receptivne vnima impulzy, nenauci sa
danu rec. Toto je casto pripad klasického vyucCovania jazykov. Vel'a ziakov si
mysli, Ze sa re€ naucdi iba prostrednictvom réznych formalnych cviceni. Takzvana
tedria stupriov spracovania (levels-of-procesiing) poskytuje dopliiujici argument.
Ako pise Wolff, vyvinuli Craik a Lockhart v roku 1972 model I'udskej pamite, pre
ktory st dodlezité nasledujice body: (1) hibka spracovania je déleZitd pre
ukladanie obsahov do pamite; (2) hibka spracovania nesuvisi s intenzitou
inputu, ale zavisi skér od jeho vyznamu; (3) hlbSie spracovanie znamena aj
komplexnejsie a stabilnejSie stopy v pamaiti. . Teda je to aktivna manipulacia
s jazykom v ramci vecnych obsahov pocas procesu konstrukcie, ktora umoziuje
ucenie sa jazyka. Jazyk sa uci, ked sa ziaci pokuisaju pocas procesu porozumenia
najst vyznam toho, ¢o pocuju. Jazyk sa uci, pretoZe sa vytvaraji nové konstrukty
(Wolff, 2003, s. 8-9). Toto je vlastne odpoved na otdzku, ako je moZné sa
pomocou nejazykového predmetu naudit jazyk. Druhd otdzka znela, preco sa

136



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

¢lovek pomocou CLILu uci jazyky lepSie, ako pomocou Kklasickych metéd. Wolff
vid{ pric¢inu hlavne v spojeni obsahu a jazyka. V klasickom vyucovani si obsahy
vacsinou predefinované a umelo vytvorené. Ziaci sii potom menej motivovani. Na
rozdiel od toho, st ziakom v ramci CLILu sprostredkované realne obsahy a jazyk
je pouzivany aj v redlnych situiciach, ¢o zvySuje motivaciu. Je to teda prave
dolezitost, vyznam a motivacia, ¢o robi metédu CLIL efektivnejSou (Wolff, 2003,
s.9-10; por. Le Pape Racine, 2007, s. 159-161).

5. Nastroje na planovanie

V predchadzajicich kapitolach je mozné vidiet, Ze je naozaj obtazné najst
jednu jedinu definiciu CLILu. Vysvetlenie tohto pojmu sa lisi od vedca k vedcovi,
ale aj od krajiny ku krajine. Ked' chce ¢lovek pomocou tejto metédy vyucovat, je
Casto zmadteny. Staci, ked len prelozim ucivo do cudzieho jazyka a uz pouzivam
CLIL? Alebo musim zohl'adnit' aj iné principy? Ktoré obsahy sa hodia pre CLIL
a ktoré nie? Ako to moézZem zistit? To su iba niektoré z otazok, ktoré si ucitelia
Casto kladu. Prave preto, aby ucitelia neboli zmateni, boli vyvinuté niektoré
nastroje na planovanie. Konkrétne sa jedna o CLIL maticu ktora sa da pouzit pre
planovanie CLILu v ramci nejazykového predmetu a CLIL ndstroj, ktory sa da zasa
pouzit pre CLIL v ramci jazykového predmetu.

5.1 CLIL matica

CLIL matica bola vytvorend v Eurdpskom jazykovom centre Rady Eurdpy
timom medzindrodnych expertov vrokoch 2004-2007 pod vedenim Davida
Marsha. Vychadzajic zo Styroch zakladnych komponentov CONTENT (= téma
alebo predmet), LANGUAGE (= ucenie sa jazyka), INTEGRATION (= integracia
obsahu ajazyka) a LEARNING (= kompetencie, ktoré si vyZadované pre tuto
meto6du, alebo ktoré su prostrednictvom nej rozvijané) bola pomocou dalsich 4
parametrov - CULTURE, COMMUNICATION, COGNITION a COMMUNITY
vytvorend matica so 14 indikdtormi pre kvalitné CLIL - vyucovanie (Gierlinger,
Carré-Karlinger, Fuchs & Lechner, 2010, s. 10). V ramci parametra CULTURE sa
jedna o kultirne pozadie ucitel'a a ziaka, o ich materinsky jazyk a rozne spdsoby
myslenia, ktoré sa odvijaji od veku, materinského jazyka a pohlavia apre
individuum  Specifické  spésoby ucCenia sa amyslenia. Parameter
COMMUNICATION zahifna komunikativne kompetencie ucitel'a a ziaka, spdsob
komunikacie v u¢ebnom prostredi, pouzivanie IKT. Pod pojmom COGNITION sa
vtomto vyzname rozumeju typy jazykov, ktoré su dolezité pre osvojenie si
obsahu, typy kognitivnych zrucnosti, ktoré zapriciniuju rézne ucebné vysledky,
typy preferovanych ucebnych Stylov a stratégii, ktoré Ziaci pouZivaju a moZnosti,
ako tieto stratégie m6Zu byt pouZité, aby sa ich potencial znasobil. A nakoniec,
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pojem COMMUNITY sa vztahuje na Skolu, na prostredie, v ktorom je Skola, na
pracovny Zzivot zainteresovanych a buduci Zivot ziakov (Marsh & Frigols, 2007, s.
34-35). Tvorcovia tejto matice zhrnuli tieto parametre do jedného check-listu.
Ako ale sami piSu, tieto kritéria sluzia iba ako akési voditka a moézu byt
prisposobené podmienkam. V Ziadnom pripade nepredstavuju nejaké zavazné
predpisy, ktoré musia byt splnené vich plnom rozsahu (Gierlinger, Carré-
Karlinger, Fuchs & Lechner, 2010, s. 11). Jedna sa teda iba o aktsi pomoc a nie
pevne stanovené pravidla.

5.2 CLIL - nastroj

VSetky doteraz uvedené informacia, vratene CLIL - matice sa vztahovali na
pouzitie CLILu vramci nejazykového predmetu. To znamend, Ze obsahy
nejazykovych predmetov st vyucCované v nejazykovych predmetoch v cudzom
jazyku. Takuto moznost ale nemaju vSetky skoly. Dévody su pritom rézne. Okrem
iného to je napr. nedostatok kvalifikovanych ucitel'ov s aprobaciou jazyk -
nejazykovy predmet, ale aj nevdla vedenia alebo nestihlas vlady. Co sa tyka
ucitel'ov, vzdy je jednoduchsie pre ucitela jazyka naStudovat si novd tému
v cudzom jazyku, ktory ovlada, ako pre ucitel'a nejazykového predmetu naucit sa
cudzi jazyk. Preto, aby sa ucitelia nemuseli vzdat CLILu aj v pripade uvedenych
prekazok, bol vytvoreny tromi autorkami - Lipavic Ostir, Lipovec a Rajs$p, nastroj,
ktory umoziuje vyber nejazykovych tém pre pouzitie CLILu v rdmci hodin jazyka.
Ako autorky piSu, ma byt tento nastroj urcitou pomdckou a ma pomoct ucitelom
pochopit’ zakladné principy CLILu (Lipavic Ostir, Lipovec & Rajsp, 2015, s. 13).
Tento nastroj je moZné prezentovat v forme urcitého check-listu, ktory
pozostdva zo Styroch Kkritérii pre jazykovy atroch kritérii pre nejazykovy
predmet. Tieto kritérid su: zdkladné koncepty, moZnost’' tvorby novej didaktickej
cesty, moznost' praktickej prdce v rdmci vyucovania a existencia jazykovej slucky.
Prvé tri kritérid su overované u oboch predmetov, posledné iba pri jazykovom
predmete. U¢itel si zvoli tému zo Statneho vzdelavacieho programu a priradi
kazdému kritériu od 1 po 5 bodov. Cim viac bodov dana téma dostane, tym
vhodnejsia je tato pre CLIL. Lipavic OStir, Lipovec a RajSp takto preverovali
obsahy zmatematiky a prirodnych vied s technikou v $tvrtom roé¢niku ZS
v Slovinsku. Ukazalo sa, Ze je zvolend téma z predmetu ,prirodné vedy
a technika“ vhodnej$im zdrojom pre CLIL - vyucovanie v jazykovom predmete
(Lipavic Ostir, Lipovec & Rajsp, 2015, s. 13). Vdaka tomuto nastroju su teda
vyberané také obsahy, ktoré si vhodné pre CLIL metédu vramci jazyka a nie
nejazykového predmetu.

Vychadzajic zvyskumu realizovaného autorkami aznastroja nimi
vyvinutého sme takto overili vhodnost dvoch zvolenych tém z predmetov
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matematika a zemepis v 7. triede ZS. Teda sme prostrednictvom uvedenych
kritérii zistovali, ¢i dana téma je alebo nie je vhodna pre pouzitie CLILu na
hodinach nemeckého jazyka. Vysledky st nasledovné:

Predmet: matematika, téma: Pomer. Priama a nepriama timernost

zdkladné koncepty pre nejazykovy predmet - tato téma patri medzi zakladné
koncepty vyucovania matematiky. Priama a nepriama imernost je vyuzivana nie
len v aritmetike (napr. pri pocitani s percentami alebo v réznych slovnych
ulohach), ale aj vramci matematickej analyzy, teda prace s funkciami, kde je
priama a nepriama umernost znazornena pomocou grafov. S touto témou sa teda
Ziaci stretavaju casto, i uz explicitne alebo implicitne, preto bolo tomuto kritériu
pridelenych 5 bodov;

zdkladné koncepty pre jazykovy predmet - téma priama a nepriama imernost
sa sice nevyskytuje explicitne vo vyucovani nemeckého jazyka na ziadnom stupni
vzdeldvania, ale je tu obsiahnutad explicitne. To znamen3, Ze Zziaci sa stretavaju
s vyjadrenim pomeru alebo porovnavanim (zwei zu drei, je mehr, desto weniger).
Tato problematika ale nema az taky vyznam, ako napr. ¢asovanie slovies. Okrem
toho sa s niou Ziaci stretavaju zvacsa neskor, ako v 7.ro¢niku. Preto boli pridelené
2 body;

praktickd prdca na hodine nejazykového predmetu - aj ked moZe tato téma
posobit nezazivne, ndjdu sa aj moznosti pre prakticka pracu. Ucitel moZe napr.
priniest’ sadu kociek. Ziaci rozdelia kocky na dve skupiny. Potom budi prekladat’
kocky z jednej skupiny do druhej a budu vidiet, Ze ¢im viac kociek daju do jednej
kopy, alebo skupiny, tym menej bude v tej druhej. Dalej by mohol uéitel' rozdelit
Ziakov na dve nerovnaké skupiny, teda vjednej bude viac avdruhej menej
Ziakov. Obe skupiny dostand rovnaku ulohu, napr. priniest ucebnice z kabinetu.
T4 skupina, ktora ma viac ¢lenov bude, samozrejme, rychlejsia. Ziaci potom musia
odovodnit, preco to tak je. Okrem toho je eSte dostatok inych moznosti pre
praktické pracu k tejto téme. Preto mézeme pridelit 5 bodov;

praktickd prdca na vyucovani jazyka - na hodine jazyka je mozné pracovat
tak, ako bolo uvedené pri hodine matematiky, pricom ale ¢innosti musia byt
komentované po nemecky. Teda napr. ,Je kleiner ist die Gruppe, desto mehr Zeit
braucht sie fiir die Arbeit“. Tu m6Zeme tieZ priradit 5 bodov;

mozZnost' tvorby novej didaktickej cesty na vyucovani jazyka - ako sme uz
uviedli, aj v ramci jazyka je mozné vyuzit prakticka pracu a teda aj vytvorit novu
didakticku cestu. Teda Ziaci nebud len vypliiiat’ cvi¢enia alebo ¢&itat’ text, ale budd
popisovat redlnu situaciu, vktorej budd napr. pocitat, okolko viac casu
potrebuje 3 ¢lenna skupina na splnenie tlohy ako 6 ¢lenna. Tu sme priradili teda
5 bodov;
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moZnost’ tvorby novej didaktickej cesty na vyucovani nejazykového predmetu -
Tuto tému je mozné prepojit aj s inymi predmetmi, napr. s biolégiou (¢im viac
zjeme, tym mame viac kil, ¢im viac pracujeme, tym viac sme unaveni), ale aj
s geografiou (napr. vypocitat ¢as napustania nadrze viacerymi pritokmi). Teda
ucitel moze vytvarat nové didaktické cesty. Preto bolo pridelenych 5 bodov;

existencia jazykovej slucky - Co sa tyka jazykovej slucky, ta sa nevyskytuje az
vtakej velkej miere. Ak vychadzame zo SVP, tato téma ako celok sa tam
nenachadza vobec, iba ako cast gramatiky (porovnavanie, prip. pri tvorbe
suveti). Vtomto zmysle teda slucka existuje, no nie aZ v takej miere. Preto sme
pridelili 3 body. Celkovy vysledok je mozné vidiet v tabul'ke:

Matematika | Nemcina
zakladné koncepty 5 2
moznost praktickej prace 5 5
moznost tvorby novej didaktickej cesty 5 5
existencia jazykovej slucky 3

Tab. 1: CLIL - nastroj - matematika

Predmet: zemepis, téma: Vznik kultiry, rasy a naboZenstva

zdkladné koncepty pre nejazykovy predmet - Tato téma sa vyskytuje pomerne
Casto na vyucovani geografie. V podstate pri spoznavani kazdého nového
kontinentu sa ziaci zaoberaju aj obyvatelmi, ich kultirami a naboZenstvom.
V dnesnej dobe je kladeny velky doraz na toleranciu v ramci rasy, naboZenstva,
kultiry. Preto patri tato téma kzakladnym konceptom a pridelime tomuto
kritériu 5 bodov;

zdkladné koncepty pre jazykovy predmet - Téma ,Gesellschaft’, teda
spolo¢nost, patri k zakladnym témam vo vyu¢ovani neméiny. Ci uz ide o spojenie
»,Mensch und Gesellschaft“, teda ¢lovek a spolocnost, alebo ,Multikultuerelle
Gesellschaft”, teda multikultirna spolo¢nost. Tato téma sa v osnovach cyklicky
opakuje a je aj suCast'ou Ustnej maturitnej skusky. Preto pridel'ujeme 5 bodov;

praktickd prdca na hodine nejazykového predmetu - Co sa tyka praktickej
prace, pri tejto téme nie je aZ tak vela moZnosti. Samozrejme, Ziaci mozZu
navstivit' napr. rézne naboZenské objekty (synagdga, kostol) a pripadne popisat
rozdiely. Pripadne by mohli Ziaci porovnavat vybrané kultary tak, Ze sa jednotlivi
Ziaci budu spravat tak, akoby patrili do danej kultiry a ostatni mézu hadat o aku
kultiru sa jedna. TaktieZ m6Zu napr. pripravit typické jedla pre danu kultaru.
Tieto moZnosti nie su ale aZ také postacujlce, preto sme pridelili 3 body;

praktickd prdca na vyucovani jazyka - na vyu€ovani nemeckého jazyka mozu
v podstate Ziaci pracovat podobne ako na hodine geografie, ale v nemeckom
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jazyku. Ani tu ale nie s moZnosti az také velké a postacujuce, takze pridelime 3
body.

moZnost' tvorby novej didaktickej cesty na vyucovani jazyka - na vyucovani
nemciny je mozné, okrem uz spomenutého, realizovat napr. exkurzie, aby Ziaci
spoznali aj iné kultury, prip. sprostredkovat nejaku besedu s prislusnikom danej
kultiry. Tu ale nie je az tak vela moZnosti. Ziaci, ktori sa utia nemdéinu sa
zucastnuju vacsinou hlavne exkurzii a vyletov do nemecky hovoriacich krajin,
takZe s ostatnymi kultirami sa stretnu zriedka. Tu sme pridelili 3 body;

moZnost’ tvorby novej didaktickej cesty na vyucovani nejazykového predmetu -
ak by sme sa zamerali iba na rasovd réznorodost, bolo by mozné prepojit tito
tému s biolégiou ¢loveka. Ziaci by popisali telesné rozdiely prislusnikov
jednotlivych ras, prip. by mohli diskutovat o tom, pre¢o maju réznu farbu pleti.
Tu sme pridelili 3 body.

existencia jazykovej slucky - ako sme uz spomenuli, touto témou sa Zziaci
zaoberaju na kazdom stupni vzdelavanie, resp. na kazdej jazykovej tirovni, teda
existuje aj jazykova slucka. Tomuto kritériu je preto pridelenych 5 bodov. Celkovy
vysledok je mozné vidiet v tabulke:

Geografia | Nemcina
zdkladné koncepty 5 5
moznost praktickej prace 3 3
moznost tvorby novej didaktickej cesty 3 3
existencia jazykovej slucky 5

Tab. 2: CLIL - nastroj - geografia

Ako vidno podl'a vysledkov v tabul'’kach, téma z matematiky bola ohodnotena
vacsim poctom bodov, ako téma z geografie. To znamena, Ze téma ,Priama
anepriama Umernost” je vhodnejSia pre vyucovanie CLILom na vyucovani
nemeckého jazyka. Teda eSte raz zdoraziiujeme, nie na vyucovanie v nemcine na
hodine nejazykového predmetu. Samozrejme, teraz by mohol niekto namietat, Ze
nase hodnotenie je subjektivne. Tato namietka je opravnend a aj pravdiva. Avsak
nie pri kazdom Kkritériu rovnako. To, ¢i patri vybrand téma k zdkladnym
konceptom daného predmetu, sa da viac-menej objektivne zistit' z osnov, resp.
SVP. Tak isto je moZné zistit, ¢i existuje jazykova slu¢ka (taktieZ z osnov pre dany
cudzi jazyk). Co sa tyka moZnosti praktickej prace a vytvorenia novej didaktickej
cesty, tieto su uz skoér subjektivne. Tato subjektivita v§ak nespochybiiuje principy
a ciele tohto néastroja. Tento nastroj nesluzi na to, aby sa vytvoril nejaky pevne
dany zoznam tém, ktoré su a ktoré nie si vhodné pre CLIL na vyucovani cudzieho
jazyka. Tento nastroj ma pomahat kazdému ucitel'ovi individualne. Sam ucitel vie
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najlepsSie zhodnotit uvedené kritérid a na zaklade toho sa rozhodnut, ¢i danua
tému pouzije alebo nie.

Zaver

Strach z neznameho je prirodzenou vlastnostou vsetkych I'udi. Avsak, ak by
sme nemali dost odvahy na to, aby sme obcas vyskuasali aj nieco iné, v nicCom by
sme nenapredovali. Preto je nutné sa tohto strachu zbavit. Jednou z moznosti,
ako s tymto strachom z neznama bojovat je, Ze sa z nezndmeho stane zname. To
znamend, Ze sa nieco nové pokusime spoznat. Takyto strach z nezndmeho je
jednym z dovodov, preco ucitelia alebo riaditelia nechcti pouzivat metédu CLIL.
Ak by vsak lepsie poznali jej principy, ich strach by bol ovel'a mensi. Preto bolo aj
zamerom tohto prispevku sprostredkovat zakladné informacie o tejto metdde, jej
principoch, vyhodach a aj o nastrojoch, ktoré jej aplikdciu mozu este ulahcit.
Treba sa teda vzdat predsudkov, odburat strach a nabrat odvahu. Lebo iba tak
moZe napredovat ¢lovek a aj spolo¢nost.
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Resumé

Das Ziel des vorliegendes Beitrags ist die Darstellung der Informationen iiber
die CLIL-Methode, ihrer Prinzipien und die Erklarung von zwei CLIL-Planning-
Tools: CLIL-Matrix und CLIL-Werkzeug. Am Anfang des Beitrags findet man die
Informationen tlber die Sprachpolitik in der Slowakei im Hinblick auf die
Konzeption des Fremdsprachenunterrichts. Weiter stehen dem Leser manche
Informationen {ber CLIL-Methode und tber ihre psycholinguistischen
Grundlagen zur Verfiigung. Im nachsten Kapitel werden die zwei Planning-Tools
ndher beschrieben und ihre Prinzipien erklart. Im Falle der CLIL-Matrix geht es
um ein Planning-Tool, das dem Lehrer beim Planen des CLIL-Unterrichts im
Rahmen eines Sachfaches helfen soll. Im Falle des CLIL-Werkzeugs handelt es
sich um ein Werkzeug, das zur Implementation eines nichtsprachlichen Inhalts in
den Fremdsprachenunterricht dienen soll. Am Ende des Beitrags wird das CLIL-
Werkzeug an zwei konkreten Beispielen dargestellt. Es werden zwei Themen
iberprift, ein aus der Mathematik und ein aus der Geographie fiir die
Sekundarstufe I.

Schliisselwortes: CLIL, Kurrikulum, CLIL Matrix, CLIL Instrument,
Fremdsprachen
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Abstract

The aim of this paper is to introduce foreign language teaching approaches in a
synchronic and diachronic perspective by analyzing their theoretical assumptions,
language practice and effects in foreign language acquisition. Attention will be paid to the
role and place of communicative teaching approach in the process of foreign language
learning. Basic communicative act elements and their meaning for teaching effective
communication and speaking on an elementary level will be mentioned. The question of
effective techniques in teaching communicative skills will be described, together with the
language opportunities while living in a foreign language country. Additionally, attention
will be paid to the necessary conditions that have to be met to be successful in language
teaching. Finally, the importance of communication testing techniques will be pondered
on.

Key words: communicative competence, communication, foreign language teaching,
testing, effective teaching

Foreign language teaching approaches (synchronic and diachronic

perspective)

The changing needs of society in a given period determine the aim of foreign
language learning. In the 19t century and earlier, language learning was oriented
towards the knowledge of literature and cultural aspects of a particular country
and the development of cognitive abilities. Thanks to such a taxonomy of
teaching aims, one of the oldest methods - the grammar-translation method -
proved useful in the ware cognitive process, i.e. code acquisition (here: foreign
language). It gave the pedagogical grammar a privileged position. As a result,
pedagogical grammar teaching and mastering was treated as an end in itself, at
the same time justifying the need to use students’ mother tongue in class. The
knowledge of grammar was considered sufficient for students to produce
sentences in a foreign language, which enabled participation in a communicative
act as a result of automatic cognitive processes (Komorowska, 1975, p. 16). The
need to teach language skills separately through specially prepared exercises was
excluded.
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The 1980s was a period when a new methodological idea was established due
to a language concept stemming from Wilhelm von Humboldt theory
(Komorowska, 1975, p. 17). It shifted the importance from the cognitive value of
grammar to expressive function of language. The natural approach, also known
as the direct, called for the use of living language on the level enabling
unrestrained communication. This changed view on foreign language teaching
also did not take into consideration the need to teach language skills through
specially prepared exercises. The psychological approach, expressed in the direct
method, eliminated the pedagogical grammar from the foreign language teaching,
together with the need to use the mother tongue of learners during lessons. The
attention was also paid to making the process of foreign language acquisition
similar to the process of mother tongue learning through global teaching. Thus,
teaching was treated as a comprehensive process. It assumed the division of a
spoken text into sentences from which learners were able to separate smaller
elements after hearing and repeating them for a few times. Such an attitude made
foreign language learning an automatic process of sentence formation through
direct utterances.

After the World War II the need to learn foreign languages quickly grew.
Communication on an international level and the necessity of easy and efficient
information flow were more important than ever (Komorowska, 1999, p. 4). It
posed a challenge to language methodologists - to create efficient foreign
language teaching methods.

Post-war glottodidactics was dominated by the behavioral approach in the
1940s and 1950s (especially popular in the USA). Language was seen as a form of
human activity combined with the structuralist language approaches. The
integration of the two gave birth to the audio-lingual method in didactics. In this
way, the functionalist approach to linguistics of the Prague school (Fisiak, 1978,
p. 41) turned the attention to the communicative function of language and
influenced the primary goal of foreign language teaching, i.e. enabling an active
participation in language communication and making language a tool of
communication (social aspect of language). The approach was manly
characterised by ascribing importance to speaking skills (while marginalising
reading and writing skills). Speaking skills were seen as the development of good
language habits through drilling, memorising dialogues or group repetition of
grammatical structures (Komorowska, 1999, p. 4). Enthusiasts of this method
emphasise its effectiveness in preventing language interference thanks to
mechanic language habits, thus reducing language mistakes and bad habits.
Because of the fact that the language acquisition process ceased to be seen as
intellectual and cognitive, pedagogical grammar and communication in students’
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mother tongue was eliminated. Those factors were regarded as the ones
hindering progress in foreign language acquisition.

Not satisfactory results of teaching by the audio-lingual method were the
reason for the search of a new approach. The 1960s brought new tendencies in
linguistics - the transformational-generative grammar. Noam Chomsky, the
father of generative grammar, who never spoke about practical aspects of his
theories for foreign language teaching methodology, had a major impact on the
field and contributed to the rise of the cognitive approach. Although the approach
never built a teaching method based on the transformational-generative
grammar, it revolutionised the attitude towards language and questioned
behavioral and structuralist approaches towards it. The cognitive approach
assumed that the basic language characteristics stem from inborn aspects of
human brain and from how experience is transformed by language. Assuming
that language is not a set of structures that can be automatically learned, but a
limited set of structures to generate an infinite number of sentences (Chomsky,
1957), the process of language learning cannot be treated as an imitative process
of good habit acquisition. It has to be seen as a creative process of sentence
generation, based on the rules. The cognitive thought on language learning
concentrates on learners’ mental abilities and their ability to use theoretical
knowledge (Chomsky’s competence) in language practice (Chomsky’s
performance). The goal of language teaching did not change - it was still about
enabling communication. However, the emphasis was put on learners. They were
ascribed an active role in language acquisition and allowed to make mistakes
without being corrected each single time, and thus encouraged to speak
spontaneously. The effective teaching in the light of the cognitive approach
assumes conscious attention on grammatical rules and a creative aspect, which
give learners the possibility to create an infinite number of sentences that they
have never heard before.

The 1960s and 1970s saw a fundamental change in effective foreign language
teaching attitudes as a result of the works and activities of Dell Hymes, a
sociolinguist (Hymes, 1971, 1972). The change stems from the introduction of
the notion of communicative competence. The idea relates to what is formally
possible (grammatically correct) to be accomplished in a given language as a part
of performance, what is appropriate in certain contexts or situations and what is
actually used by native speakers in a communication community (Hymes, 1972,
p- 284-286). The idea of communicative competence of Hymes was later
developed by Michael Canale and Merrill Swain (1980), who in its scope
distinguish grammatical competence (after Chomsky), discourse competence -
which makes it possible to interpret and produce coherent utterances,
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sociolinguistic competence connected with the understanding of language social
usage (participants’ roles, information sharing, interactions) and strategic
competence (Bagari¢ & Mihaljevi¢ Djigunovi, 2007, p. 102) seen as the ability to
cope with utterances which were not understood by a listener and with
insufficient mastering of the remaining language competences. Bachman (1990)
tried to improve the theory by introducing particularisation and changing the
structure of the above components. The importance of the strategic competence
was emphasised and put together with the language knowledge. The
effectiveness of foreign language teaching seen from the perspective of
communicative approach can, therefore, be understood as a combination of
linguistic and communicative competences together with interpersonal skills of a
teacher (Komorowska, 1999, p. 4).

The last foreign language teaching approach is the humanistic approach,
developed in the 1970s and 1980s. It was based on Maslow’s hierarchy of needs
and the theory coined by Rogers (1983) about a teacher facilitating learning in
students. Maslow believed that human needs are divided into lower-order
(physiological, safety, love and belonging) and higher-order (esteem and self-
actualisation). Only by satisfying the lower level needs, the development of
talents, skills and interests is possible (Williams & Burden, 1997, p. 34-35). The
views of Rogers (1983, p. 18) were similar. He called for taking appropriate steps
to change the view on teaching and the role of both teachers and learners. He
supported the shift from language teaching to language learning treated as a
process and a change in the role of a teacher facilitating language acquisition.
Three basic character traits of the teacher are supposed to help the teacher reach
this goal: realness, acceptance of student individualism and empathic
understanding. The humanistic perspective had a direct impact on the following
language learning methods: the Silent Way, Suggestopedia, the Community
Language Learning and the Total Physical Response. All of these approaches,
apart from the Silent Way, are rooted in psychology. They take into consideration
various aspects of student character traits and emphasise a comprehensive view
on them as an integral component. It determines the choice of teaching methods
in consideration of language learning process integrity, through the elimination
of fear and through providing safety conditions (Williams & Burden, 1997, p. 37).

The current language teaching process is more eclectic in its nature. As a
result, it is not possible to name one dominating trend or method. However, the
role of a teacher has become more oriented towards students and towards
providing them learning strategies, thus making the process more efficient,
aware and motivated (Komorowska, 1999, p. 5).
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The essence of a communication process and the success in foreign

language teaching on A1 level

The communicative competence defined above is crucial in understanding the
scheme of a communication process seen as (Bonar, 1997, p. 20): “(...) zesp6t
zjawisk okreslonych w uktadzie: nadawca, odbiorca, kanal, kod, komunikat
(przekaz). Jest to proces przebiegajacy miedzy nadawca a odbiorcg, polegajacy na
przekazaniu odbiorcy pewnego komunikatu, na podstawnie ktérego dowiaduje
sie on czego$ o stanie nadawcy” (...a set of phenomena determined in a system of:
a sender, recipient, channel, code and message. This is a process between a
sender and a recipient where the recipient is provided a message based on which

they get to know something about the sender; translated by ML).
tessage
ception

ntentio essa SERED L
n " 8 oding ignal ansimissio ceptio ecoding
+

transmission reception

terpretatio
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Fig. 1: Communication process (based on Bonar, 1997, p. 20).

What is of fundamental importance in the communication process is the
sender’s intention, the reason why the communication took place, together with a
message interpretation by the receiver - equivalent to an attempt to understand
the sender’s intentions. That is why in the process of message transmission and
reception signal coding and its transmission (i.e. coding a message into words of
a language known to both parties) is considered secondary with respect to the
sender’s intentions. The analogical situation is seen from the perspective of the
recipient for whom effective communication is based not only on the sole
message decoding. Intentions of a sender can be relatively easy framed through
speech act functions which involve: phatic function, informative function,
impressive (persuasive) function, performative function, poetic function and
expressive function. If the receiver decoded a message wrongly, it can be
assumed that the message was disrupted. Disruptions are most often present on
the level of intentions or coding. Frequently, the reason for disruptions on the
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sender’s side are the lack of their own intention awareness or a situation in
which more than one intention occurs and it is contradictory or when the sender
purposefully hides their intentions and misleads the recipient. We can speak of
the communication disruption on the coding level when the message sender
chooses an inappropriate set of signals (code) with respect to the receiver’s
abilities and when they use an ambiguous code.

It has to be mentioned that each time when the notion of communication is
used, its verbal (spoken and written code) and non-verbal dimension is meant
(Lipinska, 2004). Because of the fact that it is verbal communication (especially
spoken code) is of more importance for this paper, let us see how its non-verbal
aspect is involved in communication.

A non-verbal code is of a similar function to a verbal one. It can express
emotions or attitudes of communication act participants and make the verbal
code complete or even replace it fully. When thinking of non-verbal code,
gestures, mimicry and body movement come to the fore. It is considered
necessary to get to know the non-verbal communication of a language
community since non-verbal mistakes are the same in their effect as the verbal
ones. Additionally, a paralinguistic aspect has to be taken into account, such as
the tone of voice, pace of speaking, intonation, pauses and a proxemics factor
which includes information of the arrangement of elements in a space
surrounding communication act participants, distance between them and such.
These elements of non-verbal communication are crucial during language classes,
because they are analogous to mother tongue acquisition.

In conclusion, it can be said that the communicative competence makes it
possible to adjust individual language behaviour to patterns in a given culture, to
combine all elements of situational context and, thanks to suitable language
means (code), make the message efficient or to interpret a message according to
circumstances.

In the light of the above, what can be considered a success in foreign language
teaching (Komorowska, 1978)7 The success will be different on different
language levels. However, it is for sure connected with mastering a course
material and curriculum that will prove useful in communicative situations in
which students may participate. Ergo, an indicator of success in foreign language
is most of all the level of communicative competence. It is the ability to use a
foreign language in a natural way. As a result, the linguistic competence is not
necessary, because effective communication is possible even when the sender
makes a lot of mistakes that do not hinder communication as such. However, a
certain degree of linguistic correctness is needed; otherwise, the message can be
blocked.
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A few tips from a practitioner. How to teach effective communication?

In the process of foreign language teaching on an elementary level (A1) the
attention should be paid to the fact that students at first face a message in the
form of a text uttered by the sender (analogous to a mother tongue acquisition).
That is the reason why they first hear and try to understand the message and
then they verbalise in a foreign language what they understood. Reading and
writing skills are secondary with regard to listening and speaking, because
students should become familiar with written forms only after mastering
pronunciation. They should be able to read them first, then write. Introducing all
language skills at one time on the elementary level may store too much
information concerning phonetic signs and respective graphic signs in students’
mind. It may also cause phonetic and graphic interference. This is the reason why
at the initial stage of teaching foreign language, it is advisable to teach without
using a textbook (Brzezinski, 1987, p. 83-89; Miodunka, 1980, p. 83). Despite the
fact that it is easier, both for teachers and students, to work with a textbook, such
a no-textbook solution is worth considering. Language teachers are often
concerned that if their students do not write down new words, expressions and
sentences, they will forget them quickly. Such a situation is possible, but only if a
lesson is constructed and carried out not carefully enough. The stage without
using a textbook requires preparing suitable visual and audio materials as well as
other study aids replacing the textbook. What is more, a number of introductory
exercises and revisions are needed. They should make students speak.

Apart from the extensive didactic and other qualifications of a teacher, it is
also crucial for teachers to take into account a few conditions which motivate
students to learn and speak a foreign language (Komorowska, 2002, p. 149-154).
Creating a suitable atmosphere is one of such conditions - the level of public
speaking fear is reduced (Williams & Burden, 1997, p. 37) and a speaking barrier
disappears. In order to reach this goal, the teacher should give their students a
freedom of speaking (even when on an elementary level students are only able to
build short sentences or monologues) and do not correct their mistakes while
they speak. Later, when students finish their speaking, the teacher should most of
all see the effort that they put in speaking, see how long they spoke and
appreciate their willingness to do it, putting correctness aside. This is the reason
why exercises on linguistic correctness and fluency should be separated.

The next condition is elicitation which means providing a stimulus for
speaking. On the elementary level it is important to prepare vocabulary materials
in a way which will give students an authentic tool to build utterances in real life
communicative situations. Of course the material should vary with respect to the
country in which students live (living in a foreign language country is itself an
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opportunity to be in touch with a living language on a daily basis and is different
from learning a foreign in a student’s native country). The last essential condition
concerns aiding students in building utterances by asking them right questions
and thus facilitating the use of new vocabulary and syntactic structures.

At the initial stage of speaking in a foreign language, the attention should be
paid to its duality - a stage of controlled speaking and the stage of structure
activation. In the first stage, the teacher should become a guide through new
vocabulary, should supervise phonetic correctness and intonation. The teacher
should communicate with students with questions which contain a partial
answer in them. The next step is about teaching students to ask questions. It is a
very demanding stage, though feasible. At the initial stage students may face
problems with asking questions. It may be a result of an excessive initiative of the
teacher. It also signals an important problem - without the ability to ask
questions, the communicative act is hindered. The ability to form questions and
answer them is a foundation of conversations. It is also an initial phase in
building short monologues. In order to form a coherent utterance, students
should be able to form questions and answers. For example, speaking about a
self-presentation requires answering the following questions: What's my name?,
Where do I come from?, Who am 1?, Where do I live?, How old am I?, Where do |
work/study?, What am I interested in? etc. (Seretny & Lipinska, 2005, p. 173).
The teacher on this stage becomes a driving force and an initiator of students’
activities. It is crucial to remember about changing forms of work - from teacher-
student communication to small group and pair work. Students should change
groups and pair partners as much as possible to make communication acts more
authentic. Then the predictability of a communication act is lower. This can be
observed not only in more advanced groups, but also on an elementary level
where motivated and encouraged to speak students try to give their utterances a
more individual character.

It is of great importance to make use of speaking techniques in teaching
according to their efficiency in stimulating independent utterances. Such stimuli
as pictures, words and sound can be of help (Komorowska, 2002, p. 149). It
seems also crucial to pay attention to one more classification in teaching
speaking - preceding communicative exercises with pre-communicative
activities. The role of vocabulary teaching should be emphasised, although in the
first models of communicative competence it was discarded. It was treated as a
part of linguistic competence including vocabulary, word formation, syntax,
pronunciation and writing (Hymes, 1972; Paulston, 1974; Canale & Swain, 1980;
Bachman, 1990). Over the years, when notions started to be defined more
precisely in the abovementioned models, vocabulary began to be seen as a
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distinct part from grammar in a comprehensive linguistic competence view.
Hence, lexis becomes especially significant in the light of communicative
competence development. Poor vocabulary is a reason for communication
problems and it not only hinders, but totally blocks communication (after a
speaker used an array of non-verbal signs). On the other hand, poor grammar
rarely blocks communication - more often it hinders an information flow.
Therefore, the basis of efficient and fluent communication is based on vocabulary
(Komorowska, 1988, p. 75). Hence, if mostly lexis conditions communication,
teaching and consolidating it should be a priority in the communicative
approach.

What about grammatical correctness? It was mentioned before that poor
grammar or its inappropriate use in a communication act hinders communication
and may irritate an interlocutor. Rarely does it block communication totally. As a
result, teaching grammar in the communicative approach became secondary,
because from the perspective of effective communication the following sentence
is perfectly understandable: “I and you here tomorrow five” (Seretny & Lipiniska,
2005, p. 111). The information about a willingness to meet, the place and time of
meeting as well as the participants is clear. The condition of suitable lexical filling
has been met. Even if on the initial stage of foreign language acquisition such an
utterance should be praised by the teacher (for making an effort and for
overcoming a linguistic barrier), it seems that foreign language learners will not
care only for such an efficiency and fluency. That is why teaching grammar
should never be neglected because of its great value in using a foreign language
correctly. Then, there is a need to teach grammar structures in communication
acts and teach how to combine them in logically - how to use the code (Allen &
Widdowson, 1983, p. 96).

Let us concentrate now on techniques how to teach speaking which are most
useful on the elementary level (Komorowska, 2002; Seretny & Lipiniska, 2005).
Speaking is here stimulated by pictures, sounds and words. The strongest of the
stimuli is a picture stimulus (such as an illustration, photography, poster, map,
slide or video). New vocabulary can be introduced and revised. Students can ask
questions and give yes/no answers; they may also describe the picture and draw
conclusions on what the picture does not present. The same situation is with a
sequence of pictures in a form of a story (maximally 8 pictures). Narration and
improvisation can be exercised by imitating what was said by characters in
pictures. A more demanding version would require telling the whole story if one
or two elements are missing. A similar exercise to activate speaking is a picture
technique similar to the dominoes which involves a few loosely connected
pictures that students use to tell a story that other students accept. Also, real life
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materials are of value, e.g. leaflets (restaurants, cafés, swimming pools, concert
halls, fitness clubs and such), entrance or flight tickets, cinema and theatre
programs etc. (which are not a speaking material here, but only pictures). Based
on these, students can say how they came into possession of the materials and
report on a cultural event, journey or meeting that they took part in. The same
technique can be used for pair or group work.

When it comes to the techniques based on a speaking stimulus, the ones
working best on an initial stage of language acquisition involve asking questions
by the teacher and provoking a reaction in students. It is required from students
to be fully engaged and concentrated only on a vocabulary and intonation. An
especially valuable exercise concerns situational stimulation (feasible only in the
country of a foreign language) in the form of outdoor lessons during which
students have to start a conversation with strangers in order to find answers to
questions they build themselves, based on what the teacher requires (asking for
direction, buying a ticket, ordering food etc.). A similar stimulation to picture
stimulation (based on real life materials, e.g. leaflets, maps, advertisements,
pictures) is using them as a real example of a text from which students have to
read certain information, e.g. about a price, opening hours, address, phone
number etc. Other methods to activate students’ speaking involve constructing
monologues according to a set plan or a plan created by the speaker.

The last stimulus used to encourage speaking is sound. It can be used to
practice new vocabulary while recognising the sounds of habitual activities or in
putting the activities in a chronological order. Additionally, playing real or
specially prepared songs to mime and verbalise them (either fully or in parts) is
also advisable.

The need to test speaking skills and assessment methods

In the light of the problems described above which concern the
communicative competence, its role in the foreign language acquisition, a success
in foreign language learning and effective teaching of speaking, the need to test
this skill seems essential. The results will show the degree of speech naturalness,
its interactive character and, taking into account its low predictability; the degree
of fluency. Of course, a paradoxical situation of testing communication only with
written tests (e.g. gap filling exercises, dialogue formation, written answers to
questions or descriptions of places, people and situations) should be avoided.
The progress in speaking should be assessed orally. However, even if preparing
exercises to test speaking is not problematic, an objective assessment of students
is a difficult task.
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Basic ways to test speaking involve the abovementioned techniques of
teaching communication (Komorowska, 1984, p. 233-250). And thus, on an
elementary level the following techniques are advisable: asking questions and
eliciting one sentence answers, picture techniques with verbal stimulus,
controlled interviews made up of a few questions which require one sentence
answers and describing situations based on a picture with a few main elements
with no causal link. Worth considering are also mini-dialogues which imitate real
life situations, such as buying a ticket, ordering dinner in a restaurant, booking a
table, ordering a taxi, asking for directions etc. In order to elicit a longer
utterance, a picture technique can also be used as well as a story technique, a
controlled interview or monologue, e.g. “Me and my family” which assume free
text and information organisation. Except for the results

While considering a general assessment of speaking, we have to consider
testing students in front of an examining board consisting of at least two
members, due to the fact of an unavoidable emotional subjectivity of teachers
who know their students. If such a solution is not possible, teachers should
distance themselves from their students while testing or they ought to make use
of technological solutions and record each student, then compare the recordings.
Clear criteria should be set and the following skills assessed: communicative
competence to understand speaker’s intentions, fluency of speaking, the ability to
maintain a conversation, grammatical correctness, the choice of vocabulary,
idioms, style of speaking, pronunciation and intonation (Seretny & Lipinska,
2005, p. 184).

Conclusions

Situating the communicative approach in a suitable historical reference gave
us an opportunity to see its primacy with regard to other approaches in foreign
language teaching. In spite of current eclectic approaches, the importance is
shifted to communicative competence. A positive attitude towards the language,
learner’s motivation, teacher’s assistance and a good atmosphere in class help to
reach this goal. Those factors aid foreign language acquisition during which
carefully planned didactic process and effective teaching goals have to be
present. What is needed to define the success in language learning and teaching
is to specify the scope of skills which students should reach on the elementary
level through pre-communicative and communicative exercises and testing. The
skills should include intention decoding, fluency in speaking, the ability to
maintain short and long conversations, lexical diversity, knowledge of
grammatical structures, pronunciation and intonation correctness.
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Abstract

Bilingual education is becoming a part of every school worldwide. Education in two
languages is necessary and required by many schools and parents. Being bilingual opens
not only more opportunities for students, but also social, emotional and cognitive benefits
and therefore this article deals with definitions of the objectives, content and forms of
developing additive bilingualism of very young learners of English in Slovak educational
context. It analyses the term additive bilingualism and methods used to investigate the
presence of interference between mother tongue and a foreign language in the second
language acquisition of very young learners. The term additive bilingualism is not very
well-known and therefore we analyse this term from the point of view of several linguists.
Moreover, we discuss the situation of bilingual education and bilingual schools providing
the education in two languages in Slovakia. The article mentions the intention of our
research and its positive impact and benefits for bilingual education at nursery schools
and the way how to improve this type of education in Slovakia.

Key words: bilingualism, additive bilingualism, very young learners, acquisition,
nursery schools

Introduction

Learning foreing languages in adulthood is more difficult than in early years of
childhood. Therefore, there is more and more research conducted in this area.
Childrens” way of acquiring foreign language is spontaneous act, therefore there
is a necessity to start acquiring languages in early years of life. First of all, we
should define the possible ways of acquiring t foreign language. There are two
main ways to acquire more than one language:
e simultaneous acquisition (when a child learns two languages at the same

time);
e sequential acquisition (when the second language is learnt after the first).

The intention is to fully analyse the second type of bilingual acquisition, it
means sequential or additive type. Nowadays simultaneous bilingual education if
prefered in many schools worldwide. It is said that this type of bilingual
education is more effective and easier for children, but few people discuss and
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analyse the danger causing simultaneous bilingualism. We will conduct the
research dealing with this issue and we will bring new perspective relating to
additive bilingualism.

Sequential (successive) acquisition

Sequential, successive, consecutive or additive bilingualism are synonyms
which define the situation when the child acquires the second language after
having considerably learnt the first language, for example when the parental
tongue is different than the main language of the community or education
system. It is the situation wherein learning a second language does not interfere
with the learning of the first language. Both languages are developed. The second
language is added to the first one and does not influence mother tongue.

Lambert (1977) says that the majority of positive studies have involved
bilingual students whose L1 was dominant and there was no danger of
replacement by L2. The resulting form of bilingualism is termed ‘additive’ in that
the bilingual is adding another socially relevant language to his repertoire of
skills at no cost to his L1 competence. (Cummins & Swain, 1987, p. 18). Cummins
(1991) defines additive bilingualism as a process of acquisition in which the first
language continues to be developed and the first culture to be valued while the
second language is added.

Nowadays, language is the principal phenomenon in our society. Additive
bilingualism is a form of language learning. Children learn very quickly in a
natural, stress-free environment, therefore the education of the second language
is very effective at this age. In the process of acquisition of the second language of
very young learners may occur negative interference, language transfer or L1
interference which influences the learner’s native language. It can cause serious
problems in the process of foreign language acquisition. Since we analyze the
process of acquisition of target language of very young learners we can talk
mainly about phonological and lexical interference. Interference from a student's
native language is mostly in the form of pronunciation and sentence structure
errors. Pronunciation mistakes are due to the fact that spoken sounds or
phonemes differ from language to language. Children may have problems with
pronunciation of some words from target language because these words do not
exist in their mother tongue. They can have problems with lexical items and their
remembering. The more children are exposed to the target language, the more
they acquire. The foreign language becomes more developed and stronger. This
may cause the negative interference on the mother tongue. Native language may
become weaker and foreign language becomes more dominant. Language
transfer has been regarded as a natural fact in the process of learning the second
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language and it should not be considered as negative aspect in the process of
teaching language. Teachers should understand the errors their students make
and encourage them to improve their language skills and abilities. Mistakes and
errors play an important role in educational process because teacher sees what
mistakes students make and so he designs materials and activities to highlight
mistakes and to avoid making them again. Teachers may use positive transfer to
motivate their students and create a feeling of self-confidence in the English class.
Furthermore, negative transfer may be seen as constructive way of approaching
students efficient. It can help the learner to get things right.

Situation in Slovakia

The school system of the Slovak Republic nowadays includes 8 types of
schools:

e nursery schools (for children from 3 to 6 years),

e primary schools (for children from 6 to 15 years, divided into two levels:
primary education and lower secondary education),

grammar schools (with either 4-, 5- or 8-year study programmes),

secondary vocational schools (with 2-, 3- or 4-year study programmes),
conservatories,

e schools for learners with special educational needs,

elementary art schools,

e language schools.

ISCED 0 does not state precise rules of foreign language education. In this
document there is only stated that native language, Slovak language must be
taught at all types of Slovak schools. Foreign languages are allowed to be taught
but all schools must teach Slovak language to develop communicative
competence of learners.

This means that second language is only some kind of addition to mother
tongue. Slovak language is dominant and target language is added to the first one.
The Slovak legislation also provides education in a foreign language (only six
languages may be taught as foreign languages in Slovakia: English, German,
Russian, French, Spanish, and Italian) (Pokrivéakova, 2013). As it is stated in
document published by the Ministry of Education in 2000, the network of schools
and school facilities included 3,262 nursery schools with 7576 classes. In
September 15, 2012 the network of schools and school facilities included only
2,861 nursery schools with 7,395 classes. Nursery schools also vary according to
the language of instruction. In 2012 most children attended nursery schools with
Slovak language of instruction (139,955) and Hungary language (9076). There

161



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

was smaller representation of a Ukrainian language (186 children), German (102
children) and French (74 children). There is also a representation of bilingual
Slovak language with English language (57 children), Bulgarian language (44
children) and Ruthenian language of instruction (17 children). 14,515 teachers
provide education and training at nursery schools of whom 98.7% has the
qualifications established by generally binding regulations (Ministry of
education, 2013).

In Slovakia the additive type of bilingualism is dominant. Mother tongue is
stronger and is used as the first language of instruction, while a foreign language
is used only as a secondary instructional language in some subjects or in the
teaching of only some topics or lessons.

Information which we have about bilingual education are reffered to primary
and secondary schools whereas we do not have enough information about the
bilingual education at nursery schools. Therefore, in our research we will pay
attention to development, importance, quality, effectiveness and way of foreign
language acquisition of very young learners at nursery schools all around the
Slovakia. We will analyse updated number of teachers who teach languages, if
they are qualified to teach them and what materials are used at these schools.

Research aims and research questions

The main aim is to carry out how the second language interfere with mother
tongue and what effects of interference there are. We will use several methods
conducting the research. The research objectives are to analyse the system of
bilingual education for very young learners in Slovakia, to conduct 2 case studies
of young learners, to observe and analyse effects of bilingual education in these
subjects with the focus on appearance of negative interference and to suggest the
way of elimination of negative interference.

The research questions, which can be derived from the above mentioned
research aims are:
e How do children learn/acquire the second language?
e Who teaches foreign languages? Do the teachers have appropriate

qualifications to teach foreign language?
o What institutions provide bilingual education?
o What materials do nursery schools use for foreign language education?
e How to improve the situation of bilingual education in Slovakia?

Research methods
The first research objective will be fulfilled through content analyses of
pedagogical and school documents.
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The second objective will be fulfilled using case study method. We will use the
following research techniques:
interview with teachers,
interview with parents,
analyses of pedagogical and school documents,
observation of children,
analyses of learners products.
5 chosen nursery schools for each region. 8 regions-40 nursery schools.

Research samples

The research samples are the young learners of nursery schools all around the
Slovakia. We analyse the situation of foreign language teaching in all regions. We
will observe and analyse 5 chosen nursery schools from each region of Slovakia.

Expected outcomes

The partial results will be published in the next article after the detailed
analyses of the gained data. It is believed that the new data gained through the
planned research will lead to better understanding of mechanisms of developing
additive bilingualism in young learners, as well as it will bring new impulses for
improve the processes of foreign language education in the observed age group of
learners, e.g. by assessing specific aspects of bilingual speech sucha s code-
switching and others (Pokrivéakova, 2014).
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Abstract

Irish language education in the context of primary and secondary schools is one of the
preconditions how to achieve societal bilingualism in the long-term horizon. One of the
aims of the article is to analyze the main reasons leading to the adoption of Irish language
as one of the compulsory subjects in Irish schools. The attention is being paid to
identification and analysis of weaknesses and strengths of Irish language education in the
context of mainstream schools as well as gaelscoileanna schools. Future challenges
connected with Irish language primary and secondary education are also being addressed.

Key words: Irish language, revitalization of Irish language, primary and secondary
education

Uvod

frsky jazyk ako narodny aprvy oficidlny jazyk Irskej republiky tvori
integralnu sucast v ramci primarneho a sekundarneho stupna vzdelavania uz od
vyhlasenie nezavislosti Irska. Ir$tina je tak povinnym $kolskym predmetom
vramci primarneho stupna zakladnej sSkoly ako i maturitnym predmetom
(leaving certificate subject) popri angli¢tine a matematike v ramci sekundarneho
vzdeldvania. Povinna vyucba irstiny trva Strnast rokov (od Stvrtého po
osemnasty rok jedinca). Okrem beZnych typov $kdl sa v irskej republike
nachadzaju iSkoly (predprimdarne, tzv. nafonrai, primarne i sekundarne, resp.
postprimarne), na ktorych vyucba prebieha prostrednictvom irskeho jazyka
(gaelscoileanna).

Cielom nasho prispevku je podat aktualne informaécie o Specifickosti irskeho
vzdelavacieho systému pokial ide o vyucbu irstiny na primarnom a sekundarnom
stupni $kol, reflektujic vyznam irstiny pri kreovani kultirnej a narodnej identity
frov neopominajic reflexiu slabych a silnych stranok vyuc¢by irskeho jazyka
v kontexte irskeho vzdelavacieho systému.

Informécie o irskom jazyku ajeho vyzname resp. interkultirny charakter
problematiky mézu byt v budicnosti aplikovatelné do konkrétnych predmetov
v ramci tvorby a inovacie resp. modernizacie vyucby v anglickom jazyku.
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irsky jazyk v edukaénom systéme

V ramci kreovania identity je dolezité venovat pozornost i javom suvisiacim
s procesom formovania identity v rdmci vyucbového procesu, nakolko Skolské
vzdelavanie zohrava Klicovu tulohu pri formovani mladych l'udi (Hale & de
Abreu, 2010), ktori si potencialnymi budicimi transmitormi irskeho jazyka.
Skola zohrdva primarnu tlohu ivoblasti formovania kultdrnych identit
v dnesnom globalizovanom svete reflektujuic fakt, Ze vzdelanie, kulttira a identita
su nerozlutne prepojené (Sykes, 2013). Dany fakt je akcentovany
i prostrednictvom tvrdenia, Ze gramotnost v jazyku (v naSom pripade v {rskom
jazyku) je predpokladom clenstva resp. participacie jednotlivca na gaelskej
etnokulture (irsky jazyk teda dovol'uje jedincovi stat sa jej sicastou).

Skola vystupuje ako markantny nastroj socializacie, ,hrd déleZiti tlohu pri
formovani ndroda a ndrodného vedomia, pricom ucebnice su kliicovym médiom
ndrodnej socializdcie a legitimdcie. Podl'a Gellnera a Hobsbawma sa Skolou prendsa
kultiira. Skoly vychovdvajii $tudentov pre potreby ndrodného Stdtu (Kovaé, in
Kilidnova, 2009, s. 327). Skola ako jedna z najddleZitej$ich narodnych institicii sa
tak moze pozitivne podielat na vytvarani pozitivnych vazieb vocli vlastnej
kultire, narodu ¢i SirSej komunite. Je to prave Skolské prostredie, ktoré ma
nezastupitel'ny vplyv na vyvijajicu sa identitu jednotlivca resp. na formovanie
jeho kulturneho povedomia, kedZe uci ziaka vazit si hodnoty svojho
spolocenstva.

V minulosti bolo bezné, Ze irski Ziaci dostavali inStrumentalizovany narodny
pribeh v duchu oficialnej britskej imperidlnej, kolonidlnej ideolégie. Vzdelanie
resp. vyucba jazyka je teda kl'icovym elementom pri porozumeni danej kultary
ajej Specifickych  charakteristik  spojenych  sjedincovym  myslenim
a metalingvistickou vedomostnou bazou (Gémez-Estern et al, 2010). Kultura
resp. kultdrna identita sa tak pre jedinca ako nositel'a kultiry stava pridanou
hodnotou, sti¢astou jedincovej socialnej identity (Udrea, 2014). Skola je jednym
z miest, ktoré napomaha kreovaniu identity jedinca. Podl'a Thiessovej, (2007, s.
199) ,, pri vychove k ndrodu ma $kola nezastupitelné miesto, nakol’ko sa podiel'a
na kreovani pocitu spolundleZitosti.“ Pocit spolundleZitosti zohrava doéleZitu
ulohu pri posiliiovani a uvedomovani si vlastnej kultirnej identity, vytvara istoty
a napomaha i vlastnej identifikacii jedinca v rdmci komunity.

Pokial ide o vzdelavanie v irskom jazyku, Cummings (2008) uvadza, Ze v frsku
(mimo Uzemia Gaeltachtu) sa nachadza 171 zakladnych skol a 43 strednych $kol,
na ktorych vyucCovanie prebieha prostrednictvom irskeho jazyka
(gaelscoileanna). Podla organizacie Gaelscoileanna Teo, ktort financne
podporuje Foras na Gaelige, k septembru 2013 p6sobi mimo oblasti Gaeltachtu
(irsko jazyc¢né oblasti) 144 zakladnych $kél v republike (4,5%) a 36 v Severnom
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frsku (spolu 180) a 36 postprimarnych $kél v republike (4,8%) a 5 v Severnom
frsku (spolu 41) vramci systému $kol gaelscoileanna. V sti¢asnosti $tuduje cca
45 000 ziakov v ramci gaelscoileanna, mimo tzemia Gaeltachtu. V roku 2015 sa
planuju otvorit d’alSie postprimarne gaelscoileanna skoly v mestach Carrigaline,
v okres Cork av Ashbourne, vokrese Meath, nakol'ko ich popularita, ikvoli
dosahovaniu lepsich vysledkov ziakov, stipa (Gaelscoileanna, 2014).

Vysledky prieskumu zroku 2006 naznacuju, Ze najviac Studentov, ktori
pouzivaju irsky jazyk denne v edukacnom systéme, sa nachadza v kategérii 10 -
14 ro¢nych (72,5%) v rdmci primarneho stupnia, pricom v ramci sekundarneho a
terciarneho stupiia pouZivanie jazyka znac¢ne klesa (O Laoire, 2008; O Laoire,
2012). I z tohto dovodu je ddleZité venovat pozornost jazykovej politike v Irsku
resp. roznym typom $kol v irskom vzdelavacom systéme, neopominajic vyucbu
irStiny od predprimarneho stupna zakladnych $kol az po tercidrne vzdelavanie.

Klasifikacia irskych $§kol podl'a typu vyucby irstiny

Vyucba irskeho jazyka prebieha bud’ v rdmci povinného predmetu na beznych
zakladnych a strednych Skoldch (mainstream schools, English-medium schools),
alebo vramci $kol, na ktorych sa vyucba realizuje prostrednictvom irskeho
jazyka (gaelscoileanna - plural od Gaelscoil, ,all Irish”, Irish medium education)
zvacsa v urbannych oblastiach s dominantnym anglickym jazykom, resp. mimo
irsky hovoriacich oblasti (Cummings, 2008). Vzdelavanie vyluc¢ne v irskom jazyku
je ijednou zcharakteristik vzdelavania vzapadnej Casti Irska, vregiénoch
Gaeltachtu (preklad - irsky hovoriaci, Irish-speaking).

Sumarizujic informacie ohladom Kklasifikdcie $kél, vyuovanie sa v Irskej
republike realizuje bud’ prostrednictvom vyuzitia dominantnej angliCtiny alebo
minoritnej irStiny. Vramci beznych $ko6l (mainstream schools) v anglicky
hovoriacej dominantnej ¢asti irska je ir§tina jednym z obligatérnych predmetov
vramci primarneho ipostprimarneho kurikula. Majorita Studentov Studuje
irstinu v beznych Skolach, kde sa irStina vyucuje ako jeden zo Skolskych
predmetov (O Laoire, 2008).

Podl'a vysledkov vyskumu Harrisa a O Duibhira (2011) signifikantne lepsie
vysledky virskom jazyku dosiahli Studenti, ktori boli vystaveni pouZivaniu
irStiny imimo hlavnej vyucovacej hodiny. Ztohto pohladu dosiahli lepSie
vysledky Studenti, ktori navstevovali Skoly, na ktorych bola irStina hlavnym
vyucovacim jazykom (Skoly v Gaeltachte alebo gaelscoileanna v Galltachte,
anglicky dominantnych Castiach krajiny).

V ramci systému $kol gaelscoileanna su cez irStinu vyucované vsetky Skolské
predmety. Pri tomto type vyucby ucitelia casto uplatiiuji CLIL metédu.
I s pomocou tejto metddy sa zvysila znalost irskeho jazyka u Studentov. Metéda
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je efektivna hlavne na predprimdrnom a primdrnom stupni $kél, v case ked’
Studenti zac¢inaju s u¢enim sa jazyka.

Vyucba {rStiny vramci gaelscoileanna je podla viacerych vyskumov
realizovanych irskou agentirou Gaelscoileanna Teo vel'mi Uspes$n3, tvrdiac, Ze
dané sociolingvistické prostredie podporuje resp. posiliiuje jazyk vyucby (irsky
jazyk). Cielom je senzitivne redukovat vystavenie zZiakov anglickému jazyku
postupne od predprimarneho po sekundarne vzdelavanie v snahe dosiahnutia
findlneho produktu edukécie - bilingvalnych jedincov (Gaelscoileanna, 2014).

Pocas predprimarneho a primarneho vzdeldvania sa vyucujici snazia
pouzivat v prevaznej miere autenticky a vizudlny material, gestd, mimiku (body
language), intonaciu, aby pomohli Ziakom ¢o najviac jazyku porozumiet. Ucitelia
vyuzivaju casto za Gcelom vyucby jazyka piesne, frazy, rymy, i iné aktivity, ktoré
sa stavaju beznou sucastou dina. Podobny typ bilingvalneho vyucovania prebieha
ivinych castiach sveta napr.: v Baskicku, Katalansku, Kanade, Australii, Finsku,
Mad'arsku, na Novom Zélande, v Juznej Afrike, Walese & Skétsku. Takyto typ
jazykovej vyucby podporuje bilingvizmus, Ccitatel'ski a pisomnd gramotnost
v oboch jazykoch, ziskanie Sir§ieho okruhu komunikaénych partnerov a iné
kultirne vyhody zahfnajice pozitivny vztah ik inym kultiram, chapanie
pozitivnych stranok multikulturalizmu, uplatiiovanie principu tolerancie
a redukciu rasizmu, kreativitu, identitu, ekonomické a zamestnanecké vyhody (O
Hlfearnain, 2008).

Vyucba irstiny na uvedenych troch typoch s$kol (Skoly v Gaeltachte,
gaelscoileanna, bezné skoly) vSak prindsa i mozné vyzvy, ktoré suvisia s faktom,
Ze Ziaci vo vSeobecnosti maji malo moZnosti pouzivat irStinu v realnej
komunikacii mimo S$kolského prostredia, ¢o suvisi s klesajucim kontaktom
Studentov sirskym jazykom vo verejnej sfére. Tym padom Kklesd aj ich
komunikacna uroven.

Pokial' ide o pouzivanie irskeho ¢i anglického jazyka v domacom prostredi,
Fishman uvadza, ze ,domdce prostredie, je pre revitalizdciu jazyka klticové” (in
Fleming, Debski, 2008, s. 91). AngliCtina je i vdomacom prostredi Gaeltachtu
dominantna (67,5%), aj ked nie vtakom rozsahu ako v Kklasickych
anglickych domacnostiach (100%), ¢i vdomacnostiach, v ktorych s deti
navstevuju systém $kol gaelscoileanna (98%). Z vyskumu rovnako vyplynulo, Ze
deti z Gaeltachtu hovoria srodi¢mi po irsky viac nez deti z Galltacht oblasti
(dominantna c¢ast krajiny), ¢im sa zapajaju do intergeneracnej transmisie jazyka.
Ostatné dve skupiny zZiakov navstevujice bezné Skoly a gaelscoilenna maju teda
malé moZnosti komunikacie v {rStine a to nielen v d6sledku nedostato¢nej tirovne
irStiny rodicov. I z tohto dovodu povazuje vacsina ziakov irStinu len za povinny
Skolsky predmet, pricom emociondlna vazba kjazyku chyba anahradza ju
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chapanie jazyka ako symbolického elementu, ktory sa spaja skor s irskou
kulttrou, ale nie redlnym zZivotom.

Niektori Ziaci vyrastajuci a Studujuci v Gaeltachte (L1 speakers) nemaju
problém pozvolna prechadzat v komunikacii z anglictiny do irStiny, pricom
anglictina je i vramci komunikacie tejto mladej generacie pochadzajicej z
Gaeltachtu dominantnym komunika¢nym médiom. Na druhej strane vystupuju
ziaci z anglicky hovoriacich oblasti, ktori pouZzivaju irstinu viac vo forme
naucenych fraz, ktoré evokuju znalosti jazyka ako druhého cudzieho jazyka (L2
speakers).

Pre Skolopovinné deti je teda irStina skor symbolickym elementom ako
praktickou strankou zivota, priCom v porovnani s velStinou ma irStina mensie
funkéné vyuzitie. Preto je pozitivny pristup mladej generdcie k narodnému
minoritnému jazyka velmi ddlezity, nakol'’ko zvysenie jeho funkcéného vyuzitia aj
prostrednictvom modernych médif sa mdzZe odrazit i vinych doménach Zivota
(Moriarty, 2011, Fleming, Debski, 2008).

Vyucba irstiny v primarnej a sekundarnej sfére vzdelavania

Na zaklade oficialnej jazykovej politiky Irskej republiky je evidentné, Ze
jednym spdésobom ako efektivne dosiahnut bilingvizmus je prave edukacia
irskeho jazyka vramci $kolského systému. Stidium irstiny je povinné od
primarneho po sekundarny stupen vzdeldvania, pricCom v ramci predprimarneho
vzdelavania je zapisanie deti do nafonrai - irsko jazy¢nych skolok, nepovinné.

Vyucba irStiny na primarnom a sekundarnom stupni $kol

frsky jazyk sa v ramci primarneho stupiia vyucuje podobne ako na druhom
stupni 8k6l bud ako jeden zpovinnych predmetov alebo je vyucovanie
realizované prostrednictvom irskeho jazyka (gaelscoileanna, Skoly v Gaeltachte).
Primarne vzdelavanie (junior cycle) virskom jazyku na beznych typoch s$kol
avsystéme Skol gaelscoilenna (alebo vramci Gaeltachtu) je KkIdcom
k dosiahnutiu spolo¢enského bilingvizmu.

Hlavnou charakteristickou ¢rtou vyucby irStiny na primarnom stupni je i fakt,
Ze vyucujici majd viac ¢asu na vyuzitie réznych inovativnych pristupov vo
vyucbe jazyka, nakol'ko doraz nie je kladeny na teoretické poznatky ako je tomu
na sekundarnom stupni, ked'ze tam sa Studenti pripravuju vyslovne na maturitu.
Vyucbe jazyka na sekundarnom stupni teda dominuju teoretické poznatky, ktoré
Student musi do maturity nastudovat resp. ¢asto sa naucit naspamat.

To ako sa Studenti irsky jazyk naucia na primarnom stupni vytvara
predpoklady pre zvladnutie teoretického obsahu irskeho jazyka na sekundarnom
stupni, nakolko tu uZ vyufovanie prebieha prostrednictvom vyuZitia literatiry
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(basni ¢i uryvkov z diel irskych autorov). Literatdra tak tvori integralnu sucast
v rdmci sekundarneho stupiia vzdelavania, pricom nedostato¢na akvizicia jazyka
na primarnom stupni atym inedostatond jazykovd kompetencia sa stava
predpokladom pre negativny postoj ziakov k irskemu jazyku v buddcnosti resp.
v ramci sekundarneho stupna Skol.

Podl'a skolskych kurikul vytvorenych pre sekundarny stupen vzdelavania sa
vyucovanie v irskom jazyku realizuje niekol'kokrat do tyzdna. V ramci systému
beznych strednych $kol je irsStina jednym z obligatérnych predmetov. Maturita v
frskom jazyku sa realizuje na troch drovniach (Foundation level, Ordinary level,
and Higher level), pricom kazdy Student ma pravo vol'by podla stupiia ovlddanie
irskeho jazyka (Murtagh, 2008). Prvy program je vhodny pre Studentov so
slabymi zakladmi {rtiny (The Foundation level). Dalej vystupuji $tudenti
(kategéria 1) s mierne pokrocilou znalostou irStiny (The Ordinary level Irish),
kym druhy program je urceny pre pokrocilych Studentov (kategdria 2) (The
Higher level Irish, The Advanced level Irish). Treti program (kategéria 3) je
vytvoreny pre tych Studentov, ktori navsStevuju stredné Skoly s irskom jazykom
ako hlavnym vyucovacim jazykom (The Higher level Irish, Immersion programe,
Immersion, ,all Irish” education).

Vyhodou $kél s irskym vyucovacim jazykom v oblastiach mimo Gaeltachtu
(gaelscoileanna) je fakt, Ze ich znalost irStiny prevysuje znalosti irStiny Studentov
na Skoladch s dominantnym anglickym jazykom (mainstream, ordinary schools)
aje dokonca vedomostne porovnatelna so znalostou irStiny Studentov
Studujucich v oblastiach Gaeltachtu. Dominantnej$i kontakt sjazykom suvisi
i s vystavenim Studentov irskej kulture a literatire. Vo viacerych pripadoch je
vSak ucebny plan zacieleny prevaZzne na rozvoj konkrétnych receptivnych
(¢itanie) a produktivnych (pisanie) schopnosti ziakov vratane vybranych kapitol
z oblasti irskej prézy apoézie (Murtagh, Van der Slik, 2004), priCom oralne
kompetencie ziakom casto chybajii, ¢o vyluCuje vyuzitie irStiny v spoloc¢nosti
resp. mimo Skolského prostredia.

Murtagh aVan der Slik (2004) zrealizovali vroku 2000 longitudinalny
vyskum, ktorého cielom bolo zistit mieru pouZivania irskeho jazyka Studentmi
po ukonceni stredoskolského vzdeldvania. Do uvahy boli brané vsetky spominané
kategérie Studentov (kategéria, 1, 2, 3). Vysledky vyskumu indikuji vSeobecny
pokles pouzivania irstiny stredoSkolskymi sStudentmi vo vSetkych troch
kategoriach po ukonceni stredoskolského vzdelavania, resp. v ¢asovom horizonte
18 mesiacov po absolvovani maturitnej skasky (Leaving Certificate Examination).
Studenti zkategérie 3 (gaelscoileanna) vyuzivali moZnost hovorit irskym
jazykom v najvysSej moZnej miere.
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Absolventi tohto typu strednych $kol (gaelscoileanna, Gaeltacht schools) teda
disponuji omnoho vac¢Sou sietou priatel'ov a zndmych, ktor{ ovladaju irsky jazyk
profesionalne resp. na pokrocilej irovni, ¢im sa komunikacia stava jednoduchsou
a spontannejsou. Pre Studentov, ktori pochadzaju z tychto typov $kdl su typické
aktivity spojené s participaciou na kultirnych ajazykovych podujatiach
organizovanych v irskom jazyku, navsteva irskych klubov (Irish clubs) sledovanie
irskych televiznych a radiovych stanic (TG4, Raidi6 na Gaeltachta) a Citanie irskej
tlaCe a literatdiry (poézia, préza). Okrem iného st Studenti podporovani i v rdmci
rodinného prostredia, pricom rodi¢ia vnimaji Sirokospektrdlne bilingvalne
vzdelavanie svojich deti jednoznacne pozitivne a vzdelavanie sa v irskom jazyku
povazuju za vyznamnd, integralnu sucast vlastnej kultirnej identity.

Pokial ide o Citanie v irskom jazyku, tato aktivita je v prevaznej miere typicka
pre Studentov kategérie 3 (Studenti Studujuci na irsko jazy¢nych skolach), co
sved¢i o pouzivani irskeho jazyka tymito Studentmi imimo vzdeldvacieho
priestoru. Citatelskd gramotnost je teda jednym z doleZitych aspektov pri
zachovani a ochrane (nielen) minoritného jazyka (Murtagh, Van der Slik, 2004).

0d roku 2005 existuje jasna stratégia ako zlepSit vyucbovy proces irskeho
jazyka, ktory bol v minulosti znacne kritizovany. UZ v roku 2003 National Council
for Curriculum and Assessment (NCCA) poukazal na slabé stranky vo vtedajSom
kurikule ako i na zhorsujice sa $tandardy (O Duibhir, Cummins, 2012). Conradh
na Gaelige, narodna organizacia s cielom podpory a Sirenia irskeho jazyka
iniciovala narodnt kampan v snahe pomdct Studentom vyuzit kazdua prilezitost
v ramci vzdelavacieho systému naucit sa jazyky na primeranej urovni (Conradh
na Gaelige, 2014). Praca na kurikule prebiehala od osemdesiatych rokov
dvadsiateho storocia pocnic post primarnym stupiiom. Novy dokument
snazvom Language in the Curriculum inicioval proces revizie aobnovy
udrzatel'ného kurikula (Curriculum online, 2014). Rovnako boli na zaklade
nedostatocného a neuspokojivého kurikula iniciované i nové sylaby vzhl'adom na
zhorSovanie sa vSeobecného Standardu irstiny nasledkom priliSného dérazu na
literatiru v sylabach anedostato¢nu prax a profesionalitu ucitelov, ktoru
indikujt i d'al$f autori (O Buachalla, 1984).

Disatisfakcia vznikla taktieZ z dévodu predisponovanej tlohy ¢itania a pisania
aplikovaného v prevaznej miere na hodindch cudzich jazykov. Studenti
i vyucujuci boli frustrovani, nakol'ko sylaby vobec nefacilitovali rozvoj oralnych
kompetencii. Tento pristup reflektoval vyucbu na oboch typoch $kol,
primarnych i sekundarnych. Sticasné sylaby sa snazia reflektovat’ podobne ako je
tomu na vyucbe cudzich jazykov tri hlavné piliere vyucby jazyka, ktorymi su:
komunikacia (communicative proficiency), kultirne povedomie (cultural
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awareness) a jazykové povedomie (language awareness), ktoré su pri zachovani
a preziti minoritného jazyka kl'icovymi jednotkami.

Moderné trendy vo vyucbe irskeho jazyka

Sucasny svet aéra, vktorej Zijeme disponuje neskutoCnym mnoZstvom
modernych technoldgii a novych aplikacii, ktoré poskytuju svojim pouzivatel'om,
vnasom pripade ucitelom, nové moZnosti vyuZitia inovativnych trendov vo
vyucbe cudzich jazykov v 21. storo¢i. Ako dodava Dailey (2012), pozitivny narast
pouzivatel'ov irskeho jazyka je badatel'ny v online sfére na celom svete. Virtudlny
svet poskytuje moznost posilnit vyznam jazyka v Case, ked’ tradi¢né geografické
hranice stracaja svoj vyznam. Americania irskeho povodu si vytvorili napriklad
virtudlne oblasti zvané Gaeltachts, ktoré slizia za ucCelom organizovania
virtudlnych stretnuti a zdielania informacii spolo¢ného zaujmu, ktorymi su
vnasom pripade irsky jazyk, kultdra a identita. Kreovanie takychto blogov je
popularne i medzi Studentmi zdkladnych a strednych $kol, ktori vyuzivaja irsky
jazyk prekvapivo efektivne ako tajny komunikaény jazyk resp. kod, nakol'ko mu
ostatni neirski pouzivatelia nemaju Sancu porozumiet resp. rozlustit jeho obsah.

Priklad vyuzitia irskeho jazyka ako tajného jazyka vo virtudlnom svete je
jednou z moznosti ako inovovat vyucovaci proces, resp. vzbudit zaujem o irsky
jazyk u ziakov. V suvislosti svyucbou irskeho jazyka ostava stadle viacero
nezodpovedanych otazok, vyziev a doposial’ neuskuto¢nenych ciel'ov. Spominané
ciele, otazky a vyzvy suvisia s ambiciéznym vladnym planom zvysit pocet aktivne
irsky hovoriacich obyvatel'ov do roku 2030. Toto tvrdenie opierajuice sa o realitu
a (ne)uskutocnitel'nost danych ciel'ov podporuje i Markey (2007), ktory uvadza,
ze irsky edukacny systém musi Celit nelahkym vyzvam a problémom spojenym
s vyucovanim irStiny ako druhého jazyka (Language 2, L 2).

V stcasnosti je nizky stav Studentov, ktori by ovladali po skonceni
sekundarneho stupna vzdelavania irsky jazyk v takej miere a na takej drovni, aby
mohli participovat na socidlnych a kultirnych udalostiach v irskom jazyku,
znacne alarmujuci (Markey, 2007). To znamen4, Ze len minoritna ¢ast nerodilych
hovoriacich irskym jazykom sa po skonceni strednej Skoly moze zicastnovat
podujati realizovanych virskom jazyku. Jednym zvyznamnych podujati
v celoirskom kontexte je Fleadh Cheoil, sutaz v tradi¢nej irskej hudbe, ktoré
organizuje Comhaltas Ceoltéiri Eireann (Society of the Musicians of Ireland),
organizacia venujuca sa propagovaniu irskej hudby, tancu a irskemu jazyku
(O'Rourke, 2011). Rovnako mnohé iné podujatia organizuje i GAA (Gaelic Atheltic
Organisation), medzindrodnd kultirna a Sportova organizacia, zamerané
primarne na gaelské Sporty (tradi¢né irske Sporty) ako i Conradh na Gaelige
(Gaelic League).
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Nedostato¢na znalost' irstiny je teda prvou z vyziev a zaroveti jej eliminovanie
i jednym z ambiciéznych cielov do buddcnosti. Faktom ostava, Ze pre majoritu
Studentov predstavuje ,vyucba irskeho jazyka nutné zlo, cenu, ktort ¢lovek plati za
obcianstvo a v podstate je to asi aj strata casu”(Markey, 2007, p. 7). Situacia je
celkovo odlisSnd na skolach, kde vyucovanie prebieha prostrednictvom irskeho
jazyka (Gaeltacht schools, gaelscoileanna), nakolko Studenti su s irStinou
konfrontovani kazdy den, aspont minimalne pocas vyucby.

Nasledkom nedostato¢nej motivacie a nedspechu Ziakov sa vyucba irskeho
jazyka ako druhého jazyka na Skoldch (L2) vramci primarnych a post-
primarnych $kol javi problematickd a zlozita, ¢oho désledkom st spominané
negativne postoje Studentov voci irskemu jazyku. Z tohto dévodu bola iniciovana
v roku 2010 vladna stratégia, ktorej dlhodobym cielom je nérast poétu [rov
hovoriacich irskym jazykom v c¢asovom horizonte do roku 2030 roéznymi
reformovanymi metédami. Jednou z moznosti je implementacia inovativnejsich
foriem pri vyucbe jazykov a publikovanie novych ucebnych materidlov pre
vyucbu irskeho jazyka zahfiiajic ucebné potreby Zziakov i pedagégov (20-Year
Strategy for the Irish Language 2010-2030, 2010). Na jednej strane je
dvadsatrocna stratégia vnimana ako dolezity dokument tvoriaci nadej pre
dosiahnutie spolocenského bilingvizmu, avSak na strane druhej jej realne
implementovanie ostava v nedohl'adne.

Iked sa v oblasti edukacie uz vela urobilo, vyzvy v oblasti primarnej,
sekunddarnej a terciarnej sfére edukacie vsak stdle existuju. Pokial ide o primarny
stupen zakladnych $kol, vyzvy sui badatelné v internej iexternej vrstve
formalneho systému a casto sa tykaju spominaného nedostatku ucebnych
zdrojov (napr.: nedostatok vhodnych ucebnic pre Galltacht oblasti, oblasti mimo
Gaeltachtu), ucebnych pomoécok, jazykovej nepripravenosti, neprofesionality
ucitela ako idiverznej miery schopnosti ajazykovych zrucnosti Studentov,
prichadzajucich na stredné a vysoké skoly (Irish Language Education, 2012).

Na jednej strane moéZeme pozorovat vlddne snahy dosiahnut bilingvalny
charakter spolo¢nosti ana druhej strane to prave realne cCisla vypovedajice
o sucasnom stave aktivneho pouZzivania irskeho jazyka. Len 10% obyvatel'ov
pouZiva irStinu denne, pricom najvyssie percento pouZivania irStiny je medzi
Skolopovinnou c¢astou spolo€nosti. Pravdou ostdva, Ze prostrednictvom
edukacného systému avzdelavania virskom jazyku resp. po implementacii
irskeho jazyka ako obligatérneho predmetu sa dosiahol znacny narast v pocte
obc¢anov hovoriacich irskym jazykom. AvSak na druhej strane je doterajSia vladna
stratégia len malo uspesSnd pri transfere irStiny transgeneracne a pri realizacii
regularneho aktivneho denného pouZivania irstiny. Faktom ostava, Ze najvysSia
koncentracia aktivit, podujati al'udi hovoriacich irskym jazykom sa nachadza
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v oblasti Gaeltachtu (Murtagh, Van der Slik, 2004), i ked iv tychto oblastiach
pocet pouzivatel'ov irskeho jazyka enormne klesa.

V snahe ¢elit vzniknutej diskrepancii medzi po¢tom frov, ktori ovladaji
aneovladaju irsky jazyk na komunikativnej Urovni, je nutné vziat do Uvahy
i historicky kontext resp. udalosti, ktoré zapricinili enormny pokles rodilych
hovoriacich. Jednym z nich bol velky zemiakovy hladomor v Styridsiatych rokoch
devitnasteho storoCia spojeny s vysokou mierou mortality a naslednou vinou
emigracie, ktora drasticky zredukovala pocet obyvatel'ov v Irsku.

frsko iv sti¢asnosti ¢eli neustale emigraénym problémom. Na jednej strane,
diaspdéra zredukovala pocet irsky hovoriacich migrantov tym, Ze manzelsky
zvazok uzatvorili s partnermi, ktori irsky jazyk neovladali. Na druhej strane vSak
diaspéra vytvorila komunity frov, pre ktorych je opidtované privlastnenie si
irskeho jazyka, ako symbolu kultirnej identity ahodndt, jednym
z elementov dedicstva vlastnych predkov. Z tohto dévodu su Studijné programy
zamerané na irske Stadia airsky jazyk etablované ina zahrani¢nych vysokych
Skolach, pricom réznoroda podpora je vyvijana i zo strany Ameri¢anov irskeho
povodu (Irish. The Irish Language in Education in the Republic of Ireland, 2001).
Jednou z moznosti konciacich Studentov sekundarneho stupia $kél, ako vyuzit
svoju znalost irskeho jazyka v ramci d'alSieho vzdelavania, je i budice stidium
irskeho jazyka resp. irskych Stidii na domacich ¢i zahrani¢nych univerzitach
s ¢Iim suvisia i materidlne benefity.

Slabé stranky vyucby irskeho jazyka v kontexte irskeho vzdelavacieho

systému

V predchadzajicej Casti prispevku sme poukazali na viaceré ¢initele, ktoré
pOsobia demotivacne na zZiakov wuciacich sa irsky jazyk. Medzi
najpertraktovanejSie patri nedostato¢né uplatiiovanie inovativnych foriem
vyucby na hodine {rskeho jazyka, nedostatok kvalitnych pedagogickych
materialov potrebnych k vyucbe jazyka, demotivacia ziakov ako i klesajuci pocet
irsky hovoriacich obyvatel'ov na regularnej irovni. Rovnako demotivacne posobi
i neexistencia rozli¢cnych kurikdl a syldb osobitne Specifickych pre dve skupiny
Studentov a to rodilych (Language 1, native speakers) a nerodilych hovoriacich
frskym jazykom, pre ktorych je irStina v podstate cudzim jazykom (Language 2,
nonnative speakers). Dané nazory produkujui bipolaritu spoloc¢nosti reflektujtic
klamlivii predstavu o existencii monolingvalnej spolo¢nosti. frska spolo¢nost
teda nie je staticka pokial ide o pouzivanie irskeho jazyka a heteroglosia resp.
jazykova réznorodost je pre Irsko ajeho populaciu charakteristickou é&rtou
(O'Rourke, 2011).
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Na zaklade uvedenej bipolarity sa i medzi Studentmi irskeho jazyka, pre
ktorych je irsky jazyk cudzim jazykom vytvara urcity nepokoj, resp. strach, ktory
pocituju pri kontakte so Studentmi, ktori s vzdelavani v rdmci Gaeltacht $kol ¢i
skol gaelscoileanna (komunika¢ny prostriedok vyucby predstavuje irsky jazyk).
Vzniknuté obavy znedostatoCnej znalosti irStiny moézu byt bariérou pri
dosiahnuti uspechu v d'alSom vyucovacom procese. MozZnostou ako vyriesit dany
problém je sustredenie sa na hovorenu irstinu a odklonenie sa od frekventovane
pouzivanych gramatickych a memorovacich cvic¢eni. Sa to prave Studenti, ktorf v
kontexte Sirenia a ochrany irskeho jazyka predstavuji novd nadej pre jeho
intergeneralnu transmisiu. [ ked’ jazyk nemdze prezit bez rodilych hovoriacich,
znaCnd pomoc pri jeho revitalizacii zohravaju i nerodili hovoriaci irskym
jazykom, preto je i ich pomoc v tejto oblasti kl'icova.

Dal$ou oblastou, ktora si vyZaduje pozornost je nerovnovdha medzi tzv.
jazykovou akviziciou a redlnym stavom pouzivania irstiny v kazdodennom Zivote.
Murtagh (2008) uvadza, ze pouzivanie irstiny ja najvyssie u Skolopovinnych detf,
pricom po skonceni Skoly tdto schopnost klesa, nielen u Studentov mimo
Gaeltachtu, ale i u Studentov pochadzajtcich priamo z irsky hovoriacich oblasti
Gaeltacht.

Pravdou ostava, Ze vysSie kompetencie v irStine dosahuju Studenti $kol, na
ktorych vyucovanie prebieha prostrednictvom irskeho jazyka, iked itu sa
hlavnym médiom mladsSej generacie mimo $kolského prostredia stdva anglictina.
Anglictina sa dostava i do syntaxe irskeho jazyka, anglicky jazyk teda irsky jazyk
v mnohych jazykovych aspektoch ovplyviiuje. ,Slovnd zdsoba odrdZa pouZivatel'ov
jazyka“ (Jesenska, 2014, s. 137). Dokazom je casta infiltracia resp. pouZzivanie
anglickych vyrazov poc¢as komunikacie v irstine.

Pre Uc¢innu revitalizaciu jazyka zohrava dolezitu rolu rodina, hlavne pokial ide
0 motivaciu a vytvaranie pozitivneho pristupu k irStine uz u deti predskolského
veku. Podpora irStiny je vdomdcom prostredi nevyhnutnd. Rodifia majd
moznost podporovat kontakt svojich deti s irStinou i mimo $kolského prostredia
v rdmci rodinnej participacie na roznych kultirnych a edukacnych aktivitach
(navsteva letnych $kol v Gaeltachte, participacia rodic¢ov a svojich potomkov na
frskych tradi¢nych kultirnych podujatiach realizovanych v irskom jazyku).

[ napriek stc¢asnému doérazu na pestovanie jazykového a kultirneho
povedomia na hodine irskeho jazyka v ramci beznych $koél, ucitelia neustale
zapasia s faktom, ako vyuzit irsky jazyk mimo vyucovacej hodiny. Vyzvou pre
ziakov a ucitelov teda ostava otazka ako zapasit s neexistenciou dostatocného
poctu viditelnych socidlnych kontextov, kde by sa irsky jazyk dal potencidlne
vyuzit resp. ako vytvorit také socidlne siete, v ktorych by irsky jazyk dominoval.
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Situacii rovnako nepomdha ani dominantné anglické jazykové prostredie ako
i pritomnost neirsky hovoriacich jedincov v oblasti Gaeltachtu.

Evidentnym problémom je i prehnany doraz na Studijny material odvijajici sa
od skuskovych otdzok na maturitu a uCenie sa naspamat. Doraz by mal byt
naopak koncentrovany na ulohy odrazajice komunikacné kompetencie ziakov
a vyuzitie jazyka v konkrétnych komunikacnych situaciach. Najvacsimi vyzvami v
irskom jazyku su podla Studentov strednych $kol odliSné gramatické javy v
irStine v porovnani s anglickym jazykom, ini syntax atd. Viaceri respondenti
strednych $kél usudili, Ze ani po deviatich rokoch Stidia nedosahuju v irstine
uspokojivé vysledky na rozdiel od vyucby inych cudzich jazykov (O Laoire, 2008).
Respondenti strednych $kol dalej indikujq, Ze irstinu pouzivaju v komunika¢nych
situdciach mimo S$kolského prostredia len velmi zriedkavo resp. v externej
komunikacnej situacii neboli s irStinou konfrontovani skoro vobec. Dbéraz na
hodinach sa ¢asto kladie hlavne na repeticiu, opakovanie (repetition and oral
rehearsal activities) a u¢enie sa naspamat’. Ir§tinu preto vac¢$ina Ziakov vnima len
v kontexte povinného resp. obligatérneho predmetu.

Z predchadzajucich faktov vyplyva, Ze primarnym ciel'om edukacie by mal byt
odklon od direktivneho spdsobu vyucby v snahe Gspesne zmaturovat (sylaby su
Casto orientované na hlavné polozky v ramci maturitnej skasky, ktoré casto
zahrfiiaju témy a gramatické cvicenia, ktoré Studentov nebavia) k spdsobu
vyucby, ktory by reflektoval symbolickil a funk¢ni hodnotu irskeho jazyka v
praxi resp. v redlnom Zzivote a vytvoril by most medzi Skolou a redlnou
komunitou, sietami rodilych hovoriacich irskym jazykom. Z danych ciel'ov
vyplyva, Ze doéraz v edukacnom systéme by sa mal klast' nielen na utilitArnu
hodnotu irskeho jazyka ako jedného z obligatérnych predmetov, ale i na jeho silu
vytvorit socidlne siete a socidlnu identitu jednotlivca v procese ucenia sa
cudzieho jazyka.

Pre irsky jazyk ako vyucCovaci predmet je teda reflektovanie potreby
implementovania jazykového a kultirneho povedomia do sylab kl'icové. Ucitelia
Celia neustale vyzvam, ktoré suvisia s faktom, Ze Studenti z beznych $kdl maju
obmedzeni moznost komunikicie v irStine mimo Skolského prostredia.
Komunika¢ny pristup je pri minoritnych jazykoch znacne redukovany. U
Studentov by tym paddom malo byt pestované jazykové povedomie (language
awareness) a aktivity na hodinach by mali byt reflektivneho charakteru s cielom
posilnit pozitivny pristup $tudentov k u¢eniu sa irstiny (O Laoire, 2008).

Nezanedbatelny vplyv na kreovanie identity Ziaka a jeho pozitivneho postoja
kjazyku ma itvorivost v cudzojazyctnej vyucbe, od ktorej sa mnohé odvija.
JSVdaka tomu, Ze ucitel’ poznd co je tvorivost’ a ako sa prejavuje, dokdzZe Ziakom
ulahcit proces pozndvania nového“ (Stulajterova, 2014, s. 81). Tvorivé aktivity
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mozu byt jednou z moZnosti ako prekonat strach z komunikacie v irskom jazyku
a ako podnietit ziaka vyuzivat jazyk v réznych komunikac¢nych situaciach.

Jednou zo slabych stranok sd i pocty hodin vyucby irskeho jazyka na
jednotlivych Skolach. Kym vramci bezného primarneho a sekundarneho
vzdelavania prijmu Studenti za obdobie trinastich rokov okolo 1450 hodin
irStiny, Studenti z Gaeltacht a gaelscoileanna $kdl prijmu Sest aZ sedemnasobny
pocet hodin irStiny. Tento stav reflektuje i poziadavku vzniku separatnych
kurikudl pre vyucbu irStiny ako rodného jazyka (a mother tongue/medium of
schooling, L1 spekears) a druhého jazyka (second language, L2 speakers)
(Murtagh, 2008).

Slabé stranky edukacnej politiky sa vztahuja hlavne na adolescentov a
mladych l'udi, pre ktorych nie sui vytvorené vhodné podmienky pre Sirenie
irskeho jazyka v mimoskolskom prostredi (kluby, Sportové aktivity, zaujmové
skupiny). Negativnym ddsledkom je fakt, Ze konciaci Studenti nebudd mat dévod
pouzivat ohrozeny jazyk (threatened language), az dokym nezacna s vyucbou
jazyka u svojich deti. Zarovei by sa jazykova politika nemala zaciel'ovat len na
edukacny systém pri jazykovom planovani, ale i na perspektivnych rodicov, ktori
vedu deti na ich ceste k ispeSnému bilingvizmu.

Zaver

Ak by sme mali zhrnat' predchadzajtce zistenia, je evidentné, Ze participacia
ziakov z beznych $kol (mainstream schools) na aktivitich organizovanych v
frskom jazyku by sa mala jednoznacne zvysit. Jednym zo sposobom su
extrakurikularne aktivity zacielené na vacsi kontakt Studentov s rodilymi
hovoriacimi (Murtagh, 2008).

V sucasnosti dominuje v spolo¢nosti komunikacia prostrednictvom vyuzitia
modernych komunikaénych technolégii. Nové komunika¢né technoldgie
vytvaraju potencidl pre revitalizaciu a udrzanie jazyka, nakol'ko umoziuju
implementaciu inovativnych foriem vyucby v pedagogickom procese. Takyto typ
vyulby zatial v frsku stagnuje resp. vyuZitie modernych technolégii je pri vyuébe
irskeho jazyka nedostatoc¢né. 1 ked vyucba prostrednictvom modernych médii
nenahradi intergeneracnu transmisiu jazyka, nové technolégie méZu poméct
prave v tejto oblasti, ak zoberieme v ivahu e-mailovi komunikaciu ¢lenov rodiny
vzdialenych od seba tisicky kilometrov.

Online prostredie moZze tiez posilnit kultirnu identitu resp. dopoméct jej
formovaniu. Elektronické média st znacnym motivacnym faktorom pre mladu
generaciu, moézu pomodct pri revitalizacii jazyka, ohrozenému jazyku moéZu
vdychnut novy Zivot. PouZitie minoritného jazyka cez moderné komunikacné
technolégie je jednym z predpokladov jeho vitality, nakol'ko sa pre jazyk vytvara

178



LLCE2015 Conference Proceedings
Nitra, 14 -16 May 2015 ISBN 978-80-971580-6-4

budicnost. Z vyskumu realizovaného pomocou dotaznika s vyuZzitim Likertovej
Skaly Fleming a Debski (2008) zistili, Ze v online sfére vyuzivaju Ziaci irStinu ako
tajny jazyk, aby ukazali, Ze st ini. Jednou z nevyhod modernych technolégii je
vSak chybajica diakritika v irStine a absencia irskych slovnikov na mobiloch.
Dal$im znepokojujiicim faktom je, Ze deti ¢asto nevedia o webstrankach v irstine
kvoli neinformovanosti zo strany ucitel'ov ¢i rodicov.

Z predchadzajuceho vyskumu vyplyva, Ze jednou z moznosti ako revitalizovat
minoritny jazyk je i jeho etablovanie sa v prostredi modernych komunikaénych
technolégii, ¢o mdze napoméct i vyucovaciemu procesu v snahe zvysit funkéné
vyuzitie ir$tiny. Rovnako by pomohla uzsia kooperacia medzi $kolami z r6znych
Casti krajiny. Komunikacia so spoluziakmi v domacom prostredi i v zahranici
pomocou novych technolégii napomohla i revitalizacii havajského jazyka
(Fleming, Debski, 2008). Idealnym pripadom by bolo aktivne pouzivanie irstiny
v réznych spolo¢enskych komunikaénych sférach, medidlnu sféru nevynimajuc.

Otazka revitalizacie irskeho jazyka teda ostdva otazna a len budicnost ukaze
jej dalSie smerovanie resp. vyuzitie vspolocenskej sfére mimo Skolského
prostredia, ktoré je zaroven sucastou roznych vladnych dokumentov zacielenych
na ozivenie (revival) a hlavne prezitie (survival) irskeho jazyka. Jednym z nich je
i dvadsatroCna stratégia pre irsky jazyk, ktorej evalvacia bude mozna az po
uplynuti stanoveného horizontu dvadsiatich rokov (2010 2030).

Poznamka

Prispevok je sucastou rieSenia projektu ITMS 26110230109, operacného
programu Vzdelavanie, Agentiry Ministerstva Skolstva, vedy, vyskumu a Sportu
SR pre $trukturdlne fondy EU, pod nazvom Inovativne kroky pre potreby
vysokoskolského vzdelavania v 21. storoCi, odborna aktivita 3.1 Tvorba a
inovacia medzifakultnych SP vo svetovych jazykoch na FF a EF UMB.
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Résumé

Vyucba irskeho jazyka ako povinného predmetu na primarnom
a sekundarnom stupni $kél v irskej republike je jednym z predpokladov pre
dosiahnutie bilingvizmu v spoloc¢nosti. Jednym z cielov prispevku je
rekognoskovat vyucbu irskeho jazyka v irskom vzdelavacom systéme. Pozornost
je venovana iidentifikacii a analyze silnych a slabych stranok vyucby irskeho
jazyka na beznych typoch $kdl (mainstream schools, ordinary schools). Rovnako
podrobujeme analyze ivyucbu irskeho jazyka v systéme irsko jazycnych skél
gaelscoileanna. Autorka neopomina ani hlavné vyzvy spojené s vyucbou irskeho
jazyka vramci primarneho asekundarneho stupnia vzdeldvania. Jednou
z primarnych idei, z ktorych prispevok vychadza, je i modernizacia vyucby
v anglickom jazyku resp. pridana hodnota danej problematiky v oblasti cudzich
jazykov a kultur vyucovanych na FF UMB ako aj jej interkultirny charakter.

Kl'icové slova: irsky jazyk, revitalizacia jazyka, primarne a sekundarne
vzdelavanie
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Art academy - anglictina srdcom
(English through your heart)

Tatiana Husarova
Strednd zdravotnicka Skola Poprad, Slovensko
thusarova@gmail.com

Abstrakt

Art academy is an extraordinary language school, an interest club and a theatre group
that unites friends of English and Spanish language. ART ACADEMY focuses on supporting
of language learning via dramatisation of natural dialogues in foreign language. The main
strength of ART ACADEMY is using theatre as a unique teaching method. Role plays and
drama help our pupils become English or Spanish, right on the stage. They master
everyday communication topics and situations easily, in a cheerful atmosphere and with
focus on individuality of every single one of them. Depending on the level of skills
individual pupils prove to have, we use a variety of gripping materials in our lessons.

ART ACADEMY teaches foreign languages through stories, fairytales, singing, dancing,
drawing and experiencing. It is important for us that our pupils feel positive and
enthusiastic. Because we learn easier when something makes us happy and we learn more
from a person whom we like. In ART ACADEMY, we learn with our heart. :-)

Key words: English, theatre, dramatization, art, play, youth

1. Art Academy je originalna jazykova skola
Art Academy je jedineCnd, originalna jazykova skola, kde sa anglictina (od r.
2015 aj Spanielcina) vyucuje prostrednictvom dramatizacie, divadlom.
Pod pojmom DRAMATIZACIA chipeme:
a) uceleny dramaticky utvar, divadelnt hru s anglickym scendrom a trvanim
minimalne 90 minut
b) tucinkujuci st Studenti strednych skol
c) vlastna vyroba scény, kulis, rekvizit a kostymov
d) tanecné choreografie zostavené Studentami
e) netradi¢nd hudobna produkcia ( vlastna Skolska kapela )
f) hlboky emocionalny zaZitok
Art Academy je zaujmovy utvar, volnocasovy krazok zamerany na
skvalitiiovanie jazykovych kompetencii Studentov strednych Skol.
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2. Historia a suvislosti vzniku

Art Academy bola zaloZena na p6de Akadémie vzdelavania v Poprade v roku
2006 ako aktivita lektorky Tatiany Husarovej. Prvotne $lo o snahu zaujat na trhu
jazykového vzdelavania, poniknut mladezi taka formu vyucovania, ktord by sa
vyrazne odliSovala od Standardnych vzdelavacich aktivit. Prvy, pilotny divadelny
projekt Henry VIII and his 6 wives bol nastudovany so Ziakmi Strednej
technickej Skoly v Poprade. Bol to zaroven prvy a jediny autorsky projekt -
scendr Ziaci napisali sami.

Dej bol postaveny na stretnuti Henricha VIII s vlastnym svedomim, na
druhom svete. Postavy manzeliek, kral'ovien, prinasali vypovede, obzaloby,
svedectva, kral’ sa obhajoval vlastnymi dovodmi. Priniest hru mladému divakovi
v povodnej forme, plnej historickych faktov a zloZitych archaickych vyrazov, by
nevzbudilo v Studentoch taky zaujem, s akym sa hra stretla pri vyuzit
modernych prvkov. Hlavny predstavitel', Student Ivan, vSetky svoje komentare k
obzalobam spieval! Vybrali sme také piesne, ktoré v roku 2006 figurovali na top
prieckach hitparad .

Priklad 1:

Q/“So what do you say Henry, how do you plead...?”

A/“No one knows what it ‘s like to be a bad man, to be a sad man, behind
blue eyes....”

Priklad 2:

Anne of Cleves, Stvrtd Henrichova manzelka, bola oficidlne vymenovana za
kral'ovu sestru, ked'Ze manzelstvo nebolo nikdy naplnené, Ivan spieval:

“Goodbye my almost lover, goodbye my hopeless dream....”

Priklad 3:

Pouzili sme aj Cesky hit, ktory sme prelozili do anglictiny. Medzi Studentami
vyvolala interpretacia tejto skladby doslova ovacie. “Proklinam*“ znel v podani
Ivana: “Damn your lips, damn your blue eyes damn your tears, may you one day
just feel the pain, again and again...”

Spev sprevadzala hra na akustickej gitare.

Uzasne autenticky posobili historické kostymi, ktoré si zapoZi¢iame v
Strednej umeleckej Skole v KeZmarku.

Hru o kral'ovi Henrichovi sme nacvicovali 6 mesiacov. Scenar mal len 7 stran,
mnohé bolo vypovedané prave hudbou. Studenti, ktor{ sa do divadelnej angli¢tiny
prihlasili, neboli Ziadni premianti, prave naopak. Hlavny predstavitel' bol rebel,
mal problém s absenciami na vyucovani a s mimoriadne drzym spravanim. Na
jednej z hodin angli¢tiny som ho pocula spievat, a povedala som mu : “ Ivan,
urobim z teba hviezdu, kaZdy v tvojom veku ta bude poznat a uznavat!” Trieda sa
smiala, nehovoriac o kolegoch, ktori ma odhovarali, no Ivan zahral krala
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Henricha dokonale, spieval, tancoval..]eho anglictina bola na divadelnych
doskach ukazkova. Hru videlo asi 3000 divakov, vSetci Studenti zakladnych aj
strednych 8kol mesta. Spatnd vazba bola famoézna, Studenti si chodili
predstavenie pozerat znova a znova, predstavili sme ho aj verejnosti vo
veCernych hodinach. Henry VIII and his 6 wives bol prvy a dychal
jednoduchostou a divadelnou cistotou.

Dalsie projekty:
e Romeo and Juliet, Shakespeare
e The Crucible, Arthur Miller
Shakespeare ‘s stars, best monologues
Most beautiful love letters of the world
The nightingale and the rose, Oscar Wilde
Historia de una madre, H.Ch. Andersen ( $panielcina )

3. Produkcia projektov
Mozno sa zacudujete, ale nidklady st minimalne. Ak ste Sikovni marketéri,
dokazete nie len pokryt vSetky naklady, no aj vytvorit zisk.

a) Scénu, kulisy a rekvizity sme vyrobili sami, z materidlov dostupnych z
domadcnosti, zvysky latok, dreva... Pravda, kupili sme polystyrénové ramy,
ktoré sluzili ako obrazy, a s ktorymi sa aj manipulovalo, menila sa scéna,
jednotlivé vyjavy...

b) Poziadali sme mesto o prendjom malej divadelnej saly za symbolické 1
Euro. Bolo ndm vyhovené, kedZe mladeZnicke aktivity mesto podporuje.
Mali sme k dispozicii pédium, svetelnu techniku, ozvuclenie. Studenti boli
od zaciatku projektu pripravovani na pracu s javiskom, scénou, velkou
salou, kde museli hovorit veI'mi nahlas a zrozumitel'ne.

c) Na premiéru sme pozvali Velvyslanca Britského kralovstva na Slovensku.
Na pozvanku odpovedal takmer ihned’ a navstivil nas eSte pocas
poslednych skuSok. Jeho excelencia, Britsky velvyslanec, osobne dozeral
na spravnu vyslovnost.. Studenti sa citili vysoko motivovani a
povzbudeni. Bolo jednoduché neskér napisat’ do ponuky pre ostatné Skoly,
Ze “projekt pod zastotou Britského vel'vyslanectva na Slovensku”.

d) Dopoludnia sme predstavenie odohrali 3 krat, veCer sme uviedli
slavnostni premiéru pre verejnost a hosti. Zo vstupného sme uhradili
prendjom vel'kej divadelnej saly, techniku, materadl, ktory sme spotrebovali
pri vyrobe kulis a samozrejme AFTER PARTY pre naSich tZasnych
Studentov, kde sa stretli opat s jeho Exelenciou, hostami, zabavili sa a
zozali vel’ki slavu. (Studentom je déleZité dopriat ich mintty, hodiny, dni
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slavy, ale zaroven bdelo vnimat, aby neprerastli do pocitov zbytoc¢nej
nadradenosti, nadutosti, ¢i arogancie.) Lebo aj to je l'ahko mozné...©

Obrazky 1 a 2: Henry VIII and his 6 wives
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Obrazok 3: VSetky kralovné ozivaji v ramoch obrazov... Anne Boleyn uvdznena v
hrade Tower, kral'a hryzie svedomie...

4. Vyber vhodnej hry

Vzdy podl'a zloZenia Studentov, ktori sa v danom Skolskom roku prihlasili do
Art academy. Uprimne, pre obsadenie charakterov do nasledujticej hry sme boli
nuteni uskutoc¢nit konkurz, prihlasilo sa ndam rekordne vela zaujemcov, hlavne
chlapcov. Divadelné predstavenie THE MISTS OF AVALON vzniklo podla
filmovej predlohy scendra Marion Zimmer Bredley. V predstaveni ucinkovalo
30 Studentov z roznych strednych $kél mesta Poprad. Bolo naSim
najrozsiahlejSim projektom a aj z hladiska logistiky nacvikov neuveritelne
narocné. ﬂéinkujﬁcich sme rozdelili na 3 zlozky, dramaticki, hudobnu a tane¢nq,
kazda nacviCovala svoju Cast samostatne. Na projekte sme spolupracovali so
stavebnou firmou, ktord nam sponzorsky vyrobila masivne leSenie, giganticka
scénu. Cela hra trvala takmer 2 hodiny a 20 minnt, takZe sme ju pre potreby
beZnych predstaveni museli upravovat na 1 hodinu 40 minut. Pribeh o kral'ovi
Artusovi bol aj velmi odvazny v zmysle niekol'kych Steklivych scén
odohravajicimi sa medzi ArtuSom, princeznou Gweneviere a Lancelotom:)
Legenda o kral'ovi Artusovi, Merlinovi, zdhadnom meci Excalibur bola obrovskou
vyzvou pre miia, ako reZisérku projektu. Scenar mal 37 stran, 4 mesiace trvalo,
kym sme so Studentami text precitali, preloZili a vyiiali z neho podstatu. Mystickua
histériu Britdnie spojenti s Avalonom sa ndm s l'ahkostou podarilo objasnit
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mladej generacii, ktora sledovala predstavenie so zatajenym dychom a v zavere
skandovala: ESte, ESte! Reakcie mladého publika boli fenomendalne a s hrdostou
sme ho odohrali aj na Britskom velvyslanectve v Bratislave pre diplomatov 17
krajin.

a)
b)

<)

d)
e)
f)
g)

h)

K netradi¢nym prvkom tohto predstavenia urcite patri:

spolupraca s 2 anglickymi lektormi, ktori v projekte osobne tcinkovali;

tvorba profesionadlnych tane¢nych choreografii v spolupraci s lektorkou tanca
ZUS Poprad;

zaradenie deti z 1.stupiia ZS do uc¢inkovania, predviedli sa v tloh4ch Artusa a
Morgany v ttlom veku;

ziva keltska hudba, kapela a spevacke vstupy;

skutocné Sermiarske kusky, ktoré sa “rytieri“ ucili od profesionalov;

najviac repriz, hru videlo asi 5000 divakov;

predstavitelia Lancelota a ArtuSa sa vybrali cestou $tudia
angli¢iny,momentalne uspesne Studuju v 3. ro¢niku UKF v Nitre, venujisa
divadlu a hudbe (povodné $tidium na SPS!);

z dovodu pritomnosti anglickych lektorov na nacvikoch, prebiehali aj skusky v
anglictine, ¢o bolo skvelou pridanou hodnotou pre hercov no o to
namahavejsie sa vSetko vysvetl'ovalo, organizovalo a aj pochopilo....
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Obr. 4: P6sobiva choreografia s me¢mi a lampiénmi
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Obrazok 6: Vsetci ucinkujuci
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Obratok 7: Rytieri okruhleho stola, Studenti SPS Poprad

6. Vynimo¢nost projektu ART ACADEMY

Uspech na$ich divadelnych projektov v angli¢tine spodiva podla méjho
nazoru v priamom zasahu do srdca mladého divdka, no hlavne herca, Studenta.
Vdnesnej dobe informac¢nych a digitilnych technoldgii, rychlej vymeny
informacii, konzumnej spolo¢nosti, povrchnej ¢i pochybnej ponuky v umeleckej
oblasti smerom k mladezi, si naSe projekty sviezou, Cistou, odvaznou vyzvou.
Anglické divadlo pontka priestor na sebarealizaciu, rozvoj osobnosti, socidlnych
zrucnosti, zdokonalenie sa v anglictine, rozsireni si slovnej zasoby, spravnej
vyslovnosti...Dramatizacia je rovnako vhodna pre extrovertov, tuZiacich po
zvidetel'neni sa, ako aj pre plachych, malo priebojnych Studentov, ktori tuZia
pracovat na sebe. Je perfektnym miestom pre rebelov, ktori pod ndporom
umenia jednoducho zmdknd, no zaroven aj pre flegmatikov, ktorych divadlo
vyburcuje a preberie z letargie.

Kupec Benatsky (The merchant of Venice) od Shakespeara vznikol
v spolupraci s Gymnaziom na Kukuc¢inovej ulici v Poprade a aj produk-cia hry sa
uskutocniovala na jeho pode, so Studentami vylu¢ne ztohto gymnazia.
Hostujicim hercom bol Taded$ Tauchin predstavitel Shylocka. V piatich
dejstvach sa spolu predstavilo 19 postav, réznorodych charakterov. Medzi
najvyraznejsie patri definitivne Zid Shylock, nenasytny a krvilaény uZernik.
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Tadeas ho zahral tak presvedcivo a dokonale, Ze divikom v hl'adisku meraveli

zily a diev¢ina v druhej rade na premiére skonStatovala: "Bojim sa ho..!" Hra

o priatel'stve, sile peflazi a milosrdenstve bola velkym sdistom pre zacinajtcich

hercov, prevazne prvakov gymnazia. Dielo ma vsebe ukryty silny pribeh,

obsahuje zlozité uvahy, monolégy, viacero dejovych zapletiek, no jeho odkaz je

zretel'ne sformulovany a aktualny:

1. Bud milosrdny a odpustaj, inak sa ti moze stat, Ze raz tebe samému nebude
odpustené.

2. Nie vSetko, ¢o je vzacne, sa da kupit za peniaze.

3. Priatel'stvo mdZze existovat len medzi dobrymi I'ud'mi.

Hru o Benatskom kupcovi sme predstavili 2 tisickam divakov a s obrovskym
uspechom sme dielo uviedli aj na Britskej medzinarodnej skole v Bratislave.

Zvlastnosti dramatizacie projektu :

a) hudobné aranzmany plne zabezpecila Skolska kapela Shakespeare’s fellows,
ktora vSetky piesne naspievala v renesan¢nom $tyle. Hrali sa hity ako: Let her
go, Impossible, Nothing else matters...;

b) po prvy krat sme do deja umiestnili aj slovensky preklad, dvaja harlekyni
sprevadzali pribehom a divakom zdbavnou formou tlmocili dejovd liniu po
jednotlivych dejstvach;

c) uprava textov aich zjednoduSenie trvala takmer 4 mesiace apadali aj
rekordy. Napr vetu: ,The only tongues that should be silent are those which
belong to old mates!“ Z nezndmeho d6vodu Student opakoval presne 37 krat,
kym bola vyslovena bez chyby. ( Skuste si to ...:);

d) zakladom scenara boli texty z dielne NO FEAR SHAKESPEARE, ktoré vyrazne
zjednodusili adaptaciu hry;

e) jemne gycova scéna plna svetielok, sviecok, bubliniek, pary a inych
divadelnych efektov, posobila étericky a Stylovo, navodzovala romanticka
naladu Benatok aj pridala aj na dramati¢nosti;

f) kostymy na mieru hercom usila Sikovna mama nasej Studentky.
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Obrazok 9: Princeznd Portia so slizkou
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brézol: arek}'mi, rozprévaéi, tlmoc¢nici...
Obrazok 11: Tadeas Tauchin (aka Shylock)
Resumé

P e
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Prispevok Art Academy je zamerany na oboznamenie verejnosti s origindlnym
spésobom vyucovania anglického jazyka, a to prostrednictvom dramatizacie. Pod pojmom
"dramatizacia “ chapeme uceleny divadelny tutvar, hru, ktord Studenti pdsobiaci v Art
Academy nacvicia podl'a scendra vzdy v anglickom jazyku a predstavia Sirokému publiku.
Do6vodom vzniku Art Academy, ako aj jeho hlavnou myslienkou je motivacia Studentov
prevazne strednych $kol k zdokonal'ovaniu sa v anglickom jazyku, prekonaniu bariéry pri
komunikacii, umeleckom a estetickom podani anglickych dialégov tak, aby v divakoch
zanechali hlboky dojem.

Art Academy pdsobi pod zastitou Britského velvyslanectva v Bratislave. Doposial' sme
v Art Academy pripravili a GspeSne predstavili 8 anglickych hier. Dramatické diela si
vyberame tak, aby svojim obsahom putali mladého divaka €o najviac. Hrali sme Rémea a
Jaliu od Shakespeara, no do naSich hier priddvame moderné prvky, hudobné, tanecné,
scénické tak, aby nadchli nie len nasich divakov, ale aj samotnych hercov.

V prispevku podrobne opisujem sposob vyberu hier pre kazda produkciu, ako aj
spésob nastudovania zlozitych textov a ich kreativne spracovanie. Zo spomenutych
O0smich projektov v prispevku venujem pozornost trom z nich : Henry VIII and his 6 wives
( vlastna tvorba ), The mists of Avalon ( M. Z. Bredley ) a The merchant of Venice (
Shakespeare).

Spbsob vyucovania anglic¢tiny v Art Academy je jedinecny a hodnotny. Mladej generacii
ponuka priestor na umeleckd sebarealizaciu a aj zdokonalenie sa v cudzom jazyku.
Pomaha prekonavat’ zdbrany a trému, ktoré ¢asto blokuju schopnost l'udi komunikovat,
formuje zdravé ich sebavedomie, ukazuje sposob ako mimoriadne efektivne zvladnut
svetovy jazyk. Nas spdsob spociva v uceni sa hrou, divadlom, spevom, poznavani kultirno-
historickych pramenov krajiny, ktorej jazyk chceme vSetci ovladat. Anglictina srdcom - je
nas obl'ibeny slogan.

KI'icové slova: angli¢tina, divadlo, dramatizacia, umenie, hra, mladez
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Reflection and its role
in the development of pedagogical content knowledge

Jana Chocholata
Masaryk University, Czech Republic

chocholata@ped.muni.cz

Abstract

The aim of this poster presentation is to introduce a dissertation project carried out in
the field of pre-service teacher education. It focuses on the process which student
teachers of English undergo when developing pedagogical content knowledge, the
category of knowledge which differentiates teachers of English from other experts in the
same field of study. However, to take the theme further, several reflective techniques were
employed at the intervention stage of the project in order to find out whether reflective
thinking has the potential to facilitate the process through which student teachers develop
their pedagogical content knowledge. The poster presents outcomes of the pre-research
phase including the decription of the research tools as well as the results of the
subsequent analysis of the gathered data.

Key words: pre-service teacher education, pedagogical content knowledge, English
language teaching, reflection, reflective techniques
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INTRODUCTION
Reflection and reflective practice has been a concept promoted in teaching and teacher education for the last few
decades. Also, it is believed that reflective competence of a teacher contributes to the quality of his overall perfomance
(Korthagen 2001) and fosters the process of amalgamation or encapsulation (Bromme 2008) of his knowledge which
stems from different fields of study (e.g. psychology, general pedagogy and didactics, field didactics and content
knowledge). This amalgam which integrates teacher knowledge of pedagogy and of the content he teaches to his
students is a unique type of knowledge that distinguishes teachers from other experts in the same field. Since the late

1980s it has been researched under the ing of

ical content

(PCK) The aim of our research is to

shed light on whether and how these two concepts, i.e. reflective and ge are related.

Definition of key terms and their conceptualization

PCK (pedagogical content knowledge)

- 3 category of teacher knowledge based on the knowledge of content
and didactics which when integrated enables the teacher to manage
the teaching/learning proces effectively (Shuiman 1986);

- a three-dimensional model of PCK used in our research distinguishes
three layers of knowledge within the contruct of PCK: content
knowledge, knowledge of students' thinking and knowledge of didactic
strategies (Rowan, Ball, Miller 2001).

Tools of data collection

Before the intervention

1. A set of open questions designed to reveal the nature of student
teachers' PCK before the intervention in three areas: teaching
vocabulary, teaching grammar and classroom management;

II. A written, unstructured analysis of a 2,5 min. video-sequence.
Students were asked to analyse a video-sequence where vocabulary
2nd grammar were taught. Their analyses were compared in order to

Reflection find out which of the two themes is more suitable when researching
- a specific kind of (h!nklng with four attributes: reflection as a PCK;

g process; as a thinking; which III. Students keep reflective diaries where they reflect on their teaching
takes place in ln(zru:tlon wlm other participants; who pursue practice, framed by several tasks. The text of the diaries is analysed
intellectual growth; both for the characteristics of PCK and levels and characteristics of
- a five-level scale Insmred by Hatton and Smith (1995) used in our reflection,
research.

Semple sk
— e Read e 1wo cachnd ariche. Compure the i crems your
. Ris: Checklin fo Teachers - Clamrvom Mumagement
, = e e =
| o,
2 Devertpi
Are ey ey do they work. 3

B ey i i
PR
s . A set of open questions designed to reveal the nature of students

teachers' PCK after the intervention;
{“‘"ﬂ V. A written, unstructured analysis of a 2,5 min. video-sequence where
Ly teaching vocabulary and teaching grammar were demonstrated.

VI. The text of students' reflective diaries from the last week of their

teaching practice.

Research questions

The aim of the research is to find out whether the level of reflective
thinking in student teachers of the English language affects the way in
which pedagogical content knowledge develops, and whether the
advancement of reflective thinking contributes to the development of
PCK.

1) What is the quality of PCK in student teachers of English prior to
the intervention?

2) What is the quality of PCK in student teachers of English after the
intervention?

3) Which characteristics can be found in student teachers' reflection

ior to the intervention?

4) Which characteristics can be found in student teachers' reflection
after the intervention?

5) Is there any relation between the characteristics of reflection and
the nature of PCK in individual students?

Pre-research and its phases

Data analysis and for of the
tools

open coding within the dimensions of PCK
a priori given categories for the levels of reflection
research tool no. 1 and 2 - elicited data prevailingly from the

of the of didactic
suggestions for tool no. 1 — a concrete scenario, highly contextualized
open coding substituted with a priori formed categorial system within
individual dimensions of PCK; inductive approach substituted with
deductive
research tool no. 3 - open coding within the dimensions of PCK; text
coded for the categories of the level of reflection
the main characteristics of reflective thinking (descriptive, authority-
dependent, strong Influence of mentor teachers, absence of students'
own infative)
highly contectualised content in reflective diaries.
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The paper concentrates on the topic of didactic translation and its possible using in
teaching English. Translation has been the part of teaching English as a foreign language
from its very beginnings, which has been reflected in gradual development of translation
theories. These days, research focuses on both new appropriate approaches to integrating
translation into foreign language education and new teaching methods. Although, there
are several quality studies on translation in the Czech Republic, we lack of profession-
based teaching materials containing specialised translation activities. The research in the
defined field can lead to improvement of teaching foreign languages for specific purposes.

Key words: didactic translation, communicative skills in a foreign langauge, English as

a foreign language, ESP
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Integrace didaktického prekladu do vyuky

anglického jazyka - rozvoj fecové dovednosti cteni

Mé preklad Sanci ziskat své pevné misto v cizojazyéném vyucovani? Preklad neni pouze prenos
informace mezi jazyky, jedna se zaroven o prenos jedné kultury do druhé. Jednim z Géeld prekladu
vy vyuce je tedy | jeho vyznam jako ndstroje interkulturni bilingvni komunikace mezi studenty. N.
J. Ross (200) - pokud jsou si studenti védomi rozdili mezi jazyky, redukuje se jazykova
interference a intervence materského jazyka.

Preklad svym kritickym pohledem na dany text miize byt dilezitym ndstrojem vyuky sprévného
cteni. (Bassnett, 1998).

Skuteéna uziteénost didaktického prekladu v ramci cizojazyéné vyuky spodivéd ve srovnavani
gramatiky, slovosledu apod. v osvojovaném jazyce a matefském jazyce studentll. Pravé vyuziti
didaktického prekladu ve vyuce odborného anglického jazyka na vysoké Skole zdravotné socidlniho
zaméfeni a jeho vliv na rozvoj reovou dovednost &teni v osvowvanem jazyce je hlavnim cilem
naseho vyzkumu. Cteni je totiz pravdépodobné jedna z nejdilezitéjsich dovednosti pro studenty
ciziho jazyka v akademickém kontextu. Ctendfské gramotnost obecné nepfedstavuje pouze
dovednosti étenarské, tj. umét texty preéist a rozumét jim, ale také dovednosti vyhledavat,
zpracovavat, srovnavat informace obsazené v textu, reprodukovat obsah textu aj. (Priicha et al.,
2009, s. 42). Predpokladame, ze vyuzitim didaktického pfekladu v ramci cizojazyéného vyucovani
se zlepsi jednak dovednost studentt zachdzet se zdroji informaci, jednak jejich fe¢ové dovednosti,
konkrétné recova dovednost ¢teni, a tim dojde k celkovému zefektivnéni cizojazyéného vyucovani.

ko p vyuky lickéh: i y preklad a jeho vyuZiti v ramci vyuky
jazyka vymmnl pojmu preklad ciziho jazyka
Pocdtky teorii pfekladu a vyvoje prekladatelskych metod-v Preklad byl ve vyuce cizich Jazykil didakticky vyuivan prakticky od
Evropé jiZ v 16. stoleti. Metodicky na jejiho pocatku. Jedna z nejstarsich komplexné pojatych
fimskou teorii prekladu, kdy Gstfedni tezi byl Horatidv vyrok metod v CIV - metoda gnmaudm—phkhdw‘ Lze ji .:Meax
z Ars poetica: ,Nec verbum verbo curabis reddere fidus jako prvni systém vy cizim jazykdm
interpres" (Levy, 1996, s. 27). (LidkaF, 1973).

C ( Atkinson - &lanek The Mother Tongue in the Classroom: a Neglected
aanslatlon)-'kanadsky teoretik Delisle. D&li pfeklad na: Ressource? (1987). Divody pro zavedeni L1 do CJV, zdroved
= kticky —pFeklad n) - pfeklad  ypozornéni na mozna rizika vznikld jeho nadmérnym uZivanim.
pouzivany ve vyuce ciziho jazyka za Ucelem lepdiho  Lewis (1997) - lexikéini metodicky piistup (Lexical Approach).

zvlddnuti jednotlivych oblasti daného gziho jazyka Téma Interference. Lexical chunks.
- prekiad (professional translation) - cilem je pfenos zpravy Weschler (1997) - funkéné prekladovy pristup (Functional
uZivateli pFekladu. Translation Memod) Preklad celych myslenkovych celkd, nikoliv
doslovny. Diiraz na kontext, prace ve skupiné tzn. zaélenéni
Ceské prostrediz didaktického prekladu do C)V na zékladé princip komunikaéni
Rozdéleni prekladu podie metody. metody a
Hendricha - prekiad jako komunlkacmho pristupu.
- cilova dovednost

- prostredek vyuky cizich jazykd. (Hendrich, 1988, s. 246) Ceské prostiedi

Chodéra, Ries - publikace Vyuka cizich jazykd na prahu nového
Chodéry -pfeklad jako stoleti (1999). Kapitola vénované zasadam CIV. Podpora zaélenéni
- cilové dovednost L1 do CJV a zavadéni prekladu do vyuky.

- zprostredkovaci funkce. (Chodéra, 999, s. 50)

i Literatura:
Pojeti prekladu u Chodéry a Hendricha je v souladu s pojetim Atiinson, D. (1987). The mother tongue In the classroom: a neglected resource?

Delisla | nadim. ELT Journal, 41(4), 241-247.
Benel € et o, (1970). Metodika cizich fazykl. Praha: Stétni pedagogické
Regova dovednost &teni -
Delisie, ). (1988). Transiation: an interpretive approach. Ottawa: University of
Cteni jako cilové kategorie — pro vyuku rozdéleno do diléich Ottawa Press.

dovednosti (Williams, 1999, . 33). Hendrih, 3 e o, (1988). Ddakeika cizich Jazykd. Praha: Stétn pedagogické
Chodéra, R. et a1.(2000). Viuka cizich fazykd na prahu nového stolet (1. Ostrava.
Ostravskd Univerzita.

Regovd dovednost éteni: Chodéra, R. (2006). Didaktika cizich jazykd. Uvod do védnino oboru. Praha:

1. makrodovednosti (macro-skills) = napf. skimming, scanning Academia &

2. mikrodovednosti (micro-skills) ~ napF. pouZiti kontextu R T s, i Tranutton Stis

k i vyznamu slov, vztahl mezi xnmu n e (zow)  Priiod s Prekiboin. Olomouc, Univerzita Palackého.

&astmi textu G v diskurzu . Ceské teorie a: Ivo 2
(Huqhes 1991, s. 117) um M., AM Ch. (1997). Implementing the lexical approach: Pputting theory
. o uage teaching publications
Redova O\ Eeni - pi , : Jazykovy Ligkat, Cear € (1973) ;'sa.,n o ?}udwl cizim jazyktm. Bro:
prostfedkii nebo pouze soucasti yyukovych aktivit, jejimz Mothejzikov, :(was) Vyuka cizim jazykim na skionku tisicileti. (pp. noqu) izl

the Functional-Translation Method. The internet TESL Journa, 3(11). Dostupné
2 hitg://esl. 2.0t

cilem mZe byt jina fe¢ova dovednost. Tyto vyukové aktivity -
@ni na rozsifeni slovni zésoby, gramaticka cviceni apod. ﬁl’ e (‘”27“)”“’“ mmwm e ko /
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Materials in CLIL classes: A case study

Michaela Sepesiova
PreSov University, Slovakia
michaela.sepesiova@unipo.sk

Abstract

An objective of this study was to show and investigate the process of preparing for
CLIL lessons focused on materials as such. The paper briefly introduces the term CLIL,
gives an insight into its history and implementation in selected European countries, to
more details in Slovakia. Materials should be a part of any educational process. They are
produced in order to meet expectations for learning defined by the curriculum, help
teachers and assist learners. CLIL lessons are believed to be special for extra visual
support learners get. Materials specifically designed for this purpose add an extra bonus in
acquiring new knowledge. Moreover, they maintain the level of understanding content
through a target language. Research was based on both qualitative and quantitative data.
The study aimed in rising an teachers” awareness of importance of materials in lesson
planning and in overcoming struggles the teachers encounter while applying this mathod
in their teaching practice.

Key words: CLIL, CLIL pyramid, CLIL teachers, lesson planning, teaching materials
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closely associated with  implementation; . Conclusion
the concept of CLIL; 150y of specialized CLIL conclusions
AMEC0R Manal son T achar kaink essential pillars — an appropriate training in CLIL
early 1990's Emlhh ke s along with language qualification;
= * enormous
Soari, tatan, 21 prossur o ek s
e management and language and content i at the top
5 M”“"'W pasas, language through incidental learning and a wider
traditional FLT; = no professional CLIL range of materials;
+ challenging for Slovak - WW‘MWLMMW;
/ % prepare teaching materials to achieve global goals.
| CLIL is not as simple as many stakeholders have
I thought, adequate attention should be
(A paid to teacher training programs. the
4 challenges with CLIL include the lack of resources
)Y in schools in terms of materials to cover a wide \
A variety of topics and that so few teachers are "\
N\ Methodology willing to work with and thus cooperate. It would
2 make it easier if there was a network or a database \
of materials, encouraging the use of more CLIL ‘H
- to raise an of in material teaching materials.

within lesson planning and examine CLIL materials in
specific educational environment in Slovakia within

the selected primary schools
research
1. How is the 4Cs framework reflected within CLIL
material planning by primary teachers?
2. Does the preparation of materials for CLIL lessons 3
require any special teacher competencies? ’ Data
methods
critical instance case study
semi structured interviews Gene i)
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Rozvijeni interkulturni komunika¢ni kompetence
prostrednictvim vyuky psani v anglickém jazyce

Pavla Jahodova
Masaryk University, Czech Republic
425018@mail.muni.cz

Abstract

The increasing importance of communication, in current globalising world, with the
members of other than one’s own linguistic and cultural frameworks increases the
requirements for language education. The topic of developing intercultural
communicative competence has become the focus of contemporary pedagogical theory,
practice and research. The poster introduces developing intercultural communicative
competence through teaching writing in English. Moreover, it briefly summarises existing
research studies and their conclusions. The aim of the poster is both to introduce the
contemporary status of knowledge in the presented area, as well as to identify new
challenges for further research of developing intercultural communicative competence
(through teaching writing).

Key words: intercultural communicative competence, teaching writing, English
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Rozvijeni interkulturni komunikaéni kompetence
prostifednictvim vyuky psani v anglickém jazyce

Tak jako nabyvé na dileZitosti poti‘eba Clovéka

svété s pfisludniky jinych nez It

jazykovych a kulturnich ramcl, zvySuji se také naroky kladené na jazykové vzdélévénl Pozornost pedagogické teorie, praxe
poster

i vyzkumu se tak &im dal tim ¢astéji upind k tématu i]

interkulturni

predstavuje téma rozvijeni Interkultumi komunlkatnl kompetence prostfednictvim vyuky psani v anglickém jazyce Je zde

poukézano na Uskali spojena s
dovednost a jejich vzajemny ‘vztah. Mlmotu je zde shrnut

i pojmd interkulturni komunikaénl kompetence a psani Jjako héové

a strucné

izovan vyzkum

zjisténi r ich studii. Cilem pFispévku je

problematiky, nastinény jsou rovnéz zavéry vyplyvajici z v

tak jednak predstavit souéasny stav poznénl dané problematlky, Jjednak Identlﬂkovat nové vyzvy pro dali zkoumani rozvijeni
interkulturni komunikaéni kompetence (prostfednictvim vyuky psani).

Reéova dovednost psani

* produktivni fetové dovednost (Harmer, 2007b, s. 265), o jeji
rozvijeni usiluje vyuka (nejen) cizich jazvk
. formou (Harmer,
2007a, 5. 31)
= sociokulturni kontext ovliviiuje formu | obsah pisemného projevu
(srov. Raimes, 1982, s. 6)

# psani jako prostfedek ueni (se) ciziho jazyka, které
» spociva v upeviiovani a/nebo testovani osvojeného/nauéeného lexika
a/nebo gramauky (Harmer, 20073, s. 31; Harmer, 2007b, s. 330)
»mé maly komunikaéni potenaé

cil vyuky cizich jazykli (SERR), 2002, s. 1, 9, 103-133; RVP 2V,
2013, 5. 18)

Pfehled vybranych vyzkumi
Zémér vybéru: poukazat na globaini charakter problematiky, pfedstavit |
diverzitu dosavadniho vyzkumu rozvijeni IKK, vymezit misto
tématu ve vy poli
Kritéria zafazeni vyzkumd: empirickd povaha vyzkumu, provedeni
vyzkumu ve 21. stoleti, cllem vyzkumu zkouma‘ rozvijeni IKK, pojeti IKK
s pojetim IKK v posteru |

a) Vyzkum rozvijeni IKK v zahraniéi

* 6 vyzkumd rozvijeni IKK v obecné roviné zejména v univerzitnim
prostedi

smisend

nastroje sbéru dat: dotaznik, rozhovor
vyzkumny vzorek: uditelé cizich jazykl, 2aci a vysokoskolsti studenti
neuditelskych obordl, vysokoskoléti studenti ciziho jazyka

lnhﬂ(umml - dynamickéd vyménu statkd a
svétd (Faltyn, 2005, s. 23) ~ vztah pisatel - &tena?

Komunikaéni - komunikace s pisludniky odlidnych kulturnich ramcl
v cizim jazyce (Byram, 1997, s. 71; Fantini, 2009, s. 458)

*3 vy /i IKK studentl vvsokvch kol prostFednictvim

jazykovych a kultumlch ramcd

metodologie: smisena
nastroje sbéru dat: dotaznik, rozhovor

i IKK v Ceské r
= soustavné uchopovani pojmu v kontextu vzdéldvaci ﬂlozoile, politiky
a praxe - terminologicks a konceptudini roztfist&nost vyzkum
. vyzkumy zkoumajici roli psani v rozvijeni IKK nedohledany
IKK v obecné roviné (3 provedené

dotaznik, rozhwor, videostudie, ohniskova skupina ‘

- kultura s (Priicha, yzkumny k: vysokoskol8ti studenti
2010, 5. 36), tzn. holistické pojeti kompetence VICSHDOY VENG: KYS O S )
| b) Vyzk
-komnlex schopnosti nezhvmych k eleknvm a vhodné interakci
[ odii$nych rame (Fantini, 2009,
s 458)
na zékladmch §kal§ch 1 na univerzité)
dimenze IKK  znalosti (knowledge) etai0ie: aadend
dovednosti (skills) interkulturni ndatroje shie det:
postoje
povédomi (""'"‘“’-“) utitelé cizich Jazykdi, udebnice cizich jazykd
v v cizim jazyce

(Fantini, 2009, s. 458-459; Kostkova, 2012, 70-74)

IKK = IK (znalosti, dovednosti, postoje, povédomi ) + KK v CJ

Kostkové (2012, s. 74)

‘ ~ SERRJ (2002): vymezeni cile viuky_gxzich Jazykd ve smyslu IK a KK,
LEC

‘ # pojeti deskriptor{i referenénich Grovni - vymezeny ve smyslu miry
| i KK a ' im fecovych 1

Vztah IKK a feové dovednosti psani

reénvvcn dovednostl ~ pojeti deskriptorl SERRJ (2002)

[ Vyzvy pro dalsi vyzkum

vzorek: uitelé cizich jazyku, Zaci zékladnich $kol, budouci \
)

vyuky psani v anglickém ‘
juy« na umanw- ikolich |

» pfimo ve vyuce
LU » za vyuZiti analyzy Zaky vyprodukovanych textd
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