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INTRODUCTION

The Teacher's Resource Book you have just opened has been written for those people who are in some
way involved in very early language learning, as well as for those who are interested in this topic, which
has recently become a hotly debated issue. In the context of this book, very early language learning refers
to a situation when children aged two start to learn a language other than the language of their parents, i.e.
a foreign language, in other than familial settings. The book may also prove useful for the management of
institutions, which organise this type of tuition, for teachers, teacher-trainees, and parents alike.

This publication is part of a set of products developed in the project Development of Methodology for Very
Early Language Learning (project no. 135283-LLP-1-2007-1-CZ-KA2-KA2MP, Lifelong Learning Programme
— Key Activity 2 - Languages). Together with the Parent’s Guide, the video - Froggy's Stories - and the
Workbook form a yearly curriculum designed for very early language learning. The methodology, i.e. the
whole set of products, was pre-tested in Toddlers' clubs - Mum, Dad and Me attended by two-year-old
children accompanied by one of their parents or, in some cases, grandparents or babysitters, and the like.
Therefore, the materials are recommended for helping children ages two and three to an early start with
the language acquisition process.

The clubs, where the methodology was piloted, resulted from a previous project Mum, Dad and Me -
Toddlers’ Club (project no. 117022-CP-1-2004-1-SK, Socrates — Lingua 1). Its aim was to open clubs for
toddlers and their parents where the toddlers could acquire a foreign language in a natural way. The added
value of this successful project was the fact it helped to break prevailing societal preconceptions regarding
early language learning.

The Teacher's Resource Book consists of two parts. The first part of the book aims to shed light on the
nature of very early language learning by dispelling myths and by considering the advantages of a very
early start. Moreover, it attempts to define conditions under which the process of learning is likely to be
effective, including a summary of the principles underlying syllabus design and lesson planning.

The aim of the second part of the Teacher's Resource Book s to provide an easily adaptable tool for teachers
who will be guiding this specific target group, i.e. children aged two — three. The practical part contains
80 worksheets, each providing activities for a 45 minute session. As English was the most often acquired
language in the clubs, 60 worksheets are designed to acquire English. Nevertheless, the philosophy and
the procedures are the same for other languages as well. In order to demonstrate this, there are 20
worksheets designed to acquire French.

Each worksheet in the Teacher's Resource Book was designed by a professional teacher working with
young learners in one of the project countries — Czech Republic, Germany, Italy and Slovakia. Advisers,
practitioners of teaching methodology, provided their feedback on the worksheets and the teachers
modified them according to the advisers’ recommendations. After the worksheets had been modified,
teachers pre-tested them in the Mum, Dad and Me — Toddlers’ clubs. After each lesson they reflected
on the experience and put down their suggestions for making changes in the worksheet. Finally, at a
common meeting all club teachers from the four countries discussed each worksheet again, incorporated
changes and agreed on the final version of the worksheets. Summarizing the process described above,
each worksheet went through a five-step process of development:

I. Worksheet development (teacher)
[I. Methodological advisers’ feedback
[Il. Modification of the worksheet (teacher)
IV. Pre-testing in clubs, reflection on the experience (teacher)
V. Final modification of the worksheet (group of teachers)

We believe that this five-step process ensures good quality of the materials provided. Another advantage

of the resulting material is that it reflects the international nature of the project team. Furthermore, it
extends the possibility of adopting the methodology in other countries and cultures.
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1. MOTHER TONGUE ACQUISITION

“How do children learn language? Every time

I’'m asked that question, my first inclination is to

respond by simply saying that | wish | knew.”
William O’Grady

Before we start to discuss how children learn a foreign language, it is important to elucidate how children
learn their mother tongue, i.e. the language of their parents. The process which results in complete mastery
of language is referred to as first language acquisition. It is a process, the result of which is really amazing.
We should not be surprised that various terms like first language’, ‘native language’, ‘primary language’
are used in the literature' to denote the language of early-childhood acquisition. \We opted to name the
language ‘'mother tongue” in this material as this term implies the important role that parents play in the
process of acquisition.

The parents’ role is obviously important, but the question is, what exactly do they do to contribute to their
children’s language acquisition? Parents do not teach their children language in a way teaching languages
is usually understood, they do not usually provide much correction in a consistent way; yet, by the age of
five, children are able to use language for communication.

How do they doit? As the opening quote implies, answering this question is not an easy task. Several schools
of thought have attempted to explain the nature of first language acquisition. In the 1950s behaviourists
proposed that language learning is simply a matter of imitation and habit formation.? Children were believed
to learn language by imitating adults. Some kind of imitation is also part of learning, for example, research
has shown that echoing is a particularly salient strategy in early language learning, namely in learning the
sounds of language.® However, imitation cannot fully account for sentence production as sentences are
created as the need arises.* Surprisingly, if child speech is analysed, it turns out that children are not very
good at imitating sentences containing unfamiliar words and structures and also they do not even try to do
it very often.® Obviously, language learning cannot be perceived as a mere imitation. Consequently, there
has to be some other route or routes to the goal as the ‘imitation route” has not led us too far.

A different opinion was held by proponents of innatism who maintained that children are born with a special
ability to discover for themselves the underlying rules of a language system.® Linguist Noam Chomsky
contributed considerably by proposing that we are born with the innate knowledge called language
acquisition device, ‘an imaginary black box in the brain’, which enables us to internalise the system of
language.” The language acquisition device is thought to contain all and only principles which are universal
to all human languages.® For the language acquisition device to work, samples of natural language are
crucial as they activate the device. Thus children are involved in a kind of ongoing matching exercise — they
match the innate knowledge with the structure of the particular language in the environment — through
which they are able to discover the structure of the language to be learnt.® More recently, the concept of
language acquisition device was replaced by the concept of Universal Grammar, which is understood as
a pre-made grammiar. It is considered to consist of the sorts of grammatical categories and principles that
are common to all languages.’® Following the ‘innatist route’, we managed to explain how children acquire
complex grammar. However, it still remains to be clarified how children learn to connect the form and the
meaning to be able to use language appropriately.

The interactionists emphasise the role of interaction between a child’s innate capacities for language and
his or her linguistic environment. They claim, unlike innatists, that language which is modified to suit the
capability of the learner is a crucial element in the language acquisition process." This specific speech is
called motherese or caretaker talk. |t bears characteristics summarised below.

529-TRB_uvodnew-S.indd 2 21.9.2009 10:51:11
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Some properties of motherese'

PRONUNCIATION:

e Slower speech with longer pauses between utterances and after content words
e Higher overall pitch: greater pitch range

e Exaggerated intonation and stress

e Fewer words per minute

VOCABULARY AND MEANING:

e More restricted vocabulary

e Three times as much paraphrasing
e More reference to here and now

SENTENCES:

e Fewer broken or run-on sentences

e Shorter, less complex utterances (approx. 50 percent are single words or short sentences)
e More well-formed and intelligible sentences

* More commands and questions (approx. 60 percent of total)

e More repetitions

The name of this specific speech suggests that it is typical of mothers to modify the language to address
their little children. However, there is research evidence that fathers and siblings also adjust their speech
but less than mothers.™

At this point a question may arise, what language parents or other caretakers should use in addressing
their children. The literature suggests that there is at least one external condition — children need to hear
sentences that they can understand without knowing a lot about the language they are trying to learn.'
What does it mean for everyday child-parent interaction? Simply, it has to be meaningful for the child.
This is achievable through interaction concerning events happening here and now, in other words, what
children can see and hear, what has just happened or is going to happen. Furthermore, the parents” speech
should be comprehensible - children should be able to decode the message with the help of context
clues. This necessarily does not mean to restrict the parents’ speech to the use of motherese, but in order
to produce comprehensible speech some modifications are inevitable.

This book deals with issues in very early learning. It is about children aged two who start learning a foreign
language. Therefore, it may be a good idea to first learn what a two-year old mother tongue acquirer
has achieved. We can make an inventory of those achievements, though without any ambition to prioritize
or imply a chronological order of acquisition. lllustrative examples provided later in this chapter represent
outcomes of research of English as a mother tongue. Similar types of data are certainly available for other
languages. For Czech it is possible to consult the work by Piihoda'® or by Cerny’e.

We can begin with the fact that children aged two have learnt to distinguish the sounds of their own
language from other sounds, then the sounds of their own language from one another. Apart from having
learnt to distinguish sounds they have also learnt to produce them. The typical consonant inventory at age
two'” is presented in the following table.

P b m f w
t d n S
K g

If you compare it with the sounds acquired by age four (see the table below), you will learn that the “th”
sounds are still to be acquired at this age.

p b m f \' ch ] w y

t d n s z I
k g ng sh
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The ability to segment a stream of sounds is also an important achievement as it enables children to identify
word boundaries and thereby expand their vocabulary. Initially, learning new words is a slow process. The
turning point seems to be the age of eighteen months when it speeds up considerably (‘'vocabulary spurt’)
after children have learnt about fifty words. The rate of vocabulary development is depicted in the graph
bellow.®

Vocabulary spurt

600

/
/
/
/
/'2

12 18 24
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EiN
o
o

w
o
o
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o
o

number of words
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o
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With regard to grammar, children have a long road ahead of them before completing acquisition of its
complex system. To trace their progress, we may find it useful to have a look at the developmental order
for endings and function words,'® which are presented below.

[tem

Present progressive (-ing)
in, on

plural (-s)

Past irregular

Possessive (-s)
Uncontractible copula (is, am, are)
Articles (a, the)

Past regular (-ed)

Third person regular (-s)
Third person irregular

N
1

SO0 N O W

—_

To conclude chapter one, it is necessary to emphasise that we still know relatively little about how children
learn language. However, thanks to the research, which has grown since the middle of the 20" century, we
are now able to put bits and pieces together and the picture is beginning to emerge. Moreover, we may
use the findings of research as those presented above in looking for analogies between mother tongue
acquisition and second (including foreign) language acquisition.

2. SECOND LANGUAGE ACQUISITION

This chapter will briefly introduce several theories and models which try to explain how a second language
is learnt. Though there have been attempts to ‘dispel the magic” and provide a simple, straightforward
solution that would account for such a complex process, again there is still no definite answer. We would
like to offer answers provided by several schools of thought whose advocates follow an assumption that
the processes of mother tongue acquisition and second language acquisition are in a way similar.

In the past, scholars tried to explain how it came about that people were able to learn a second language. For

4
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example, the behaviourists, who perceived language as well as other kinds of learning as habit formation.
Much evidence has been provided that the behaviourist view has been largely discredited.?°

To provide an alternative, we might introduce, for example, the cognitive model developed by McLaughlin.?!
His Attention-Processing Model, however, is rather a complex construct — “attention” as a continuum
ranging from focal to peripheral, ‘processing” from controlled to automatic. In terms of language forms, we
may conclude that child learning consists almost exclusively of peripheral attention.??

The following innatist model - Stephen Krashen's language acquisition theory® -was the most controversial,
yet significant theoretical perspective in second language acquisition in the last quarter of the 20™ century.
The theory is a set of five interrelated hypotheses:

1. The Acquisition / Learning Hypothesis
2. The Monitor Hypothesis

3. The Comprehensible Input Hypothesis
4. The Natural Order Hypothesis

5. The Affective Filter Hypothesis

To summarize the main ideas of the theory, it is important to mention the distinction between acquisition
and learning, which were viewed as two different means of internalizing the language. The first one is
acquisition, a subconscious and intuitive process, similar to a child ‘picking up” a language, the second one
is learning, a conscious process, in which learners attend to form and develop conscious rules about a
language. It is only acquisition which can result in communicative fluency. In order to facilitate acquisition it
is crucial to provide comprehensible input (| + 1), i.e. input which is slightly beyond the learners” current
level of competence. The learners are able to comprehend it with the help of context clues. The important
part of the Input Hypothesis is a recommendation not to teach speaking directly as speech will ‘emerge’
after the acquirer has built up enough comprehensible input, after the silent period. Furthermore, a low
affective filter is desirable not to block input necessary to acquisition.?*

Krashen’s theory has been widely criticized for multiple reasons, mainly because it put emphasis on
exposure, or input, rather than practice. Furthermore, critiques lacked information on what to do with the
learners for whom speech does not ‘emerge’ and for whom the silent period might last forever.?® In spite
of all the criticism the theory has become influential; it provided theoretical foundations of the Natural
Approach to English language teaching. The approach is called ‘natural” because the underlying principles
were believed to conform to the principles of mother tongue acquisition.?®

Last but not least, a social constructivist model will be presented. Firstly, the theory of learning by Lev
Vygotsky will be introduced. Lev Vygotsky emphasises the importance of language, including speech, signs
and symbols, in interacting with people. It is by means of language that culture is transmitted, thinking
develops and learning occurs.?” He also introduces a concept of mediation — this is how the role of other
significant people in the learners’ lives is referred to. Mediators, parents, teachers or even peers with most
knowledge, select and shape learning experiences presented to the learners. They help them move through
the layer of knowledge and understanding, the zone of proximal development, which is just beyond the layer
with which the learner is currently capable of coping.?® Consequently, the nature of social interaction between
two or more people with unequal development of skills and knowledge influences the quality of learning.

Michael Long also acknowledges the role of social interaction. By formulating his Interaction Hypothesis
he proposes that comprehensible input is the result of modified interaction,?® a crucial element in the
language acquisition process. Research provides evidence that native speakers consistently modify
their speech with non-native speakers by checking comprehension, requesting clarification or by
paraphrasing.® This type of speech is called foreigner talk or teacher talk.

This chapter provided a brief overview of different theories of second language acquisition, which provided
some useful insights into this complex process. The discussion concerned general issues and it was not
necessary to explain the difference between "'second” and foreign” language. However, before moving on
to the specific issues targeted in this book, we find it important to do so.
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There is a consensus that a non-native language learnt and used within one country is referred to as
‘second language” while a non-native language learnt and used with reference to a speech community
outside national territorial boundaries is commonly given the term ‘“foreign language’.®' However, some
authors do not contrast the terms and use the term “second language’ to refer to any other language that
is learnt subsequent to mother tongue.®? But some other writers propose that the central characteristics
of foreign language learning” lie in the amount and type of exposure to the language.** A Czech child
learning English is an example of an EFL (English as a foreign language) context, in which the exposure
to the language is usually limited to several lessons of teaching per week. Furthermore, the experience
outside the classroom is very little unless actively searched for, though the television, the Internet, and
the motion picture industry mediate the target language and culture experience effectively. Consequently,
compared to 'second language’ learning contexts, foreign language’ is learnt with much less environmental
support.®* Therefore, the term foreign language” will be used in this book from now on.

Similarly, a distinction should be made between “acquisition” and ‘learning’ though the two terms have
been used interchangeably to this point. Following the Krashen’s theory, ‘acquisition” resembles the
natural way of ‘picking up” the language through the provision of comprehensible input and through using
language for meaningful communication while ‘learning” results in explicit knowledge about the forms of
a language, formal instruction and error correction are necessary for ‘learning” to happen.® The focus of
the book is very early language learning, which implies that there is a kind of formal teaching of a foreign
language but it should also involve creating opportunities for acquisition.

3. AGE AND LANGUAGE LEARNING
3.1 The younger, the better?

To answer this question is not easy, if possible at all; "an optimum age” for starting a foreign language has
not been established yet. The search started about fifty years ago, then in 1967 biologist Eric Lenneberg
made a considerable contribution by arguing that the language acquisition device (see Chapter 1) works
successfully only when it is stimulated at the right time — a time which is referred to as the ‘critical
period’.*® Thus he supported the innatist view of mother tongue acquisition. Consequently, the critical
period hypothesis was formulated stating that there is a biologically determined period of life when
language can be acquired more easily and beyond which time language is increasingly difficult to acquire.®’
According to this hypothesis children after puberty will not acquire their mother tongue at all or the process
of acquisition will be much more difficult and will remain incomplete.

In the course of time the existence of the critical period has been one of the most discussed issues in
relation to the age and language learning. Even though numerous studies have been conducted in the
last decades, yielded results seem to be inconclusive. It is difficult to obtain unambiguous answers as
studies are impossible to compare for their varied methods, contexts, variables, etc.®® For example, for
the reasons discussed in the previous chapters it is not possible to compare research findings referring to
children learning a second language in natural untutored settings with outcomes obtained in the context
of adult learning in foreign language classes. Furthermore, it is virtually impossible to separate the age
factor from other factors such as motivation, social identity, conditions for learning, etc. There is some
research evidence from the second language acquisition context that older learners are more efficient
than younger learners; adolescents and adults learn in faster rate while children surpass them in eventual
attainment.*® But what are the learners expected to attain? The advocates of the critical period hypothesis
operate with native-like mastery of a second language. Opponents argue that we are left with powerful
evidence of a critical period for accent, but for accent only.*° But is it important to achieve a native-like
accent? It depends. Some learners are strongly motivated to sound like a native speaker for a variety of
reasons — to integrate with the target culture may be one of them. However, the ability to understand
native speakers and to produce understandable speech is a much more realistic goal for the majority of
learners. Moreover, it is difficult to judge which performance meets the criterion of native-like mastery in
terms of pronunciation. In a study of adult Dutch speakers of English some non-native performances were
marked as native which is remarkable because all the speakers were late learners. More interestingly,
many native speakers of English were judged to be non-native.*! The native / non-native difference seems

6
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to have blurred as English has become a real ‘lingua franca’, the language of international communication
with roughly twice as many non-native speakers of English than native speakers.

However, the benefits of very early language learning are in the affective domain, which includes many
factors: values, attitudes, empathy, extroversion, inhibition, self-esteem, anxiety, etc. The potential benefits
of the very early start include the following: (1) young children have not developed inhibitions about their
self-identity (2) their language ego is dynamic and flexible, thus a new language at this stage does not
pose a threat (3) with another language they are likely to acquire a second identity (4) young children have
not developed various kinds of negative attitudes towards races, cultures, languages, etc.*?

Apart from the reason for the early start derived from the above-mentioned research-based evidence, there
are also educational and political reasons. Among others the time factor should be considered as well.
An early start offers a longer overall period of learning and has the potential to influence children’s personal
development when they are still at a highly developmental stage.*® This opinion is consistent with the EU
policy in the field of language education. The European Commission, in the Promoting Language Learning
and Linguistic Diversity: An Action Plan 2004 — 2006,% has expressed its intent to extend, consolidate and
develop the early learning of one or more foreign or additional languages in each of the EU member
states. In 2005 Jan Figel, the European Commissioner for Education, Training, Culture and Multilingualism,
formulated the reasons for an early start: “In an enlarged and multilingual Europe, learning foreign languages
from a very young age allows us to discover other cultures and better prepare for occupational mobility. "4
The Action Plan 2004 — 2006 also states that offering another language at an early age is not inherently
advantageous. At the same time the document provides a list of prerequisites to meet.

To conclude, when we are about to make a decision when to start foreign language learning, we should
carefully consider the aims and the context in which it occurs. Unlike mother tongue acquisition (see
Chapter 1), there is a number of external conditions, which define a supportive or even ‘learning-possible’
environment. Without creating favourable conditions for learning, the potential benefits of very early
language learning may not be transformed into real gains. Before we open up the discussion regarding the
conditions for very early language learning, it is crucial to introduce the learner.

3.2 Toddler the learner

The target age group of this book is a child aged two who starts to learn a foreign language. This is a novel
situation as foreign language learning usually starts later. Among the characteristics of a foreign language
learner found in the literature we usually read the following: the knowledge of another language, cognitive
maturity, metalinguistic awareness, or the knowledge of the world.*¢ Unfortunately, these characteristics
are not applicable to our situation as children aged two are still in the process of mother tongue acquisition
and whole-person development. In order to formulate principles for very early language learning, first of all,
we should understand aspects of the learner’s development to some extent.

The learner we have in mind is right in the middle of the developmental stage covering the period from
one to three years. Psychologists use the term "toddler” when referring to a child in this period. This
period is very much influenced by three significant changes which are accomplished during the period:
children learn to stand and walk, they acquire mother tongue, and become aware of their ‘self’.*” The first
of the three major changes of this stage is related to the psychomotor development of the child. The
newly gained ability to walk enables children to explore space in a new, active way. They get up, run and
fall, play hide-and-seek, approach objects from different directions, thereby developing spatial awareness.
Furthermore, they also need to develop fine control of certain muscles in order to play sports, perform
everyday actions,* such as dressing themselves, cutting, colouring, and drawing, and also to articulate
sounds.

The second change - the miracle of mother tongue acquisition — has already been discussed. At this
point it might be useful to emphasise that there are differences among individuals regarding the pace of
the process. There are two-year old children who do not speak at all while others are relatively advanced
- their productive vocabulary is much larger than average three hundred words and they use longer than
three-word utterances. It is also important to bear in mind that these differences do not predict children’s

529-TRB_uvodnew-S.indd 7 21.9.2009 10:51:12



PART |

future development. Mother tongue acquisition proceeds in uneven developmental stages, periods of fast
development are followed by consolidation phases.*® The facilitating role of relevant input in mother tongue
acquisition has already been mentioned before. To summarize, mother tongue acquisition contributes to
the whole-person development as it relates to cognitive, social and psychomotor development of a child.
The psychomotor development was mentioned in the previous paragraph while aspects of the cognitive
and social development will be analysed further on.

If we want to gain insights into the cognitive development of the child we may consult Jean Piaget,
a cognitive developmental psychologist, whose work has had much influence on education though it
has also received some criticism. Piaget emphasised the constructive nature of the learning process;
individuals are actively involved right from birth in constructing personal meaning that is their own
personal understanding of the world around them. They construct it from their experiences.®® Learners
are believed to pass through a series of stages. The first stage is sensori-motor stage of learning in which
children from birth up to the age of two explore the environment through the basic senses. The next
stage is pre-operational or intuitive. In this stage, between the ages of two and seven, the child’s thoughts
become more flexible and memory and imagination begin to play a part. Children between two and four
increasingly operate with symbols, however, they are not able to create generic terms, and for example,
they use the word “daddy” to denote “a man”. At the age of seven children enter the concrete-operational
stage. Children are capable of going beyond the information given but their thinking is still very much
dependent upon concrete examples. Finally, at about the age of twelve children enter the stage of formal
operational thinking when abstract reasoning is increasingly possible.®’

There is still much to learn in Piaget’s work. We have to realize how important it is to take account of
the learner as an individual, actively involved in constructing meaning, not a passive recipient of
knowledge. Furthermore, we should remember that there is a relationship between the development of
language and the development of thinking. Therefore, rote learning will not lead to deeper understanding.
Lastly, the requirements of any task should match the cognitive level of which the learner is capable. If we
design a task, which is beyond ‘here and now’, children aged two will not be able to deal with it due to the
high level of cognitive challenge. But remember, a low level of cognitive challenge is not desirable either.

Regarding the social development, it is necessary to acknowledge the role of language in this process. In
the early infancy language very soon becomes a tool in the process of socialisation. Very young children are
highly egocentric. The world revolves around them and they see all events as focusing on themselves.®?
As children grow older, they become more aware of themselves. And this is the third important event in
the life of a toddler — one day a girl does not refer to herself using her name, instead, she uses “I”. To
understand why this happens we may refer to Erik Erikson’s ideas on human psychological development.
He proposes that it depends on the way in which individuals pass through predetermined stages and upon
challenges that are set by society at particular times in their lives. While the challenge in the early infancy is
to develop trust in the world including her/himself, by the age of two or three the challenge becomes one of
establishing autonomy. This stage is considered the key stage in a person’s life when the foundations of a
feeling of self-competence are set.>® What actually happens in this time period? Not only have the children
started to use pronouns ‘I” and ‘you” correctly, they also have defined their own position in the world,
their self-identity. They become more actively involved in events, they initiate them, involve partners in a
play. They demonstrate their own will and express negative feelings at the moment it is restricted. Some
children may experience conflicts on their way towards autonomy. This is natural; however, these conflicts
should be dealt with caution as too much restriction may prevent the development of autonomy.5*

The social development of the child is reflected in the way s/he plays. Very young children play alone;
they do not need the presence of other children. Three-year old children engage in a parallel play; perhaps
they imitate each other but they act as individuals. Genuine peer interaction, i.e. a real social play, can be
observed in groups of children aged four or five. Children two years old play with various objects, however,
they pretend that the object is something different that it really is, for example, a piece of wood is a boat.

To conclude, this chapter provided evidence that what counts more than chronological age is developmental
age.% This will vary according to the individual and we will have to cater for uneven development in
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learners of the same age. The following chapter will suggest how the learner characteristics discussed
above should be reflected in didactic principles underlying very early language teaching and learning.

4. IN THE HOPE OF A RICH HARVEST

Very early language learning resembles farming, at least in a sense that you invest a lot but a harvest is
not guaranteed. You sow seeds, you work very hard for a long time hoping for a large harvest. However,
during the period the weather, for example, damages what you have planted. In the context of very early
language learning the benefits of the early start may be understood as seeds of success,®® which have to
be planted in favourable conditions. Therefore, this chapter discusses prerequisites for successful very
early language learning.

4.1 External conditions

Earlier in this text it has already been noted that there is one external condition for successful mother tongue
acquisition, i.e. the provision of meaningful input. However, in foreign language learning things are much more
complex as learning occurs with much less environmental support. Therefore, creating a ‘learning-possible’
environment is a must. Building on the previous chapters we may define such environment by formulating
conditions under which the potential benefits of the early start may be transformed into real gains.

The primary condition is having a teacher, who has been specifically trained to work with very young
learners.%” Such teacher is, first of all, a competent user of a language. Unfortunately, there has been
a wide-spread myth that teaching very young learners does not pose high demands on the teacher'’s
communicative competence in the target language. Actually, the opposite is true. The teacher is expected
to create conditions that will allow the young children to learn. In this context it means creating conditions
for acquisition through providing a variety of meaningful input and through teacher-learner interaction.
However, this is virtually impossible without the appropriate command of the language. The teacher should
be confident and fluent in the language. It also involves the ability to spontaneously and flexibly draw from
a range of different themes rather than rely on memorized phrases to deal with routine or predictable
situations.%® The way teachers address young children in classes, the so-called teacher talk, seems to be a
simple speech everyone can produce. Contrary to this opinion, teacher talk is a specific type of speech
modified on purpose in order to enable children to understand the meaning with the help of context
clues. Moreover, there is an issue of accuracy related to pronunciation. Children have to be exposed to
correct forms many times before they integrate them into their own speech. Remember that children,
native speakers of English, have not learnt ‘th” sounds by the age of four in spite of all the exposure.

To make things even more complicated, a high level of communicative competence in a language does
not make a competent teacher. On top of that the teacher should understand the processes of foreign
language learning as well as individual needs of the learner of this specific age group. Furthermore, the
teacher should be able to attend to those needs through the use of a variety of appropriate methods,
techniques and approaches. To summarize, it is important to train teachers in the pedagogy of pre-
primary and primary education and the didactics of language learning at a young age.*® Education
like this will help the teachers to make informed decisions, for example, about how and to what extent to
modify their teacher talk and interaction patterns. This book does not aspire to cover all the areas of very
early language learning; some guidelines for teachers of young children are provided in the second section
of this chapter.

The following important condition is related to time in several ways. Firstly, we should consider whether
enough curriculum time® is devoted to languages, however, it is not feasible to extend it unrealistically
at the expense of other educational areas. Secondly, weekly schedule should be also considered carefully.
Some studies report that the distribution of time into shorter, more frequent lessons yields better results.®’
Lastly, once we decide to start very early language learning we should think about a long term perspective
— whether continuity will be ensured. Discontinuity has a negative effect on pupil performance. There is
research evidence that it is difficult for a child with slowly developing competence in a foreign language to
transfer it from a familiar environment to one that is unknown and very different.®? That is why a possible
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demotivating effect of discontinuity and starting anew should be conscientiously considered. Once the
parents decide to involve their children in very early language learning they should commit themselves to
providing sustainable language development for their children.

The next condition to discuss is exposure. Inspiration has been found in the second language learning
context, where children are exposed to the language all around them, both in and outside of school, which
is one of the characteristics of an ideal learning environment.®® In order to create favourable conditions for
learning a foreign language we should aim to maximise the exposure to the foreign language outside the
classroom.% However, it is not easy to do so. No matter how frequent the lessons are, the teacher cannot
be the only source of comprehensible input. Therefore, it is inevitable to involve other participants, namely
parents, in the process. The role of parents will be discussed in the Chapter five while useful non-human
resources will be dealt with in Chapter six.

Lastly, it is a necessary to organize the teaching / learning process in small enough classes for the
learning process to be effective.® To specify the number is not easy, it is very much individual depending
on a specific context. However, those who are responsible for the decision about the number of learners
in a group will certainly consider whether it is feasible for the teacher to provide individual attention to
each learner, whether there is enough space for learning activities which also involve parents, what kind
of equipment is available including material teaching aids, etc. The outcomes of the Mum, Dad and Me —
Toddlers’ Club Project suggest that groups of five to six children are optimal.

To conclude, there are several conditions which determine whether the harvest will be rich or not. Although
we tend to prioritize the teacher factor, the other conditions are important as well. It is obvious that having
one lesson per week does not make the difference in terms of language learning, no matter how competent
the teacher is.

4.2 Didactic principles

While the previous part summarized general conditions under which young children are likely to learn
a foreign language, this section offers a set of didactic principles. They are based on the theoretical
background discussed in the first three chapters and are intended to provide guidance for teachers”
everyday practice. The principles will enable teachers to understand, for example, why a child wanders
off in the middle of a fairy tale to play with a doll or why there is a child who never responds.

@® 'Holistic” learning

First of all, the concept of ‘holistic” learning, i.e. the concept of the language and of the learner as a whole,®
will be introduced. Resources dealing with very early language learning propose that the younger the children,
the more ‘holistic” they are. In terms of learning a language, they learn about the meanings in an integrated
meaningful, multi sensory context.®’ Very early language learning is perceived as a part of learning in general,
thus all the three domains — cognitive, affective, and psychomotor — should be addressed in order to support
whole-child education, however, in very early language learning the high priority is given to the attitude
goals.® The achievements in the cognitive domain, i.e. content goals, are perceived as less important than
the achievements in the affective domain. In other words, it is not important how many words children learn,
but it matters whether they are positive about the learning experience or not.

® Comprehension precedes production

Children acquiring their mother tongue and also young learners in an informal second language learning
environment have been extensively exposed to language before they start to produce it. Nobody forces
them to speak; they are allowed to be silent until they are ready to speak. \When the silent period ends is
different in individuals. Thus it may very well happen that children aged two may not feel confident enough
to speak their mother tongue, they may still be in the silent period. Simultaneously, they start to learn a
foreign language. Therefore, the same principle applies for learning a foreign language. Children should
be extensively exposed to language, but they should not be forced to respond. Even if small children
are not actually saying anything, they are still learning,% although what they have learnt is not directly
observable. For this reason it is unrealistic or even unfair if young children’s learning outcomes are stated
in terms of productive vocabulary.
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When discussing the importance of comprehension, the Total Physical Response (TPR) should also
be mentioned. This method of language teaching is based on the assumption that speech directed to
young children consists primarily of commands, which children respond to by action before they begin to
produce verbal responses.’ Listening is accompanied by physical movement, which directs the TPR to
right-brain learning. Teaching techniques linking physical action and listening or using physical response to
demonstrate understanding have become part of teachers’ repertoire.

@ Variety of meaningful input

Apart from all-around exposure to language, the provision of a wide variety of meaningful input has
been identified as another important characteristic of an ideal environment for young children to learn a
second language.”” Therefore, it is believed that it will function in a similar way in the foreign language
context. Children are exposed to a variety of uses of the language for interacting, for getting things done,
for imagining. The language input is meaningful if it is a means of communication rather than a subject to
be learnt. Consequently, the focus is on the meaning not the form of the language.

@ High frequency of exposure

The issue of exposure has already been introduced as one of the conditions defining a favourable learning
environment. However, the discussion concerned maximising the exposure to the language outside the
classroom. This time the frequency of exposure is in the centre of attention. For in-class foreign language
learning at an early age, high frequency of exposure to the foreign language is desirable.”? However,
frequency does not mean behaviouristic ‘repetition and association’. It is rather understood as meaningful
occurrence. Teachers searching for theoretical support and evidence may rely on the findings of the
research in mother tongue acquisition to claim that children will, after consistent, repeated models in
meaningful contexts, eventually transfer correct forms to their own speech.”

@ 'Here and now’ principle

Very early (language) learning is very much limited to the ‘here and now’ kind of experience as it has been
advocated by cognitive psychology. Things which are happening now, which have just happened or are
going to happen represent the context of learning activities. Children at the age of two are not able to go
beyond the limits given by "here and now".

@ Appropriate learning activities

Young children are involved in learning activities. When the teacher is planning an activity s/he should make
sure that it is neither too difficult, nor too easy - the activity should be at the right level of challenge. A
simple question like /s the child capable of doing this? may trigger the teacher’s considerations about the
cognitive, social and psychometric development of the child. Furthermore, it is not only the right level
of challenge that matters, we should also take into account the concentration (attention) span. Young
children are able to pay attention for a short period of time. That is why it is advisable to change activities
every five to ten minutes.” This is very much an individual response because, in any group activity, the
learner’s concentration span will vary. In order to gain and keep the kids" attention, it is recommended to
use a variety of stimuli, for example, something new or unexpected, a moment of surprise. Lastly, young
children learn using all their senses; therefore, learning activities in general should allow for the application
of the multi sensory approach.

@ Individual attention

When working with children aged two we should not be surprised by how egocentric they are. It is very
important that small children get the teacher’s individual attention as much as possible.” This principle
should be borne in mind when deciding about the size of a class. In a big class a child may be frustrated
due to the lack of individual attention. Consequently, the high affective filter will prevent the child from
acquisition.

@ Secure environment
The very last principle is of a different nature as it guides the application of the previous principles. \Whatever

we do we should always be cautious about threatening the children’s feeling of security. In the context
of very early language learning, the presence of parents makes children feel secure together with those
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routines and activities the children are familiar with. This does not mean, however, that we should not
introduce new things. The opposite is true but we should do so in a considerate way. The same applies to
the mother tongue, which should be used judiciously to lower the level of stress or anxiety of a child.

This chapter offered one possible way of conceptualizing the field of didactic principles underlying very early
language learning. The following chapter will discuss the roles of the teacher, the learner and the parent.

5. ATRIO - THE TEACHER, THE LEARNER AND THE PARENT

Teaching a foreign language to children aged two is still an uncommon situation for the following

reasons:

e Firstly, foreign language learners are usually much older at the moment they start, so they have
foundations to build on when learning a foreign language, for example, the knowledge of the world of
some kind, knowledge of their mother tongue, and a certain level of metacognitive knowledge. In this
developmental stage these processes run parallel.

e Secondly, parents are not normally present in foreign language classes throughout the year; however, in
the context of very early language learning they are actively involved in the tuition.

e Thirdly, the teacher is usually associated with school-based, formal instruction. In this context the teacher
is expected to create ‘learning-possible” environment for children to acquire a language in an informal
setting.

Furthermore, the teacher is also responsible for involving parents in the process.

The subsequent part of the chapter will highlight what the members of the trio bring in. In a trio of
musicians each of them plays a different instrument, but in order to succeed they have to cooperate.
Similarly, the teacher, the learner and the parent each contribute in a unique way.

It is obvious from what has already been written that the role of the teacher is central as s/he sets up
conditions for children’s learning and functions as a mediator in the process of learning a foreign language.
It also means that the teacher is expected to involve parents in the process. At the beginning of the
school year it is important to explain the aims and means of achieving them. It involves information
regarding approaches, methods, and techniques, i.e. what is going to happen and why. Moreover, the
teacher should also be specific about the expected role of the parents in the process. Conversely, the
teacher can also benefit from the parents” experience with their own children.

Though children of this age group share some characteristics, for example, they all are egocentric
and demand individual attention of the teacher, every learner brings in his/her individuality. As the
developmental age is often not equal to the chronological age, individual differences may be considerable.
Some children will be confident in performing physical actions while some other will appear to be clumsy.
Some children will interact using their mother tongue but others will still be in the silent period. Similarly,
skills like manipulating small objects, colouring, drawing, etc. will be unequally developed in children. No
matter how diverse individual learner needs are, they should be respected so as not to hinder the child’s
development by posing irrelevant demands. However, this is easy to say but difficult to do. Remember all
the principles the teacher needs to keep in mind. Therefore, at this point it might help the teacher listen to
the parents” voice.

What is it that parents know but the teacher does not? Namely, it is an intimate knowledge of their children
and their behaviour in various situations. Parents know what their children like and dislike doing. They
decode non-verbal signals their children use to communicate happiness, joy, fear, boredom, tiredness,
anxiety, etc., easily. Similarly, the parents help to decode the children’s speech if it has already emerged.
They also know what their children are confident in and what they struggle with, and, when it's time to
help. So on the one hand, the parents bring in their expertise which the teacher will certainly appreciate;
on the other hand, there are things which will be new to them.

In real life, the parents interact naturally with the child and function as mediators in the process of learning.
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However, in the context of very early language learning they face a new challenge - they are expected to
play an active role in the process. This involves many aspects. Firstly, it means that a parent attends all
sessions together with the child, which contributes to the child’s feeling of security. Secondly, the parent
also participates in learning activities. The parent assists the child in performing actions they would not be
able to accomplish without help, e.g. clap their hands to imitate precisely the rhythm of a nursery rhyme, or
the parent provides a model what to do, e.g. how to respond to a command given by the teacher. Parental
involvement is an important source of encouragement and also helps to remove hitherto affective barriers
to learning.

Most importantly, however, the parent is also expected to interact with the child using the foreign
language. As mentioned earlier, maximising exposure outside the classroom is a necessity, and involving
parents seems to be a logical solution. They are with the child day and night and they may also organize
the daily programme so that foreign language slots” may be inserted regularly. It is highly recommended
associating the exposure to the foreign language with one parent in a certain situation (e.g. going to bed
with mother), with a specific environment (e.g. “English” corner of the child’s room), or a concrete action
(playing with a teddy bear). When the parents stick to the plan, the children will expect foreign language
input whenever they go to bed or appear in the “English” corner or start playing with that particular teddy.
For more information regarding parental involvement, please consult The Parents” Guide, another end
product of the Development of Methodology for Very Early Language Learning Project.

In spite of the advantages, there is one potential drawback to this scenario — the level of the parents’
proficiency in the target language. There are doubts that parents with a limited level of communicative
competence in the target foreign language are able to provide a variety of meaningful input necessary for
children to acquire the foreign language and to interact with them. Consequently, a fundamental question
arises how children’s learning is affected if parents expose them to massive but low-quality input, namely in
terms of pronunciation. We can only hypothesise about answers as research evidence is not available yet.
These considerations are NOT to offend the parents who try hard to communicate through the language,
in which they are neither fluent nor confident, but this should make us look for other ways of maximising
the exposure to the foreign language.

The following chapter will provide some guidance to the parents who can also contribute by using a variety
of teaching aids which provide meaningful input.

6. RESOURCES

Foreign language teaching to very young children presupposes the use of a variety of teaching techniques
and teaching aids in a way consistent with the didactic principles formulated in Chapter Four. As the
learners involved in very early language learning are only two years old, some of them do not use even
their mother tongue productively. Therefore, it is unrealistic to expect them to speak in a foreign language
immediately after they are exposed to it. This fact will be also reflected in the teacher's repertoire of
techniques — the focus on providing input and facilitating comprehension will be obvious. The reader
will learn about specific teaching techniques and teaching aids in the second part of this book in detail,
therefore, general comments on available resources are summarized in this chapter. It is up to the teacher
to choose appropriate teaching techniques and teaching aids according to the expected outcomes.

In order to convey the meaning of language input, visual teaching aids may be used. The teacher may
effectively work with real objects of all kinds to explain the meaning of words and actions, or children may
manipulate them themselves. Similarly, pictures are used to provide visual support as well. They should be
large and clear enough so that children can easily recognize what the picture represents. Therefore, using
ambiguous pictures is to be avoided whenever possible.

Very young children cannot read, but storytelling is an important teaching technique combining auditory
and visual input. The meaning of the story can be communicated through miming or drama techniques

or good story books — these are necessary to enable the children to grasp the meaning. When choosing
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the story books we should consider whether they are appropriate for very young learners in terms of
topic, length, storyline, complexity, etc. The language difficulty does not matter so much as the teacher
is able to modify it according to the learners’ needs. The stories written in children’s mother tongue can
be paraphrased by the teacher. The advantage is that the children may be familiar with the plot of a story;
however, we lose the opportunity to raise awareness of the target culture through stories in the target
language.

Videos and DVDs are an excellent resource and have the advantage of combining stories with animation’®
also providing both auditory and visual input. It is advisable to use them as a stimulus for learning rather
than for the sake of viewing. When planning a video-based activity we may rely on the principles of teaching
listening. This means adding pre-watching and after-watching activities. On top of that, videos can be also
used at home to expose children to the foreign language or to enable them to revise the language if the
video is related to what is taught “in class’.

Just as pictures and story books, videos are selected after a careful evaluation. The literature offers the
following guidelines for choosing a video for foreign language classes of very young children:”

— It should be short (5-10 minutes)

— It must have a good storyline

— It must be suitable for the age group

— The language should be easy to understand by watching the actions

— Think about activities you could do to help the children understand it.

The guidelines are helpful but the recommended length seems to be too long for children two years old. A
sequence between three and five minutes would be more appropriate.

Videos do not have to be designed specifically for the purpose of language learning but episodes with
underlying educational principles produced for children’s television seem to function best. Besides there
are also products which are tailor-made to the specific needs of a given educational context —an example
of this is a series of cartoons Froggy’s Stories, the product of the Development of Methodology for Very
Early Language Learning Project, which is a supplementary material to the yearly curriculum. Froggy is a
friendly companion who will guide the children on their way towards mastering the language.

One cannot imagine very early language learning without rhymes, chants, and songs. They are the main
source of auditory language input. Through rhymes, chants, and songs children learn how the foreign
language sounds. They are exposed to intonation patterns, stress patterns and rhythm of the foreign
language. Young children like to repeat rhymes, chants or songs many times, which helps them remember
also words and structures. Activities aimed at raising awareness of the rhythm, like e.g. clapping hands
while saying the rhyme, are especially useful for learning English and other stress-timed languages.
Furthermore, a combination of listening with a physical action contributes to the children’s psychomotor
development.

Games and game-like activities are another resource to draw on. But choosing a good game can be a
tricky thing. Children may be in a different phase of social development (see Chapter Three) and some of
them may not understand the point. Including the so-called ‘pretend play’ in the process of learning is a
safe solution for children of this age.

Lastly, arts and crafts activities should not be forgotten. They are an important part of the pre-school
curriculum and need to be a common feature in classes.”® They work best if they are closely related to
the topic and to the element of language concerned. They allow children to be creative and to use their
imagination and fantasy. However, children aged two will probably need their parents” assistance. With art
and craft activities techniques based on TPR may be used effectively. If the teacher tells the children what to
do in the foreign language, children have to listen to the instructions to complete the activity. With the help
of their parents they thus demonstrate comprehension by action. As regards the materials necessary for art
and craft activities, there are no limits. Apart from pencils, finger paints, crayons, sheets of paper, cardboard
boxes, buttons, etc., other materials may be used; it depends on the creativity of the teacher only.
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The creative teacher will use multiple resources and will combine them effectively in new, original
ways. The teacher may also decide to include computers or the Internet. However, the information and
communication technology has been deliberately left out because we believe that in this period of life the
resources which support building interpersonal relationships should be given a priority.

The following chapter will briefly introduce the principles of syllabus design and then it will interconnect
the theoretical background discussed in the first part of this book with the yearly curriculum produced
by the international team involved in the Development of Methodology for Veery Early Language Learning
Project.

7. LONG-TERM AND SHORT-TERM PLANNING

This chapter will try to overcome the teachers’ distrust of theory”® by showing how some of what has
been discussed in the previous chapters is related to everyday practice; more specifically to long-term and
short-term planning.

7.1 Syllabus design

So far we have discussed the nature and principles of the very early language learning, the characteristics
of its participants and the resources. Now we will take the next step and use all the knowledge in designing
a syllabus for a ‘course” of two-year old children. However, the literature suggests that it is difficult to
achieve. Due to many practical and social constraints, the syllabus is only partly answerable to the principles
determined by theories of language, theories of foreign language learning and by prevailing philosophy of
education.®® What is a syllabus? There are many definitions available, some of them emphasise that it
should be, in the first instance, a statement about content and only in a later stage of development a
statement about methodology and materials to be used in a particular teaching context.®’ Some other
definitions view a syllabus as a specification of the work to be covered over a period of time, with a
starting point and a final goal.®?

Furthermore, the language content should be sequenced according to underlying principles or theories.
Consequently, the focus of a syllabus is on what is taught and in what order it is taught.®® There are
several types of content-based syllabuses; they differ according to the organizing principles:

e The structural syllabus is based on the internal structure of the language with particular emphasis on
grammar. When ordering content items, we consider namely the complexity of structure, its ‘learnability’,
and usefulness for the learner.

e The functional syllabus is founded on the identification of communicative functions which are selected
and sequenced according to usefulness to the learner, the extent to which they meet the learners’
communicative needs.®

e The situational syllabus is built on ‘real-life” situations. Every situation has three different characteristics
to consider for the purpose of choosing and sequencing the content: participants, setting, and
communicative goals.

e | astly, the topic-based syllabus is to be mentioned. Obviously, information content is the main principle
for creating this type of the syllabus. Though it is unlikely that a syllabus will be only topic-based, the
concept of the topic is important in designing a syllabus. According to the literature it provides a focus
for the language input contained in the course and helps to create a sense of coherence within individual
units.®®

To summarize, each syllabus type has its advantages and disadvantages. In response to the specific needs
of an educational context it is advisable to combine several organizational principles and thus to construct
a multidimensional syllabus.

Let us analyse the syllabus of the material presented in the second part of the book. First of all, the project
team attempted to respect the principles of very early foreign language learning as well as the specific

learner needs, namely the developmental stage of the learner. Therefore, in terms of aims, the high
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priority is given to the affective aims. Children will gain a willingness to communicate and will develop
positive attitudes to the target language and culture as well as to learning in general. As regards cognitive
aims, the focus on comprehension of the spoken language is obvious. Concerning psychomotor aims,
through foreign language learning children will develop their perception skills, motor control of the body
and also fine control of certain muscles including those which are needed to articulate sounds.

Regarding the type of syllabus, a decision was made to create a multidimensional syllabus with the topic
as the main organizing principle. Functions, situations and structures in relation to the learner were also
considered but as secondary criteria.

After careful considerations the team selected eleven topics, eight topics to be presented consequentially
and three cross-curricular topics, which allow integrating the content flexibly. The topics are ordered in the
way illustrated by the figure below.

In order to create a favourable environment for the child’s learning two organisational principles are applied
at the same time. The first principle may be labelled the ‘social distance principle’. The topics related
to learning about ‘self” are introduced towards the beginning of the course. They are followed by the
topics which extend the focus to the child’s family and place of living. Later, building social relationships is
enhanced by highlighting the concept of friendship. Lastly, the child in the environment is in the centre of
attention. The egocentrism of young children and expected direction of their further development are thus
respected. The second principle, applied simultaneously, the ‘timeline principle’ is connected to the time
the children have spent on the course and to the time of the year.

Consequently, the topics have been presented in the following order:

SYLLABUS:

1. Welcome (subtopics: Rituals, Greetings, Feelings)
Body (subtopics: Fist, Hands, Fingers, Feet / Movements, Face, Whole Body / Movements)
Food (subtopics: Nice, not nice, Fruit and Vegetables, Bread, Bottles, Water)
Christmas (subtopics: Christmas Tree, Father Christmas, Christmas, Christmas Stockings)
Toys (subtopics: Toys, Toys around us, Teddy Bear, Bunnies, Doll, Musical Instruments)
Family and House (subtopics: Family Members, Mother's/Father’'s Day, House, Rooms)
Animals (subtopics: Mouse, Caterpillar, Worm, Spider, Bear, ZOO Animals, Frog, Farm Animals)
Travelling and Trips (subtopics: Boat, Train, Bus, Bike, Sounds, Crossing)

NSO WN

CROSS-CURRICULAR TOPICS:
9. Weather and Seasons (subtopics: Autumn, Winter / Snowman, Winter Clothes, Spring,
Summer)
10. Colours (subtopics: Basic Colours, Colours, More Colours)
11. Extra Topics (Funny Face, Food Puzzle, Numbers, Snail)
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FRENCH PART SYLLABUS:
1. Welcome

Body

Animals

Food

Natural elements

Toys

Musical instruments

Trip

Christmas

©ONS AN

The reader will learn more about the content in the second part of the book, therefore, function, situations
and structures will be commented on very briefly. The functions reflect the learner's communicative needs.
The emphasis is put on greeting, introducing and expressing feelings. The choice of relevant situations is
inspired by the children’s real-life experience. Among other situations we find meeting a friend, going for a
walk, seeing grandparents, going for a trip, celebrating birthday, etc.

Concerning the structural syllabus, it is deliberately the last on the list. The focus on topics, functions and
situations is consistent with the holistic learning principle. The choice of the structures is thus determined
by what language is needed to perform the selected functions in given situations. As regards phonology,
topic-related, numerous songs, rhymes and chants are deployed in order to achieve pronunciation goals.

The choice of vocabulary is pre-determined by the topics in the syllabus. The lexical syllabus reflects the
early preference for nouns. The meaning of nouns might be easier to learn, especially if they represent
a solid object with a similar shape (e.g. cup, crayon, book). Verbs, however, tend to be more diverse
and variable, for example, some denote a physical motion (e.g. fly) while others denote internal states
(e.g. feel).®® It is also more difficult to learn pronouns properly. Especially, learning to use “1” and “you”
correctly takes time, even in the mother tongue, as it is connected with the development of the ‘self’. The
acquisition of adjectives also comes much later. The meaning of adjectives is not as clear as the meaning
of concrete nouns, moreover, it is very much relative (e.g. a big house vs. a big apple). The same applies
to words for colours and numbers; it is the concept which has to be understood first to comprehend the
word. As regards numbers, counting up to three is advisable for children of about three. Contrary to that,
prepositions are very important. They help children to express locations, directions and actions (e.g. up,
down, in, out, over, under).

To conclude, it is important to emphasize that the syllabus presented above reflects the cultural and
linguistic background of the people who contributed to the design, their professional beliefs, the nature of
the experience with very early language learning, etc. Had the syllabus been produced by a different team,
especially the subtopics would have been different to certain extent.

7.2 Lesson planning

The syllabus is a result of long-term planning. It is further elaborated and specified in the process of lesson
planning. The aims formulated for every lesson or unit in a plan should be consistent with the long-term
aims expressed in the syllabus. When planning a lesson for a group of very young children we may find
the outcomes of the Mum, Dad and Me — Toddlers’ Club Project useful. The proposed structure of a unit
contains the following stages, time estimate is provided in brackets:

. OPENING, WARM-UP (3 to 5 minutes)

. REPETITION OF KNOWN CONTENT (3 to 5 minutes)
. ACTIVITY 1 (7 to 10 minutes)

. RELAXATION (3 to 5 minutes)

. ACTIVITY 2 (3 to 5 minutes)

. TIME FOR PLAY (3 to 5 minutes)

. CLOSING

NOOGOhA~,WN=
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It is recommended to start and close the unit with rituals and routines the children are familiar with. It
contributes to the feeling of security. The second stage, the repetition of known content should not be
too demanding. Children need to be ready for the first activity. After the exposure to the new language,
a relaxing activity follows. The second activity deals with the newly presented language, however, in a
different way. Time for play is a reward for the effort invested; children can play with whatever they want.
It is also a suitable time for parents to ask questions if they are not sure about something. The lesson ends
with a familiar closing routine.

The lesson structure described above is also used as a standardising pattern for the worksheets presented
in the second part of the book. There is a total of sixty worksheets divided into the eleven topics described
above. Twenty extra worksheets in French are provided in order to demonstrate the possibility of adopting
the material for acquisition of other foreign languages. The worksheets in French are divided into the nine
topics described above. The collection of the worksheets represents a yearly curriculum for very early
language learning. The international team decided to produce worksheets which allow for context-
specific modifications rather than ready-made lesson plans. The format of the worksheet is provided
below.

The worksheets are labelled with the names and numbers of the topics and subtopics. If we refer to the
proposed structure of a unit presented earlier in this chapter, the worksheets provide suggestions for the
opening phase of the lesson, for activity one and activity two. The aims for each activity are formulated
as expected outcomes. The procedure is described in detail including the exact instructions the teacher is
expected to give highlighted in bold. Furthermore, there are references to materials and resources.

Finally, there are a few concluding comments. Firstly, the worksheets should be understood as a source
of ideas rather than a dogma to follow; the teachers who decide to use them in practice are expected
to be creative and flexible when modifying the worksheets according to their specific situation, namely
according to their cultural background, children’s needs, parents experience, etc. Secondly, remember that
very early language learning is about comprehension rather than production; children should NEVER
be made to produce unless they feel like it. The need for being silent should be respected. Thirdly, the
teachers and parents should not be discouraged by the lack of immediate rewards — they will come, but it
will take some time...

CONCLUSION

The first part of the book is intended to provide the theoretical background for very early language learning
in a reader-friendly way including the rationale for the yearly curriculum. The reader has hopefully gained
insights into specialist knowledge which will enable him or her to be more confident in decision-making
about individual aspects of very early language learning, and to operate beyond intuitive or "it-is-an-
interesting-activity” level. Furthermore, rather than viewing theory as being remote from the teachers’
actual experience by attempting to mystify common-sense practices with unnecessary abstractions,®” we
hope that the teachers will use it as a powerful weapon against populist proclamations and commercial
trends.

However, there are questions that remain... It will take some time before research evidence is available
to provide expected answers. In the meantime we should wish good luck to those who are courageous
enough to venture into very early language learning.
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UvoD

Kniha pro ucitele (Teacher’s Resource Book), jiz jste pravé otevreli, byla napsana pro ty, ktefi se néjakym
zpUsobem podileji na vyuce jazyka déti ve velmi raném véku, ale také pro ty, ktefi se o toto v souasnosti
velmi diskutované téma zajimaji. V kontextu této knihy predstavuje vyuka jazyka u déti ve velmi raném
véku situaci, kdy se dvouleté déti zacinaji ucit cizi jazyk, tedy jazyk odliSny od jazyka jejich rodi¢d, v jiném
prostredi nez v roding. Kniha mUZe byt uZite¢néa také pro management instituci, které organizuji tento typ
vyuky, pro ucitele, pro studenty uditelstvi i pro rodice.

Tato publikace je soucasti souboru produktd vyvinutych v ramci projektu Vyvoj metodiky pro osvojovani
jazyka ve velmi raném véku (Development of Methodology for Very Early Language Learning, projekt ¢.
135283-LLP-1-2007-1-CZ-KA2-KA2MP, Program celozivotniho vzdélavani — KliCova aktivita 2 — Jazyky).
Spole&n& s Privodcem pro rodice (Parent’s Guide), videem Pribéhy Zabéka Froggyho (Froggy's Stories)
a Pracovnim sesitem (Workbook) tvori jednoleté kurikulum pro uéeni se jazyku ve velmi raném véku.
Metodika, tj. cely soubor produktl, byla nejprve pretestovana v Klubech pro batolata - Méama, tata a ja
(Mum, Dad and Me - Toddlers’ Club), které navstévovaly dvouleté déti v doprovodu jednoho z rodicd,
v nékterych pripadech v doprovodu prarodi¢t ¢i opatrovnic apod. Materialy se proto doporucuji jako
pomUcka pro dvouleté a tfileté déti prfi raném zahéajeni osvojovani si ciziho jazyka.

Kluby, kde byla tato metodologie ovérovéna, vznikly v rdmci pfedchéazejiciho projektu Mama, tata a ja — Klub
pro batolata (Mum, Dad and Me — Toddlers” Club, projekt ¢. 117022-CP-1-2004-1-SK, Sokrates — jazyk &.
1). Jeho cilem bylo zridit kluby pro batolata a jejich rodi¢e, kde by si batolata mohla osvojovat cizi jazyk
prirozenym zplsobem. Pfidanou hodnotou tohoto Uspé&sného projektu byla skuteénost, Ze projekt pomohl
prolomit asté predsudky ve spole¢nosti tykajici se rané vyuky ciziho jazyka.

Kniha pro ucitele se sklada ze dvou ¢&asti. Cilem prvni ¢asti knihy je osvétlit povahu rané vyuky jazyka
prostifednictvim boreni mytd a uvazenim vyhod brzkého zacatku. Déle se pokousi definovat podminky,
za kterych muze byt proces uceni efektivni, a to véetné souhrnu principl pro tvorbu sylabu a planovéani
vyucovacich jednotek.

Cilem druhé ¢asti Knihy pro ucitele je poskytnout ucitelim, ktefi budou pracovat s touto specifickou cilovou
skupinou, tj. dvouletymi az tfiletymi détmi, snadno prizpUsobitelny nastroj. Praktickad ¢ast se sklada z 80
pracovnich listl, z nichz kazdy obsahuje aktivity pro 45 minutovou lekci. V klubech se nej¢astéji vyucovala
angli¢tina, a proto je 60 pracovnich listl uréeno pravé ji. Teoretickd vychodiska a postupy jsou nicméné
stejné i pro ostatni jazyky. Abychom toto ilustrovali, zafazujeme do publikace dvacet pracovnich listl pro
vyuku francouzstiny.

Jednotlivé pracovni listy v Knize pro ucitele byly vytvoreny uciteli-profesionély, ktefi pracuji s batolaty
v jedné ze zemi podilejicich se na projektu — v Ceské republice, Némecku, Itélii a na Slovensku. Zp&tnou
vazbu k pracovnim listdm poskytli poradci, ktefi v praxi vyuzivaji u¢ebni metodologie, a ucitelé listy upravili
podle doporudeni téchto poradcu. Upravené pracovni listy byly nejprve pretestovany v Klubech pro batolata
- Méma, tata a ja. U&itelé po kazdé lekci reflektovali své zkuSenosti a podali navrhy na zmény v pracovnich
listech. Nakonec ucitelé z t&chto &ty zemi, ktefi v klubech pUsobili, znovu b&hem spoleéného setkani
prodiskutovali kazdy pracovni list, za¢lenili zmény a dohodli se na koneéné verzi pracovnich listll. Shrneme-li
vySe popsany postup, pak kazdy pracovni list prosel pétistupfiovym vyvojovym procesem:

I. Vyvoj pracovniho listu (ucitel)

Il. Zpétnéa vazba metodickych poradcl

1. Uprava pracovniho listu (ugitel)

IV. Prvotni testovani v klubech, reflexe zkuSenosti (ucitel)
V. Konec¢né Uprava pracovniho listu (skupina ucitel)

Vérfime, Ze tento pétistupriovy proces zajiStuje dobrou kvalitu poskytovanych materialt. Dalsi vyhodou
vysledného materialu je mezinarodni sloZzeni projektového tymu. Material dale zvySuje mozZnost pfijeti
metodologie v dalsich zemich a kulturach.
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1. OSVOJOVANI MATERSKEHO JAZYKA

.Jak se déti uci jazyk?

Pokazde, kdyz se mé na to nékdo zeptd, mam

tendenci odpovédét — kéz bych to védél.”
William O’Grady

NeZ zacneme diskutovat o tom, jak se déti uci cizi jazyk, je dalezité objasnit, jak se déti u¢i matersky jazyk,
1j. jazyk svych rodi¢l. Proces, ktery vyUsti v dokonalé zvladnuti jazyka, se nazyvéa osvojovani prvniho jazyka
(first language acquisition). Je to proces, jehoz vysledek je skute¢né ohromuijici. Nemélo by nas prekvapit,
Ze v literature se k oznaceni jazyka osvojeného v raném véku pouZivajf rlizné terminy jako napriklad ,, prvni
jazyk"”, ,rodny jazyk"” a ,primarni jazyk”. V tomto materiadlu jsme se rozhodli pro nazev , matersky jazyk”,
nebot tento termin implikuje dlleZitou roli, kterou v procesu osvojovani jazyka hraji rodice.

Role rodic¢l je zjevné dulezita, ale otdzkou je, jaky vlastné maiji rodi¢e podil na tom, Ze si jejich déti osvoji
matersky jazyk. Rodi¢e neudi své déti jazyk zplsobem, ktery si lidé pod pojmem vyucovani jazyka obvykle

predstavuji, také systematicky neopravujf jejich chyby. A prfesto nejpozdgji ve véku péti let déti umi jazyk
pouZivat ke komunikaci.

Jak to délaji? Jak naznacuje Uvodni citat, odpovéd na tuto otazku je nelehkym Ukolem. Povahu osvojovani
prvniho jazyka se pokouselo vysvétlit nékolik myslenkovych smér. V padesatych letech 20. stoleti
behavioristé navrhovali, ze osvojovani jazyka je jednoduSe zalezitosti imitace a utvareni navykd.! Mélo se
za to, Ze déti se udi jazyk imitovanim dospélych. Vyzkumem bylo prokédzéno, Ze opakovani je obzvlasté
vynikajici strategii pfi osvojovani jazyka v raném véku, pfedevsim pfi osvojovani zvukl jazyka,? proto se
na osvojovani urcity druh imitace podili. Imitace v8ak nemuze pIné vysvétlit produkci vét, nebot véty se tvofi
v reakci na vzniklé potreby.® Pri analyze détské reci se prekvapivé ukazuje, ze se détem pfilis nedari imitovat
véty, které obsahuji nezndmé vyrazy a struktury, a také se o to ani velmi ¢asto nepokousi.* Osvojovani
jazyka tedy nelze vnimat jako pouhou imitaci. Proto musi k dosaZeni cile vést jind cesta nebo cesty, protoze
cesta imitace nas pfilis daleko nedovedla.

Jiny nazor méli stoupenci nativismu, ktefi zastavali ndzor, Ze déti se rodi se zvlaStni schopnosti objevovat pro
sebe pravidla jazykového systému.® K této teorii vyznamné prispél jazykovédec Noam Chomsky tvrzenim,
Ze se rodime s vrozenou znalosti (innate knowledge), tzv. mechanismem k osvojeni jazyka (language
acquisition device), coz je jakasi ,imaginarni ¢erna skriftka v mozku”, kterd ndm umoznuje internalizovat
jazykovy systém.® Tento mechanismus k osvojeni jazyka ma obsahovat vyluéné ty principy, jeZ jsou spole¢né
v8em lidskym jazyk@m.” Pro fungovéani tohoto mechanismu jsou kli€ové prvky pfirozeného jazyka, které jej
aktivuji. Déti se tak zapojuji do jakéhosi trvalého srovnavaciho cvi¢eni — srovnavaji vrozenou znalost se
strukturou konkrétniho jazyka v jejich prostredi, s jehoZ pomoci jsou schopny objevovat strukturu jazyka,
ktery se maji naucit.2 Nedavno byl koncept mechanismu k osvojeni jazyka nahrazen konceptem univerzalni
gramatiky (universal grammarn), kterym se rozumi predpfipravena gramatika. Mé& se skladat z téch druht
gramatickych kategorii a principU, jez jsou spole¢né vSem jazykim.® Na zékladé , nativistické cesty” jsme si
vysvétlili, jak si déti osvojuji komplexni gramatiku. Stale vSak zbyva objasnit, jak se déti u¢i spojovat formu
a vyznam tak, aby byly schopny jazyk spravné pouzivat.

Interakcionismus zdUrazniuje roli interakce mezi vrozenou jazykovou kapacitou ditéte a jeho jazykovym
prostfedim. Stoupenci tohoto sméru na rozdil od nativistl tvrdi, Ze jazyk, ktery je modifikovan, aby
odpovidal schopnostem Zéka, je klicovym prvkem v procesu osvojovani jazyka.”® Tato specificka fe¢ se
nazyvad motherese (fe¢ typickd pro matky) nebo re¢ toho, kdo se o dité stara (caretaker talk). Ma tyto
charakteristické znaky:

22

529-TRB_uvodnew-S.indd 22 21.9.2009 10:50:17



CZECH VERSION OF PART |

NEKTERE VLASTNOSTI MOTHERESE ™

VYSLOVNOST:

e Pomalejsi Ffe¢ s delSimi pauzami mezi projevy a po vyznamovych slovech
e Celkové vyssi tony: vétsi rozsah téond

e Pfehnana intonace a dlraz

e Méné slov za minutu

SLOVNI ZASOBA A VYZNAM:

e Omezengjsi slovni zadsoba

e Trojndsobné parafrazovani

o Castgjsi odkazovani na tady a ted

VETY:

e Méné nacatych nebo nepretrzitych vét

e Kratsi, méné sloZité projevy (asi 50 % jsou jednotliva slova nebo kratké véty)
e | épe utvorené a srozumitelné véty

e Vice rozkazl a otdzek (asi 60 % z celku)

® VVice opakovani

Nazev této specifické rfeci naznaduje, Ze pro matky je Uprava jazyka pfi oslovovani malych déti typicka. Z
vyzkumu v8ak vyplyva, Ze otcové a sourozenci prizpUsobuji svoji fe¢ také, ale méné nez matky.'?

V tomto bodé mUzZe vyvstat otézka, jaky jazyk by méli pfi komunikaci s détmi pouzivat rodi¢e nebo jini
opatrovnici. Literatura uvadi, Ze existuje alesponi jedna vnéjsi podminka — déti potrebuji slySet véty,
kterym jsou schopny rozumeét, aniz by mély vétsi znalost jazyka, ktery se pokouseji naucit.’® Co to znamené
pro kazdodenni interakci mezi ditétem a rodi¢em? Jednoduse feceno, pro dité musi tato interakce byt
smysluplna. Toho Ize dosdhnout pomoci interakce vztahujici se k udalostem, které se déji tady a ted,
jinymi slovy k tomu, co d&ti vidi a slysi, co se pravé stalo nebo co se stane. Re¢ rodi¢d by méla byt
srozumitelna — déti by mély byt schopny zpravu dekddovat pomoci napoveédy, kterou poskytuje kontext
konkrétni situace. To nemusi nutné znamenat omezeni rodiovské mluvy na pouzivani motherese, ale aby

byla re¢ srozumitelnd, jsou uréité modifikace nevyhnutelné.

Tato kniha se zabyvéa otazniky kolem uéeni se jazykim ve velmi raném véku. Je o dvouletych détech, které
se zacinaji ucit cizi jazyk. Proto mUlzZe byt dobré si nejprve uvédomit, ¢eho jiz dvouleté dité v procesu
osvojovani matefského jazyka doséahlo. Mizeme si sestavit jakysi inventar téchto dosazenych Uspéchda,
avSak bez jakékoliv ambice stanovovat priority nebo naznacovat chronologicky sled. Ilustrativni pfiklady,
které jsou v této kapitole dale uvedeny, predstavuji vystupy zkoumani angli¢tiny jako materského jazyka.
Podobné typy udajl jsou jisté dostupné i pro jiné jazyky. Pro ¢estinu je mozné nahlédnout do praci Pfihody'
nebo Cerného'®.

Mduzeme zacit skutecnosti, Ze dvouleté déti se naucily rozliSovat zvuky svého viastniho jazyka od jinych
zvukl, potom zvuky svého vlastniho jazyka jeden od druhého. Kromé toho, Ze se dvouleté déti naucily
zvuky rozliSovat, naucily se je také produkovat. Typicky inventar souhldsek ditéte ve véku dvou let'® je
uveden v nasledujici tabulce:

P b m f w
t d n S
S g

Pokud tabulku srovnate se zvuky osvojenymi ve véku Ctyr let (viz tabulka niZe), zjistite, Ze zvukovou realizaci
.th” se takto staré déti musf teprve naudit.

p b m f \' ch ] w y

t d n s z |

k g ng sh
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Schopnost segmentovat proud zvuku je také dllezitym Usp&chem, nebot détem umoziiuje identifikovat
hranice slov a rozSifovat si tak jejich slovni zasobu. Zpocatku je u¢eni se novym slovim pomaly proces. Zdé
se, Ze zlom nastavéa ve véku osmnacti mésicd, kdy se tento proces podstatné zrychluje (,, vocabulary spurt”
— ,prudky narast slovni zasoby"”), jakmile se déti naudi asi padesat slov. Rychlost rozvoje slovni zasoby je
znazornéna v nasledujicim grafu:’”

Prudky rozvoj slovni zasoby
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Pokud jde o gramatiku, maji déti pred sebou jesté dlouhou cestu, neZ si tento komplexni systém plné
osvoji. Abychom vysledovali jejich pokrok, mUZe byt pro nas uZite¢né se podivat na nize uvedené poradi,
v jakém si déti osvojuji koncovky a funkéni slova:'®

Polozka

Pritomny &as pribéhovy (-ing)
in, on

plurdl (-s)

Nepravidelny minuly Cas
Privlastiiovani (-'s)
NestaZitelna spona (is, am, are)
Cleny (a, the)

Pravidelny minuly ¢as (-ed)
Pravidelna tfeti osoba (-s)
Nepravidelné treti osoba

N
o =

SO0 N O

_

Na zavér prvni kapitoly je nezbytné zdUraznit, Ze o tom, jak se déti uci jazyk, stale vime relativné malo. AvSak
diky vyzkumu, ktery od poloviny 20. stoleti zaznamenal narlst, jsme nyni schopni skladat kousi¢ky poznani
dohromady a obrazek se ndm zacing objevovat. Vyzkumna zjisténi podobna t&m uvedenym vyse mizZeme
navic pouzit pfi hledani analogii mezi osvojovanim materského jazyka a druhého (véetné ciziho) jazyka.

2. OSVOJOVANI DRUHEHO JAZYKA

Tato kapitola stru¢né predstavi nékolik teorii a modell, které se pokouseji vysvétlit, jak se lidé uci druhy
jazyk. A&koliv zde byly pokusy o ,rozptyleni kouzla” a predlozeni jednoduchého a pfimocarého feSeni,
které by vysvétlovalo takto sloZity proces, opét neméme zadnou definitivni odpovéd. Radi bychom nabidli
odpovédi nékolika myslenkovych smérd, jejichZz stoupenci se drzi predpokladu, Ze proces osvojovani
matefského jazyka a osvojovani druhého jazyka je uréitym zplsobem podobny.

V minulosti se u¢enci pokouseli vysvétlit, jak se stalo, Ze lidé byli schopni naucit se druhy jazyk. Napfiklad
behavioristé vnimali jazyk i jiné druhy uceni jako utvareni navykd (habit formation). Velké mnozstvi dikazU

v8ak behavioristicky pohled zna&né& zpochybnilo.™
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Jako dal$i moznost mlzeme uvést naptiklad kognitivni model (cognitive model), jehoz autorem je
MclLaughlin.?® Jeho model pozornost-zpracovani (Attention-Processing Model) je vS8ak ponékud sloZitym
konstruktem — , pozornost” je chapana jako kontinuum v rozsahu od fokalni k periferni, ,zpracovani”
od fizeného po automatické. Co se tyka jazykovych forem, mizeme vyvodit zavery, ze v détském uceni Ize
vysledovat témér vyhradné pozornost periferni.?’

Nasledujici nativisticky model — teorie osvojovani jazyka Stephena Krashena?? — byl v posledni &tvrtiné
20. stoleti nejkontroverznéjSim, avsak zaroven vyznamnym teoretickym pohledem na osvojovani druhého
jazyka. Tato teorie je souborem péti vzajemné spolu souvisejicich hypotéz:

1. Hypotéza osvojovani / uéeni (Acquisition / Learning Hypothesis)

2. Hypotéza monitoru (Monitor Hypothesis)

3. Hypotéza srozumitelného inputu (Comprehensible Input Hypothesis)
4. Hypotéza prirozeného poradi (Natural Order Hypothesis)

5. Hypotéza afektivniho filtru (Affective Filter Hypothesis)

Pro shrnuti hlavnich myslenek této teorie je dlleZité uvést rozdil mezi osvojovanim a uéenim, nebot
tyto procesy byly povaZzovany za dva rlizné zplsoby internalizace jazyka. Prvnim zplsobem je osvojovani,
podvédomy a intuitivni proces podobny tomu, kdyZ dité jazyk ,pochyti”. Druhym zplsobem je uceni,
védomy proces, ve kterém Zaci vénuji pozornost formalni strdnce jazyka a védomé formuluji pravidla
o jazyku. Plynuld komunikace je vysledkem vyhradné& osvojovéani. Abychom umoznili osvojovani jazyka, je
klicové poskytovat tzv. comprehensible input, tedy promluvu nebo text na takové Urovni, ktera sice mirné
presahuje soucasny stupen kompetence zaka (I + 1), ale ti jsou schopni porozumét s pomoci kontextu.
Dulezitou soucasti této hypotézy je i doporuceni nerozvijet dovednost mluveni pfimo, nebot ta vyplyne
po uréité dobé, kdy osvojovatel jazyka pouze pfijimal input na drovni | + 1, ale nemusel sém fe¢ produkovat
(tzv. silent period). Toto obdobi ,mi¢eni” Ize tedy chéapat jako predproduktivni fazi. Dale je Zadouci nizky
afektivni filtr, aby nedoslo k zablokovani inputu nezbytného pro osvojovani.?®

Krashenova teorie byla kritizovdna z mnoha ddvody, prfedevsim proto, Ze kladla dlraz vice na kontakt
s jazykem (exposure) nez na procvi¢ovani. Kritici dale postradali informace, co délat se Z&ky, u kterych
dovednost mluveni sama nevyplyne a predproduktivni obdobi miZe trvat navzdy.?* Navzdory vSem kritikdm
ziskala teorie velky vliv. Poskytla teoretické zaklady pro tzv. Natural Approach (pfirozeny pristup) k vyucovani
anglického jazyka. Tento pfistup se nazyva ,pfirozenym”, protoze se véfilo v podobnost jeho zakladnich
principt s principy osvojovani matefského jazyka.?

V neposledni fadé se seznamime s modelem socialnich konstruktivistl (social constructivists). Nejprve si
predstavime teorii u¢eni Lva Vygotského, ktery podtrhuje dulezitost jazyka, v€etné feci, znakd a symbold,
v mezilidské interakci. Pomoci jazyka se prendsi kultura, rozviji mysleni a realizuje uc¢eni.?® Lev Vygotskij
zavadi také koncept mediace (mediation) — takto se oznacCuje role jinych dulezitych lidi v Zivoté Zaka.
Mediatofi, rodice, ucitelé ¢i dokonce vrstevnici s vySsi Urovni védéni vybiraji a tvaruji prilezitosti k u¢eni,
které jsou zakam predkladany. Pomahaji jim proniknout pres tu vrstvu védomosti a porozuméni, tzv. zénu
nejblizsiho vyvoje (zone of proximal development), kterd se nachézi hned za vrstvou, s niZ je zak v sou¢asné
dobé schopen se vyporadat.?’ V disledku toho je kvalita u¢eni ovliviiovadna povahou socialni interakce mezi
dvéma nebo vice lidmi s nestejnym rozvojem dovednosti a védomosti.

Michael Long také uznava roli socialni interakce. Zformuloval hypotézu interakce (Interaction Hypothesis),
v niz predklada tvrzeni, ze srozumitelny input je vysledkem modifikované interakce,?® klicového prvku
v procesu osvojovani jazyka. Vyzkum poskytuje dikazy, Ze rodili mluveéi neustale pfizplsobuji svoji fe¢
nerodilym mluvéim, a to kontrolou porozumeéni, Zadostmi o objasnéni nebo parafrazovanim.?® Tento
typ projevl se nazyva cizinecka mluva (foreigner talk) nebo uditelska mluva (teacher talk).

Tato kapitola uvedla stru¢ny prehled rGznych teorii osvojovani druhého jazyka, coz ndm zajistilo nékolik
uzite€nych nahledd na tento sloZity proces. Diskuse se tykala obecné problematiky a nebylo nutné

vysvétlovat rozdily mezi ,,druhym” a , cizim” jazykem. NeZ se vSak presuneme ke specifickym otazkam,
na néz se tato kniha zameé&rfuje, povazujeme za nutné tento rozdil objasnit.
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V literatufe panuje shoda, Ze jiny nez rodny jazyk, ktery se lidé uci a pouzivaji v jedné zemi, se oznacuje
jako ,druhy jazyk"”, zatimco jiny nez rodny jazyk, ktery se lidé uli a pouzivaji s odkazem na fecovou
komunitu mimo narodni zemni hranice, se bézné pojmenovavé jako ,cizi jazyk” .2° Néktefi autofi vSak tyto
terminy nerozliSuji a pojem , druhy jazyk” pouzivaji pro oznacovani jakéhokoli jiného jazyka, ktery se lidé
uéi nasledné po jazyku materském.®' DalSi autofi pak navrhuji, Ze hlavni charakteristika , u¢eni se cizimu
jazyku” spocivad v mnozstvi a typu kontaktu s jazykem *? Ceské dit&, které se u¢i angliétinu, je prikladem
kontextu angli¢tiny jako ciziho jazyka (EFL, English as a foreign language). V tomto kontextu je kontakt
ditéte s jazykem obvykle omezen na nékolik vyucovacich hodin tydné. ZkuSenost mimo tfidu je navic velmi
mala, pokud ji zak sdm aktivné nevyhledavd, ackoliv televize, internet a filmovy primysl zprostfedkovavaiji
cilovy jazyk a kulturni zkuSenost efektivné. Ve srovnani s kontexty, kdy se jedna o uceni se ,druhému
jazyku”, maiji lidé udici se ,cizi jazyk” daleko mensi podporu prostiredi.®® Protoze to |épe vystihuje nasi
situaci, budeme v této knize nadéale pouzivat termin ,cizi jazyk”.

Podobné by se mélo rozliSovat mezi , 0svojovanim® a ,,uéenim®”, ackoliv jsme dosud tyto pojmy pouzivali
zameénitelné. V navaznosti na Krashenovu teorii pfipomina ,osvojovani” pfirozenou cestu internalizace
jazyka formou poskytovani inputu na Urovni |+1 a pouZzivanim jazyka pro smysluplnou komunikaci, zatimco
vysledkem ,uceni” je znalost jazykovych forem a pro jeho uskute¢néni je nezbytna formalni vyuka
a opravovani chyb.** Tato kniha se zamétuje na uceni se jazyku ve velmi raném véku (very early language
learning), coz implikuje, Ze sice probihd formalni vyuka, jejiz soucasti vSak je vytvéreni prileZitosti pro
osvojovani jazyka.

3. VEK A UCENI SE JAZYKU

3.1 Cim mladsi, tim lépe?

Odpoveédeét na tuto otdzku nenf jednoduché, pokud je to vibec mozné. ,Optimalni vék”, kdy zadit s cizim
jazykem, nebyl dosud stanoven. Zkoumani zacalo asi pfed padesétilety avroce 1967 se biolog Eric Lenneberg
zaslouzil o vyznamné prispéni tvrzenim, Zze mechanismus k osvojeni jazyka (viz prvni kapitola) Uspésné
funguje pouze tehdy, je-li ve spravny ¢as stimulovan — tento ¢as se oznacuje jako , kritické obdobi” .3 Tim
podporoval nativisticky pohled na osvojeni matefského jazyka. V disledku toho byla zformulovéna hypotéza
kritického obdobi (critical period hypothesis), kteréa Fika, Ze existuje biologicky determinované obdobi Zivota,
kdy si Ize jazyk osvojit snadnéji. Po jeho ukonceni je osvojovani jazyka obtizngjsi.®® Podle této hypotézy
si déti, které maji za sebou pubertu, svlj matersky jazyk vibec neosvoji, pfipadné pro né bude proces
osvojovani mnohem obtiZznéjsi a zlstane nedokoncen.

Existence kritického obdobi byla postupem Casu jedna z nejdiskutovanéjSich otazek ve vztahu k véku
a jazykovému uceni. Ackoliv bylo v poslednich desetiletich provedeno mnoho studii, dosazené vysledky
se zdaji neprikazné. Ziskat jednoznacné odpovédi je obtizné, nebot studie neni moZzné srovnat, a to
kvuli jejich rozlicnym metodam, kontextlm, proménnym atd.®” Z dlvodl pojednavanych v predchozich
kapitolach napriklad neni moZné srovnat vysledky vyzkumuU tykajicich se déti, které se uci druhy jazyk
v pfirozeném prostiedi, se zavéry ziskanymi v kontextu, kdy se dospéli uci cizi jazyk v jazykovych kurzech.
Déle je prakticky nemoZné oddélit vékovy faktor od ostatnich faktord, jako jsou motivace, socialni identita,
podminky pro uceni atd. Nékteré vyzkumy tykajici se osvojovani druhého jazyka dokladaji, ze starsi
Zaci jsou vykonngjsi neZ mladsi Zaci. Adolescenti a dospéli se uci rychleji, zatimco déti je predbéhnou
v dosazeném vysledku.®® Ale ¢eho vlastné maji Zaci dosahnout? Zasténci hypotézy kritického obdobi
operuji se zvladnutim druhého jazyka na arovni rodilého mluvéiho. Odpdurci tvrdi, Ze mame vyznamné
dlkazy o kritickém obdobi pro pfizvuk, ale pro nic jiného.*® Je ale nutné doséhnout pfizvuku, jaky ma
rodily mluvei? Jak se to vezme. Nékteri Zaci maji silnou motivaci k tomu, aby zné&li jako rodili mluvei,
a to z mnoha ddvodud — jednim z nich muze byt snaha o integraci s cilovou kulturou. Schopnost rozumét
rodilym mluvéim a produkovat srozumitelny projev je vSak pro vétSinu Zakli mnohem realisti¢t&j$im cilem.
Z hlediska vyslovnosti je navic obtizné soudit, jaky projev splfiuje kritéria zvladnuti jazyka na Urovni rodilého
mluvéiho. Ve studii dospélych holandskych uZivateld angli¢tiny byly nékteré promluvy nerodilych mluvéich
oznaceny jako promluvy rodilych mluvcich, coz je pozoruhodné, nebot vSichni uzivatelé zacCali s u¢enim
jazyka v pozdgjSim véku. Co bylo jesté zajimavéjsi, mnoho rodilych anglickych miuvéich bylo povazovéano
za nerodilé.*® Zda se, Ze se rozdil rodily / nerodily se rozostfil, nebot angli¢tina se stala skute¢nou , linguou
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francou”, jazykem mezindrodni komunikace s poc&tem nerodilych anglickych mluvéich, ktefi zhruba
dvojnasobné prevysuji pocet mluvci rodilych.

Prinos uceni se jazyku ve velmi raném véku vSak spociva v afektivni doméné, kterd zahrnuje mnoho
faktord jako hodnoty, postoje, empatie, extroverze, prekazky, sebehodnoceni, Uzkost atd. Potencialni pfinos
velmi brzkého zacatku zahrnuje nasledujici: (1) u malych déti se ve vztahu k jejich vlastni identité nevyvinuly
prekazky (inhibice), (2) jejich jazykové ego je velmi dynamické a flexibilni, takZze novy jazyk v tomto stadiu
nepredstavuje hrozbu, (3) s dalsim jazykem si pravdépodobné osvoji druhou identitu, (4) u malych déti se
nerozvinuly rlizné druhy negativnich postoja vici rasam, kulturdm, jazykdm apod.*'.

Kromeé dlvodu pro velmi rané jazykové vzdélavani, ktery jsme odvodili z vySe uvedenych dikazl opirajicich
se o vyzkum, jsou zde také divody vzdélavaci a politické. Mimo jiné by se mél zvazit i ¢asovy faktor.
Brzky zacatek nabizi delsi celkovou dobu u€eni a méa potencidl ovlivnit osobnostni rozvoj déti v dobé, kdy
jsou stéle ve fazi velkého rozvoje.*? Na poli jazykového vzdélavani se tento nazor shoduje s politikou EU.
Evropska komise v Akcnim planu na podporu jazykového vzdélavani a jazykové rozmanitosti na léta 2004 —
2006 (Promoting Language Learning and Linguistic Diversity: An Action Plan 2004 — 2006)% vyjadfrila svUj
zameér rozsirit, sjednotit a rozvijet vyuku jednoho nebo vice cizich ¢i dopliikovych jazykl v raném véku
v kazdém ¢lenském staté EU. Jan Figel, evropsky komisaf pro Skolstvi, vzdélavani, kulturu a multijazyénost,
zformuloval ddvody pro brzky zacatek v roce 2005: ,V rozSifené a mnohojazyéné Evropé& ndm uceni se
cizim jazykdm od velmi utlého véku umozni objevovat dal$i kultury a Iépe se pfipravit na zameéstnaneckou
mobilitu.”4* AkEni plan na léta 2004 — 2006 také uvéadi, ze nabizeni dalsiho jazyka v raném véku neni samo
0 sobé& vyhodou. Zaroven tento dokument obsahuje seznam predpokladd, které musi byt spinény, aby se
brzky zacatek vyhodou stal.

Pokud se mame na zaveér rozhodnout, kdy zacit s vyukou ciziho jazyka, méli bychom peclivé zvazit cile
a kontext, v jakém k vyuce dochézi. Na rozdil od osvojovani matefského jazyka (viz prvni kapitola) zde existuje
fada vnéjSich podminek, které definuji pro uc¢eni priznivé ¢i dokonce ,, vyuku umoziujici” prostredi. Bez
vytvoreni téchto podminek se potenciélni pfinos uceni se jazyku ve velmi raném véku nemusi proménit
ve skutecny zisk. NeZ zahajime diskusi tykajici se zminénych podminek, je dlleZité predstavit si naseho
Z&ka.

3.2 Batole v roli zadka

Cilovou vékovou skupinou této knihy je dvouleté dité, které se zacina ucit cizi jazyk. Je to nova situace,
nebot s cizim jazykem se obvykle zacina pozdéji. V literatufe se zpravidla doéteme, Ze mezi charakteristiky
Clovéka, ktery se udi cizi jazyk, patfi nasledujici: znalost jiného jazyka, kognitivni zralost, znalost metajazyka
¢i v8eobecné znalosti o svété.*® Tyto charakteristiky bohuzel nelze v nasi situaci aplikovat, nebot dvouleté
déti se stale nachézeji ve fazi, kdy si osvojuji matersky jazyk a prochézeji rozvojem celé osobnosti. Abychom
mohli zformulovat principy pro velmi ranou jazykovou vyuku, méli bychom nejprve trochu porozumét
aspektim vyvoje Zaka.

Z&k, kterého mame na mysli, se nachazi pffimo uprostfed vyvojového stadia, které pokryvéa obdobi véku
od jednoho do tfi let. Psychologové pouZivaji pro ozna&eni ditéte v tomto véku termin , batole”. Toto obdobi
velmi ovliviiuji tFi vyznamné zmény, ke kterym v jeho pribéhu dochazi: déti se naudi stat a chodit, osvoji
si matersky jazyk a uvédomi si své ,ja".*® Prvni z téchto tfi velkych zmén v tomto stadiu se vztahuje
k psychomotorickému vyvoji ditéte. Nové ziskand schopnost chodit détem umoZiiuje prozkoumavat
prostor dosud neznamym a aktivnim zplsobem. Vstavaji, b&haji a padaji, hraji si na schovéavanou, pribliZuji
se k pfedmétim z rlznych smeérd, a tak ziskavaji povédomi o prostoru. Déle si dé&ti potfebuji rozvinout
presné ovladani uréitych svall, aby se mohly G¢astnit sportovnich aktivit, délat kazdodenni ¢innosti*’ jako
oblékani, strihani, vybarvovani a kresleni, ale také aby mohly artikulovat zvuky.

Druhou zménu - zazrak osvojeni matefského jazyka — jsme jiZ probrali. V tomto bodé by mohlo byt uzite¢né
zdUraznit, Ze pokud jde o rychlost tohoto procesu, existuji mezi jedinci rozdily. Jsou dvouleté déti, které
nemluvi vibec, zatimco jiné jsou relativné pokrocilé — jejich produktivni slovni zdsoba je mnohem vétsi, nez
je prameér tri set slov, a tvori vice nez tfislovné véty. Je dllezité mit na paméti, Ze tyto rozdily nepfedpovidaji
budouci vyvoj ditéte. Osvojovani matefského jazyka probiha v nestejnych vyvojovych stadiich, po obdobich
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rychlého rozvoje nasleduji faze upeviiovani jazyka.*® MUzZeme tedy shrnout, Ze osvojeni matefrského jazyka
prispiva k rozvoji celé osobnosti ditéte, nebot souvisi s jeho kognitivnim, socialnim a psychomotorickym
vyvojem. Psychomotoricky vyvoj jsme zminili v pfedchozim odstavci, kdeZto vyvoj kognitivni a socialni
budeme analyzovat nyni.

Pokud chceme proniknout do podstaty kognitivniho vyvoje ditéte, miZzeme nahlédnout do dila Jeana
Piageta, kognitivné-vyvojového psychologa, jehoZ prace méla velky vliv na vzdélavani, ackoliv ani jej kritika
neminula. Piaget zdlrazfioval konstruktivni povahu procesu uceni. Jedinci se jiZz od narozeni aktivné
zapojuji do utvareni osobniho vyznamu, coz je jejich vlastni osobni chapani svéta kolem nich. Tento
osobni vyznam si utvareji na zakladé svych zkuSenosti.*®* M4 se za to, Ze Z4aci prochéazeji fadou stadii. Prvni
stadium je sensorimotorické stadium uceni, ve kterém déti od narozeni az do véku dvou let zkoumaji okoli
pomoci zakladnich smysll. Dalsi stadium je predoperacni neboli intuitivni. Détské mysSlenky se v tomto
stadiu, coz je vék od dvou do sedmi let, stévaji flexibilngjSimi a zaina se zapojovat pamét a predstavivost.
Déti ve véku od dvou do &tyr let stale vice pracuji se symboly, avSak nejsou schopny vytvaret generické
pojmy a napfiklad slovo ,tatinek” pouzivaji k oznadovani ,muze”. Ve véku sedmi let déti vstupuji do stddia
konkrétnich operaci. Déti jsou schopny jit za hranici poskytnutych informaci, ale jejich mysleni je stéle velmi
zavislé na konkrétnich prikladech. Koneéné ve véku priblizné dvanécti let déti vstupuji do stadia formainiho
operacniho mysleni, kde je stale vétsi schopnost abstraktniho uvazovéani.®

Z Piagetovy prace se mame stéle co ucit. Musime si uvédomit, jak moc je dulezité chapat zaka jako jedince
aktivné zapojeného do utvareni vyznamu a ne jako pasivniho pfijemce informaci. Dale bychom méli
mit na paméti, Ze existuje vztah mezi vyvojem jazyka a vyvojem mysleni. Memorovani proto nepovede
k hlubSimu porozuméni. V neposledni fadé je tfeba pamatovat na odpovidajici ndroé¢nost uéebnich ukold.
PoZadavky jakéhokoliv Ukolu by meély odpovidat kognitivni Urovni Zaka. Pokud pfipravime ukol, ktery je
za hranicemi , tady a ted”, dvouleté déti nebudou schopny se s nim vyporadat kvUli jeho pfiliSné naroénosti.
Zaroven v8ak pamatujme, Ze nizky stupen kognitivni vyzvy je také nezadouci.

Pokud jde o socialni vyvoj, je nutné ocenit roli jazyka v tomto procesu. V raném détstvi se jazyk velmi
rychle stdvé ndstrojem v procesu socializace. Velmi malé déti jsou vysoce egocentrické. Svét se otacéi kolem
nich a veskeré déni ve svém vnimani soustreduji pravé na sebe.®" Jak déti rostou, stale vice si uvédomuiji
samy sebe. A toto je tfeti dllezitd udalost v Zivoté batolete — dévcatko jednoho dne nepouZije k oznacéeni
sebe samé své jméno, ale pouzije misto toho ,ja”. Abychom pochopili, pro¢ k tomu dochazi, mizeme se
odvolat na Uvahy Erika Eriksona o psychologickém vyvoji ¢lovéka. Tvrdi, Ze to zalezi na zpUsobu, jakym
jedinci projdou preduréenymi stadii, a na vyzvach, které jim klade spolednost v urditych obdobich jejich
Zivota. Zatimco vyzvou v raném détstvi je ziskat diivéru ve svét véetné sebe sama, nejpozdéji ve véku dvou
nebo tff let se vyzvou stava ziskdvani autonomie. Toto stadium se povaZzuje v Zivoté ¢lovéka za klicové,
jsou poloZeny zé&klady pro pocit vlastni zplsobilosti.? Co se v tomto ¢asovém obdobi viastné déje? Nejen
Ze déti zacaly spravné pouZivat zdjmena ,ja" a ,ty", ale zaroven definovaly svou vlastni pozici ve svété,
svou vlastni identitu. Zacinaji se aktivngji t€astnit déni, samy jej iniciuji, zapojuji rodi¢e do hry. Demonstruji
svou vUli a davaji najevo zaporné pocity, kdyz je jejich vile omezovéna. Nékteré déti mohou na své cesté
za autonomii zazit konflikty. To je pfirozené. Tyto konflikty by se vSak meély resit opatrné, nebot pfilis mnoho
omezovani mlze zamezit rozvoji autonomie.

Sociélni vyvoj ditéte se odrazi ve zpUsobu, jakym si hraje. Velmi malé déti si hraji o samoté, nepotrebuji
pritomnost dalSich déti. Trileté déti se zapojuji do paralelnich her. Mozna napodobuji jedno druhé, ale
jednaji jako samostatni jedinci. Ve skupinach ¢tyrletych Ci pétiletych déti Ize pozorovat skuteénou interakci
s vrstevniky, tj. opravdovou socialni hru. Dvouleté déti si hraji s riznymi predméty, avSak predstiraji, Ze dany
predmét je néco jiného nez ve skutecnosti, napriklad kousek dreva je lodka.

Tato kapitola ndm poskytla dikazy, Ze vice nez chronologicky vék se podita vék vyvojovy.®* Ten se bude
liSit podle jedince a my budeme muset vyhovét nerovnému vyvoji Zakd stejného véku. Nasledujici kapitola

predlozi navrh, jak by se mély vySe diskutované vlastnosti zaka odrazet v didaktickych zédsadach, které tvori
zéklad vyuky a uceni.
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4.V NADEJI NA BOHATSI SKLIZEN

Uceni se jazyku ve velmi raném véku pripomina praci zemeédélce, alespon v tom smyslu, Ze investice jsou
velké, ale sklizeri zaruGena neni. Zasejete seminka, dlouho tvrdé diete a doufate v porddnou Urodu. AvSak
b&hem této doby vadm to, co jste zasadili, zni¢i napriklad podasi. V kontextu velmi raného uceni se jazyku Ize
vyhody brzkého zacatku chéapat jako seminka uspéchu (seeds of success)®®, kterd musi byt opefovavana
za priznivych podminek. V této kapitole proto uvedeme predpoklady pro Uspésné uceni se jazyku ve velmi
raném veéku.

4.1 Vnéjsi podminky

V tomto textu jsme se uz zminili, Ze pro Uspésné osvojeni matefského jazyka existuje jedna vnéjsi podminka -
déti musi rozumeét tomu, co jim rodice v dané situaci fikaji. PFi u¢enf se cizimu jazyku je vSak vdechno mnohem
slozitéjsi, nebot k ué¢eni dochézi s daleko mensi podporou okoli. Nezbytnosti je proto vytvorit takové prostredi,
které uceni umozni. Na zakladé predchozich kapitol midzeme takovéto prostredi definovat zformulovanim
podminek, za kterych se potenciélni vyhody brzkého zacatku mohou pfemeénit ve skuteéné zisky.

Prvni podminkou je mit uéitele, ktery byl specialné vyskolen pro praci s velmi malymi zacky.%¢ Takovy ucitel
je predevsim kompetentnim uZivatelem jazyka. Panuje zde bohuZel rozsifeny mytus, Ze vyuka velmi
malych zackl neklade na ucitelovu kompetenci komunikovat v cilovém jazyce velké poZzadavky. Opak je
ve skute¢nosti pravdou. Od ucitele se oCekava vytvareni podminek, které malym détem umozni se udit.
V tomto kontextu to znamené vytvaret podminky pro osvojovani zajisténim rozmanitého a smysluplného
inputu a interakci mezi uCitelem a zakem. Bez nélezitého zvladnuti jazyka je to v8ak prakticky nemozné.
Ucitel by si mél v jazyce véfit a mluvit plynule, coz zahrnuje také schopnost ¢erpat pfi feSeni rutinnich &i
predvidatelnych situaci spontanné a flexibilng z rady réznych témat, nez spoléhat na memorované fraze.%’
ZpUsob, jakym ucitelé komunikuji s malymi détmi ve tfid&, tak zvana uditelska mluva, se jevijako jednoduchy
projev, ktery je schopen produkovat kazdy. Navzdory tomuto nazoru je uéitelska mluva specifickym
typem Feéi upravené ucéelové tak, aby détem umoznila porozumeét vyznamu pomoci kontextu. Navic je
zde otazka presnosti souvisejici s vyslovnosti. Déti musi spravné formy slySet mnohokréat, az pak je zaradi
do své feci. Vzpomerime si, Zze déti, které si osvojuji angli¢tinu jako matersky jazyk, se zvukovou realizaci
.th” nenaudi dfive nez ve Ctyfech letech, i presto, Ze tyto zvuky slySi opakované a dlouhodobé.

Aby bylo v8echno jesté komplikovangjsi, vysoky stupen kompetence komunikovat v jazyce neznamena
kompetentniho uditele. U&itel by mél navic rozumeét procesu uceni se cizimu jazyku i individualnim potfebam
Z4ka z této specifické vékové skupiny. Ucitel by mél byt dale schopen zohledrovat tyto potfeby pouzivanim
fady vhodnych metod, technik a pristupt. Abychom to shrnuli, je dlleZité ulitele vzdélavat v pedagogice
pro predskolni a zakladni vzdélavani a didaktice pro uceni se jazyku v mladém véku.*® Takovéto
vzdélani ucitelim pomuze délat informované rozhodnuti napfiklad o tom, jak a do jaké miry modifikovat fe¢
a interakéni vzorce. Tato kniha neusiluje o pokryti veSkerych oblasti problematiky velmi rané vyuky jazykd,
ale ve druhé &asti této kapitoly nabizi nékolik rad pro ucitele malych déti.

Nasledujici dtlezitd podminka se nékolika zplsoby vztahuje k €asu. Za prvé bychom méli zvazit, zda se jazykiim
vénuje dostatek éasu ve vzdélavacim programu,® avSak neni pripustné rozsifovat jej na Ukor jinych oblasti
vzdélavani. Za druhé bychom meéli peclivé zvazit také tydenni rozvrh. Nékteré studie uvadeéji, Ze rozdéleni ¢asu
do kratSich, ale castéjSich lekci prinasi lepsi vysledky.®® A konec¢né jakmile se rozhodneme zacit s velmi
ranou vyukou jazykd, méli bychom se zamyslet nad dlouhodobou perspektivou — zda bude zajisténa jeji
kontinuita. Diskontinuita ma totiZ na vykon Zaka negativni U¢inek. Vyzkumy dokladaji, Zze pro dité s pomalu se
rozvijejici kompetenci v oblasti ciziho jazyka je obtizné, kdyZ je pfevedeme ze znamého prostredi do prostredi
nezndmého a zcela odlisného.®’ Proto bychom méli peclivé zvazit mozny demotivujici Ucéinek diskontinuity
a opakovaného zacinani znova od zacatku. Jakmile se rodi¢e rozhodnou, Ze se jejich dité za¢ne ugit jazyk
ve velmi raném véku, méli by se zavazat k tomu, aby pro své déti zajistili udrzitelny jazykovy rozvoj.

Dalsi podminkou, kterou se budeme zabyvat, je kontakt s cizim jazykem (exposure). Inspirovali jsme se
vzdélavacim kontextem, kde se déti uci druhy jazyk a kde majl kontakt s jazykem vSude kolem sebe, ve Skole
i mimo ni, co? je jedna z charakteristik ideédlniho u¢ebniho prostredi.? Abychom vytvofili pfiznivé podminky pro
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uceni se cizimu jazyku, nasim cilem by méla byt maximalizace kontaktu s cizim jazykem mimo tfidu.%® Neni to
v8ak jednoduché. Bez ohledu na frekvenci vyucovacich hodin ucitel nemUZze byt jedinym zprostfedkovatelem
ciziho jazyka. Proto je nevyhnutelné zapojit do procesu dalSi U€astniky, zejména rodi¢e. Roli rodi€d budeme
diskutovat v paté kapitole, jinymi nez lidskymi zdroji se budeme zabyvat v kapitole Sesté.

Aby byl u¢ebni proces efektivni, je v posledni fadé nezbytné zorganizovat vyucovéani / u¢eni v dostateéné
malych tfidach.® Stanovit po¢et neni jednoduché, je to velmi individudlni a zélezi na konkrétnim kontextu.
Avsak lidé, ktefi maji odpoveédnost za rozhodovani o poctu zakl ve skuping, budou urcéité zvazovat, zda je
pro ucitele mozné vénovat se kazdému zakovi jednotlivé, zda je tam dostatek prostoru pro uéebni aktivity,
ve kterych jsou zapojeni také rodice, jaky druh vybaveni je k dispozici v€etn& materialnich u¢ebnich pomutcek
atd. Vysledky projektu Mama, tata a ja — Klub pro batolata naznaduji, Ze optimalni jsou skupiny o péti az
Sesti détech.

Na zavér mUZzeme fici, ze o velikosti sklizné rozhoduje nékolik podminek. Ac&koliv mame tendenci
upfednostrovat faktor ucitele, dalsi podminky jsou neméné dulezité. Je zfejmé, Ze pfi jedné lekci tydné
nemuUzeme olekavat zazraky, at je uditel jakkoliv kompetentni.

4.2 Didaktické principy

Zatimco predchozi ¢ast shrnovala obecné podminky, za kterych se malé déti mohou naucit cizi jazyk, tato
¢ast nabizi soubor didaktickych principt. Jejich zékladem jsou teoreticka vychodiska, ktera byla objasnéna
v prvnich tfech kapitolach. Didaktické principy maji poskytnout navod pro kaZdodenni ucitelskou praxi.
Tyto principy ucitelm umozni porozumét napriklad tomu, pro¢ dité odejde uprostied pohadky, aby si hrélo
s panenkou, nebo proc¢ je zde dit&, které nikdy nemluvi.

® ,Celostni” uéeni

Nejprve si predstavime koncept , celostniho” uceni, tj. koncept jazyka a zaka jako celku.®® Zdroje zabyvajici
se ranou vyukou jazyk( tvrdi, Ze ¢im jsou mladsi déti, tim je vétsi duleZitost celku. Pro jazykové uceni
to znamend, Ze se déti u¢i o vyznamech v integrovaném smysluplném a multisenzorickém kontextu.%®
Velmi rana jazykova vyuka je vnimana jako soucést uceni obecnég, a proto, abychom podporili rozvoj celé
osobnosti ditéte, bychom méli smérovat vzdélavaci aktivity na vSechny tfi domény — kognitivni, afektivni
a psychomotorickou. Ve velmi rané vyuce jazykl se vSak nejvyssi priorita prisuzuje postojovym cilim.®’
Hovorime o tzv. priorité afektivniho cile. Vysledky dosazené v kognitivni doméné, tj. obsahové cile, jsou
vnimany jako méné dulezité nez vysledky dosaZzené v afektivni doméné. Jinymi slovy, neni dulezité kolik
slovi¢ek se déti naudi, podstatné je, zda ziskaji pozitivni postoj ke zkuSenosti s ué¢enim, ¢i nikoliv.

® Nejprve porozumeéni, nasledné produkce

Malé déti, které si osvojuji svlj matefsky nebo druhy jazyk, maji nejprve s prislusnym jazykem dlouhodoby
intenzivni kontakt a teprve potom jej zatnou produkovat. Nikdo je nenuti mluvit, a dokud nejsou pF¥ipraveny
mluvit, mohou mi¢et. V délce predproduktivniho obdobi (silent period) se jedinci lisi. Tak se mUZe dobre
stat, Ze se dvouleté déti nemusi citit dostatecné sebejisté, aby zacaly mluvit svym materfskym jazykem,
mohou se stale nachazet v predproduktivnim obdobi. Zarover se za¢nou udit cizi jazyk. Pro uceni se
cizimu jazyku proto plati stejny princip. D&ti by mély mit intenzivni kontakt s jazykem, ale nemély by byt
nuceny verbalné reagovat. | kdyz malé déti pfi vyuce vabec nemluvi, stale se uci,® ackoliv neni pfimo
pozorovatelné, co se naucily. Z tohoto dlvodu je nerealistické nebo dokonce nefér, kdyz se ocekavané
vysledky détského uceni formuluji na zakladé produktivni slovni zasoby.

KdyZ uZz mluvime o ddlezitosti porozuméni, méli bychom zminit také metodu celkové fyzické reakce (Total
Physical Response, TPR). Tato metoda vyucovani cizich jazykl je zaloZena na predpokladu, ze promluvy
adresované malym détem maji primérné formu prikazl, na které déti reaguji pomoci fyzické aktivity, dfive
nez za¢nou produkovat verbalni odpovédi.®® Poslech je tedy doprovéazen fyzickym pohybem, ktery sméruje
TPR k uéeni prostrednictvim pravé hemisféry. Vyukové techniky, které spojuji fyzické Ukony s poslechem
nebo které pouzivaji k demonstraci porozumeéni fyzickou reakci, se staly souc¢asti ucitelského repertoaru.

® Rozmanity a smysluplny input
Zajisténi rozmanitého a smyslupIného inputu jsme kromé v8estranného kontaktu s jazykem identifikovali
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jako dalsi dulezitou vlastnost idediniho prostredi, aby se malé déti naucily druhy jazyk.”® Proto véfime,
Ze podobné to bude fungovat i v kontextu vyuky ciziho jazyka. Dé&ti jsou vystavovany rlznym zpusoblm
pouZzivanim jazyka pro interakci, pro délani riznych véci, pro realizaci pfedstav. Jazykovy input je smyslupliny,
pokud je prostfedkem komunikace a nikoliv predmétem uceni. V dlsledku toho se pozornost zamértuje
na vyznam, nikoliv na jazykovou formu.

@ Velmi ¢asty kontakt

Otazku kontaktu s cizim jazykem jsme si jiz pfedstavili jako jednu z podminek definujicich pfiznivé ucebni
prostredi. Diskuse se v3ak tykala maximalizace kontaktu s jazykem mimo tfidu. Tentokréat je stfedem pozornosti
frekvence kontaktu. Pro uceni se cizimu jazyku ve velmi raném véku v prostfedi tfidy je Zadouci velmi Casty
kontakt s cizim jazykem.”' Cetnost v8ak neznamené behavioristické , opakovani a asociace”. Chape se spise
jako smysluplny vyskyt. Ucitelé, ktefi hledaji teoretické zazemi a fakta, se mohou opfit o zjisténi vyzkumu
v oblasti osvojovani materského jazyka, aby monhli tvrdit, Ze diky konsistentnim a opakovanym modeliim
ve smysluplnych kontextech déti nakonec spravné formy do své feci prevedou.”

® Zasada ,tady a ted”

Velmi rané (jazykové) uceni se podstatné omezuje na typ zkuSenosti ,tady a ted”, coZ prosazovala jiz
kognitivni psychologie. Kontext u¢ebnich aktivit pfedstavuji véci, které se déji ted, které se pravé staly nebo
které se pravé stanou. Dvouleté déti nejsou schopny jit za hranice, které udava ,tady a ted”.

® Vhodné ucebni aktivity

Malé déti se zapojuji do ucebnich aktivit. Kdyz ucitel aktivitu planuje, mél by se ujistit, Ze neni ani prilis
obtizna, ani pfilis lehka — aktivita by méla byt na spravné arovni obtiznosti. Ucitelovo pfemysleni o Grovni
kognitivniho, sociéalniho a psychomotorického vyvoje ditéte miZe nastartovat jednoduché otédzka jako Je
dité schopno to udélat? Kromé toho, spravna Uroven obtiznosti neni jedina dalezitd véc, meéli bychom vzit
v Uvahu také rozpéti koncentrace (pozornosti). Malé déti jsou schopny davat pozor pouze kratkou dobu.
Proto je dobré aktivity ménit kazdych pét az deset minut.”® Tato reakce je velmi individualni, nebot u kazdé
skupinové aktivity se bude rozpéti koncentrace zaka liSit. Abychom pozornost ditéte ziskali a udrzeli,
doporuduje se pouzivat fadu stimull, napfiklad néco nového nebo nedekaného, moment prekvapeni.
A kone¢né malé déti se uci pouzivdnim vSech svych smysll, a proto by ucebni aktivity obecné mély
umoznovat vyuziti multisenzorického pristupu.

@ Individualni pozornost

Kdyz pracujeme s dvouletymi détmi, nemélo by nés prekvapovat, jak jsou egocentrické. Je velice dulezZité,
aby malé déti ziskaly od uéitele tolik individualni pozornosti, kolik je jen moZné.” Tuto zasadu bychom
meli mit na pameéti, kdyZ se rozhodujeme o velikosti tridy. Ve velké tfidé muize byt dité frustrovano kvali
nedostatku individualni pozornosti. V dasledku toho ditéti zabrani v osvojovani jazyka vysoky afektivni filtr.

@ Bezpecéné prostiedi

Posledni princip je odliSné povahy, nebot ridi aplikaci téch predchozich. At délame cokoliv, méli bychom byt
vzdy opatrni, abychom neohrozili pocit bezpedi ditéte. V kontextu velmi rané jazykové vyuky zajistuje pocit
bezpedi ditéte pritomnost rodi¢d i rutinni postupy a aktivity, které déti uz znaji. To vSak neznamen, Ze bychom
nemeéli za¢inat s novymi vécmi. Opak je pravdou, ale méli bychom tak &init uvazlivé. Totéz plati pro matersky
jazyk, ktery bychom meéli rozumné pouZzivat k tomu, abychom sniZili Groven stresu nebo Uzkosti ditéte.

Tato kapitola ndm nabidla jeden moZny zplsob konceptualizace v oblasti didaktickych principt v oblasti
velmi rané jazykové vyuky. Néasledujici kapitola se bude zabyvat roli ucitele, Zaka a rodice.

5. TRIO - UCITEL, ZAK A RODIC

UcCit cizi jazyk dvouleté déti je z nasledujicich divodU stale nezvyklou situact:

® Za prvé, ti, kdo se uci cizi jazyk, jsou ve chvili, kdy zacinaji, obvykle mnohem starsi, takze maji zaklady,
na kterych mohou stavét - maji napriklad ur¢itou znalost svéta, znalost matefského jazyka a urcitou Uroven
metakognice. V této vyvojové fazi probihaji tyto procesy paraleiné.
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e Za druhé, rodice se obvykle lekci ciziho jazyka v pribéhu roku vibec neucastni. V kontextu velmi raného
jazykového uceni se vSak do vyucovani aktivné zapojuji.

e Za treti, ucitele si obvykle spojujeme se Skolnim a formalnim vyucovanim. V tomto kontextu se od uditele
ocekava, Ze vytvoli prostredi ,, umoziiujici u¢eni”, aby si déti mohly jazyk osvojit v neformalnim zazemi.

Ucitel je dale odpovédny i za zapojeni rodi¢d do tohoto procesu.

Nasledujici ¢ast kapitoly upozorni na to, ¢im ¢lenové naseho tria pfispivaji. V triu hudebnikl hraje kazdy
z nich na odliSny nastroj, ale aby uspéli, musi spolupracovat. Podobné ucitel, Zak i rodi¢ maiji kazdy svoji
jedine¢nou roli.

Z toho, co jiZ bylo napséano, je zfejmé, Ze role ucitele je tGstFedni, nebot ucitel vytvari podminky pro u¢eni
déti a v procesu uceni se cizimu jazyku funguje jako zprostrfedkovatel. Znamena to také, Ze se od ucitele
oc¢ekava zapojeni rodi¢i do tohoto procesu. Na za¢atku Skolniho roku je dulezité vysvétlit cile a prostredky
jejich dosazeni. Tyké& se to i informaci ohledné pristupl, metod a technik, tj. co se bude dit a proc¢. Ucitel
by mél specifikovat, jaké je o¢ekavana role rodicd v tomto procesu. A naopak, ucitel mize mit prospéch ze
zkuSenosti rodi¢t ohledné jejich vlastnich déti.

Ackoliv déti této vékové skupiny maji nékteré spoleéné viastnosti, napfiklad vSechny jsou egocentrické
a vyZaduji od ucitele jednotlivé pozornost, kazdy Zak si pfinasi svou individualitu. Individuaini rozdily mohou
byt znacné, nebot vyvojovy vék se Casto liSi od veéku chronologického. Nékteré déti budou pfi provadeéni
fyzickych Ukond sebejisté, zatimco jiné se budou jevit jako neobratné. Nékteré déti se budou zapojovat
pouZivanim matefrského jazyka, ale jiné budou stale v predproduktivnim obdobi. Podobn& nerovnym
zpUsobem se budou u déti vyvijet dovednosti jako manipulace s malymi pfedméty, vybarvovani, kresleni
atd. Individuélni potfeby Zaka bychom méli respektovat bez ohledu na jejich rozmanitost, abychom nebranili
rozvoji ditéte tim, Zze na né budeme klast nepfimérené pozadavky. To se v8ak lehce rika, ale hire déla.
Pripomerime si v8echny principy, které musi mit ucitel na paméti. Proto v tomto momenté muze uditeli
pomoci, kdyZ bude naslouchat hlasu rodic¢u.

Co rodiée védi, a ucitel ne? Je to predevsim ddvérna znalost jejich déti a jejich chovani v rlznych situacich.
Rodice védi, co jejich déti rady délaji a co ne. Snadno dekdduji neverbalni signaly, které jejich déti pouzivaji
pro sdéleni §tésti, radosti, strachu, nudy, Unavy, Uzkosti atd. Podobné& pomahaji rodi¢e dekddovat détskou
fe¢, pokud se jiz objevila. Také védi, v ¢em si jejich déti vefi a s ¢im bojuji a kdy je €as jim pomoci. Takze
na jedné strané prispivaji rodiCe tim, Ze jsou znalci svého ditéte, coz ucitel jisté oceni, na druhou stranu je
¢ekd mnoho nového.

Vreadlném Zivoté na sebe rodi¢e a déti pfirozené pusobi, rodi¢e v procesu u¢enifunguji jako zprostredkovatelé.
V kontextu velmi rané jazykové vyuky v3ak Celi nové vyzvé — olekava se od nich, Ze v tomto procesu
budou hréat aktivni roli. To zahrnuje mnoho aspektl. Za prvé to znamend, Ze rodi¢ navstévuje vSechny
lekce spolu s ditétem, coZ prispiva k pocitu bezpedi ditéte. Za druhé, rodi¢ se také Uc€astni ucebnich
aktivit. Pomaha ditéti s provadénim ukonu, které by bez pomoci jinak nebyly schopny zvlddnout, napf.
tleskat rukama presné do rytmu détské fikanky. Rodi¢ také prfedvadi ¢innosti, které ma dité délat, napr. jak
reagovat na prikaz vydany ucitelem. Rodic¢ovské zapojenf je dlleZitym zdrojem povzbuzeni a pomaha také
odstraniovat dosavadni afektivni bariéry vaci uceni.

Ze vSeho nejdUlezitéjsi je vSak ocekavani, ze i rodi¢ bude na dité plisobit pouzivanim ciziho jazyka. Jak
jsme jiz zminili dfive, maximalizace kontaktu mimo vyuku ve tfidé nebo klubu je nutnosti a zapojeni rodi¢u
se jevi jako logické feSeni. Rodi¢e jsou s ditétem ve dne v noci a mohou organizovat denni program tak,
aby ,cizojazyéna okénka” do né&j byla pravidelné zarazovana. Velmi se doporucuje spojovani kontaktu
s cizim jazykem s jednim z rodi¢a v uréité situaci (napr. kdyz jde s matkou spét), se specifickym prostfedim
(napf. ,,anglicky” koutek détského pokoje), nebo s konkrétnim Ukonem (kdyZz si hraje s medvidkem).
Pokud rodi¢e plan dasledné dodrzuji, dité bude oCekavat cizojazyny vstup, kdykoliv jde spét, kdykoliv se
objevi v ,anglickém” koutku nebo kdykoliv si zaéne hrat s konkrétnim medvidkem. Vice informaci ohledné
zapojeni rodi¢l najdete v Privodci pro rodiée (The Parents” Guide), dalsim koncovém produktu projektu
Viyvoj metodiky pro uceni se jazyku ve velmi raném véku (Development of Methodology for Very Early
Language Learning).
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Tento scénaf ma navzdory véem vyhodédm jednu stinnou stranku — Uroven pokrocilosti rodi¢t v cilovém
jazyce. Existuji pochybnosti, zda jsou rodiCe s limitovanou Urovni kompetence komunikovat v cilovem cizim
jazyce schopni zajistit rtznorody smysluplny input, ktery je pro déti k osvojeni ciziho jazyka nezbytny, a zda
jsou schopni interakce s ditétem v cizim jazyce. V dUsledku toho vyvstava zakladni otazka, jakym zplsobem
je uceni déti ovlivnéno, pokud je rodi¢e vystavi masivnimu, av8ak nekvalitnimu inputu, pfedevsim pokud jde
o vyslovnost. Odpovédi se mohou zakladat pouze na hypotézach, nebot dikazy ziskané vyzkumem zatim
nejsou k dispozici. Tyto Gvahy se NECHTEJI dotknout rodi&, kte¥f se usilovné snazi komunikovat jazykem,
jimz nemluvi plynule a v ném?Z si nejsou jisti, ale mély by nas pfimét k tomu, abychom hledali dali zplsoby
maximalizace kontaktu s cizim jazykem.

Nasledujici kapitola poskytne nékolik rad rodi¢dm, ktefi mohou pfispét také pouZivanim rozmanitych
ucebnich pomucek pro navyseni kontaktl s cizim jazykem.

6. ZDROJE

Vyuka cizich jazykG u malych déti pfedpoklada pouZivani rozmanitych uéebnich technik a uéebnich
pomiucek zpldsobem, ktery je v souladu s didaktickymi principy formulovanymi ve ¢tvrté kapitole. Détem,
které se jazyk uci ve velmi raném veéku, jsou teprve dva roky, a tak nékteré z nich nepouzivaji produktivné
ani svlj matersky jazyk. Je proto nerealistické od nich oCekavat, Zze budou cizim jazykem mluvit ihned
poté, kdy jsou mu vystaveny. Tato skute¢nost se bude odrazet také v repertoaru uéebnich technik — diraz
na poskytovani inputu a podporu porozuméni bude zfejmy. O specifickych u¢ebnich technikach a u¢ebnich
pomUckach se ¢tenar podrobné dozvi ve druhé ¢asti této knihy, obecné poznédmky o dostupnych zdrojich
jsou shrnuty v této kapitole. Je na uciteli, aby podle o¢ekéavanych vysledkl vybral vhodné u¢ebni techniky
a uc¢ebni pomdcky.

Ke zprostredkovani vyznamu jazykového vstupu Ize pouZzit vizualni u¢ebni pomucky. K vysvétleni vyznamu
slov a ¢innosti mUzZe uditel efektivné pracovat se skuteénymi pfedméty jakéhokoliv druhu nebo s nimi
mohou déti manipulovat samy. Podobné se k zajisténi vizualni podpory pouZivajf také obrazky. Mély by byt
dostateCné velké a srozumitelné, aby déti mohly jednodus$e rozpoznat, co obrazek pfedstavuje. Vyvarujte
se proto pouzivani nejednoznacnych obrazku, kdykoliv je to mozné.

Velmi malé déti neuméji ¢ist, avSak vypravéni pfFibéht je dulezitou ucebni technikou, kterd kombinuje
vnimani sluchem a zrakem. Smysl pfib&hu Ize sdélit pomoci mimiky, dramatickych technik nebo dobrych
pohadkovych knih, které jsou také potifeba k tomu, aby déti pochopily vyznam. KdyZ vybirdme pohadkové
knizky, méli bychom zvazit, zda jsou pro velmi malé déti vhodné, a to z hlediska tématu, délky, déje,
slozitosti atd. Jazykova néroc¢nost pfilis nevadi, nebot ucitel je schopen jazyk modifikovat podle potreb
Zaka. Pribéhy napsané v materském jazyce déti mUze ucitel parafrazovat v jazyce cizim. Viyhodou je, Ze
déti mohou zépletku pfibéhu jiz znat, avSak ztracime pfileZitost rozvijet povédomi o cilové kultufe pomoci
prib&hl v cllovém jazyce.

Vybornym zdrojem jsou videa a DVD, jejichz vyhodou je kombinovani pfib&hl s animaci a sou¢asné vnimani
sluchem izrakem.”® Je vhodné pouZzivat je spi$ jako stimul pro uéeni, ne kvali samotnému sledovéani televize.
KdyZ planujeme néjakou aktivitu na zakladé videa, mdzeme vychézet ze zédsad rozvoje dovednosti poslechu
s porozumeénim. To znamena pridat pfipravnou aktivitu prfed sledovanim videa a po ném néaslednou aktivitu.
Video Ize navic pouZzit i doma, déti tak budou mit kontakt s cizim jazykem nebo si budou moci jazyk opakovat,

1

pokud se video vztahuje k tomu, co se uci ,,ve tfidé"”.

Vybér videa se musi stejné jako obrazky a pohadkové knizky nejprve peclivé zvarzit. Literatura ndm nabizi
nasledujici kriteria, jak vybrat video pro lekce ciziho jazyka, kterych se Gcastni velmi malé déti:’®

— Mélo by byt kratké (5 - 10 minut)

— Musi mit dobry dgj

— Musi byt vhodné pro danou vékovou skupinu

— Jazyku by mélo byt snadné porozumé&t pomoci sledovani déje

— Premyslejte o aktivitach, které byste mohli délat, abyste détem pomohli videu porozumét.
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Tyto pokyny jsou uzite¢né, avSak doporuCovanéa délka se nam zdéa pro dvouleté déti prilis dlouha. Vhodné|si
by byla sekvence o délce tfi az pét minut.

Video nemusi byt vyslovné vytvorfeno pro jazykovou vyuku, ale zda se, Ze nejlépe funguji epizody se
zékladnimi pedagogickymi zasadami vytvorené pro détskou televizi. Kromeé toho jsou zde také produkty usité
na miru specifickym potfebam daného vzdélavaciho kontextu — prikladem je kresleny serial Pribéhy Zabéka
Froggyho, produkt projektu Vyvoj metodiky pro uceni se jazyku ve velmi raném véku, coz je dodatecny
material k jednoletému kurikulu. Zabdk Froggy je kamarad, ktery déti provazi na cesté za zvladnutim
jazyka.

Velmi rané jazykové uceni si nelze predstavit bez rymi, popévkid a pisniéek, které rozvijeji sluchové
vnimani. Jsou tedy hlavnim zdrojem auditivniho inputu. Déti se pomoci rymuU, popévkl a pisni¢ek udi,
jak cizi jazyk zni. Poslouchaji intonacni vzorce, pfizvukové vzorce a rytmus ciziho jazyka. Malé déti
rady opakuji rymy, popévky ¢&i pisnicky mnohokrat za sebou, coZ jim pomaha zapamatovat si také slova
a gramatické struktury. Aktivity zacilené na rozvoj povédomi o rytmu ciziho jazyka, napf. tleskani rukama pfi
odrikavani rymu, jsou obzvlasté uzite¢né pro vyuku angli¢tiny a dalSich jazykd, jejichz mluvEi maji tendenci
davat daraz v pravidelnych ¢asovych intervalech. Kombinace poslechu s fyzickou &¢innosti navic prispiva
k psychomotorickému vyvoji déti.

Dalsim zdrojem, ze kterého Ize ¢erpat, jsou hry a herni aktivity. Vybrat dobrou hru v8ak mize byt oSidné.
Déti se mohou nachazet v odlisné fazi socidlniho vyvoje (viz tfeti kapitola) a nékteré z nich nemusi rozumét
point&. Bezpenym fesenim pro déti v tomto véku je zahrnout do procesu uceni takzvanou , hru na jako”
neboli predstiranou hru (pretend play).

V posledni fadé bychom nemeéli zapominat na umélecké a femesiné aktivity. Jsou dlleZitou soucasti
predskolniho kurikula a v hodindch musi byt béZznym jevem.”” Nejlépe funguji, pokud se Uzce vztahuji k tématu
a dotyénému prvku jazyka. Umoziuji détem byt kreativni a pouZivat pfedstavivost a fantazii. Dvouleté déti
vSak pravdépodobné budou potfebovat pomoc svych rodi¢l. Spolu s uméleckymi a femesinymi aktivitami
Ize efektivné vyuzit techniky zaloZené na TPR. Pokud ucitel détem fekne, co maji délat, v cizim jazyce, déti
musi pokyny poslouchat, aby aktivitu splnily. S pomoci rodi¢ tak formou ¢ind demonstruji porozumeéni.
Pokud se ty¢e materiall potfebnych pro umélecké a femesiné aktivity, nekladou se zadné meze. Kromé
tuzek, prstovych barev, pastelek, listd papiru, lepenkovych krabi¢ek, knoflikd atd. Ize pouzit i jiné materidly,
zélezi pouze na kreativité ucitele.

Kreativni ucitel pouZije mnoho riznych zdrojd, které efektivné zkombinuje novym, originalnim zpdsobem.
Ucitel se mlze také rozhodnout, Ze zahrne poditace nebo internet. Informacéni a komunikaéni technologie
jsme v3ak zamérné vynechali, nebot véfime, Ze v tomto obdobi Zivota by se mély upfednostiiovat zdroje,
které podporuji budovani mezilidskych vztahu.

Nasledujici kapitola ndam struéné predstavi zasady pro tvorbu sylabu, a poté si v ni propojime teoreticka
vychodiska, kterym jsme se vénovali v prvni ¢asti této knihy, s celoroénim kurikulem, které vytvoril
mezinarodni tym, jenz se podilel na projektu VWvoj metodiky pro uceni se jazyku ve velmi raném véku.

7. Dlouhodobé a kratkodobé planovani

Tato kapitola se pokusi prekonat neduvéru ucitelt v teorii’® tim, Ze ndm ukaze, jak se nékteré z otazek
pojednavanych v predchozich kapitolach vztahuji ke kaZdodenni praxi, konkrétné k dlouhodobému
a kratkodobému planovani.

7.1 Tvofreni sylabu

Zatim jsme se vénovali povaze a zdsadam velmi rané jazykové vyuky, charakteristikam Uc¢astnik( tohoto
procesu a vyuzitelnym zdrojdm. Nyni udélame dalsi krok a veSkeré znalosti vyuZijeme k vytvoreni sylabu
pro , kurz”, kterého se Uc¢astni dvouleté déti. V literature se setkame s ndzorem, Ze je to obtizné. Sylabus se
zdsadadm stanovenym teoriemi jazyka, teoriemi vyuky ciziho jazyka a prevladajici filozofii vzdélani podfizuje
pouze ¢astecng, a to kvlli mnoha praktickym i socialnim omezenim.”® Co je to vlastné sylabus? K dispozici
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mame mnoho definic, nékteré z nich zdlrazfiuji, Ze sylabus by mél byt nejprve sdélenim o obsahu a teprve
v pozdéjSim stadiu vyvoje by se mél stat sdélenim o metodologii a materidlech, které se budou pouzivat
v konkrétnim vyukovém kontextu.®® Jiné definice pohlizeji na sylabus jako na specifikaci prace, ktera bude
vykonana za urcité ¢asové obdobi a kterd ma vychozi bod a konec¢ny cil &

Sled jazykového obsahu by mél byt navic usporadan podle zékladnich principa ¢i teorii. Proto se sylabus
zaméruje na to, co se uci a v jakém pofradi se to uci.®? Existuje nékolik typU sylabl zaloZenych na obsahu.
Lisi se podle organiza¢nich principU:

e Strukturni sylabus je zalozen na vnitini strukture jazyka se zvla$tnim dlrazem na gramatiku. PFi fazeni
obsahovych poloZek zvaZzujeme predevsim slozZitost struktury, jeji ,,nauditelnost” a uzite¢nost pro zaka.
e Funkeéni sylabus vychazi z identifikace komunikativnich funkci, které jsou voleny a fazeny podle uzite¢nosti

pro zaka, tj. jak tyto funkce odpovidaji komunikativnim potrebdm 74k .

e Situacni sylabus stavi na situacich ze , skute¢ného zZivota”. U kazdé situace musime za Ucelem vybéru
a fazeni obsahu zvazit tfi rizné charakteristiky: U¢astniky, prostfedi a komunikativni cile.

e Nakonec si uvedeme sylabus zalozeny na tématech. Je ziejmé, Ze hlavnim principem pro vytvoreni
tohoto typu sylabu je informacéni obsah. Ackoliv je nepravdépodobné, Ze sylabus bude zaloZen pouze
na tématech, koncept tématu je pfi sestavovani sylabu dlleZity. Podle literatury tento sylabus predstavuje
centralni bod pro jazykovy input poskytovany v kurzu a poméha v ramci jednotlivych lekci vytvaret pocit
soudrZnosti.®

Muzeme shrnout, Ze kazdy typ sylabu ma své vyhody a nevyhody. V reakci na specifické potreby vzdélavaciho
kontextu je vhodné kombinovat nékolik organiza&nich principl a vytvorit tak multidimenzionalni sylabus.

Analyzujme si nyni sylabus materidlu uvedeného ve druhé ¢asti knihy. Projektovy tym se snaZil respektovat
zdsady velmirané jazykové vyuky i specifické potreby ditéte, pfedevsim jeho vyvojové stadium. Z hlediska
cill se proto uprednostniuji cile afektivni. Déti ziskaji ochotu komunikovat a rozvinou se u nich pozitivni
postoje vuci cilovému jazyku a kultufe i k u€eni obecné. Pokud jde o kognitivni cile, je zfejmé orientace
na porozumeéni mluvenému jazyku. A pokud se ty¢e psychomotorickych cilii, u déti se pomoci uceni se
cizimu jazyku rozvine schopnost vnimani, motorickd kontrola t&la a také presné ovladani urcitych svald
véetné téch potfebnych k artikulaci zvuk.

Pokud jde o typ sylabu, rozhodl se tym vytvorit multidimenzionalni sylabus, jehoz hlavnim organizacnim
principem je téma. Ve vztahu k Zakovi tym také zvazoval funkce, situace a struktury, av8ak az jako sekundarni
kritéria.

Po peclivych Gvahach tym vybral jedenact témat, osm z nich je fazeno postupné, tfi témata jsou
kroskurikularni, coZ umoznuje flexibilng integrovat obsah vyuky podle potfeby. Témata jsou sefazena
zpUsobem, ktery ilustruje nize uvedeny obrazek.
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Abychom pro détské uceni vytvorili priznivé prostiedi, pouzieme hned dva organizacni principy zaroven.
Prvni princip si miZzeme pojmenovat jako , princip socialni distance”. Na zacatku kurzu se probiraji témata,
ktera se vztahuji k u¢eni o ,ja"”. Po nich néasleduji témata, kterd pfedmét zajmu rozSifuji o rodinu ditéte
a misto, kde dité Zije. Budovani sociélnich vztahl se pozdéji prohlubuje vyzdvizenim konceptu pratelstvi.
Nakonec je stfedem pozornosti dité ve svém Sirsim okoli. Tim respektujeme egocentrismus malych déti
i o¢ekavany smeér jejich dalsiho vyvoje. Druhy princip, ktery aplikujeme zarover s prvnim, , princip ¢asové
osy”, je spojen s Casem, ktery déti stravily v kurzu, a s roénim obdobim.

Témata proto byla pfedstavena v nasledujicim poradi:

SYLABUS:
1. Vitejte (podtémata: Ritualy, Pozdravy, Pocity)
2. Télo (podtémata: Pést, Ruce, Prsty, Chodidla / Pohyby, Tvar, Celé télo / Pohyby)
3. Jidlo (podtémata: Dobré, nedobré, Ovoce a zelenina, Chléb, Lahve, Voda)
4. Vanoce (podtémata: Vanocni stromecek, Jezisek, Vanoce, Vanoc¢ni puncocha)
5. Hracky (podtémata: Hracky, Hracky kolem nas, Medvidek, Krali¢ci, Panenka, Hudebni nastroje)
6. Rodina a diim (podtémata: Clenové rodiny, Den matek/otcd, Dim, Pokoje)
7. Zviratka (podtémata: Myska, Housenka, Cervik, Pavouk, Medvéd, Zvitatka v ZOO, Z&ba, Zviratka
na farmé)
8. Cestovani a vylety (podtémata: Lod, Vlak, Autobus, Kolo, Zvuky, Kfizovatka)

KROSKURIKULARNI TEMATA:

9. Poéasi a ro¢ni obdobi (podtémata: Podzim, Zima / Snéhulak, Zimni oblec¢eni, Jaro, Léto)
10. Barvy (podtémata: Zakladni barvy, Barvy, Dalsi barvy)
11. Dopliiujici témata (Legra¢ni vyraz, Hadanka o jidle, Cisla, Snek)

SYLABUS PRO FRANCOUZSKOU CAST:
1. Vitejte

. Télo

. Zviratka

. Jidlo

. Zakladni prvky

. Vylet

. Hracky

. Hudebni nastroje

. Vanoce

©CoNOOGOA~WNDN

O obsahu se ¢tenér dozvi vice ve druhé &asti knihy, proto pfipojime jen nékolik struénych poznamek
o funkcich, situacich a strukturdch. Funkce odrazeji komunikativni potfeby Zzéka. Duraz je kladen
na pozdravy, predstavovani se a vyjadfovani pocitd. Volba pfislusnych situaci se inspiruje skuteénymi
Zivotnimi zkuSenostmi déti. Mezi jinymi situacemi najdeme setkani s kamaradem, chozeni na prochéazky,
navstévu prarodicd, vylety, oslavu narozenin atd.

Strukturni sylabus je ve vyCtu zamérné posledni. Zaméreni pozornosti na témata, funkce a situace je
v souladu se zasadou celostniho uceni. Volba struktur se tedy Fidi tim, jaky jazyk je k realizaci vybranych
funkci v danych situacich potfeba. Pokud jde o fonologii, k dosazeni vyslovnostnich cill se pouzivd mnoho
pisnicek, rymu a popévkl souvisejicich s tématem.

Vybér slovni zasoby se fidi tématy v sylabu. Lexikalni sylabus odradZi skute¢nost, Ze déti v raném véku
preferuji podstatnd jména. Naucit se vyznam podstatnych jmen muZe byt jednodussi, obzvladsté pokud
predstavuji hmotny predmét s podobnym tvarem (napf. hrnicek, pastelka, kniha). Slovesa jsou vS$ak
riznorodéjsi a promeénlivéjsi, nékterd napriklad pojmenovavaji fyzicky pohyb (napf. létat), zatimco jina
pojmenovavaji vnitini stavy (napt. citit).®® Obtizngjsi je také naudit se spravné zdjmena. Néjakou dobu trva,
nez se déti nau¢i spravné pouzivat predevsim zajmena ,ja" a ,ty”, a to dokonce i v matefském jazyce,
nebot toto u¢eni souvisi s vyvojem jejich osobnosti. O mnoho pozdéji pfichazi také osvojeni si pfidavnych
jmen. Vyznam pridavnych jmen neni tak jasny jako vyznam konkrétnich podstatnych jmen a navic je velmi
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relativni (napf. velky dim proti velké jablko). Totéz plati pro slova oznadujici barvy a &isla. Je to koncept,
ktery déti musi nejprve pochopit, aby mohly porozumét slovu. Pokud jde o &isla, pro priblizné tfileté déti je
vhodné pocitani do tfi. Pfedlozky jsou naopak velmi dilezité. Détem pomahaji vyjadfit misto, smér a ukon,
napt. do (kopce), z (kopce), do (dovniti), z (ven), pres, pod.

Zavérem je dulezité zddraznit, Ze vySe uvedeny sylabus odradZi kulturni a lingvistické zazemi lidi, ktefi se
podileli na jeho vytvoreni, jejich profesni filozofii, povahu zkuSenosti s velmi ranou jazykovou vyukou atd.
Kdyby sylabus sestavoval jiny tym, do urcité miry by se liSila predevSim podtémata.

7.2 Planovani vyucovacich hodin

Tentosylabus je vysledkem dlouhodobého planovani. Priplanovanivyucovacich hodin jejdale rozpracovavame
a specifikujeme. Cile formulované v planu pro kazdou vyucovaci hodinu ¢i lekci by mély byt v souladu
s dlouhodobymi cili uvedenymi v sylabu. Pfi planovani vyucovaci hodiny pro skupinu velmi malych déti
nam pomohou vysledky projektu Mama, tata a ja — Klub pro batolata. Navrhovana struktura jednotky
obsahuje néasledujici faze, odhadovany ¢as je uveden v zavorkéach:

. ZAHAJENI, ZAHRIVACI AKTIVITA (3 aZ 5 minut)
. OPAKOVANiI ZNAMEHO OBSAHU (3 az 5 minut)
. AKTIVITA C. 1 (7 a2 10 minut)

. RELAXACE (3 az 5 minut)

. AKTIVITA C. 2 (3 aZ 5 minut)

. CAS NA HRANI (3 a2z 5 minut)

. ZAVER

NOCGh,WN=

Lekci se doporucuje zahajovat a uzavirat pomocf rituali a rutinnich éinnosti, které déti znaji. Prispivéa to
k jejich pocitu bezpecéi. Druha faze, opakovani znamého obsahu, by neméla byt pfili§ narocnéa. Déti se
potfebuji pfipravit na prvni aktivitu. KdyZ se seznami s novym jazykem, nasleduje relaxaéni aktivita.
Druhd aktivita se vé&nuje nové predstavenému jazyku, avdak odlisnym zplsobem. Cas na hrani je
odmeénou za investované Usili, déti si mohou hrat, s ¢im chtéji. Je to také vhodny ¢as pro rodic¢e, ktefi se
mohou zeptat na to, co jim neni jasné. Vyucovaci hodina kon¢i zndmou zavéreénou rutinni éinnosti.

Vly8e popsana struktura vyucovaci hodiny se pouziva také jako standardizujici vzorec pro pracovni listy
obsazené ve druhé Céasti této knihy. Je zde celkem 3Sedeséat pracovnich listd rozdélenych do jedenacti
vySe uvedenych témat. Abychom doloZili moznost pouzit tento material i pro osvojeni jinych cizich jazyk,
pripojujeme také dvacet pracovnich listl ve francouzsting. Pracovni listy ve francouzsting jsou rozdéleny
do deviti vySe uvedenych témat. Tento soubor pracovnich listl pfedstavuje ro¢ni kurikulum pro velmi ranou
jazykovou vyuku. Nas mezinarodni tym se rozhodl vytvorit radéji pracovni listy, které umoznuji modifikaci
podle kontextu nez hotové plany vyu€ovacich hodin. Formét pracovniho listu uvadime nize.

Pracovni listy jsou oznaceny nazvy a Cisly témat a podtémat. Pokud jde o navrhovanou strukturu lekce,
kterou jsme si jiZ v této kapitole predstavili, poskytuji pracovni listy nadvrhy na zahajovaci fazi vyucovaci
hodiny, na aktivitu éislo jedna a aktivitu éislo dvé. Cile kazdé aktivity jsou formulovany jako o¢ekavané
vystupy. Postup je podrobné rozepsan vcetné tucné zvyraznénych presnych instrukci, které ma ucitel
poskytnout. Déle jsou zde odkazy na materiély a zdroje.

Na konec méame nékolik zavéreénych poznamek. Za prvé, pracovni listy by se mély brat jako zdroj ndpad,
nikoliv jako dogma, které je nutné dodrZzovat. Od ucitelll, ktefi se rozhodnou pracovni listy ve své praxi
pouzivat, se oCekavd, Ze budou pfi jejich Upravé kreativni a flexibilni a podle konkrétni situace zohledni
zejména kulturni zazemi, potreby déti, rodiCovské zkuSenosti atd. Za druhé, pamatujte si, ze ve velmi
rané jazykové vyuce jde predevSim o rozvoj porozumeéni, nikoli o produkci. Déti by NIKDY nemély byt
nuceny produkovat, pokud samy nechtgji. Potfebu déti mi¢et by méli rodi¢e i ucitel respektovat. Za treti,
ucitele a rodi¢e by nemél odrazovat nedostatek okamZitych odmeén — ony pfijdou, ale bude to néjakou dobu
trvat...
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ZAVER

Zdmérem prvni ¢asti knihy je poskytnout pro ¢tenéare pfijatelnym zplsobem teoreticka vychodiska velmi
rané vyuky jazyka, a to v€etné principU, na kterych je vystavéno ro¢ni kurikulum uvedené v druhé ¢asti knihy.
Veéfime, Ze Ctenar ziskal odborné znalosti, které mu dodaji vétsi sebevédomi pfi rozhodovani o jednotlivych
aspektech velmi rané jazykové vyuky a které mu umozni prekrogit hranici intuitivniho jednani ¢i fungovani
na urovni zajimavych aktivit. Dale doufdme, Ze ucitelé tuto teorii pouZiji spiSe jako Uc¢innou zbran proti
populistickym tvrzenim a komerénim trendlm a Ze na ni nebudou nahlizet jako na néco na hony vzdaleného
zkuSenostem ugitele, jako na zbytecnou abstrakci mystifikujici postupy zalozené na zdravém rozumu.

Stale zde v8ak zUstavaji otdzky... Bude néjakou dobu trvat, neZ budou k dispozici vyzkumem podloZzené
dikazy, které poskytnou odekavané odpovédi. Zatim bychom méli poprat hodné Stésti tém, kdo maji
dostatek odvahy pustit se do vyuky jazyka ve velmi raném véku.
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INTRODUCTION

Le Livre de I'enseignant (Teacher’s Resource Book) que vous venez d'ouvrir a été écrit pour ceux qui sont
d'une fagon ou d'une autre sont impliqués dans le processus d’apprentissage des langues des tout-
petits ainsi que pour ceux qui s'intéressent a ce sujet récemment trés débattu. Dans le contexte de ce
livre, I'apprentissage des langues en trés bas age s'applique a une situation ou des enfants dgés de deux
ans commencent a apprendre une langue qui n'est pas la langue de leurs parents, ¢'est-a-dire une langue
étrangere, dans un milieu qui n'est pas familial. Ce livre peut étre utile pour la gestion des structures
qui s'occupent de ce type de scolarité, pour des enseignants, des enseignants en formation et pour les
parents aussi.

Cette publication fait partie d'une série de produits développés dans le cadre du projet de Développement
de méthodologie pour I'apprentissage des langues en trés bas 4ge (Development of Methodology for Very
Early Language Learning, projet nr. 135283-LLP-1-2007-1-CZ-KA2-KA2MP, Programme d'apprentissage de
toute la vie - Activité clé 2 - Langues). Ensemble avec le Guide de parents (Parent’s Guide), la vidéo -
Les histoires de Froggy (Froggy's Stories) - et le Livre d’exercices (Workbook) constituent un programme
d’enseignement d'un an destiné a I'apprentissage des langues en trés bas age. La méthodologie, c'est-a-
dire la série compléte des produits, a été testée antérieurement dans des clubs de tout-petits - Maman,
Papa et Moi (Mum, Dad and Me) fréquenté par des enfants dgés de deux ans accompagnés d’'un parent
ou, selon le cas, par des grands-parents ou baby-sitters etc. C'est pourquoi ce support pédagogique est
recommandé pour aider les enfants agés de deux ou trois ans dans I'acquisition précoce d’une langue
étrangere.

Les clubs pilotes utilisant cette méthodologie ont été fondés dans le cadre du projet précédent Maman,
Papa et Moi - Club des tout-petits (Mum, Dad and Me — Toddlers’ Club. projet nr. 117022-CP-1-2004-1-
SK, Socrates — Lingua 1). L'objectif de ce projet était d'ouvrir des clubs & des jeunes enfants et a leurs
parents dans lesquels les tout-petits pouvaient apprendre une langue étrangére de fagon naturelle. La
valeur ajoutée de ce projet couronné de succes a été le fait qu'il a contribué a supprimer les préjugés
actuels dans la société concernant |'apprentissage trés précoce d'une langue étrangére.

Le Livre de I'enseignant se compose de deux parties. La premiére a pour but de mettre la lumiéere sur la
nature de I'apprentissage trés précoce des langues en dissipant les mythes et en considérant les avantages
d'un apprentissage en bas age. De plus, elle cherche a définir des conditions dans lesquelles le processus
d'apprentissage aurait de fortes chances d'étre efficace, y compris un résumé des principes de base du
programme et de la forme des legons.

La deuxiéme partie du Livre de I'enseignant a pour but de fournir un outil que les enseignants pourraient
adapter facilement lorsqu'ils enseignent a ce groupe cible spécifique, c’est-a-dire aux enfants dgés de
deux ou trois ans. La partie pratique contient 80 unités pédagogiques, chacune proposant des activités
pour une session des 45 minutes. Comme I'anglais était la langue la plus souvent apprise dans les clubs,
60 unités pédagogiques sont destinées a l'apprentissage de |'anglais. Néanmoins, la philosophie et les
procédés sont les mémes pour d'autres langues. Pour illustrer cela, 20 unités pédagogiques sont destinées
a I'apprentissage francgais.

Chaque unité pédagogique dans le Livre de I'enseignant a été congue par un professionnel de I'enfance
travaillant avec des jeunes apprenants dans un des pays du projet — la République tcheque, I'Allemagne,
I'ltalie et la Slovaquie. Des conseillers, des enseignants utilisant eux-mémes cette méthodologie ont donné
leur avis sur ces unités pédagogiques, et les enseignants les ont modifiées selon les recommandations
des conseillers. Aprés avoir pris en compte les modifications des unités pédagogiques, les enseignants
les ont alors testées dans les clubs des tout-petits - Maman, Papa et Moi. Aprés chaque legon, ils ont
effectué une évaluation et noté des suggestions concernant des changements & faire dans les unités
pédagogiques respectives. Finalement, dans une réunion commune, tous les enseignants des quatre pays
ont de nouveau débattu chaque unité pédagogique et ont pris en compte les modifications et se sont mis
d'accord sur la version finale des unités pédagogiques. Récapitulant le procédé décrit au-dessus, chaque
unité pédagogique a subi un développement en cing étapes:
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|. Développement des unités pédagogiques (enseignant)
Il. Feedback des conseillers méthodologiques
[Il. Modification des unités pédagogiques (enseignant)
IV. Premiere expérimentation dans les clubs, réflexions sur I'expérience (enseignant )
V. Modification finale des unités pédagogiques (groupe d’enseignants)

Nous croyons que ce procédé en cing étapes garantit la bonne qualité des matériaux fournis. En plus, les
matériaux sortants reflétent la nature internationale de I'équipe du projet. Cela augmente davantage les
possibilités d'adopter la méthodologie dans d'autres pays et cultures.

1. LACQUISITION DE LA LANGUE MATERNELLE

“Comment les enfants apprennent-ils une

langue? Chaque fois que I'on me pose

cette question, je serais tenté de répondre

simplement » si seulement je le savais. »
William O’Grady

Avant que nous commencions d’examiner comment les enfants apprennent une langue étrangere, il est
important d'éclaircir comment ils apprennent leur langue maternelle, c’est-a-dire la langue de leurs parents.
Le processus qui conduit a la maitrise compléte d'une langue est appelé I'acquisition de langue premiere. ||
s'agit d'un processus, dont le résultat est vraiment étonnant. Il ne faut pas étre surpris si différents termes
comme ‘langue premiére’, ‘langue natale’, ‘langue primaire” sont utilisés dans la littérature’ pour identifier
la langue acquise dans la petite enfance. Nous avons choisi de dénommer cette langue ‘langue maternelle’
dans ce texte parce que ce terme sous-entend le réle important joué par les parents dans le processus
d'acquisition.

Le réle des parents est sans doute important, mais la question est de savoir ce qu’ils font exactement pour
contribuer a I'acquisition du langage de leurs enfants. La fagon dont les parents apprennent la langue a
leurs enfants ne ressemble guére a la conception de I'enseignement linguistique classique, ils ne font pas
de corrections systématiques, néanmoins, d’ici a I'age de cing ans, les enfants sont capables d'utiliser la
langue de communication.

Comment font-ils cela? Comme la citation initiale I'implique, la réponse a cette question n'est pas facile.
Différentes écoles de pensée ont tenté d'expliquer la nature de l'acquisition de la premiere langue.
Dans les années 1950, les behavioristes (comportementalistes) ont adopté une approche selon laquelle
I'apprentissage d'une langue est simplement un phénoméne d’imitation et formation d’habitudes (apprises
par observation et conditionnement).?2 On a cru que les enfants apprenaient la langue en imitant les adultes.
Une sorte d'imitation est aussi part de I'apprentissage, par exemple une recherche a prouvé que faire
écho est une stratégie particulierement frappante dans le processus de I'apprentissage du langage dans la
petite enfance, notamment dans I'apprentissage des sons d’une langue.® Néanmoins, I'imitation ne peut
completement expliquer la production de phrases, car les phrases sont produites si le besoin s’en fait
sentir.4 Il est surprenant de constater, si I'on analyse le langage enfantin, que les enfants ne sont pas trés
doués pour I'imitation de phrases contenant des mots et des structures inconnus, et que, trés souvent, ils
ne I'essaient méme pas.® De toute évidence, I'apprentissage du langage ne peut étre pergu comme une
simple imitation. Par conséquent, comme ‘la voie de |'imitation’ ne nous a pas amenés loin, il doit y avoir
d'autres voies pour atteindre cet objectif.

Une opinion différente développée par les innéistes, soutenait que les enfants naissent avec une capacité
de découvrir par eux-mémes les regles sous-jacentes du systéme d'une langue.® Selon le linguiste Noam
Chomsky, qui a apporté sa contribution considérable, nous sommes nés avec la connaissance innée appelée
« organe linguistique spécialisé » -une boite noire imaginaire dans le cerveau- permettant d'intérioriser le
systéme de langue.” » L'organe linguistique spécialisé »est sensé contenir tous les principes universels a
toutes langues (module cognitif humain universel).8 Pour que cet « organe linguistique » puisse fonctionner,
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des échantillons de la langue naturelle sont essentiels, parce qu'ils vont I'activer. C'est pourguoi les enfants
sont engagés dans une sorte d’exercice comparatif permanent - ils comparent la connaissance innée a la
structure de la langue de leur environnement qui les aide a pouvoir déterminer la structure de la langue
qu'ils doivent apprendre.® Récemment, la notion de « organe linguistique spécialisé »a été substituée a
une notion de grammaire universelle (universal grammar), c'est-a-dire la grammaire préconcgue. Elle doit
consister en catégories et principes qui sont communs a toutes les langues.'® Par ‘la voie innéiste’, nous
sommes en mesure d'expliquer comment les enfants apprennent une grammaire complexe. Cependant,
il reste encore a clarifier comment les enfants apprennent a lier la forme au sens de maniére a pouvoir
utiliser la langue correctement.

Les interactionnistes insistent sur le réle de l'interaction entre la capacité linguistique innée de I'enfant et
son milieu linguistique. lls affirment, a la différence des innéistes, que la langue qui est pour s'adapter aux
capacités de |'apprenant est I'élément clé dans le processus d'acquisition d'une langue.’" Cette langue
spécifique est appelée la langue de la mere (motherese) ou la langue des médiateurs (caretaker talk). Elle
a des attributs suivants:

Quelques qualités de la langue de la mere'?

LA PRONONCIATION:

e Un langage moins rapide avec des pauses plus longues entre des énoncés et apres des mots
sémantiques

e Des tons généralement plus hauts: une amplitude plus grande des tons

e |'intonation et I'accent exagérés

* Moins de mots a la minute

LE VOCABULAIRE ET LE SENS:

e Un vocabulaire plus limité

e Trois fois plus de paraphrases

e | e renvoi a ici et maintenant plus souvent

LES PHRASES:

e Moins de phrases coupées ou interminables

e Des paroles plus courtes et moins complexes (environ 50 % sont des mots uniques et des phrases
courtes)

¢ Plus de phrases bien construites et compréhensibles

¢ Plus d'impératifs et de questions (environ 60 %)

e Plus de répétitions

La dénomination de cette maniere de parler suggere qu''il est typique pour les meres de modifier la
langue en s'adressant aux tout-petits. Cependant des recherches montrent que les péres, freres et séurs
modifient leur langage aussi mais a un moindre degré que les méres.'

A ce stade, une question se pose: «Quelle langue les parents et d'autres responsables des petits enfants
doivent utiliser en s'adressant a eux?» Dans la littérature on dit qu'il y a au moins une condition extérieure
- les enfants ont besoin d'entendre des phrases qu'ils sont capables de comprendre sans avoir une
connaissance approfondie de la langue qu'ils essaient d’apprendre.™ Qu'est-ce que ¢a signifie pour la
conversation quotidienne entre I'enfant et le parent? Pour I'enfant, cela doit simplement avoir un sens. Ceci
est possible a I'aide de I'interaction concernant des situations ayant lieu ici et maintenant, en d'autres
termes ce que les enfants voient et entendent, ce qui vient ou est en train de se passer. De plus, le langage
des parents devrait étre compréhensible - les enfants devraient étre capables de décoder le message a
I'aide du contexte dans lequel la communication se fait. Cela ne signifie nécessairement pas une restriction
du langage parental en utilisant /a langue maternelle, pour la création d'un langage compréhensible, de
certaines modifications sont toutefois indispensables.

Ce livre traite de questions de |'apprentissage tres précoce. Il concerne les enfants agés de deux ans qui
commencent a apprendre une langue étrangere. C'est pourquoi il serait donc peut étre une bonne idée de
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déterminer ce qu’ un enfant de deux ans a atteint dans lI'acquisition de sa langue maternelle. Nous
pouvons faire un inventaire de ces succes achevés mais sans avoir aucune ambition d'établir des priorités
ou d’'en tirer une succession chronologique de I'acquisition. Les exemples illustratifs qui sont introduits
ci-dessous représentent les résultats de I'étude de I'anglais en tant que langue maternelle. Des types
similaires de données sont tout a fait disponible pour d'autres langues. Pour le tchéque, il est possible de
consulter les ceuvres de Prthoda' ou Cerny’®.

Nous pouvons commencer par le fait que les enfants de deux ans ont appris a distinguer les sons de leur
propre langue par rapport a d'autres sons, et puis les sons de leur propre langue . En plus d'apprendre a
distinguer les sons, ils apprennent a les créer. Un inventaire typique de consonnes a I'age de deux ans'’
est présenté dans le tableau suivant:

p b m f w
t d n S
k

Si vous comparez le tableau avec le tableau des consonnes acquises a I'dge de quatre ans (voir le tableau
ci-dessous), vous trouverez que les sons “th” ne sont pas encore connus a cet age.

p b m f v ch ] w y
t d n s z | r
k g ng sh

La capacité de segmenter le flux de sons est un grand succés aussi, parce gue cela permet aux enfants
d’'identifier les limites des mots et d'étendre leur vocabulaire. D'abord, I'apprentissage de nouveaux mots
est un processus lent. Il semble que le changement ait lieu a I'age de 18 mois ou ce processus s'accélére
profondément (‘vocabulary spurt” - ‘sursaut de vocabulaire’) au moment ou les enfants arrivent a apprendre
environ 50 mots. La vitesse du développement du vocabulaire est présentée dans le graphique suivant :'®

Sursaut de vocabulaire

600

500 /

N
o
o

w
o
o

Quantité de mots
> B
o o

o

12 18 24
Age (mois)

Quant a la grammaire, les enfants ont encore beaucoup a parcourir avant d’acquérir ce systeme complexe
définitivement. Afin de déterminer la trajectoire de leurs progreés, il peut étre utile de consulter le résumé
du développement des terminaisons et des mots fonctionnels présentés ci-dessous:®

[tem
1. Présent (-ing)
2.-3. dans, en, sur
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. Pluriel (-s)

. Passé irrégulier

. Possessif (-'s)

. Copule non contractile (is, am, are)
. Articles (a, the)

. Passé régulier (-ed)

. Troisiéme personne réguliére (-s)

. Troisieme personne irréguliere

- O O 0 N4 O 01>

_

A la fin du premier chapitre, il est indispensable de souligner que nous avons relativement peu de
connaissances sur la fagon dont les enfants apprennent la langue. Mais grace a la recherche qui a fleuri
depuis les cing derniéres décennies, nous sommes capables d‘assembler les pieces et ainsi de commencer
a voir le tableau complet. En plus, les résultats des recherches comme ceux mentionnés ci-dessus sont
utilisables dans la recherche d'analogies entre I'acquisition de la langue maternelle et I'acquisition de la
deuxieme langue, y compris la langue étrangeére.

2. UACQUISITION DE LA DEUXIEME LANGUE

Ce chapitre va brievement présenter quelques théories et modeles qui tentent d'expliquer comment
s'apprend la deuxieme langue. Bien qu'il y ait eu des tentatives de « dissiper le c6té magique » et de
présenter une solution simple et compréhensible qui expliquerait un processus si compliqué, de nouveau
nous n‘avons pas de réponse définitive. Nous voudrions présenter les réponses de quelques courants de
pensées, dont les adeptes reconnaissent I’hypothése que le processus d'acquisition de la langue maternelle
et le processus d'acquisition de la deuxieme langue sont d'une maniére ou de I'autre similaires.

Autrefois des savants ontessayé d’expliquer ce quiapu arriver pour que les gens soient capables d'apprendre
une deuxieéme langue. Par exemple les behavioristes qui percevaient le langage comme d'autres sortes
d'apprentissage comme une formation d’habitudes (habit formation). Une quantité importante de preuves
a toutefois mis en doute le point de vue behavioriste.?°

Comme autre alternative nous pouvons citer, par exemple, le modele cognitif (cognitive model) développer
par MclLaughlin.?’ Son modéle du processus de [‘attention (attention-processing model) est toutefois
une construction assez complexe - ‘attention’ en tant que continu mouvant du focal au périphérique,
‘processus’ du contrélé a I'automatique. Du point de vue des formes linguistiques nous pouvons dire en
fin que I'apprentissage enfantin consiste presque exclusivement en attention périphérique.?

Le modéle nativiste suivant- la théorie d‘acquisition linguistique de Stephen Krashen® — était dans le
dernier quart du vingtieme siecle le point de vue théorique le plus controverse mais aussi le plus important
concernant I'acquisition de la deuxieme langue. Cette théorie se compose de cing hypotheses étroitement
liges:

1. Hypothése d'acquisition / apprentissage (Acquisition / Learning Hypothesis)

2. Hypothese de monitor (Monitor Hypothesis)

3. Hypothese d’entrée compréhensible (Compréhensible Input Hypothesis)

4. Hypothése d'ordre naturel (Natural Order Hypothesis)

5. Hypothése de filtre affectif (Affective Filter Hypothesis)

Pour récapituler les idées principales de la théorie, il est important d'introduire la différence entre
I'acquisition et I'apprentissage, qui étaient vus comme deux moyens différents d'interioriser le langage.
Le premier, I'acquisition, est un processus subconscient et intuitif comme si I’'enfant récoltait le langage.
Le deuxieme, I'apprentissage, est un processus conscient, pendant lequel les apprenants se concentrent
sur la formation et le développement des regles conscientes concernant la langue. Seule |'acquisition peut
amener a une fluidité commmunication courantes. Pour faciliter I'acquisition, une entrée compréhensible
(I + 1) est de premiere importance, c'est-a-dire une entrée qui surpasse légérement le niveau actuel des
compétences de I'apprenant. Les éleves sont capables de comprendre |'entrée par des points de reperes
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contextuels. Une partie importante de I'hypothése de I'entrée recommande de ne pas exclure le parler en
tant que telle, car cela va ‘apparaitre’ au moment ou I'adoptant apreés une période de silence expose une
entrée assez compréhensible. En outre, il nous faut un filtre affectif assez bas afin d'éviter un blocage de
I'entrée nécessaire pour I'acquisition.?

La théorie Krashen a été largement critiquée pour plusieurs raisons, principalement parce qu'il a mis I'accent
sur I'exposition, ou I'entrée, plutét que sur la pratique. En outre, les critiques n'avaient pas d'informations
sur ce qu'il fallait faire avec les apprenants chez lesquels la parole 'n'émerge pas’ et pour qui la période
de silence pourrait durer éternellement.?® En dépit de toutes les critiques elle est devenue une théorie
influente fournissant des fondements théoriques de /‘approche naturelle a I'enseignement de |'anglais.
L'approche est appelée ‘naturelle” parce que les principes sous-jacents semblent conformes aux principes
de l'acquisition de la langue maternelle.?®

Enfin et surtout, un modéle « socio-constructiviste » va étre présenté. Tout d'abord, la théorie de
I'apprentissage par Lev Vygotski va étre introduite. Lev Vygotski souligne I'importance de la langue, vy
compris les paroles, signes et symboles, dans I'interaction avec les gens. C'est par le biais de la langue
que la culture est transmise, que la pensée se développe et que |'apprentissage se produit.?’ Il introduit
également un concept de la médiation - c'est-a-dire, comment le réle des autres personnes importantes
dans la vie des apprenants sert de référence. Les mediateurs, les parents, les enseignants ou méme les
peers avec plus de connaissances, eux tous sélectionnent et faconnent les expériences d’apprentissage
présentées a 'apprenant. lls les aident a se déplacer dans le niveau de connaissance et compréhension,
la zone de développement proximal étant juste au-dela du niveau que posséde actuellement I'apprenant.?
Par conséquent, la nature de l'interaction sociale entre deux ou plusieurs personnes avec un niveau inégal
du développement des compétences et connaissances influence la qualité de I'apprentissage.

Michael Long reconnait également le réle de I'interaction sociale. En formulant son hypothése d'interaction
il énonce que I'entrée compréhensible est le résultat de I'interaction modifiée,® un élément essentiel
dans le processus d'acquisition d'une langue. La recherche fournit des éléments de preuve comme quoi
les locuteurs natifs modifient constamment leurs paroles avec des locuteurs non natifs en vérifiant la
compréhension, demandant des éclaircissements ou en paraphrasant.®® Ce type de discours est
appelé le parler de I'étranger ou parler de |'enseignant.

Ce chapitre a donné un bref résumé des différentes théories d’acquisition de seconde langue ce qui a
apporté quelques apergus utiles de ce processus complexe. Comme la discussion concernait des questions
générales et il n'était pas nécessaire d’expliquer la différence entre la langue ‘seconde’ et ‘étrangére’.
Toutefois, avant de passer aux questions spécifiques ciblées dans ce livre, il nous semble important de le
faire.

D’aprés a consensus qu'une langue non native apprise et utilisée dans un pays est appelée ‘seconde
langue” tandis qu'une langue non native apprise et utilisée par rapport a une communauté de discours a
I'extérieur des frontiéres territoriales est normalement appelée la ‘langue étrangere’ 3! Toutefois, certains
auteurs ne différencient pas les termes et utilisent le terme ‘la langue seconde’ pour faire référence
a toute autre langue apprise aprés la langue maternelle.®? Mais certains autres auteurs proposent que
les caractéristiques centrales de ‘I'apprentissage de langue étrangere’ résident dans le volume et le
type d’exposition a la langue.® Un enfant tchéque apprenant I'anglais est un exemple d'un contexte
EFL (English as a foreign language - I'anglais comme langue étrangere), dans laquelle I'exposition a la
langue est généralement limitée a plusieurs legons d'enseignement par semaine. En outre, I'expérience
en dehors de la salle de classe est trés limitée sauf dans le cas ou elle est activement recherchée, bien
que la télévision, I'internet et I'industrie du cinéma médiatisent la langue cible et |'expérience de culture
efficacement. Par conséquent, par rapport aux contextes de |'apprentissage de seconde langue, ‘la langue
étrangere’ est apprise avec beaucoup moins de soutien de I'environnement.®* C'est pourquoi le terme ‘la
langue étrangere’” sera utilisé dans ce livre a partir de maintenant.

De méme, on devrait faire une distinction entre ‘I'acquisition” et ‘I'apprentissage” bien que les deux
termes aient été utilisés indifféremment jusqu’a présent. Selon la théorie de Krashen, ‘l'acquisition’
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ressemble a la fagon naturelle de ‘collecter” la langue par la prestation d’entrée compréhensible et par
I'utilisation de la langue pour la communication significative tandis que ‘I'apprentissage * entraine des
connaissances explicites des formes de la langue, l'instruction et la correction d'erreurs formelles sont
nécessaires pour que ‘l'apprentissage * se produise.®® Dans ce livre, on met I'accent sur /"apprentissage
d’une langue étrangere en tres bas age, ce qui implique qu’il y a une sorte d'enseignement formel de la
langue étrangére, mais il devrait également impliquer la création de possibilités pour I'acquisition.

3. LAGE ET LA LANGUE D’APPRENTISSAGE

3.1 Plus jeune, c’est mieux?

Répondre a cette question n’est pas facile, peut-étre méme impossible ; I'dge” optimal pour démarrer une
langue étrangére n'a pas encore été établi. La recherche a commencé il y a cinquante ans, puis en 1967,
le biologiste Eric Lenneberg a apporté une contribution considérable en faisant valoir que le périphérique
d'acquisition d'une langue (voir chapitre 1) fonctionne correctement seulement quand il est stimulé au
bon moment — une période qui s'appelle ‘la période critique’.?® Ainsi il a soutenu les idées innéistes de
I'acquisition de la langue maternelle. Par conséquent, /" hypothése de la période critique a été formulée
indiquant qu'il y a une période déterminée biologique de la vie ou la langue peut étre acquise plus facilement
et au-dela de laquelle elle est de plus en plus difficile a acquérir.®” Selon cette hypothése les enfants aprés
la puberté n'acquerront pas du tout leur langue maternelle ou le processus d’acquisition sera beaucoup
plus difficile et restera incomplet.

Au cours du temps, I'existence de la période critique est I'un des problémes les plus discutés en matiere
d'adge et d'apprentissage des langues. Méme si de nombreuses études ont été menées au cours des
derniéres, les résultats semblent peu concluants. Il est difficile d’obtenir des réponses sans ambiguité
comme les études ne peuvent étre comparées a cause de leurs méthodes variées, de leurs contextes, de
leurs variables, etc.. Par exemple, pour les raisons discutées dans les chapitres précédents, il estimpossible
de comparer les résultats de recherche concernant les enfants qui apprennent une langue seconde dans
un milieu naturel sans enseignement avec des résultats obtenus dans le contexte d'apprentissage des
adultes dans les classes de langue étrangére. En outre, il est pratiquement impossible de séparer le facteur
d'age des autres facteurs comme la motivation, I'identité sociale, les conditions d’apprentissage, etc.. Il y
a certains éléments qui prouvent, résultant de la recherche dans le cadre de I'acquisition de la deuxieme
langue, que les éléves plus agés sont plus efficaces que les jeunes apprenants ; les adolescents et les
adultes apprennent vite alors que les enfants les surpassent dans la réalisation éventuelle.*® Mais qu'est-
ce que les apprenants devraient atteindre ? Les partisans de I'hypothése de la période critique prennent
en charge la maftrise quasi native d’'une langue seconde. Les opposants soutiennent qu’ il nous reste une
preuve puissante d'une période critique pour les accents, mais pour I'accent uniqguement.*® Mais, est-il
vraiment important d'avoir un accent quasi natif? Cela dépend. Certains éleves sont fortement motivés
pour avoir la méme prononciation qu’ un locuteur natif pour diverses raisons —s'intégrer a la culture cible
pour étre I'un d’entre eux. Toutefois, la capacité a comprendre les locuteurs natifs et a produire des
discours compréhensibles, est un objectif beaucoup plus réaliste pour la majorité des apprenants. En
outre, il est difficile de juger quelle performance respecte le critére de maitrise quasi native en termes
de prononciation. Dans une étude sur des adultes orateurs néerlandais d’anglais, certaines performances
non indigénes ont été marqués comme indigénes, ce qui est remarquable, car tous les orateurs étaient
des apprenants tardifs. En plus, de nombreux locuteurs natifs d’anglais ont été jugés non indigenes.*' La
différence native / non native semble étre devenue floue comme |'anglais est devenu un véritable ‘lingua
franca’, la langue de communication internationale avec environ deux fois plus de locuteurs non natifs
anglais que de locuteurs natifs.

Toutefois, les avantages de I'apprentissage trés précoce des langues sont du domaine affectif comprenant
de nombreux facteurs : les valeurs, les comportements, I'empathie, I'extroversion, | inhibition, I'estime de
soi, I'anxiété, etc.. Les avantages potentiels d'un apprentissage en bas d4ge comprennent les éléments
suivants: (1) les jeunes enfants n'ont pas développé d' inhibitions concernant leur identité (2) leur égo
linguistique est dynamique et flexible, donc une nouvelle langue a ce stade ne représente pas une menace
(3) avec une autre langue ils sont susceptibles d'acquérir une deuxiéme identité (4) les jeunes enfants
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n‘ont pas développé différents types de comportements négatifs envers d'autres races, d'autres cultures,
d'autres langues, etc.*?

En dehors de la raison favorable a un apprentissage précoce dérivée de la preuve basée sur la recherche
mentionnée ci-dessus, il y a aussi des raisons éducatives et politiques. Entre autres le facteur du temps
doit étre aussi pris en considération. Un apprentissage précoce offre une période générale plus longue
d'apprentissage et a le potentiel d'influencer le développement personnel des enfants lorsqu’ils sont
toujours a un stade de développement rapide.*® Cet avis est conforme a la politigue communautaire dans
le domaine de I'éducation de langues. La Commission européenne, dans : Promouvoir I'apprentissage des
langues et la diversité linguistique : un plan d’action 2004 2006 (Promoting Language Learning and Linguistic
Diversity: An Action Plan 2004 — 2006)** a exprimé son intention d'étendre, consolider et développer
I'apprentissage précoce d'une ou plusieurs langues étrangéres ou supplémentaires dans chacun des Etats
membres. En 2005 Jan Figel, le commissaire européen de I'éducation, de la formation, de la culture et
du multilinguisme, a formulé les raisons favorables a un apprentissage précoce: “dans une Europe élargie
et multilingue, I'apprentissage des langues étrangéres dés un trés jeune dge nous permet de découvrir
d'autres cultures et de mieux se préparer a la mobilité professionnelle.”*® Le plan d'action 2004-2006
fait également valoir que la proposition d une autre langue a un age précoce n'est pas intrinséquement
avantageux. En méme temps, le document fournit une liste de conditions préalables a réunir.

Pour conclure, quand nous allons prendre une décision quand démarrer |'apprentissage d'une langue
étrangere, nous devrions examiner attentivement les objectifs et le contexte dans lequel il doit s’effectuer.
Contrairement a la langue maternelle d'acquisition (voir chapitre 1), il y a un nombre de conditions
extérieures, qui définissent un environnement favorable ou méme ‘permettant I'apprentissage’. Sans créer
des conditions favorables pour I'apprentissage, les avantages potentiels de I'apprentissage des langues en
trés bas age peut ne pas étre transformé en des gains réels. Avant d'ouvrir la discussion concernant les
conditions d'apprentissage des langues en trés bas age, il est important d'initier I'apprenant.

3.2 Le tout-petit apprenant

Le groupe d'age cible de ce livre est un enfant de deux ans qui commence a apprendre une langue étrangere.
C’est une nouvelle situation comme généralement 'apprentissage des langues étrangéres démarre plus
tard. Parmi les caractéristiques d'un apprenant de langue étrangére trouvées dans la littérature, nous
trouvons généralement les éléments suivants : la connaissance d'une autre langue, la maturité cognitive,
la sensibilisation métalinguistique ou la connaissance du monde.*® Malheureusement, ces caractéristiques
ne sont pas applicables a notre situation comme les enfants agés de deux ans sont toujours dans le
processus de I'acquisition de la langue maternelle et du développement personnel. Afin de formuler des
principes d'apprentissage des langues un trés bas age, il faut que d’abord nous comprenions les aspects
du développement de 'apprenant dans une certaine mesure.

'apprenant, que nous avons a |'esprit, est juste au csur du stade de développement couvrant la période
d’un a trois ans. Les psychologues utilise le terme “petit enfant” lorsqu’ils se référent a un enfant au cours
de cette période. Cette période est trés influencée par trois changements importants qui se produisent
au cours de cette période: les enfants apprennent a rester debout et marcher, ils acquierent la langue
maternelle et prennent conscience de leur ‘soi”.#’ Le premier des trois changements majeurs de cette
étape est lié au développement psychomoteur de I'enfant. La capacité nouvellement acquise a marcher
permet aux enfants d'explorer I'espace d'une maniere nouvelle et active. lIs se |évent, courent et tombent,
jouent a cache-cache, approche des objets provenant de directions différentes, en développant ainsi la
conscience spatiale. En outre, ils doivent également développer le controle spécifique de certains muscles
afin de faire du sport, effectuer des actions au quotidien,* tels que de s’habiller, découper, colorier et
dessiner et aussi d'articuler les sons.

La deuxiéme modification - le miracle de I'acquisition de la langue maternelle — a déja été discutée. A ce
stade, il peut étre utile de souligner qu'il existe des différences entre les individus, en ce qui concerne le
rythme du processus. Il y a des enfants de deux ans qui ne parlent pas du tout alors que d‘autres sont
relativement avancés- leur vocabulaire productif est au-dessus de la moyenne de trois cents mots, leurs
phrases sont plus longues que trois mots. Il est également important de garder a I'esprit que ces différences
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ne prédisent pas le développement futur des enfants. L'acquisition de la langue maternelle procede par
étapes inégales du développement, les périodes de développement rapide sont suivies par les phases de
consolidation.*® Le rdle facilitateur de saisie pertinente dans I'acquisition de la langue maternelle a déja été
mentionné. Pour résumer, I'acquisition de la langue maternelle contribue au développement personnel
général en matiére de développement cognitif, social et psychomoteur de I'enfant. Le développement
psychomoteur a été mentionné dans le paragraphe précédent, tandis que les aspects du développement
social et cognitif seront analysés plus amplement.

Pour pouvoir nous faire une idée du développement cognitif de I'enfant, nous pouvons consulter Jean
Piaget, un psychologue du développement cognitif, dont le travail a eu beaucoup d'influence sur I'éducation
bien qu'il ait également recu quelques critiques. Piaget a souligné le caractere constructif du processus
d'apprentissage; les individus sont activement impliqués dés la naissance a la construction du sens
personnel qui est leur propre compréhension personnelle du monde autour d’eux. lls le construisent sur
la base de leurs expériences.®® Les apprenants sont supposés passer par une série d'étapes. La premiére
étape est une étape d'apprentissage sensori-moteur dans laquelle les enfants, dés la naissance jusqu’a
I'dge de deux ans, explorent I'environnement par les sens fondamentaux. La prochaine étape est pré
opérationnelle ou intuitive. Dans ce stade concernant les enfants 4gés de deux a sept ans, les pensées de
I'enfant deviennent plus flexibles et la mémoire et I'imagination commencent a jouer un réle. Les enfants
agés de deux a quatre ans fonctionnent de plus en plus avec des symboles, néanmoins, ils ne sont pas
capables de créer les termes génériques, et par exemple, ils utilisent le mot “ papa " pour désigner “ un
homme ". A I'age de sept ans, les enfants entrent dans la phase concréte-opérationnelle. Les enfants
sont capables d'aller au-dela de l'information donnée, mais leur pensée est encore trés dépendante des
exemples concrets. Enfin, a I'age d'environ douze ans, les enfants entrent dans le stade de la pensée
opérationnelle formelle ou le raisonnement abstrait est de plus en plus possible.®!

Il reste encore beaucoup a apprendre du travail de Piaget. Nous devons réaliser comme il est important de
tenir compte de I'apprenant en tant qu'individu, engagé activement a construire le sens, pas un destinataire
passif de la connaissance. Par ailleurs, rappelons nous qu'il existe une relation entre le développement
de la langue et le développement de la pensée. Par conséquent, apprendre par cSur n'entraine pas a
la compréhension plus profonde. Enfin, les exigences de n'importe quelle tdche doivent correspondre
au niveau cognitif dont I'apprenant est capable. Si nous concevons une tache, qui est au-dela de ‘ici et
maintenant’, les enfants agés de deux ans ne peuvent pas I'accomplir en raison du niveau élevé du défi
cognitif. Mais n'oubliez pas, un faible niveau du défi cognitif n’est pas non plus souhaitable.

En ce qui concerne le développement social, il est nécessaire de reconnaitre le réle de la langue dans ce
processus. Dans la petite enfance la langue devient treés vite un outil dans le processus de socialisation. Les tres
jeunes enfants sont trés égocentriques. Le monde évolue autour d'eux et ils voient tous les événements se
concentrant sur eux-mémes.5? Au fur et a mesure que les enfants grandissent, ils deviennent plus conscients
d'eux-mémes. Et cela est le troisieme événement important dans la vie d'un tout-petit. Un jour, une petite fille
ne fait plus référence a elle-méme en utilisant son nom et au lieu de cela elle utilise le” je”. Pour comprendre
pourquoi cela se produit, il faut faire référence aux idées d'Erik Erikson sur le développement psychologique
humain. Il prétend que cela dépend de la fagon dont les individus passent par des étapes prédéterminées et
des défis qui sont définis par la société a un moment particulier dans leur vie. Alors que le défi, dans la petite
enfance, est de développer la confiance en le monde, y compris soi-méme, avant I'age de deux ou trois ans, le
défi devient I'un des défis établissant I'autonomie. Cette étape est considérée comme |'étape clé dans la vie
personnelle ou les bases d'un sens de propre compétence sont définies.®® Que se passe-t-il réellement dans
cette période? Non seulement les enfants ont commencé a utiliser correctement les pronoms ‘je” et “tu’, ils
ont également défini leur propre position dans le monde, leur propre identité. lls deviennent plus activement
engagés dans les événements, ils initient, engagent les partenaires dans un jeu. lls démontrent leur propre
volonté et expriment des sentiments négatifs au moment ou est limitée. Certains enfants peuvent faire des
expériences conflictuelles plus autonomes. C'est naturel ; toutefois, ces conflits devraient étre traités avec
prudence comme trop de restrictions peuvent empécher le développement de I'autonomie.®

Le développement social de I'enfant se refléte dans la fagon dont il joue. Les trés jeunes enfants jouent
seuls; ils n"ont pas besoin de la présence d’autres enfants. A I'age de trois ans, les enfants engagent un
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jeu paralléle, peut-étre ils s'imitent les uns les autres mais ils agissent comme des individus. Une véritable
interaction de partenaires du méme age, c'est-a-dire un jeu réel social, peut étre observée dans les groupes
d’enfants agés de quatre ou cing ans. Les enfants de deux ans jouent avec des objets divers mais ils font
croire que |'objet est quelgue chose d'autre de ce qu'il est vraiment, par exemple, qu'un morceau de bois
est un bateau.

Pour conclure, ce chapitre a mis en évidence que,, ce qui compte plus que I'dge chronologique est I'age
de développement.’® Cela varie selon I'individu et nous aurons a pourvoir au développement inégal des
apprenants du méme age. Le chapitre suivant vous suggére comment les caractéristiques de I'apprenant,
mentionnées ci-dessus, devraient étre reflétées dans les principes didactiques qui sous-tendent
I'enseignement et I'apprentissage des langues en trés bas age.

4. DANS L'ESPOIR D'UNE RICHE MOISSON

'apprentissage des langues en tres bas age ressemble a I'agriculture, au moins dans la mesure ou vous
investissez beaucoup mais la récolte n’est pas garantie. Vous semez des graines, vous travaillez longtemps
de fagon tres dure, espérant une grande récolte. Toutefois, durant cette période la météo, par exemple,
endommage ce qui vous avez planté. Dans le contexte de I'apprentissage des langues en trés bas age les
avantages du début précoce peuvent étre compris comme les graines du succes®® qui doivent étre semées
dans des conditions favorables. Par conséquent, ce chapitre présente les prémisses pour |'apprentissage
des langues en trés bas dge couronné de succes.

4.1 Conditions extérieures

Dans ce texte on a déja remarqué qu'il existe une condition externe favorable pour I'acquisition de la
langue maternelle, c'est-a-dire la fourniture de l|'entrée significative. Toutefois, dans |'apprentissage
de la langue étrangeére, les choses sont beaucoup plus complexes comme |'apprentissage se produit
avec beaucoup moins de soutien de I'environnement. Par conséquent, la création d'un environnement
‘permettant I'enseignement’ est une condition sine qua non. S'appuyant sur les chapitres précédents nous
pouvons définir un tel environnement en formulant des conditions dans lesquelles les avantages potentiels
de I'apprentissage précoce peuvent étre transformés en des gains réels.

La condition principale est d'avoir un enseignant qui a été spécialement formé pour travailler avec de trés
jeunesapprenants.®” Untelenseignantestavanttout un utilisateur compétentd’une langue. Malheureusement,
il 'y avait eu un mythe répandu comme quoi I'enseignement de trés jeunes apprenants ne pose pas de
hautes exigences sur les compétences communicatives de I'enseignant dans la langue cible. En fait, c'est
le contraire. L'enseignant est censé créer les conditions qui permettront aux jeunes enfants d'apprendre.
Dans ce contexte, cela signifie de créer les conditions pour I'acquisition en offrant une variété d'entrées
significatives et par I'interaction enseignant-apprenant. Cependant, ¢’est pratiguement impossible sans la
maftrise appropriée de la langue. L'enseignant doit étre sCr de lui et parler couramment la langue. Cela implique
également la possibilité d'en tirer, spontanément et avec souplesse, un éventail de thémes différents plutét
que de s'appuyer sur des phrases mémorisées pour s'occuper de la routine ou des situations prévisibles.®®
La fagon dont les enseignants s'adressent aux jeunes enfants dans les classes, ce qu'on appelle le parler de
I'enseignant, semble étre un simple discours que tout le monde peut produire. Contrairement a cette opinion,
le parler de |'enseignant est un type spécifique de la parole modifiée a dessein afin de permettre aux enfants
de comprendre le sens avec l'aide d'indices contextuels. En outre, il y a une question de précision liée a la
prononciation. Les enfants doivent étre exposés aux formes correctes plusieurs fois avant qu'ils les integrent
dans leur propre discours. N'oubliez pas que les enfants, locuteurs natifs d’anglais, n'ont appris les sons th’
qu’a I'age de quatre ans en dépit de toute I'exposition.

Rendant les choses encore plus compliguées, un haut niveau de compétence communicative dans
une langue ne fait pas un professeur compétent. De plus, I'enseignant doit comprendre le processus
d'apprentissage de langue étrangére ainsi que les besoins individuels de |'apprenant provenant de ce
groupe d'age spécifique. En outre, I'enseignant doit pouvoir assister a ces besoins au moyen d'une
variété de méthodes appropriées, de techniques et d'approches. Pour résumer, il est important de former
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les enseignants dans la pédagogie d’enseignement primaire et maternel et dans la pédagogie
d’apprentissage de la langue en bas age.*® Une telle éducation aidera les enseignants a prendre des
décisions éclairées, par exemple, de quelle fagon et dans quelle mesure il est nécessaire de modifier
le parler de I'enseignant et les modeles d’'interaction. Ce livre n’aspire pas a couvrir tous les domaines
de l'apprentissage linguistique en bas age ; quelques lignes directives pour les enseignants des jeunes
enfants sont fournies dans la deuxiéme partie de ce chapitre.

La condition importante suivante est liée au temps de plusieurs fagons. Tout d'abord, nous devrions
examiner si assez de temps scolaire® est consacré aux langues, cependant, il n'est pas possible
d'étendre déraisonnablement au détriment des autres domaines éducatifs. Deuxiemement, la planification
hebdomadaire devrait étre également envisagée avec soin. D'aprés le rapport de certaines études, la
répartition du temps en legons plus courtes et plus fréquentes rend de meilleurs résultats.® Enfin, une
fois que nous décidons de commencer |'apprentissage des langues en trés bas age, nous devons réfléchir
a une perspective a long terme — si la continuité sera assurée. La discontinuité a un effet négatif sur
les performances des éléves. Des recherches démontrent qu'il est difficile pour un enfant, avec une
compétence a développement tardif dans une langue étrangere, de la transférer d'un environnement
familier dans un environnement inconnu et tres différent.5? C'est pourquoi un éventuel effet décourageant
de discontinuité et un nouveau départ devraient étre envisagés consciencieusement. Une fois que les
parents décident d'engager leurs enfants dans |'apprentissage des langues en trés bas age, ils devraient
s'engager a fournir le développement durable de la langue pour leurs enfants.

La condition suivante a discuter est l'exposition. L'inspiration a été trouvée dans le contexte de
I'apprentissage de la deuxieme langue ou les enfants sont exposés a la langue tout autour d'eux, dans et a
I'extérieur de I'école, ce qui est I'une des caractéristiques d'un environnement d'apprentissage idéal.®® Afin
de créer des conditions favorables pour apprendre une langue étrangére, nous devons chercher a optimiser,
I'exposition a la langue étrangére en dehors de la salle de classe.® Il n'est pas toutefois facile de le faire.
Peu importe la fréquence des legons, I'enseignant ne peut étre la seule source d'entrée compréhensible.
Par conséquent, il est inévitable d'impliquer d'autres participants, a savoir les parents, dans le processus.
Le role des parents est abordé dans le chapitre cing tandis que des ressources non-humaines utiles seront
traités dans le chapitre six.

Enfin, il est nécessaire d'organiser le processus enseignement / apprentissage en classes assez petites
pour que le processus d'apprentissage soit efficace.®® Spécifier le nombre d'éléves dans une classe n'est
pas facile, c'est vivement individuel selon le contexte spécifique. Toutefois, ceux qui sont responsables de
la décision concernant le nombre d’apprenants dans un groupe examineront certainement s'il est possible
pour I'enseignant de fournir I'attention individuelle a chaque apprenant, s'il y a suffisamment d’espace pour
les activités impliquant les parents, quel type d'équipement est disponible, y compris les aides didactiques
non-matérielles, etc. Les résultats du projet du club des tout-petits « Maman, papa et moi » suggere que
les groupes de cing a six enfants sont optimaux.

Pour conclure, il y a plusieurs conditions qui déterminent si la récolte sera riche ou non. Bien que nous
ayons tendance a hiérarchiser le facteur d’enseignant, les autres conditions sont importantes aussi. Il est
évident qu'avoir une legon par semaine ne fait pas une différence en termes d'apprentissage, peu importe
dans quelle mesure I'enseignant est compétent.

4.2 Principes didactiques

Alors que la partie précédente résume les conditions générales en vertu desquelles les jeunes enfants sont
susceptibles d'apprendre une langue étrangere, cette section offre un ensemble de principes didactiques.
lls sont basés sur I'arriere-plan théorique abordé dans les trois premiers chapitres et sont destinés a fournir
des conseils pour la pratique quotidienne des enseignants. Les principes permettront aux enseignants de
comprendre, par exemple, la raison pour laquelle un enfant part au milieu d'un conte de fées pour jouer
avec une poupée ou pourgquoi un autre enfant ne répond jamais.

@ L'apprentissage holistique
Tout d'abord, le concept de 'apprentissage holistique, ¢c'est-a-dire le concept de la langue et de I'apprenant
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dans son ensemble,®® va étre introduit. Des ressources traitant I'apprentissage des langues en trés bas age
proposent que plus les enfants sont jeunes, plus ils sont « holistiques ».

En termes d’apprentissage d'une langue, ils apprennent sur les significations dans un contexte intégré,
significatif, multi-sensoriel.®” L'apprentissage des langues précoces est pergu comme une partie
d'apprentissage en général, ainsi tous les trois domaines — cognitif, affectif et psychomoteur — doivent étre
respectés afin de soutenir I'enseignement global de I'enfant. Cependant, dans I'enseignement de langue
en trés bas age, une haute priorité est accordée aux objectifs de comportements.®® Les réalisations dans
le domaine cognitif, c'est-a-dire les objectifs de contenu, sont percus comme moins importants que les
réalisations dans le domaine affectif. En d'autres termes, le nombre de mots qu'un enfant apprend, n’est
pas important, mais il importe gqu'ils aient une expérience positive ou négative d'apprentissage.

® La compréhension précéde la production

Les enfants acquérant leur langue maternelle et également les jeunes apprenants dans un environnement
d'apprentissage informel de seconde langue ont été largement exposés a la langue avant de commencer
a la produire. Personne ne les force a parler; ils sont autorisés a étre silencieux jusqu'a ce qu'ils soient
préts a parler. Le temps ou se termine la période de silence est différent et individuel. Ainsi il peut trés bien
arriver que les enfants agés de deux ans puissent ne pas se sentir encore assez confiants pour parler leur
langue maternelle, ils peuvent étre encore dans la période silencieuse. Simultanément, ils commencent
a apprendre une langue étrangére. Par conséquent, le méme principe s'applique pour apprendre une
langue étrangeére. Les enfants doivent étre largement exposés a la langue, mais ils ne devraient pas étre
contraints de répondre. Méme si les petits enfants ne disent vraiment rien, ils sont toujours en train
d'apprendre,®® méme si ce qu'ils ont appris n'est pas directement observable. C'est la raison pour laquelle
il est irréaliste ou méme injuste si les résultats de 'apprentissage des jeunes enfants sont indiqués en
termes de vocabulaire productif.

Lorsque nous discutons l'importance de la compréhension, la réponse physique totale (TPR) devrait
également étre mentionnée. Cette méthode d’enseignement des langues est fondée sur I'hypothése
que les discours s'adressant aux jeunes enfants se composent principalement de commandes, les
enfants répondent en agissant avant de commencer a produire des réponses verbales.”® L'écoute est
accompagnée de mouvements physiques qui dirigent le TPR vers |'apprentissage du cerveau droit. Les
techniques d’enseignement reliant I'action physique et I'écoute ou |'utilisation de réponse physique pour
démontrer la compréhension sont devenues partie du répertoire de I'enseignant.

@ Variétés d’entrée significative

En dehors de tout ce qui concerne I'exposition générale a la langue, la fourniture d'une grande variété
d'entrées significatives a été identifiée comme une autre caractéristique importante d'un environnement
idéal pour les jeunes enfants pour apprendre une seconde langue.”’ Par conséquent, on croit qu'elle
fonctionnera de maniére similaire dans le contexte d'une langue étrangére. Les enfants sont exposés a
une variété d'utilisations de la langue pour I'interaction, pour obtenir des choses, pour imaginer. L'entrée
dans la langue est significative si elle est un moyen de communication plutét qu'un sujet a apprendre. Par
conséquent, la concentration est sur le sens et non sur la forme de la langue.

@ La haute fréquence de I'exposition

La question de I'exposition a déja été introduite comme une des conditions définissant un environnement
d'apprentissage favorable. Toutefois, la discussion portait a maximiser I'exposition a la langue en dehors de
la salle de classe. Cette fois la fréquence de |'exposition est dans le centre d'attention. Pour I'apprentissage
de langue étrangére en classe de tout-petits. une haute fréquence de |'exposition a la langue étrangére
est souhaitable.”? Toutefois, la fréquence ne signifie pas une ‘répétition et association” behavioriste. Elle
est plutdt comprise comme un événement significatif. Les enseignants cherchant le soutien théorique et
la preuve peuvent s'appuyer sur les conclusions de la recherche dans I'acquisition de la langue maternelle
pour prétendre que les enfants, d'aprés les modéles cohérents, répétés dans des contextes significatifs,
finalement transféreront les formes correctes dans leurs propres paroles.”

@ Le principe ‘ici et maintenant”
L'apprentissage des langues trés précoces est trés limité au type d’expérience “ici et maintenant “comme
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il a été préconisé par la psychologie cognitive. Ce qui se passe aujourd’hui, ce qui vient de se passer ou est
en train de se passer représente le contexte des activités d'apprentissage. Les enfants a I'dge de deux ans
ne sont pas capables de dépasser les limites données par “ici et maintenant ".

@ Les activités d’apprentissage approprié

Les jeunes enfants participent a des activités d'apprentissage. Lorsque le professeur envisage une activité,
il doit s'assurer que ce n'est trop difficile, ni trop facile - I'activité doit étre au niveau approprié de défi. Une
simple question comme Est-ce que I'enfant est capable de faire cela ? peut déclencher des considérations
de I'enseignant concernant le développement cognitif, social et psychométrique de I'enfant. En outre,
ce n'est pas seulement le bon niveau de défi qui importe, nous devrions également prendre en compte
I'étendue de concentration. Les jeunes enfants sont capables de faire attention pendant une courte période
de temps. C'est pourquoi il est conseillé de changer d activités toutes les cing a dix minutes.” Il s'agit
plutdt d'une réponse individuelle parce que, dans toute activité de groupe, I'étendue de concentration
(attention) de I'apprenant peut varier. Afin d'obtenir et conserver I'attention des enfants, il est recommandé
d'utiliser une variété de stimuli, par exemple, quelque chose de nouveau ou d'inattendu, un moment de
surprise. Enfin, les jeunes enfants apprennent au moyen de tous leurs sens ; par conséquent, les activités
d'apprentissage en général devraient permettre I'application de I'approche multi-sensorielle.

@ L'attention individuelle

En s’occupant des enfants dgés de deux ans, nous ne devrions pas étre surpris par le niveau de leur
égocentrisme. Il est trés important que les petits enfants obtiennent I'attention individuelle de I'enseignant
autant que possible.” Ce principe devrait étre pris en compte lorsqu’on décide de la densité d'une classe.
Dans une grande classe, un enfant peut étre frustré en raison du manque d'attention individuelle. Par
conséquent, un haut filtre affectif empéchera 'acquisition de I’'enfant.

® Environnement sécurisé

Le tout dernier principe est de nature différente comme il guide I'application des principes précédents.
Quoique nous fassions, nous devrions toujours étre prudents concernant le sens de sécurité des enfants.
Dans le contexte d'apprentissage des langues en tres bas age, la présence des parents, ensemble avec
ces routines et activités qui sont familieres aux enfants, les sécurisent. Toutefois, cela ne signifie pas
que nous ne devrions pas introduire de nouveaux éléments. Bien au contraire. Mais nous devrions le
faire d'une maniére prévenante. Cela s'applique également a la langue maternelle qui devrait étre utilisée
judicieusement pour abaisser le niveau de stress ou d'anxiété de I'enfant.

Ce chapitre offre un moyen possible de conceptualisation du domaine des principes didactiques qui
sont a la base de I'apprentissage des langues en trés bas age. Le chapitre suivant abordera les roles de
I'enseignant, de |'apprenant et des parents.

5. Un trio — I'enseignant, I"apprenant et le parent

Enseigner une langue étrangere aux enfants 4gés de deux ans est toujours une situation rare pour les

raisons suivantes :

e Premierement, les apprenants de langue étrangére sont généralement beaucoup plus 4gés au moment
ou ils commencent, alors ils ont des bases sur lesquelles ils peuvent faire référence lorsqu'ils apprennent
une langue étrangeére, par exemple, la connaissance du monde en général, la connaissance de leur langue
maternelle et un certain niveau de connaissances métacognitives. Dans cette étape du développement,
ces processus sont paralleles.

e Deuxiemement, les parents ne sont pas normalement présents dans les classes de langue étrangére
tout au long de I'année ; toutefois, dans le contexte d'apprentissage des langues en trés bas age, ils sont
activement impliqués dans la scolarité.

e Troisiemement, I'enseignant est généralement associé avec l'instruction formelle, en milieu scolaire.
Dans ce contexte I'enseignant est censé créer un environnement ‘permettant I'apprentissage” pour les
enfants afin d'acquérir une langue dans un cadre informel.

De plus, I'enseignant est également responsable d'impliquer les parents dans le processus.
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La partie suivante du chapitre mettra en évidence ce que les membres du trio apportent. Dans un trio de
musiciens, chacun d'eux joue d'un instrument différent, mais pour réussir, ils doivent coopérer. De méme,
I'enseignant, I'apprenant et le parent, chacun contribue de maniére unique.

llestévident, comme celaadéja été écritque le réle de l'enseignant est central comme il définitles conditions
d'apprentissage et les fonctions des enfants comme un médiateur dans le processus d'apprentissage
de langue étrangére. Cela signifie également que I'enseignant est censé impliquer les parents dans le
processus. Au début de I'année scolaire il est important d’expliquer les objectifs et moyens d'y parvenir en
donnant des informations concernant les approches,les méthodes et techniques, ¢'est-a-dire ce qui va se
passer et pourquoi. En outre, I'enseignant doit également étre spécifique sur le role attendu des parents
dans le processus. Réciproqguement I'enseignant peut également bénéficier de I'expérience de parents
avec leurs propres enfants.

Bien que les enfants de ce groupe d'age partagent certaines caractéristiques, par exemple, ils sont tous
égocentriques et demandent |'attention individuelle de I'enseignant, chaque apprenant apporte a la classe
son individualité. Comme |'dge de développement est souvent différent de I'dge chronologique, les
différences individuelles peuvent étre considérables. Certains enfants seront confiants dans I'exécution
des actions physiques alors que certains autres sembleront étre maladroits. Certains enfants interagiront
a l'aide de leur langue maternelle, mais d'autres seront encore dans la période silencieuse. De méme,
les compétences comme la manipulation de petits objets, coloriage, dessin, etc. seront inégalement
développés chez les enfants. Quelque soit la diversité des nécessités de l'apprenant individuel, elles
devraient étre respectées afin de ne pas entraver le développement des enfants en posant des demandes
non pertinentes. Cependant, c’est facile a dire, mais difficile a faire. N'oubliez pas tous les principes que
I'enseignant doit garder a I'esprit. Par conséquent, a ce stade on conseille a I'enseignant d'écouter la voix
des parents’.

Qu’est-ce que les parents savent mais que I'enseignant ne sait pas ? Notamment, ¢'est une connaissance
intime de leurs enfants et leur comportement dans différentes situations. Les parents savent ce que leurs
enfants aiment et n‘aiment pas faire. lls décodent les signaux non verbaux que leurs enfants utilisent
pour communiquer le bonheur, la joie, la crainte, I'ennui, la fatigue, I anxiété, etc.. De méme, les parents
aident a décoder les paroles prononcées par leurs enfants. lls savent également en quoi leurs enfants ont
confiance, contre quoi ils luttent et quand il est temps de les aider. Donc, d’'une part, les parents apportent
leurs compétences, ce qu'apprécie certainement I'enseignant ; d'une autre part, il existe des choses qui
seront nouvelles pour eux.

Dans la vie réelle, les parents interagissent naturellement avec I'enfant et fonctionnent comme médiateurs
dans le processus d'apprentissage. Toutefois, dans le contexte d'apprentissage des langues en trés bas
age, ils font face a un nouveau défi - ils sont censés jouer un réle actif dans le processus. Cela implique de
nombreux aspects. Tout d'abord, cela signifie qu'un parent assiste avec I'enfant a toutes les sessions, ce qui
contribue au sentiment de sécurité de I'enfant. Deuxiemement, le parent participe également aux activités
d'apprentissage. Le parent aide I'enfant dans I'exécution des actions qu'ils ne pourront pas accomplir sans
aide, par exemple, battre les mains pour imiter précisément le rythme d’une rime, ou le parent montre ce
qu'il doit faire, par exemple, comment répondre a une consigne donnée par le professeur. La participation
parentale est une source importante d'encouragement et contribue également a supprimer jusqu’ici les
barriéres affectives a I'apprentissage.

Plus important encore, cependant, le parent aussi devrait interagir avec I'enfant en utilisant la langue
étrangere. Comme cela a été mentionné précédemment, maximiser |'exposition en dehors de la salle de
classe est une nécessité, et impliquant les parents semble étre une solution logique. lls sont avec |'enfant
jour et nuit et ils peuvent également organiser le programme quotidien afin que ‘les tranches de langue
étrangére” puissent étre insérées régulierement. Il est hautement recommandé d'associer |I'exposition
a la langue étrangere avec un parent dans une certaine situation (p. ex. aller se coucher avec la mere),
avec un environnement spécifique (p. ex. un coin ‘anglais’ dans la chambre de I'enfant), ou une action
concrete (jouer avec un ours en peluche). Lorsque les parents respectent le plan, les enfants attendent la
langue étrangére d'entrée chaque fois qu’ils vont se coucher ou apparaissent dans le coin “ anglais “ ou
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commencent a jouer avec cette peluche particuliere. Pour plus d'informations concernant la participation
parentale, veuillez consulter le Guide des Parents, un autre produit de la méthodologie de développement
pour le projet d'apprentissage de langue en trés bas age .

Malgré les avantages, il y a un inconvénient potentiel a ce scénario — le niveau de compétence des parents
dans la langue cible. On peut douter du fait que, les parents avec un niveau limité de compétences
communicatives dans la langue cible, soient capables d'aider leurs enfants dans I'acquisition de la
langue étrangére et a interagir avec eux. Par conséquent, une question fondamentale se pose, comment
I'apprentissage des enfants est affecté siles parents les exposent a I’'entrée massive mais de faible qualité,
notamment en termes de prononciation. Nous pouvons seulement présumer les réponses comme la
preuve de recherche n'est pas encore disponible. Ces considérations ne doivent pas offenser les parents
qui essaient difficilement de communiquer a I'aide d'une langue qu'ils ne maftrisent pas, mais cela devraient
nous faire rechercher d’autres fagons de maximiser I'exposition a la langue étrangére.

Le chapitre suivant fournira des aides pédagogiques variées aux parents qui soutiendront leur contribution
significative.

6. LES RESSOURCES

['enseignement linguistique de trés jeunes enfants présuppose |'utilisation d'une variété de techniques
d’enseignement et pédagogiques d'une maniére conforme aux principes didactiques formulés dans le
chapitre 4. Comme les apprenants impliqués dans I'apprentissage des langues en trés bas 4ge ont seulement
deux ans, certains d'entre eux n'utilisent pas encore leur langue maternelle de maniére productive.
Par conséquent, il est irréaliste de s'attendre a s'exprimer dans une langue étrangere, immédiatement
aprés que qu'ils y sont exposés. Ce fait se reflétera également dans le répertoire des techniques de
I'enseignant— I'accent sur la provision d'entrée et la facilitation de la compréhension seront évidents. Le
lecteur va apprendre en détail comment enseigner des techniques spécifiques et pédagogiques dans la
deuxieéme partie de ce livre, par conséquent, les commentaires généraux sur les ressources disponibles
sont résumés dans ce chapitre. C'est a I'enseignant de choisir des techniques et aides d'enseignement
appropriés selon les résultats attendus.

Afin de transmettre le sens de l'entrée de la langue, les aides didactiques visuelles peuvent servir.
['enseignant peut travailler efficacement avec des objets réels de toutes sortes afin d'expliquer la
signification des mots et des actions, ou les enfants peuvent les manipuler eux-mémes. De méme, des
images sont utilisées pour apporter ussi un soutien visuel. Elles doivent étre grandes et suffisamment
claires pour que les enfants puissent facilement reconnaitre ce que I'image représente. Par conséquent,
I'aide de photos ambigués est a éviter autant que possible.

De trés jeunes enfants ne peuvent pas lire, mais le conte est une technique d'enseignement important
combinant des entrées auditives et visuelles. Le sens de |'histoire peut étre communiqué par des techniques
mimiques ou dramatiques ou par des livres d'histoires de bonne qualité— ceux-ci sont nécessaires pour
permettre aux enfants de saisir le sens. Lorsque vous choisissez des livres, tout d'abord ils doivent étre
appropriés pour les trés jeunes apprenants et vous devez respecter les criteres de theme, longueur,
histoire, complexité, etc.. La difficulté de langue n’est pas si importante parce que |I'enseignant peut la
modifier selon les besoins de I'apprenant. Les récits écrits dans la langue maternelle des enfants peuvent
étre paraphrasés par I'enseignant. L'avantage est que les enfants peuvent étre familiarisés avec I'intrigue
d’une histoire ; cependant, nous pouvons perdre |'occasion de sensibiliser a la culture cible a travers des
histoires dans la langue cible.

Les vidéos et disques DVD sont une ressource excellente et ont I'avantage de combiner des histoires avec
animation’® fournissant également des entrées auditives et visuelles. Il est conseillé de les utiliser comme
un stimulant pour |'apprentissage plutdt que par souci de visualisation. Lorsque vous planifiez une activité
basée sur la vidéo nous pouvons compter sur les principes de I'enseignement a I'écoute. Cela signifie des
activités d'avant et d'apres. En plus de cela, les vidéos peuvent également servir a la maison pour exposer
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les enfants a la langue étrangére ou afin de réviser la langue si la vidéo est liée a ce qui est enseigné ‘en
classe’.

Comme les photos et les livres d'histoires, les vidéos sont sélectionnées aprés une évaluation prudente.
La littérature propose les directives suivantes pour choisir une vidéo pour des classes de langue étrangére
de trés jeunes enfants:”’

— Elle doit étre courte (5-10 minutes)

— Elle doit avoir une bonne histoire

— Elle doit étre adaptée a la tranche d'age

— La langue devrait étre facile a comprendre en regardant les actions

— Pensez aux activités que vous pouvez faire pour aider les enfants a la comprendre.

Les lignes directives sont utiles, mais la longueur recommandée semble étre trop longue pour les enfants
de deux ans. Une séquence entre trois et cing minutes serait plus appropriée.

Les vidéos n'ont pas été congues spécifiquement pour permettre I'apprentissage des langues mais les
épisodes avec les principes éducatifs sous-tendant produits pour la télévision pour des enfants semblent
fonctionner mieux. En outre, il existe également des produits qui sont adaptés aux besoins spécifiques
d'un contexte éducatif donné — un exemple de ceci est une série de dessins animés Les histoires de
Froggy, le produit du projet de Développement de méthodologie pour I'apprentissage de langue en trés
bas dge qui est un matériau supplémentaire au programme annuel. Froggy est un compagnon convivial qui
guidera les enfants sur leur chemin vers la maftrise de la langue.

On ne peut pas imaginer I'apprentissage des langues en trés bas adge sans rimes, chants et chansons. Ils
sont la source principale d’entrée de langue auditive. Grace a des poémes, des chants et des chansons,
les enfants apprennent les sons de la langue étrangére. lls sont exposés aux modeéles d’intonation et de
stress et au rythme de la langue étrangére. Les jeunes enfants souhaitent répéter les rimes des chants
ou des chansons plusieurs fois, ce qui les aide a mémoriser les mots et des structures aussi. Les activités
visant a sensibiliser le rythme, comme p. ex. battre les mains tout en disant la rime, sont particulierement
utiles pour apprendre I'anglais et d'autres langues chronométrées de stress. En outre, une combinaison de
I'écoute avec une action physique contribue au développement psychomoteur des enfants.

Les jeux et les activités ressemblant a un jeu sont une autre ressource qui peut étre utilisée. Mais choisir un
bon jeu peut étre une chose délicate. Les enfants peuvent étre dans une phase différente du développement
social (voir chapitre 3) et certains d’entre eux ne peuvent pas comprendre le point. Comprenant ce que
I'on appelle le jeu prétendu dans le processus d’apprentissage est une solution assurée pour les enfants
de cet age.

Enfin, les activités d'art et d'artisanat ne doivent pas étre oubliées. Elles sont une partie importante du
programme préscolaire et doivent étre une caractéristigue commune dans les classes.”® Ils fonctionnent
mieux quand elles sont étroitement liées a la rubrique et a I'élément de la langue concernée. lls permettent
aux enfants d'étre créatifs et d'utiliser leur imagination et fantaisie. Toutefois, les enfants dgés de deux
ans auront probablement besoin de I'assistance de leurs parents. Avec les activités d'art et artisanat, les
techniques basées sur TPR peuvent étre utilisées efficacement. Si le professeur raconte aux enfants
quoi faire dans la langue étrangere, les enfants doivent écouter les instructions pour réaliser |'activité.
Avec l'aide de leurs parents ils démontrent ainsi la compréhension par action. Concernant le matériel
nécessaire pour les activités artistiques et artisanales, il n'y a aucune limite. Hormis les crayons, peintures
de doigt, crayons, feuilles de papier, des boftes en carton, des boutons, etc., d'autres matériaux peuvent
étre utilisés; cela dépend de la créativité de I'enseignant seulement.

Le professeur créatif utilisera plusieurs ressources et va combiner efficacement de fagcon nouvelle et
originale. L'enseignant peut aussi décider d'inclure des ordinateurs ou l'internet. Toutefois, les technologies
de lI'information et de la communication ont été délibérément laissées de cdté parce que nous croyons que
dans cette période de la vie, une priorité doit étre accordée aux ressources qui soutiennent les relations
interpersonnelles.
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Le chapitre suivant va introduire brievement les principes du programme de legcon et puis il va interconnecter
I'arriere-plan théorique abordé dans la premiére partie de ce livre avec le programme annuel produit par
I'équipe internationale impliquée dans le développement de la méthodologie des trés jeunes Language
Learning Project.

7. LA PLANIFICATION A LONG ET A COURT TERME

Ce chapitre va tenter de surmonter la méfiance de la théorie’® de la part des enseignants en montrant
comment certaines questions discutées dans les chapitres précédents sont liées a la pratique quotidienne;
plus précisément a la planification a long terme et a court terme.

7.1 Formation du programme de lecon

Jusqu’'a présent nous avons discuté de la nature et des principes de |'apprentissage précoce des langues,
des caractéristiques de ses participants et des ressources. Nous allons maintenant passer a |'étape suivante
et utiliser toutes ces connaissances pour concevoir un programme pour un ‘cours’ destiné a I'enfant agé de
deux ans. Toutefois, la littérature suggére que ¢’ est difficile a réaliser. En raison de nombreuses contraintes
pratiques et sociales, le programme est seulement en partie basé sur les principes déterminés par les
théories du langage, les théories d'apprentissage de langues étrangéres et par la philosophie dominante de
I'éducation.® Qu'est-ce que c'est qu'un programme de legons? Il existe plusieurs définitions disponibles,
certaines d'entre elles soulignent que cela devrait étre, en premiére instance, une déclaration sur le
contenu et, seulement dans un stade ultérieur de développement, une déclaration sur la méthodologie
et le matériel a utiliser dans un contexte particulier de I'enseignement. D' autres définitions voient le
programme comme une spécification du travail a accomplir pendant une certaine période , avec un point
de départ et un objectif final.®?

En outre, le contenu du langage devrait étre ordonné selon les principes ou les théories sous-jacentes.
Par conséquent, un plan de lecons se concentre sur ce qui est enseigné et dans quel ordre ¢’ est
enseigné.® || existe plusieurs types de programmes basés sur le contenu; ils different selon les principes
d'organisation:

e | e programme structurel s'appuie sur la structure interne de la langue avec un accent particulier sur la
grammaire. En rangeant les éléments de contenu, nous considérons notamment la complexité de la
structure, sa capacité a étre apprise et son utilité pour I'apprenant.

e | e programme fonctionnel est fondé sur l'identification des fonctions de communication qui sont
sélectionnées et séquencées conformément a I'utilité de I'apprenant, dans la mesure ou la ils satisfont
les besoins de communication de I'apprenant.®

e | e programme de la situation est construit sur les situations réelles. Chaque situation comporte
trois caractéristiques différentes a considérer afin de choisir et répartir le contenu en séquences: les
participants, I'environnement et les objectifs de la communication.

e Enfin, le programme est basé sur le contenu. De toute évidence, le contenu de l'information est le
premier principe sur lequel se base ce type de programme. S'il est peu probable qu'un programme
soit uniqguement basé sur le sujet, le concept du théme est important dans la conception d'une legon.
Conformément a la littérature, elle fournit une mise au point pour I'entrée du langage contenue dans le
cours et contribue a créer un sentiment de cohérence au sein des unités individuelles.®®

Pour résumer, chaque type de programme a ses avantages et inconvénients. En réponse aux besoins
spécifiques d’'un contexte éducatif il est conseillé de combiner plusieurs principes organisationnels et donc
de construire un programme multidimensionnel.

Analysons maintenant le programme du matériel présenté dans la deuxieme partie du livre. Tout d'abord,
I'équipe du projet a tenté de respecter les principes d'apprentissage d'une langue étrangére a un age
précoce ainsi que les besoins spécifiques des apprenants, a savoir le stade du développement du jeune
enfant . Par conséquent, en termes d’'objectifs, une grande priorité est donnée aux objectifs affectifs.
Les enfants auront une volonté de communiquer et développer une attitude positive a la langue cible et
a la culture qu’elle transmet ainsi qu’a l'apprentissage en général. Quant aux objectifs cognitifs, mettre
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I'accent sur la compréhension de la langue parlée est évident. Concernant les objectifs psychomoteurs, par
I'apprentissage aux langues étrangeéres, les enfants vont développer leurs compétences de perception, le
contréle moteur du corps et aussi le contrble spécifique de certains muscles.

Concernant le type de cursus, une décision a été prise pour créer un programme multidimensionnel avec
le sujet comme le principe organisateur principal. Des fonctions, situations et structures par rapport a
I'apprenant ont été également prises en considération, mais en tant que critéres secondaires.

Aprés réflexion, I'équipe a sélectionné onze rubriques, huit grands theémes qui seront présentés
successivement et trois sujets inter-curriculaires qui permettront I'intégration du contenu avec souplesse.
Les themes sont classés de maniere illustrée par la figure ci-dessous.

Afin de créer un environnement favorable pour I'apprentissage de I'enfant, deux principes organisationnels
sont appliqgués en méme temps. Le premier principe peut étre appelé ‘le principe de distance sociale’.
Les themes en relation avec I'apprentissage a propos de la personne elle-méme (sur ‘soi’) sont introduits
au début du cours. lls sont suivis par les rubriques qui prennent en considération la famille et le milieu
personnel de I'enfant. Plus tard, la construction des relations sociales est améliorée en faisant ressortir la
notion d’amitié. Enfin, I'enfant dans I'environnement est le centre d'attention. L'égocentrisme des jeunes
enfants et la direction prévue de leur développement sont donc respectés. Le deuxiéme principe, appliqué
simultanément, le ‘principe chronologique’ est connecté au temps que les enfants ont passé en classe et
a période de I'année.

Par conséquent, les thémes ont été présentés dans |'ordre suivant:

LE PROGRAMME:

. Bienvenue (sous-rubriques : Rituels, salutations, sentiments)

. Corps (sous-rubriques: Poing, mains, doigts, pieds / mouvements, visage, corps entier / mouvements)

. Les aliments (sous-rubriques : bon, mauvais, des fruits et Iégumes, pain, bouteilles, eau)

. Noél (sous-rubriques : Sapin de Noél, Pere Noél, Noél, bas de Noél)

. Les jouets (sous-rubriques : jouets, des jouets qui nous entourent, ours en peluche, petits lapins,
poupée, instruments de musique)

6. La famille et la maison (sous-rubriques : membres de la famille, féte des meres/des peéres, maison,

chambres)
7. Les animaux (sous-rubriques : souris, chenille, ver, araignée, ours, zoo, grenouille, ferme des animaux)
8. Voyages et excursions (sous-rubriques : bateau, train, bus, vélo, sons, passage)

g~ wON -

RUBRIQUES INTER-CURRICULAIRES:

9. Météo et le période de I'année (sous-rubriques : automne, hiver / bonhomme de neige, vétements
d'hiver, printemps, été)

10.Couleurs (sous-rubriques : couleurs de base, couleurs, plus de couleurs)

11.Rubriques supplémentaires (face amusante, puzzle alimentaire, nombres, escargot)
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PROGRAMME - SECTION FRANCAISE :
. Bienvenue

. Le corps

. Animaux

. Aliments

. Eléments naturels

. Voyage

. Jouets

. Instruments de musique

. Noél

O 0O dO o1k N —

Le lecteur va apprendre davantage sur le contenu dans la deuxiéme partie de I'ouvrage, par conséquent,
les fonctions, situations et structures vont étre commentées tres brievement. Les fonctions reflétent les
besoins communicatifs de I'apprenant. L'accent est mis sur la salutation, I'introduction et I'expression des
sentiments. Le choix des situations pertinentes est inspiré par |'expérience de la vie réelle des enfants.
Parmi les autres situations nous trouvons un ami, une promenade, une visite des grands-parents, un
voyage, une féte d'anniversaire, etc..

Concernant le programme structurel, il est délibérément le dernier sur la liste. L'accent sur les rubriques,
fonctions et situations est compatible avec le principe d'apprentissage holistique. Le choix entre les
structures est donc déterminé par la langue nécessaire pour exécuter les fonctions sélectionnées dans les
situations données. En ce qui concerne la phonologie, de nombreuses chansons, refrains et chants sont
utilisés afin d'atteindre les objectifs de prononciation.

Le choix du vocabulaire est prédéterminé par les rubriques dans le programme. Le programme lexical refléte
la préférence au début des noms. La signification des noms peut étre plus facile & apprendre, surtout si elle
représente un objet solide avec une forme similaire (p. ex., tasse, crayon, livre). Les verbes, cependant, ont
tendance a étre plus diversifiée et variable, par exemple, certains dénotent une motion physique (p. ex., voler)
tandis que d'autres désignent des états internes (p. ex., sentir).®® Il est également plus difficile d’apprendre
les pronoms correctement. En particulier, apprendre a utiliser “ je " et “ tu " correctement prend du temps,
méme dans la langue maternelle, comme c'est lié avec le développement de ‘soi’. L'acquisition des adjectifs
vient aussi beaucoup plus tard. La signification des adjectifs n'est pas aussi claire que la signification des
noms concrets, de plus, elle est trés relative (p. ex., une grande maison versus une grande pomme). c'est
semblable pour les mots dénommant les couleurs et nombres; c'est le concept qui doit étre compris avant
de comprendre le mot. Quant aux numéros, il est conseillé aux enfants d'environ trois ans de compter
jusqu'a trois. Les prépositions sont au contraire trés importantes. Elles aident les enfants a exprimer les
emplacements, les directions et les actions (p. ex., vers le bas, en, sortir, plus, moins).

Pour conclure, il est important de souligner que le programme présenté ci-dessus refléte I'arriére-plan
culturel et linguistique des personnes qui ont contribué a la conception, leurs croyances professionnelles,
la nature de leurs expériences avec |'apprentissage des langues en trés bas age, etc. Si le programme
avait été produit par une équipe différente, en particulier les sous-rubriques auraient été, dans une certaine
mesure, différentes.

7.2 La planification de lecons

Le programme est le résultat de la planification a long terme. Il est plus élaboré et spécifié dans le
processus de la planification de la legon. Les objectifs formulés pour chaque lecon ou une unité dans un
plan devraient étre compatibles avec les objectifs a long terme exprimés dans le programme. En planifiant
une lecon pour un groupe de trés jeunes enfants, nous pouvons utiliser les résultats du projet « Maman,
papa et moi — Club des tout-petits » . La structure proposée d'une unité contient les étapes suivantes,
I'estimation du temps est fournie entre parenthéses :
1. L'ouverture, échauffement (3 a 5 minutes)
2. La répétition du contenu connu (3 a 5 minutes)
3. L'activité 1 (7 a 10 minutes)
4. La relaxation (3 @ 5 minutes)
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5. L'activité 2 (3 a 5 minutes)
6. Le jeu libre (3 a 5 minutes)
7. La fin

Il est recommandé de commencer et terminer |'unité avec les rituels et routines avec lesquels les enfants
sont familiarisés. Cela donne un sentiment de sécurité. La deuxiéme étape, la répétition du contenu connu ne
devrait pas étre trop exigeante. Les enfants doivent étre préts pour la premiére activité. Aprés I'exposition a la
nouvelle langue, une activité de relaxation suit. La seconde activité traite du langage nouvellement présentg,
cependant, d'une maniére différente. Le temps du jeu libre est une récompense pour les efforts investis;
les enfants peuvent jouer librement. C' est également le temps propice ou les parents peuvent poser des
questions s'ils ne sont pas certains de quelque chose. La lecon se termine par une routine familiére.

La structure de legon décrite ci-dessus est également utilisée comme un motif uniformisateur pour les unités
pédagogiques présentées dans la deuxieme partie du livre. Il y a un total de soixante unités pédagogiques
divisées en onze rubriques décrites ci-dessus. Vingt unités pédagogiques supplémentaires en frangais
sont fournies afin de démontrer la possibilité d'adopter le matériel pour I'acquisition d'autres langues
étrangeres. Les unités pédagogiques en francgais sont réparties sur les neuf rubriques décrites ci-dessus.
L'ensemble des unités pédagogiques représente un programme d’'études annuel pour |'apprentissage des
langues en bas age. L'équipe internationale a décidé de produire des unités pédagogiques qui permettent
des modifications spécifiques au contexte plutdt que des projets de legons prétes a I'emploi. Le format de
I'unité pédagogique est fourni ci-dessous.

Les unités pédagogiques sont marquées avec les noms et numéros des themes et sous-thémes. Si
nous faisons référence a la structure proposée d'une unité déja présentée dans ce chapitre, les feuilles
fournissent des suggestions pour la phase d'ouverture de la legcon, pour I‘activité un et I'activité deux. Les
objectifs pour chaque activité sont formulés comme résultats attendus. La procédure est décrite en détail,
y compris les instructions exactes que |'enseignant est censée donner en surbrillance en gras. De plus, il
existe des références au matériel et aux ressources.

Enfin, il y a quelgues commentaires finaux. Premierement, les unités pédagogiques doivent étre comprises
comme une source d'idées plutdt qu'un dogme a suivre; les enseignants qui décident de les utiliser dans
la pratique sont censés étre créatifs et souples lors de la modification des unités pédagogiques selon
leur situation spécifiqgue, notamment en fonction de leur contexte culturel, des besoins des enfants, de
I'expérience des parents, etc.. Deuxiemement, n'oubliez pas que |'apprentissage des langues trés précoce
concerne la compréhension plutét que la production; les enfants ne devraient jamais étre forcés a parler
a moins qu'ils en aient envie. La nécessité d'étre silencieux devrait étre respectée. Troisiemement, les
enseignants et les parents ne devraient pas étre découragés par I'absence de récompenses immédiates -
ils arriveront, mais il faudra encore du temps...

LA CONCLUSION

La premiére partie de I'ouvrage vise a fournir I'arriere-plan théorique pour I'apprentissage de langues en
trés bas age d'une maniére conviviale, y compris la logique pour le programme annuel. Le lecteur a acquis,
je I'espére, des apercus de connaissances spécialisées qui lui permettront d'étre plus confiants lorsqu’il
aura a prendre des décisions sur les aspects individuels de |'apprentissage linguistique en trés bas age
et a dépasser le niveau intuitif ou ,c'est-une-activité-intéressante’. En outre, plutdét que de visualiser la
théorie comme distante de |'expérience réelle des enseignants en remplacant des abstractions inutiles
par le bon sens,®” nous espérons que les enseignants vont |'utiliser comme une arme puissante contre les
proclamations populistes et les tendances commerciales.

Cependant, il y a encore des questions en suspens... Il faudra du temps avant que la recherche apporte
suffisamment d'évidences pour confirmer des réponses attendues. En attendant, nous souhaitons bonne
chance a ceux qui sont assez courageux pour s'aventurer dans 'apprentissage linguistique en age précoce.
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VORWORT

Das Lehrerhandbuch (Teacher’s Resource Book), das Sie gerade aufgeschlagen haben, wurde flr diejenigen
geschrieben, die sich auf irgendeine Weise am Sprachunterricht von Kindern im friihkindlichen Alter
beteiligen, aber auch fur diejenigen, die sich fir dieses Thema interessieren, weil es sich um eine in der
Gegenwart haufig diskutierte Problematik handelt. Im Kontext dieses Buches wird der Sprachunterricht
im frihkindlichen Alter als eine Situation bezeichnet, in welcher die zweijahrigen Kinder beginnen, eine
Fremdsprache zu lernen, also eine Sprache, die sich von derihrer Eltern unterscheidet und nicht im familiaren
Milieu verlauft. Das Buch kann aber auch dem Management der einen solchen Unterricht anbietenden und
organisierenden Institutionen nUtzen, weiter aber auch Lehrern, Lehrerstudenten und Eltern.

Dieses Buch reiht sich in den Komplex von Produkten ein, die im Rahmen des Projektes Entwicklung der
Methodik firdie Sprachaneignung im friihkindlichen Alterentwickelt wurden (Development of Methodology for
Very Early Language Learning, Projekt Nr. 135283-LLP-1-2007-1-CZ-KA2-KA2MP, Programsmm fiir lebenslanges
Lernen — Schlisselaktivitdt Nr. 2 — Sprachen). Zusammen mit dem Begleitbuch

fur die Eltern (Parent’s Guide), der Videoaufnahme Froschgeschichten (Froggy’s Stories) und dem Arbeitsbuch
(Workbook) stellt es ein einjahriges, flr den Sprachunterricht im frihkindlichen Alter bestimmtes Curriculum
dar. Die Methodik, d. h. der ganze Produktkomplex, wurde zuerst in den Babyklubs Mutti, Vati und ich (Mum,
Dad and Me) erprobt, die von den zweijghrigen Kindern in Begleitung eines Elternteils, manchmal auch
der GroReltern, Kinderfrauen usw. besucht wurden. Diese Materialien werden also als Hilfe fur zwei- oder
dreijahrige Kinder beim Beginn der Aneignung einer Fremdsprache im frihkindlichen Alter empfohlen.

Die Klubs, wo diese Methodik untersucht wurde, entstanden aus dem vorhergehenden Projekt Mutti,
Vati und ich — Ein Klub fur Babys (Mum, Dad and Me — Toddlers’ Club, Projekt Nr. 117022-CP-1-2004-1-
SK, Sokrates — Sprache Nr. 1). Ziel dieses erfolgreichen Projektes war die Eréffnung von Klubs fir Babys
und deren Eltern, in denen sich Babys die Fremdsprache auf natlrliche Art und Weise aneignen kénnten.
Ein zusatzliches Plus dieses Projektes bestand darin, die haufigen, die Aneignung von Fremdsprachen im
fruhkindlichen Alter betreffendenVorurteile in der Gesellschaft abzubauen.

Das Lehrerhandbuch besteht aus zwei Teilen. Der erste Teil des Buches erklart das Wesen des frihen
Sprachunterrichts mit Hilfe des Abbaus der Mythen und betont den Vorteil eines frihen Anfangs.
Weiter bemUht man sich die Bedingungen aufzustellen, unter denen der Lernprozess maoglichst effektiv
verlauft, einschliellich der Prinzipien, die die Grundlage fur den Lehrplanentwurf und die Planung von
Unterrichtseinheiten bilden.

Das Ziel des zweiten Teiles des Lehrerhandbuchs besteht darin, den mit dieser spezifischen Zielgruppe,
(d. h. mit zwei- und dreijahrigen Kindern), arbeitenden Lehrern ein leicht anpassungsfahiges Arbeitsmittel
anzubieten. Der praktische Teil besteht aus 80 Arbeitsblattern, von denen jedes Blatt die Aktivitdten fur
eine 45 Minuten dauernde Lektion enthalt. In den Klubs wurde am meisten Englisch unterrichtet, deshalb
sind 60 Arbeitsblatter gerade dieser Sprache gewidmet. Die theoretischen Ansétze und Verfahren sind
aber auch fur andere Sprachen anwendbar. Um das zu illustrieren, wurden 20 Arbeitsblatter flr den
Franzésischunterricht in die Publikation eingereiht.

Jedes Arbeitsblatt im Lehrerhandbuch wurde von erfahrenen Lehrern ausgearbeitet, die junge Schiler in
einem der am Projekt teilnehmenden Lander (Tschechische Republik, Deutschland, Italien und Slowakei)
unterrichten. Das Feedback zu den Arbeitsblattern stammt von Beratern — Didaktikern. Auf der Grundlage
ihrer Empfehlungen haben die Lehrer dann die Arbeitsblatter angepasst. Modifizierte Arbeitsblatter wurden
zuerst in den Klubs Mutti, Vati und ich erprobt. Die Lehrer haben dann nach jeder Lektion ihre Erfahrungen
reflektiert und ihre Vorschldage zu Verdnderungen eingereicht. Schlief3lich haben die Lehrer aus den vier
oben genannten La&ndern, die in den Klubs gewirkt haben, wahrend eines Zusammentreffens wieder jedes
Arbeitsblatt diskutiert, Veranderungen durchgefthrt und sich auf die Endversion der Arbeitsblatter geeinigt.
Wenn man also das oben beschriebene Verfahren zusammenfasst, so hat jedes Arbeitsblatt einen finfstufigen
Prozess durchlaufen:

1. Entwicklung des Arbeitsblattes (Lehrer)

2. Feedback der Berater-Didaktiker

3. Abanderung des Arbeitsblattes (Lehrer)
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4. Ersterprobung in den Klubs, Erfahrungsaustausch (Lehrer)
5. Endbearbeitung des Arbeitsblattes (Gruppen von Lehrern)

Wirsinddavon Uberzeugt, dass derflinfstufige Prozess eine hohe Qualitatder gelieferten Unterrichtsmaterialien
sichert. Ein weiterer Vorteil besteht darin, dass das Projekt von einem internationalen Team ausgearbeitet
wurde. Das bietet die Maglichkeit, die beschriebene Vorgehensweise auch in anderen Landern und Kulturen
anzunehmen.

1. ANEIGNUNG DER MUTTERSPRACHE

. Wie erlernen die Kinder eine Sprache? Immer,
wenn mich jemand danach fragt, mdéchte ich
antworten — wenn ich das nur wiisste”.

William O’Grady

Bevor wir davon sprechen, wie Kinder eine Fremdsprache lernen, sollte man erklaren, wie die Kinder die
Muttersprache, d. h. die Sprache ihrer Eltern, erlernen. Den Prozess, der zur vollstandigen Beherrschung
der Sprache flhrt, nennt man Erstspracherwerb (first language acquisition). Es geht um einen Prozess,
dessen Ergebnis wirklich verbliffend ist. Es sollte uns nicht Gberraschen, dass man fir die Sprache, die
man im friihen Alter erlernt, verschiedene Termini benutzt wie , Erstsprache”, , elterliche Sprache” oder
.primére Sprache”.” Wir haben flr unsere Ausfihrungen den Terminus , Muttersprache” gewahlt, weil
dieser die wichtige Rolle impliziert, die in dem Aneignungsprozess die Eltern spielen.

Die Rolle der Elternist offensichtlich bedeutend, doch es bleibt die Frage offen, wie die Eltern am Spracherwerb
teilnehmen. Die Eltern lehren die Kinder nicht auf eine solche Weise, wie man sich den Sprachunterricht
normalerweise vorstellt, sie korrigieren die Kinder auch nicht systematisch bei jedem Fehler. Und doch
kénnen die Kinder spatestens im Alter von 5 Jahren die Sprache zur Kommunikation benutzen.

Wie machen sie das? Wie das Eingangszitat angedeutet hat, ist die Antwort auf diese Frage nicht leicht.
Das Wesen des Erstspracherwerbs versuchten mehrere geistige Richtungen zu erklaren. In den 50er
Jahren des 20. Jahrhunderts waren die Behavioristen der Meinung, die Aneignung einer Sprache sei
einfach die Angelegenheit von Imitation und Gewohnheitsbildung.? Man glaubte, die Kinder erlernten die
Sprache durch Nachahmung der Erwachsenen. Untersuchungen haben gezeigt, dass die Wiederholung
eine besonders gute Strategie des Spracherwerbs im frihkindlichen Alter ist, vor allem bei der Aneignung
der Lautgestalt der Sprache,® deshalb hat eine bestimmte Art der Imitation am Spracherwerb Anteil. Die
Nachahmung kann jedoch nicht vollstandig die Satzbildung erkléren, denn die Satze bildet man als Reaktion
auf ein bestimmtes BedUrfnis.# Bei der Analyse der Kindersprache zeigt sich Uberraschenderweise, dass
es den Kindern nicht besonders gut gelingt, Satze zu imitieren, die unbekannte Ausdriicke und Strukturen
enthalten, und sie bemihen sich auch sehr wenig darum.® Spracherwerb kann man also offenbar nicht
als einfache Nachahmung bezeichnen. Zur Zielerreichung muss deshalb ein anderer Weg oder Wege
beschritten werden, weil der Imitationsweg uns nicht besonders weit geflihrt hat.

Eine andere Meinung vertraten die Nativisten mit der Ansicht, dass die Kinder mit der besonderen Fahigkeit
geboren werden, fir sich selbst die Grundregeln des Sprachsystems zu entdecken.® Zu dieser Theorie hat
bedeutend der Linguist Noam Chomsky mit der Behauptung beigetragen, dass man mit der angeborenen
Kenntnis (innate knowledge) auf die Welt kommt, mit dem sog. angeborenen Spracherwerbsmechanismus
(language acquisition device), was ,eine imaginare Blackbox im Gehirn” ist, die uns ermdéglicht, das
Sprachsystem zu internalisieren.” Dieser Spracherwerbsmechanismus soll solche Prinzipien enthalten, die
allen menschlichen Sprachen gemeinsam sind.® Damit dieser Spracherwerbsmechanismus funktioniert,
gehoren zu den Schlisselelementen die Muster einer natdrlichen Sprache, die den Mechanismus
aktivieren. Die Kinder gliedern sich deshalb in eine stédndige Vergleichungslibung ein — sie vergleichen
die angeborene Kenntnis mit der Struktur derjenigen Sprache in ihrer Umgebung, mit deren Hilfe sie
fahig sind, die Sprachstruktur festzustellen, die sie erlernen sollen.® Vor kurzem wurde das Konzept vom
Spracherwerbsmechanismus durch das Konzept der Universalgrammatik (universal grammar) ersetzt, unter
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dem man die vorbereitete Grammatik versteht. Sie soll aus den Arten von grammatischen Kategorien und
Prinzipien bestehen, die allen nattrlichen Sprachen gemeinsam sind.'® Diese , nativistische Weise” hat
uns also erklart, wie Kinder die komplexe Grammatik erlernen. Es bleibt jedoch zu erklaren, wie die Kinder
lernen, Form und Bedeutung so zu verbinden, dass sie die Sprache weiter richtig benutzen kénnen.

Der Interaktionismus betont die Rolle der Interaktion zwischen der angeborenen Sprachkapazitat des Kindes
und seiner Sprachumgebung. Die Vertreter dieser Richtung behaupten im Unterschied zu den Nativisten,
dass die so modifizierte, der Fahigkeit des Schiilers angepassteSprache, zum Schliisselelementim Prozess
der Sprachaneignung gehort."" Diese spezifische Sprache nennt man Sprache der Mutter (motherese) oder
die Sprache dessen, der sich um das Kind kiimmert (caretaker talk). Sie hat folgende Charakterzlge:

Einige Bestandteile der Sprache der Mutter'

AUSSPRACHE:

e Langsamere Sprache mit langeren Pausen zwischen den AuRerungen und nach den die Bedeutung
tragenden Wortern

e Allgemein hoéhere Tone: breiterer Umfang von Ténen

e Ubertriebene Intonation und Akzent

e \Weniger Wérter pro Minute

WORTSCHATZ UND BEDEUTUNG:

e Beschrankter Wortschatz

e Dreifaches Paraphrasieren

e GroRere Betonung von hier und jetzt

SATZE:

¢ \Weniger angefangene oder ununterbrochene Satze

e Kirzere, weniger komplizierte AuRerungen (ca. 50 % sind Einzelwérter oder kurze Satze)
e Besser gebildete und verstandliche Satze

e Mehr Imperative und Fragen (ca. 60 % allgemein)

e Mehr Wiederholungen

Die Benennung dieser spezifischen Sprache deutet an, dass fur die Mutter die Sprachanpassung beim
Reden mit kleinen Kindern typisch ist. Aus Untersuchungen geht jedoch hervor, dass Vater und Geschwister
ihre Sprache auch anpassen, doch bedeutend weniger als die Mutter.®

Jetzt kdnnte sich die Frage aufwerfen, welche Sprache die Eltern oder andere Betreuer bei der Komunikation
mit ihren Kindern benutzen sollten. In der Literatur wird angeflhrt, dass hier mindestens eine @ufere
Bedingung erforderlich ist — die Kinder mUssen solche Satze horen, die sie verstehen kénnen, ohne Uber
eine groRere Kenntnis der Sprache zu verflgen, die sie zu erlernen versuchen.' Was bedeutet das fur die
alltagliche Eltern — Kind — Interaktion? Mit einfachen Worten ausgedrlckt: Fir das Kind muss die Interaktion
sinnvoll sein. Das kann man mit Hilfe von Interaktion, die sich auf die hier und jetzt abspielenden Ereignisse
bezieht, also darauf, was das Kind sieht und hort, oder was gerade passiert oder passieren wird. Die
Elternsprache sollte weiter verstandlich sein — die Kinder sollten féhig sein, die Sprache mit sich aus dem
Kontext der konkreten Situation ergebendenMitteln zu dekodieren. Das bedeutet notwendigerweise nicht,
die Elternsprache nur auf die Sprache der Mutter zu beschrénken, doch zur Bildung einer verstandlichen
Sprache sind bestimmte Modifikationen erforderlich.

Dieses Buch beschéaftigt sich mit Fragen Gber das Lernen im sehr friihen Alter. Dabei geht es um zweijahrige
Kinder, die beginnen eine Fremdsprache zu lernen. Es ware also gut zunachstden muttersprachlichen
Sprachstand eines zweijahrigen Kindes zu beleuchten. Man kann ein irgendein Verzeichnis von diesen
erreichten Erfolgen ausarbeiten, allerdings ohne Prioritdten aufstellen oder eine chronologische Abfolge
der Aneignung andeuten zu wollen. Die weiter angeflihrten Beispiele zeigen die Untersuchungsergebnisse
des Englischen als Muttersprache. Ahnliche Daten gibt es bestimmt auch in anderen Sprachen. Fir das
Tschechische kann man die Arbeiten von P¥ihoda'® oder Cerny'® empfehlen.
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Man kann mit der Tatsache beginnen, dass zweijahrige Kinder die Laute ihrer eigenen Sprache von anderen
Lauten unterscheiden und das sie dann die Laute ihrer eigenen Rede erkennen. Sie kénnen die Laute nicht
nur voneinander unterscheiden, sondern diese auch selbst produzieren.In der folgenden Tabelle ist das

typische Konsonanteninventar, Uber welches ein zweijahriges Kind'” verfligt, angefihrt:

P b m f w
t d n S
K g

Beim Vergleich der Tabelle des Lautinventars eines vierjdhrigen Kindes (s. Tabelle unten), stellt man fest,
dass die vierjahrigen Kinder den Laut ,th" erst lernen mUssen.

p b m f \ ch i w y
t d n s | r
k g ng sh

Die Fahigkeitder Segmentierung des Lautstroms ist auch ein wichtiger Erfolg, denn sie erméglicht den
Kindern, die Grenzen zwischen den Wortern zu identifizieren und somit ihren Wortschatz zu erweitern.Zu
Beginn ist das Erlernen von neuen Wértern ein langsamer Prozess. Es scheint, dass es im Alter von 18
Monaten zu einem Umschwung kommt, in dem dieser Prozess bedeutend beschleunigt wird (, vocabulary
spurt” — ,,schneller Wortschatzzuwachs"), sobald die Kinder ungefahr 50 Wérter lernen. Das Tempo in der

Entwicklung des Wortschatzes zeigt folgende Grafik:'®
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400

Worter
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o
o
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Was die Grammatik betrifft, so haben die Kinder noch einen langen Weg vor sich, bis sie dieses komplexe
System vollstandig beherrschen. Um ihren Fortschritt zu verfolgen, kann fir uns folgende Ubersicht niitzlich

sein, die die Reihenfolge der Aneignung von Endungen und Funktionswortern abbildet:™

Eintrag

N
1

SO VWX NGO W

in, auf
Plural (-s)

_
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Present continous (-ing)

UnregelméaRige Vergangenheitsformen
Aneignung (- s)
Die nicht abzuziehende Kopula (is, am, are)
Artikel (a, the)
RegelméRige Vergangenheitsformen (-ed)
RegelmaRige dritte Person (-s)

UnregelmaRige dritte Person
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Am Ende des ersten Kapitels muss betont werden, dass man immer noch relativ wenig davon weil}, wie
die Kinder eine Sprache erlernen. Doch dank der seit Mitte des 20. Jahrhunderts stark angewachsenen
Forschungstatigkeit sind wir jetzt fahig, die einzelnen Mosaiksteinchen zu einem komplexen Bild
zusammenzulegen. Die oben erwahnte Forschungstatigkeit kann man auch bei der Suche nach Analogien
zwischen dem Muttersprachenerwerb und Zweitsprachenerwerb (auch Fremdsprachenerwerb)
ausnutzen.

2. ZWEITSPRACHENERWERB

Dieses Kapitel stellt kurz einige Theorien und Modelle vor, mit denen man erklaren kann, wie man eine
andere Sprache lernt. Obwohl man sich bemuht hat, den,Zauber zu entwirren” und eine einfache und
eindeutige Loésung vorzulegen, die so einen hdchst komplizierten Prozess erklaren wirde, gibt es wiederum
keine definitive Antwort. Wir stellen also mehrere geistige Richtungen vor, deren Anhanger davon
ausgehen, dass der Prozess der Aneignung der Muttersprache dem Prozess des Zweitsprachenerwebs
auf bestimmte Weise ahnelt.

In der Vergangenheit versuchten die Gelehrten zu erklaren, wieso die Menschen fahig waren, eine andere
Sprache zu lernen. So haben z. B. haben die Behavioristen die Sprache, aber auch andere Lernarten fur
Gewohnheitsbildung (habit formation) gehalten. Eine Menge von Beweisen hat jedoch die behavioristische
Ansicht in grof3em MaRe angezweifelt.?°

Eine weitere Moglichkeitist das von McLaughlin?' erarbeitete kognitive Modell (cognitive model). Sein Modell
von Aufmerksamkeit — Verarbeitung (attention-processing model) ist jedoch ein zu kompliziertes Konstrukt
— . Aufmerksamkeit” als Kontinuum, das sich vom Fokalen zum Peripheren bewegt, , Verarbeitung” vom
Gelenkten zum Automatischen. Was die Sprachformen betrifft, kann man die Schlussfolgerung ziehen,
dass im kindlichen Lernen ausschlieRlich die periphere Aufmerksamkeit verfolgt werden kann.?

Das folgende nativistische Modell — Theorie der Sprachaneignung von Stephen Krashen? — galt im letzten
Viertel des 20. Jahrhunderts als hdchst kontrovers, es war jedoch ein bedeutender theoretischer Blick auf
die Aneignung einer Zweitsprache. Diese Theorie besteht aus fiinf zusammenhangenden Hypothesen:

1. Hypothese des Erwerbs/ des Lernens (Acquisition / Learning Hypothesis)
2. Hypothese der Uberwachung (Monitor Hypothesis)

3. Hypothese des verstandlichen Inputs (Comprehensible Input Hypothesis)
4. Hypothese der natirlichen Reihenfolge (Natural Order Hypothesis)

5. Hypothese des affektiven Filters (Affective Filter Hypothesis)

Far die Zusammenfassung der Hauptgedanken dieser Theorie ist es wichtig, die Unterschiede zwischen
Erwerben und Lernen anzuflhren, denn diese Prozesse wurden fir zwei unterschiedliche Arten von
Sprachinternalisierung gehalten. Erwerbenist ein unbewusster und intuitiver Prozess, der einem ,, Erfassen”
der Sprache durch das Kind &hnlich ist, Lernen dagegen ist ein bewusster Prozess, bei dem die Lernenden
auf die Bildung und Entwicklung von bewussten Sprachregeln achten. Die Basis fur eine fliefiende
Kommunikation kann nur das Erwerben bilden. Fir die Erleichterung derAneignung ist der sinnvolle Input
(comprehensible input)von Bedeutung, er darf nur leicht die aktuelle Kompetenzstufe des Lernenden(l +
1) Uberschreiten. Die Lernenden sind féhig, den Input mit Hilfe des Kontexts zu verstehen. Ein wichtiger
Bestandteil der Input-Hypothese ist die Empfehlung, nicht direkt die Sprechfertigkeit zu entfalten, denn
diese ,erscheint” nach einer gewissen Zeit, in der der Lernende nur den Input auf der Kompetenzstufe. | +
1 aufgenommen hat, aber die Sprache selbst nicht produzieren musste (sog. stille Periode) Dieser Zeitraum
des ,Schweigens” kann als vorkommunikative Phase verstanden werden. Weiter sollte der affektive Filter
niedrig sein, damit es nicht zur Blockade des Inputs kommt, der fir das Erwerben notwendig ist.?

Die Theorie von Krashen wurde aus mehreren Grinden kritisiert, sie betonte ndmlich mehr den Kontakt mit
der Sprache (exposure) und zu wenig die Ubungen. Die Kritiker wussten weiter nicht, was sie mit solchen

Schilern machen sollen, bei denen das Sprechen ,nicht erscheint” und bei denen die stille Periode flr
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immer dauern kann.?® Trotz aller Kritik gewann die Theorie groféen Einfluss. Sie legte den theoretischen
Grundstein zum natirlichen Zugang (natural approach) im Englischunterricht. Diesen Zugang nennt man
deshalb, ,natUrlich” weil man glaubte, dass seine Grundprinzipien den Prinzipien des Mutterspracherwerbs
entsprachen.?

Nicht zuletzt machen wir uns auch mit dem Modell der sozialen Konstruktivisten (social constructivists)
bekannt.Zuerst wird die Lerntheorie von Lew Wygotski vorgestellt. Wygotski betont die Wichtigkeit der
Sprache, einschlieRlich von Rede, Zeichen und Symbolen bei der zwischenmenschlichen Interaktion.
Mit Hilfe der Sprache kommt es zum Kulturtransfer, das Denken entwickelt sich und das Lernen wird
realisiert.?” Von ihm wurde auch das Konzept der Mediation (mediation) eingeflhrt — so wird die Rolle
von anderen wichtigen Menschen im Schilerleben bezeichnet. Mediatoren, Eltern, Lehrer oder sogar
die Altersgenossen mit einem hoéheren Kenntnisstand wahlen und schaffen Lerngelegenheiten, die den
Schilern vorgelegt werden. Sie helfen ihnen, die Kenntnis- und Verstédndnisschicht zu durchdringen, die
sog. Zone der ndchsten Entwicklung (zone of proximal development), die sich gleich hinter der Schicht
befindet, mit der die Lernenden im entsprechenden Moment fertig werden kénnen.?® Demzufolge wird
die Lernqualitdt vom Charakter der sozialen Interaktion zwischen zwei oder mehreren Leuten beeinflusst,
deren Fahigkeiten und Kenntnisse ungleich sind.

Von Michael Long wird die Rolle der sozialen Interaktion auch anerkannt. Er formulierte die Hypothese der
Interaktion (interaction hypothesis), in der er die Behauptung aufstell, dass der sinnvolle Input das Ergebnis
einer modifizierten Interaktion ist,?° eines Schllisselelements im Prozess des Spracherwerbs. Die Forschung
legt Beweise vor, dass die Muttersprachler ihre AuRerungen standig den Nicht-Muttersprachlern anpassen,
und zwar durch Kontrolle der Versténdlichkeit, Bitten um Erkldrung oder durch Paraphrasen.® Diesen
Typ von AuRerungen nennt man Auslandersprache (foreigner talk)oder Lehrersprache (teacher talk).

Dieses Kapitel fiihrte eine kurze Ubersicht verschiedener Theorien (iber die Aneignung einer anderen
Sprache an, was uns einige notwendige Einblicke in diesen komplizierten Prozess gebracht hat. Die
Diskussion betraf die allgemeine Problematik und es war nicht nétig, die Unterschiede zwischen ,Zweit-*
und , Fremdsprache” zu erklaren. Bevor wir jedoch die spezifischen Fragen dieses Buches besprechen,
halten wir es fir notwendig, diesen Unterschied zu erkléaren.

In der Fachliteratur gibt es Ubereinstimmung darlber, dass eine andere als die Muttersprache, die man
lernt und im Rahmen eines Landes benutzt, als ,, Zweitsprache” bezeichnet wird, wahrend die Nicht -
Muttersprache, die man lernt und zur Kommunikation mit der Sprachgesellschaft auBerhalb der nationalen
Landesgrenze benutzt, als , Fremdsprache” bezeichnet wird.®" Einige Autoren machen jedoch keinen
Unterschied zwischen diesen Termini und den Terminus ,,Zweitsprache” benutzen sie fir die Bezeichnung
einer beliebigen anderen Sprache, die man nach der Muttersprache lernt.32 Andere Autoren sind der Ansicht,
dass die Hauptcharakteristik, ,des Fremdsprachenlernens”, in der Menge und im Typ des Kontakts mit
der Sprache bestehe.® Das tschechische Kind, das Englisch lernt, ist ein Beispiel fur den Kontext vom
Englischen als Fremdsprache (EFL, English as foreign langure). In diesem Kontext beschrénkt sich der
Kontakt des Kindes mit der Sprache gewodhnlich auf einige Unterrichtsstunden pro Woche. Die Erfahrung
auRerhalb der Klasse ist darlber hinaus sehr gering, wenn sich der Schiler selbst nicht aktiv darim
bemuht, obwohl Fernsehen, Internet und die Filmindustrie die Zielsprache und Kulturerfahrung effektiv
vermitteln. Im Vergleich mit dem Kontext des Erlernens der Zweitsprache” lernt man die ,,Fremdsprache”
mit bedeutend geringerer Unterstlitzung der Umgebung.®* Weil das treffender unsere Situation zum
Ausdruck bringt, wird in diesem Buch weiter der Terminus ,,Fremdsprache” benutzt.

Ahnlich sollte man zwischen ,Erwerben” und ,Lernen” unterscheiden, obwohl wir bisher beide Termini
untereinander austauschbar benutzt haben. In Bezug auf die Theorie von Krashen erinnert ,, Erwerben” an
den natdrlichen Weg der Internalisierung der Sprache durch die Sicherung eines sinnvollen Inputs auf dem
Niveau | +1und durch den Gebrauch der Sprache fir eine sinnvolle Konversation, wahrend das Ergebnis
von ,Lernen” die Kenntnis von Sprachformen ist und fir dessen Verwirklichung der formale Unterricht
und Fehlerkorrekturen erforderlich sind.*® Dieses Buch ist auf das Lernen in sehr frithem Alter (very early
language learning) ausgerichtet, was impliziert, dass zwar formaler Unterricht verlauft, der jedoch die
Schaffung von Gelegenheiten des Fremdsprachenerwerbs beinhaltet.
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3. ALTER UND SPRACHLERNEN

3.1 Je jinger, desto besser?

Diese Frage zu beantworten, ist nicht so einfach, vielleicht sogar unmaoglich. Das , optimale Alter”, wann
man mit der Fremdsprache beginnen soll, wurde bisher nicht festgelegt. Mit einschlagigen Forschungen
hat man vor ungeféhr flinfzig Jahren begonnen, im Jahre 1967 hat der Biologe Eric Lenneberg bedeutend
mit der Behauptung beigetragen, dass der Mechanismus zur Sprachaneignung (siehe Kapitel 1) nur dann
erfolgreich funktioniere, wenn er in der richtigen Zeit stimuliert werde — diese Zeit bezeichnet man als
.kritische Periode” .38 Dadurch unterstUtzte er die nativistische Sicht auf die Aneignung der Muttersprache.
Folglich wurde die Hypothese der kritischen Periode (critical period hypothesis) formuliert, die behauptet,
dass es einen biologisch bestimmten Lebensabschnitt gebe, in dem man sich eine Sprache leichter
aneignen konne. Nach deren Beendigung istes weit schwieriger, sich eine Sprache anzueignen.®” Nach
dieser Hypothese eignen sich postpubertale Kinder die Muttersprache nicht mehr an, eventuell ist
dieErwerbsprozess fir solche Kinder viel schwieriger und bleibt unbeendet.

Die Existenz der kritischen Periode wurde im Laufe der Zeit zu einer der meist diskutierten Fragen ,das
Alter und das Sprachlernen betreffend. Obwohl in den letzten Jahrzehnten viele Studien durchgefihrt
wurden, scheinen die gewonnenen Ergebnisse nicht nachweisbar zu sein. Eindeutige Antworten zu
bekommen ist schwierig, denn die Studien sind nicht untereinander wegen unterschiedlicher Methoden,
Zusammenhangen, Variablen usw. vergleichbar.® Aus den in den vorhergegangenen Kapiteln behandelten
Grinden ist es z. B. nicht moglich, die Untersuchungsergebnisse der in einer natdrlichen Umgebung
eine Zweitsprache lernendern Kinder mit solchen zu vergleichen, die bei den sich in Sprachkursen die
Fremdsprache aneignenden Erwachsenen gewonnen wurden, zu vergleichen. Weiter ist es eigentlich
unmoglich, den Altersfaktor von anderen Faktoren zu trennen, wie z. B. Motivation, soziale ldentitat,
Lernbedingungen usw. Einige Untersuchungen, die die den Erwerb der Zweitsprache betreffen, belegen,
dass éltere Schiler leistungsfahiger sind als jingere. Jugendliche und Erwachsene lernen schneller,
die Kinder Uberholen sie im erreichten Ergebnis.*®* Was aber sollen die Schiler eigentlich erreichen?
Vertreter der Hypothese Uber die kritische Periode operieren mit der Zweitsprachbeherrschung auf
dem Niveau eines Muttersprachlers. Die Gegner behaupten, dass man bedeutende Beweise von der
kritischen Periode fur den Akzent hat, doch fiir nichts Weiteres.* Ist es aber erforderlich, einen solchen
Akzent wie ein Muttersprachler zu haben? Schwer zu sagen. Einige Schiler sind stark motiviert, so wie
ein Muttersprachler zu klingen und zwar aus mancherlei Grinden — einer davon ist die Integrierung in die
Zielkultur. Fir die meisten Schiler gibt es aber ein realistischeres Ziel — die Muttersprachler zu verstehen
und eine verstandliche AulRerung zu produzieren. Was die Aussprache betrifft, ist es weiter schwer zu
beurteilen, welche AuRerung gerade die Kriterien der Sprachbeherrschung auf Muttersprachlerniveau
erflllt hat. In einer Studie mit erwachsenen holldndischen Englischbenutzern wurden einige Vortrédge
von Nicht-Muttersprachlern als Vortrdge von Muttersprachlern bezeichnet, was merkwdrdig ist, weil
alle Benutzer mit dem Lernen erst im spateren Alter angefangen haben. Noch interessanter war, dass
viele englische Muttersprachler far Nicht-Muttersprachler gehalten wurden.*! Es scheint, dass sich der
Unterschied Muttersprachler / Nicht - Muttersprachler entscharft hat, denn das Englische wurde eine reale
.lingua franca”, also eine Sprache der internationalen Kommunikation mit einer solchen Anzahl von Nicht-
Muttersprachlern, die um das Doppelte die Anzahl von Muttersprachlern Ubersteigt.

Der Beitrag des Lernens im sehr frihen Alter besteht jedoch im affetiven Bereich, der viele Faktoren
enthalt — wie Werte, Stellungnahmen, Empatie, Extravertiertheit, Hindernisse, Selbsteinschatzung, Furcht
usw. Der potentionelle Beitrag des frihen Anfangs umfasst Folgendes: (1) bei Kleinkindern haben sich in
der Beziehung zu ihrer Selbstidentitat keine Hindernisse (Inhibition) entwickelt, (2) ihr sprachliches Ich
(Sprachego) ist sehr dynamisch und flexibel, so dass eine neue Sprache in diesem Zustand keine Drohung
bedeutet, (3) mit einer weiteren Sprache eignen sich die Kinder wahrscheinlich eine zweite Identitét an,
(4) und bei den Kleinkindern haben sich keine Arten von negativen Stellungnahmen zu Rassen, Kulturen
und Sprachen usw. entwickelt.*?

AuRer den aus den oben abgeleiteten und belegten Grinden flur das frihe Sprachlernen, gibt es noch
erzieherische und politische Griinde. AufRerdem sollte man noch den Zeitfaktor in Betracht ziehen. Der
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frihe Anfang bietet langere Zeit fir das Lernen an und hat die Moglichkeit, die personelle Entwicklung des
Kindes zu beeinflussen, besonders wenn sich die Kinder in einer riesigen Entwicklungsphase befinden.*®
Im Bereich des des Sprachenlernens korrespondiert diese Ansicht mit der EU - Politik. Die Européische
Kommission &ulRerte im Aktionsplan zur Unterstitzung der sprachlichen Ausbildung und der sprachlichen
Vielfalt fiir die Jahre 2004 — 2006 (Promoting Language Learning and Linguistic Diversity: An Action Plan
2004 — 2006)* ihre Absicht, den Unterricht einer oder mehrerer Fremd - oder Erganzungssprachen im
frihen Alter in jedem EU - Mitgliedstaat zu erweitern, zu vereinigen und zu entfalten. Jan Figel, Europa -
Kommissar fur Schulwesen, Bildung, Kultur und Vielsprachigkeit, formulierte die Grinde fir den Friihbeginn
im Jahre 2005: ,,Im erweiterten und vielsprachigen Europa ermoglicht uns das Fremdsprachenlernen im
frhen Alter andere Kulturen zu verstehen und sich auf die Beschaftigungsmobilitat vorzubereiten.”*® Der
Aktionsplan fir die Jahre 2004 — 2006 fihrt weiter an, dass das Angebot einer weiteren Sprache im
frihen Alter nicht von selbst aus nUtzlich ist. Zugleich enthalt dieses Dokument auch eine Liste von
Voraussetzungen, die erflllt werden mussen, damit der Frihbeginn zum Vorteil wird.

Wenn wir uns am Ende entschlief3en sollen, wann mit dem Fremdsprachenunterricht zu beginnen ist,
sollten wir sorgfaltig Ziel und Kontextdes Unterrichts abwagen. Im Unterschied zum Muttersprachenerwerb
(siehe Kapitel 1) gibt es hier eine Reihe von @uBeren Umstéanden, die die unterstitzende oder sogar
Lunterrichtsermdglichende” Umgebung definieren. Wenn man keine glinstigen Lernbedingungen schafft,
muss sich der potentionelle Beitrag des Lernens im frihkindlichene Alter nichtin einen tatsachlichen Gewinn
umwandeln. Bevor wir beginnen, lUber die Bedingungen des Frihbeginns des Fremdsprachenunterrichts
zu diskutieren, sollte unser Schler vorgestellt werden.

3.2 Kleinkinder in der Schiilerrolle

Zielgruppe dieses Buches sind zweijdhrige Kinder, die beginnen, eine Fremdsprache zu lernen. Es
geht um eine neue Situation, denn mit der Fremdsprache beginnt man normalerweise erst spater. In der
Literatur erfahrt man, dass zu den Eigenschaften eines Menschen, der die Fremdsprache lernt, Folgendes
gehort: Kenntnis einer anderen Sprache, kognitive Reife, Bewusstsein der Metasprache oder Kenntnisse
Uber die Welt.*® Diese Eigenschaften kann man leider nicht an unsere Situation anpassen, denn zweijahrige
Kinder befinden sich in der Phase der Aneignung der Muttersprache und der Entwicklung ihrer ganzen
Persdnlichkeit. Damit man die Lernprinzipien im frihkindlichen Alter formulieren kann, sollte man zuerst
die Aspekte der Schulerentwicklung verstehen.

Der von uns gemeinte Schler befindet sich direkt im Entwicklungsstadium, das sich auf den Zeitraum von
1 bis 3 Jahren bezieht. Psychologen benutzen fir die Bezeichnung des Kindes in diesem Alter den Terminus
.Kleinkind”. Diesen Zeitabschnitt beeinflussen drei bedeutende Verdnderungn, zu denen es kommt:
Das Kind lernt stehen und gehen, eignet sich die Muttersprache an und es wird sich des eigenen ,Ichs”
bewusst.*” Die erste von diesen drei Veranderungen bezieht sich auf die psychomotorische Entwicklung
des Kindes. Die Fahigkeit zu gehen ermdglicht den Kindern den Raum auf bisher unbekannte und aktive
Weise zu erforschen. Sie stehen auf, laufen und fallen hin, verstecken sich, nahern sich den Gegenstéanden
aus verschiedenen Richtungen und werden sich somit des Raumes bewusst. Sie mUssen weiter konkrete
Muskeln beherrschen, um Sport zu treiben und um alltédgliche Tatigkeiten*® auszufihren wie anziehen,
schneiden, malen und zeichnen, aber auch um Laute artikulieren zu kénnen.

Von der zweiten Verdnderung — dem Wunder der Aneignung der Muttersprache — haben wir schon
gesprochen. Es ware nltzlich zu betonen, dass es Unterschiede unter den einzelnen Kindern gibt, was
die Geschwindigkeit dieses Prozesses betrifft. Es gibt zweijadhrige Kinder, die gar nicht sprechen, wahrend
die anderen relativ fortgeschritten sind — ihr produktiver Wortschatz ist viel gréRer als der Durchschnitt
von 300 Wortern und sie bilden Satze mit mehr als vier Wértern. Man darf nicht vergessen, dass diese
Unterschiede die kinftige Entwicklung des Kindes voraussagen. Die Aneignung der Muttersprache
verlauft in ungleichen Entwicklungsstadien, nach dem Zeitabschnitt einer schnellen Entwicklung kommen
Phasen der Sprachbefestigung.*® Schon vorher haben wir erwéhnt, dass der entsprechende Input bei der
Aneignung der Muttersprache eine bedeutende Rolle spielt. Wir kénnen also sagen, dass die Aneignung
der Muttersprache zur Entwicklung der Persdnlichkeit beitréagt, denn sie hdngt mit der kognitiven, sozialen
und psychomotorischen Entwicklung des Kindes zusammen. Die psychomotorische Entwicklung wurde
bereits erwahnt, jetzt kommen wir zur Analyse der kognitiven und sozialen Entwicklung.
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Wenn wir das Wesen der kognitiven Entwicklung des Kindes erkennen wollen, kénnen wir das Werk von
Jean Piaget einsehen, des kognitiven Entwicklungspsychologen, dessen Arbeit grofsen Einfluss auf die Bildung
hatte, obwohl auch er kritisiert wurde. Piaget betonte den konstruktiven Charakter des Lernprozesses.
Die Menschen gliedern sich von Geburt an aktiv in die Herausbildung der persénlichen Bedeutung
ein, was ihr eigenes personliches Verstehen der eigenen Umwelt ist. Diese personliche Bedeutung wird
auf der Grundlage ihrer Erfahrungen gebildet.®® Es wird angenommen, dass die Schiler mehrere Stadien
durchlaufen. Der erste Zeitabschnitt ist das sensomotorische Lernstadium, in dem die Kinder von Geburt an
bis 2 Jahre ihre Umgebung mit Hilfe ihrer Grundsinne erforschen. Das nachste Stadium heil’t Voroperations-
oder intuitives Stadium. Die Gedanken der Kinder werden in diesem Alter (von 2 bis 7 Jahren) flexibler und
Gedéachtnis und Vorstellungsfahigkeit beginnen zu arbeiten. Zwei- bis vierjahrige Kinder arbeiten immer mehr
mit Symbolen, doch sie sind nicht féhig, generische Bezeichnungen zu bilden, und benutzen z. B. das Wort
. Vati” zur Bezeichnung eines ,,Mannes”. Mit sieben Jahren befinden sich die Kinder im Stadium konkreter
Operationen. Sie sind fahig, die Grenze gewaéhrter Informationen zu Gberschreiten, doch ihr Denken ist noch
immer von konkreten Beispielen abhangig. Mit 12 Jahren schlieRlich treten sie in das Stadium des formalen
Operationsdenkens ein, in dem sich die Fahigkeit des abstrakten Denkens immer mehr erhéht. %!

Piagets Arbeit bringt mancherlei zum Nachdenken mit sich. Wir missen begreifen, wie noétig es ist, den
Schiiler fiir einen aktiven Menschen zu halten, der aktiv die Bedeutung bildet und nicht nur passiv
Information aufnimmt. \Weiter sollte man nicht vergessen, dass es eine Beziehung zwischen der Entwicklung
der Sprache und des Denkens gibt. Routinelernen fihrt also nicht zum tieferen Verstandnis. Die Anspriiche
jedweder Aufgabe sollten einem solchen kognitiven Grad entsprechen, dessen der Schuiler fahig ist. Wenn
man eine solche Aufgabe vorbereitet, die hinter der Grenze ,hier und jetzt” liegt, sind Zweijéhrige nicht
féhig, mit einer solchen Aufgabe klarzukommen, weil der Grad der kognitiven Herausforderung zu hoch ist.
Erinnern wir uns aber daran, dass ein niedriger Grad kognitiver Herausforderung auch unerwiinscht ist.

Was die soziale Etnwicklung betrifft, muss man in diesem Prozess die Rolle der Sprache anerkennen. Im
frihen Kindesalter wird die Sprache schnell zum Instrument im Sozialisierungsprozess. Sehr kleine Kinder
sind hdchst egozentrisch. Die Welt dreht sich um sie und das ganze Geschehen in ihrer Wahrnehmung
konzentriert sich gerade auf sie.® Wéhrend des Wachsens werden die Kinder immer mehr sich selber
bewusst. Und dies ist die dritte Verdnderung im Leben des Kleinkindes — eines Tages benutzt es zur
Bezeichnung seiner Person nicht mehr seinen Namen, sondern ,ich”. Damit man begreift, warum das
geschieht, kann man sich auf die Erwédgungen Uber die psychologische Entwicklung des Menschen von
Erik Erikson berufen. Dieser Autor behauptet, dass die Entwicklung von der Art des Durchlaufens einzelner
Stadien abhangt und von den Herausforderungen, die an den Menschen von der Gesellschaft in den
einzelnen Lebensabschnitten gestellt werden. Wahrend die Herausforderung im frihen Kindesalter darin
besteht, das Vertrauen in die Welt einschlieRlich von sich selbst zu gewinnen, wird spatestens im Alter
von 2 oder 3 Jahren zur Herausforderung, Autonomie zu gewinnen. Dieses Stadium im Menschenleben
halt man fur einen Abschnitt mit Schlisselbedeutung, wenn die Grundlage fur das Geflhl der eigenen
Befahigung gelegt worden sind.5®* Was geschieht eigentlich in diese Zeitraum? Nicht nur, dass die Kinder
begonnen haben, die Pronomina ,ich” und ,, du” richtig zu benutzen, sondern sie haben dazuauch noch
ihre eigene Position in der Welt und ihre personliche Identitat definiert. Sie nehmen aktivam Geschehen
teil, initileren dieses Geschehen und gliedern die Eltern ins Spiel ein. Sie demonstrieren ihren Willen und
zeigen auch die negativen Gefilhle, wenn ihr Wille eingeschrénkt wird. Einige Kinder kénnen auf ihrem
Weg zur Autonomie Konflikte erleben. Das ist ein natlrlicher Vorgang. Diese Konflikte sollte man jedoch
sorgfaltig 16sen, denn zu viel Beschrankung kann die Entwicklung der Autonomie verhindern.

Die soziale Entwicklung des Kindes spiegelt sich in seiner Art und Weise., wie es spielt, ab. Sehr kleine
Kinder spielen allein, sie brauchen keine weiteren Kinder dazu. Dreijahrige Kinder machen paralelle Spiele.
Sie imitieren vielleicht sich gegenseitig, aber sie handeln als selbstédndiges Individuum. In den Gruppen von
vier- bis funfjahrigen Kindern kann man wirkliche Interaktion mit den Altersgenossen beobachten, d. h. ein
wirkliches soziales Spiel. Zweijahrige Kinder spielen mit verschiedenen Gegenstanden, doch sie spielen
vor, dass der jeweilige Gegenstand etwas anderes ist — z.B. ein Stlick Holz ist ein Schiff.

Dieses Kapitel hat uns also die Beweise daflir gebracht, dass man mehr als das chronologische das
Entwicklungsalter zahlt.®® Dies unterscheidet sich individuell und wir missen die ungleiche Entwicklung
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der Kinder desselben Alters akzeptieren. Das folgende Kapitel bietet einen Vorschlag , wie sich die
Schilereigenschaften in den didaktischen Prinzipien widerspiegeln sollten, die die Grundlage fur den
Unterricht und das Lernen bilden.

4. HOFFNUNG AUF EINE REICHERE ERNTE

Sprachlernen im friihen Alter erinnert uns an die Arbeit eines Bauern, mindestens in dem Sinne, dass
die Investition groR ist, aber die Ernte nicht sicher. Man séat die Samen, arbeitet sehr hart und hofft auf
gute Ernte. Doch wahrend des Wartens wird das, was man gesét hat, z.B. durch das Wetter zerstort. Im
Kontext des Lernens im frihkindlichen Alter halt man den Vorteil eines Frihbeginns fur Erfolgssamen
(seeds of success),® der unter guten Bedingungen geséat werden muss. In diesem Kapitel werden wir von
den Voraussetzungen fir erfolgreiches Sprachenlernen im frihen Alter sprechen.

4.1 Aul3ere Bedingungen

In diesem Kontext wurde schon erwahnt, dass flr die erfolgreiche Aneignung der Muttersprache eine dulRere
Bedingung von Bedeutung ist — die Sicherung eines versténdlichen Inputs. Beim Fremdsprachenlernen
ist jedoch alles viel komplizierter, denn das Lernen wird von der Umgebung weit weniger unterstitzt.
Man muss unbedingt eine solche Umgebung schaffen, die das Lernen ermdglicht. Auf der Grundlage
der vorhergehenden Kapitel kann man eine solche Umgebung durch die Formulierung von Bedingungen
definieren,die aus den potentionellen Vorteilen des Friihbeginns einen echten Gewinnmachen kénnen.

Die erste Bedingung ist einen Lehrer zu haben, der speziell darin geschult ist, mit kleinen Kindern zu
arbeiten.%” So ein Lehrer ist vor allem ein kompetenter Sprachbenutzer. Doch es herrscht hier leider der
verbreitete Mythus, dass der Unterricht von kleinen Kindern keine grofRe Anforderung an die Kompetenz des
Lehrers stellt, in der Zielsprache zu kommunizieren. Das Gegenteil ist der Fall. Von dem Lehrer erwartet man,
dass er solche Bedingungen schafft, die es Kleinkindern erméglichen zu lernen. In diesem Kontext bedeutet
es, dass er solche Bedingung flr Spracherwerb schafft, die einen abwechslungreichen und verstandlichen
Input sichern und dass es zur Interaktion zwischen dem Lehrer und dem Kind kommt. Ohne entsprechende
Sprachbeherrschung ist das jedoch unmaglich. Der Lehrer sollte in der Sprache sattelfest sein undflieRend
reden. Er muss auch féhig sein, bei der Lésung von Routinen und voraussetzbaren Situationen spontan und
flexibel aus der Menge von Themen zu handeln, statt sich aufdas Memorieren von Phrasen zu verlassen.®®
Die Art und Weise, mit der die Lehrer mit den Kindern in der Schule kommmunizieren, die sog. Lehrersprache,
scheint eine einfache Angelegenheit zu sein, die jeder sprechen kann. Entgegen dieser Ansicht ist die
Lehrersprache eine spezifische Art von zweckmafig modifizierter Rede, damit die Kinder die Bedeutung
mit Hilfe des Kontexts verstehen. Im Zusammenhang mit der Aussprache muss man hier weiter die Prazision
der Aussprache beachten. Die Kinder missen die richtigen Formen haufig héren, erst dann gliedern sie sie
in ihre Sprache ein. Erinnern wir uns, dass die Kinder, englische Muttersprachler, die Aussprache von ,th”
erst mit vier Jahren lernen, obwohl sie diesen Laut standigund langfristig horen.

Damit alles noch komplizierter ist, bedeutet ein hoher Grad der Kompetenz, in der Fremdsprache
kommunizieren zu kénnen, noch keinen kompetenten Lehrer. Dazu sollte der Lehrer den Lernprozess einer
Fremdsprache gut kennen und die individuellen BedUrfnisse dieser spezifischen Altersgruppe verstehen. Er
sollte dann diese Beddrfnisse beachten und entsprechende Methoden, Techniken und Verfahren benutzen.
Fassen wir zusammen: Es ist nodtig, den Lehrer in der Padagogik der Vorschul- und Grundschulbildung
und in der Didaktik der Fremdsprache im friihkindlichen Alter zu schulen.® Eine solche Ausbildung
hilft den Lehrern richtige Entscheidungen zu treffen, z. B. bei der Modifizierung der Lehrersprache oder der
Interaktionsmuster. Dieses Buch will nicht alle Bereiche des Sprachlernens im frihen Alter besprechen.
Einige Hinweise fur die Lehrer kleiner Kinder findet man im zweiten Teil dieses Kapitels.

Eine weitere wichtige Bedingung bezieht sich mehrfach auf die Zeit. Zuerst sollte man wissen, ob den
Sprachen genug Zeit im Rahmen des Bildungsprogramms gewidmet wird,® es ist nicht erwiinscht,
mehr Zeit dem Sprachenlernen auf Kosten anderer Lernbereiche zur Verfligung zu stellen. Zweitens sollte
man sorgféltig den Wochenstundenplan abwégen. Einige Studien behaupten, dass kiirzere,dafiir aber
héaufigere Stunden bessere Ergebnisse bringen.f' Und zuletzt, wenn man mit dem friihen Sprachenlernen
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beginnt, sollte man auch die langjahrige Perspektive in Betracht ziehen — die Absicherung der Kontinuitat.
Die Diskontinuitat Gbt namlich auf den Lernenden eine negative Wirkung aus. Die Untersuchungen
beweisen, dass es fir das Kind, dessen Kompetenz sich im Bereich der Fremdsprache langsam
entwickelt, problematisch ist, wenn man es aus der bekannten Umgebung in eine vollstdndig unbekannte
und unterschiedliche Umgebung fuhrt.®? Deshalb sollte man eine mdgliche demotivierende Wirkung der
Diskontinuitat und des stetigen neuen Anfangs grtindlich erwégen. Wenn sich die Eltern entscheiden, dass
ihr Kind eine Fremdsprache in einem sehr frihen Alter lernt, sollten sie sich dazu verpflichten, dass sie
ihrem Kind dauerhaft die Sprachentwicklung sichern.

Eine weitere Bedingung ist der Kontakt (exposure). Inspirierend flr das Fremdsprachenlernen ist die
Situation, wenn die Kinder im Kontakt mit der Sprache Uberall sind — in der Schule, aber auch aulRerhalb
der Schule, was eine der Eigenschaften einer idealen Lernumgebung darstellt.?® Damit man glnstige
Bedingungen fur das Fremdsprachenlernen schafft, ist unser Ziel die Maximierung des Kontakts mit
der Sprache aulRerhalb der Klasse.®* Dies ist aber nicht einfach. Der Lehrer sollte nicht die einzige Quelle
eines sinnvollen Inputs sein, unabhdngig davon, wie oft die Kinder ihre Sprachstunde haben. Deshalb ist
es notwendig, auch mit weiteren Akteuren zusammenzuarbeiten, vor allem mit den Eltern. Die Elternrolle
besprechen wir im Kapitel 5, wahrend diverse Lehrmaterialien im Kapitel 6 besprochenwerden.

Umden Lernprozess effektiv zu gestalten, muss man den Unterricht/das Lernenin geringer Klassenstérke
organisieren.®® Die Klassenstéarke anzuflihren ist nicht leicht, es ist sehr individuell und es hédngt vom
jeweiligen Kontext ab. Doch die Menschen, die daflir verantwortlich ist, wie viele Schuler in der Klasse
sind, mussen abwagen, ob der Lehrer die Mdglichkeit hat, sich jedem Schuler individuell zu widmen, ob
es hier genug Platz fir alle Lernaktivitdten gibt, in die auch die Eltern einbezogen werden sollen, welche
Ausstattung zur Verfliigung steht einschlieRlich der Unterrichtsmaterialien und Lehrbehelfe. Die Ergebnisse
aus dem Projekt Mutti, Vati und ich — Ein Klub fiir Babys schlagen vor, dass die Klassenstérke optimal 5 bis
6 Kinder betragen sollte.

Zum Schluss kann festgestellt werden, dass es hier einige Bedingungen gibt, die bestimmen, ob die Ernte
reich oder notdurftig ist. Obwohl man die Tendenz hat, den Lehrerfaktor zu bevorzugen, sind auch andere
Bedingungen wichtig. Es ist offensichtlich, dass man bei einer Stunde pro Woche keine Wunder erwarten
kann, sei der Lehrer auch noch so kompetent.

4.2 Didaktische Prinzipien

Wahrend der vorhergehende Teil die allgemeinen Bedingungen, unter denen das Kind eine Fremdsprache
erlernen kann, aufzeigt, bietet das nachste Kapitel dagegen ein Verzeichnis von didaktischen Prinzipien
an. lhre Grundlage bildet der theoretische Hintergrund, der in den Kapitel 1, 2 und 3 besprochen wurde —er
sollte eine Anleitung fiir die alltagliche Lehrerpraxis bieten. Diese Prinzipien ermdéglichen den Lehrern
zu verstehen, warum das Kind z. B. mitten im Marchens weggeht, um mit der Puppe zu spielen, oder
warum hier ein Kind sitzt, das nie antwortet.

@ ,Holistisches” (ganzheitliches) Lernen

Zuerst muss das Konzept des , holistischen” Lernens vorgestellt werden, also das Konzept von Sprache
und Schuler als einer Einheit.®® Die Quellen, die sich mit frithem Sprachlernen beschaftigen, behaupten,
dass je jinger die Kinder sind, desto , holistischer” sind sie. Aus der Sicht des Sprachenlernens lernen sie
die Bedeutungen im integrierten, sinnvollen und multisensorischen Kontext.®” Friihes Sprachenlernen ist
ein Bestandteil des Lernens allgemein und damit man die Ausbildung des ganzen Kindes unterstitzt,
sollte man alle drei Bereiche ansprechen — den kognitiven, affektiven und psychomotorischen. Im frihen
Sprachenlernen haben die hochste Prioritat die Einstellungsziele.®® \Wir sprechen von der Vorrangstellung
des affektiven Ziels.Die Ergebnisse, die man im kognitiven Bereich gewinnt, also die Inhaltsziele, sind
weniger wichtig als die Ergebnisse im affektiven Bereich. Anders gesagt: Es ist nicht notig, wie viele
Woérter die Kinder lernen, es ist wichtig, ob sie eine positive Einstellung zur Erfahrung mit dem Lernen
haben oder nicht.

® Zuerst begreifen, dann bilden
Bevor die Kinder, die sich die Muttersprache aneignen, und auch kleine Kinder, die sich in der nicht formalen
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Umgebung fur den Fremdsprachenunterricht befinden, beginnen, die Sprache zu produzieren, haben sie
mit ihr zuerst einen intensiven Kontakt. Sie sind nicht gezwungen zu sprechen, und bis sie bereit sind
zu sprechen, kdonnen sie schweigen. Die einzelnen Kinder unterscheiden sich gerade dadurch, wann die
vorkommunikative Phase (silent period) endet. So kann es geschehen, dass sich ein zweijahriges Kind nicht
genug selbstbewusst fuhlt, seine eigene Muttersprache zu sprechen, es kann sich noch immer in der stillen
Periode befinden. Zugleich beginnt es auch, eine Fremdsprache zu lernen. Fur das Fremdsprachenlernen
gilt also dasselbe Prinzip. Die Kinder sollten im intensiven Kontakt mit der Sprache sein, aber sie sollten
nicht gezwungen werden zu reagieren. Kleinkinder lernen eigentlich immer, auch wenn sie gar nicht
sprechen,® obwohl man nicht feststellen kann, was sie gelernt haben. Aus diesem Grund ist es eigentlich
nicht realisierbar oder sogar unfair, wenn man die Ergebnisse im kindlichen Lernen nach dem produktiven
Wortschatz festlegt.

Wenn man schon von der Wichtigkeit desVerstehens spricht, sollte man auch die Methode der totalen
physischen Reaktion (total physical response, TPR) erwadhnen. Diese Methode ist auf der Voraussetzung
angelegt, dass die auf Kinder orientierte Sprache hauptséchlich aus Befehlen besteht, auf die die Kinder
mit Hilfe von Handlungen reagieren, bevor sie beginnen, verbale Antworten zu geben.”” Hoéren wird
von der physischen Bewegung begleitet, die die TPR zum Lernen mit der rechten Hemisphéare fuhrt.
Die Lehrmethoden, die diese physische Handlung und das Hoéren verbindet, oder die zum Ausdruck des
Begreifens physische Reaktion benutzen, sind ein fester Bestandteil des Lehrerrepertoires.

® Mannigfaltigkeit des sinnvollen Inputs

Zur wichtigen Eigenschaft der idealen Umgebung gehort auler dem vielseitigen Kontakt mit der Sprache
auch die Mannigfaltigkeit eines sinnvollen Inputs.”” Deshalb glaubt man, dass es so ahnlich auch im
Kontext der Fremdsprache funktioniert. Die Kinder haben Kontakt mit dem vielseitigen Sprachgebrauch
wie Interaktion, Erledigung verschiedener Sachen, Vorstellungen. Der Sprachinput ist sinnvoll, wenn
er mehr Kommunikationsmittel ist als Unterrichtsgegenstand. Aus diesem Grund orientiert sich die
Aufmerksamkeit nur auf die Bedeutung und nicht auf die Sprachform.

® Haufiger Kontakt

Die Problematik des Kontakts haben wirschonvorgestelltals eine Bedingung flrdie glinstige Lernumgebung.
Die Diskussion betraf jedoch die Maximierung des Kontakts aufderhalb der Klasse. Diesmal steht im
Mittelpunkt die Kontaktfrequenz. Beim Fremdsprachenlernen im frihen Alter ist der hdufige Kontakt mit der
Fremdsprache erwiinscht.”? Die Haufigkeit bedeutet jedoch nicht die behavioristische ,, Wiederholung und
Assoziation”. Man versteht darunter vielmehr ein sinnvolles Auftreten der sprachlichen Erscheinugen.
Lehrer, die die theoretischen Grundlagen und Fakten suchen, kénnen sich auf die Untersuchungsergebnisse
im Bereich des Muttersprachenerwerbs stlitzen und behaupten, dass die Kinder dank den konsistenten
und wiederholten Modellen im sinnvollen Kontext schlieRlich die richtigen Formen in ihre AuBerungen
Uberfuhren.”

® Der Grundsatz , hier und jetzt”

Frihes Sprachlernen beschrankt sich bedeutend auf den Erfahrungstyp , hier und jetzt”, was die kognitive
Psychologie schon durchgesetzt hatte. Im Kontext sind die Lernaktivitdten Dinge, die gerade geschehen,
geschehen sind oder geschehen werden. Ein zweijdhriges Kind kann die Grenze von , hier und jetzt” nicht
Uberschreiten.

® Entsprechende Lernaktivitidten

Kleine Kinder gliedern sich in die Lernaktivitaten ein. Wenn der Lehrer eine Aktivitat plant, sollte er sich
vergewissern, dass sie nicht zu schwierig, aber auch nicht zu leicht ist — sie sollte auf den richtigen
Schwierigkeitsstufen sein. Die kognitive, soziale und psychomotorische Entwicklung des Kindes
pruft der Lehrer mit einer einfachen Frage: Ist das Kind féhig, das zu machen? Daneben ist die richtige
Schwierigkeitsstufe nicht die einzige wichtige Sache, man sollte auch den Umfang der Konzentration
(Aufmerksamkeit) in Betracht ziehen. Kleinkinder kénnen nur sehr kurze Zeit aufmerksam sein. Deshalb
empfiehlt man, die Aktivitdten alle 5 oder 10 Minuten zu wechseln.’”* Diese Reaktion ist aber sehr individuell,
denn bei jeder Gruppenaktivitat unterscheidet sich der Umfang der Konzentration bei jedem Schuler. Damit
man die Aufmerksamkeit des Kindes gewinnt und aufrecht hélt, empfiehlt man eine Reihe von Stimuli,
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z. B. etwas Neues oder Unerwartetes, einen Uberraschungsmoment. Und schlieBlich lernen die kleinen
Kinder dank dem Gebrauch aller ihrer Sinne, deshalb sollte man bei den Lernaktivitditen multisensorische
Verfahren anwenden.

@ Individuelle Aufmerksamkeit

Wenn man mit zweijahrigen Kindern arbeitet, sollte man nicht Gberrascht sein, wie egozentrisch die Kinder
sind. Es ist sehr wichtig, dass Kleinkinder vom Lehrer so viel individuelle Aufmerksamkeit wie nur
moglich bekommen.” Diesen Grundsatz sollte man nicht vergessen, wenn man sich fur die Klassengrofie
entscheidet. In ener groRen Klasse kann das Kind infolge Mangel an individueller Aufmerksamkeit frustriert
sein. Aus diesem Grund hindert ein hoher affektiver Filter des Kindes am Spracherwerb.

® Sichere Umgebung

Der letzte Grundsatz hat einen anderen Charakter, denn er bietet die Anleitung zur Applikation der
vorherigen Prinzipien an. Bei allem was wir tun, sollte man immer behutsam vorgehen, damit man das
Sicherheitsgefthl des Kindes nicht bedroht. Dieses Sicherheitgefthl ist oft durch die Anwesenheit der
Eltern gegeben, aber auch Routinen und Aktivitaten, die die Kinder schon kennen,tragen dazu bei.. Das
bedeutet jedoch nicht, dass man nicht mit neuen Sachen beginnen soll — im Gegenteill Man muss es nur
mit Vorbedacht tun. Dasselbe gilt auch fur die Muttersprache, die man vernlinftigerweise dazu benutzen
sollte, Stress oder die Furcht des Kindes abzubauen.

Dieses Kapitel zeigte uns eine mogliche Weise der Konzeptualisierung im Bereich der didaktischen
Prinzipien, die die Grundlage fir ein frihes Fremdsprachenlernen bilden. Das folgende Kapitel beschaftigt
sich mit dem Thema: Rolle des Lehrers, des Schilers und der Eltern.

5. TRIO LEHRER, SCHULER UND ELTERN

Zweijahrige Kinder in einer Fremdsprache zu unterrichten, ist noch immer aus folgenden Grinden eine

ungewohnliche Situation:

e Erstens sind diejenigen, die die Fremdsprache lernen, in dem Moment, wenn sie beginnen, gewohnlich
viel dlter, so dass sie bestimmte Grundkenntnisse haben, auf die sie bauen kénnen —z. B.ein bestimmtes
Weltwissen, Kenntnisse in der Muttersprache und ein gewisses Niveau metakognitiver Kenntnisse. In
dieser Entwicklungsphase verlaufen diese Prozesse parallel.

e Zweitens nehmen die Eltern gewodhnlicht an den Sprachstunden im Laufe des Jahres nicht teil. Was das
frihe Fremdsprachenlernen betrifft, gliedern sie sich aktiv in den Unterricht ein.

e Drittens verbindet man gewdhnlich den Lehrer mit einem formalen Schulunterricht. In diesem Kontext
erwartet man jedoch vom Lehrer, dass er eine solche Umgebung schafft, in der man ,lernen kann”,
damit sich die Kinder die Sprache in der nicht-formalen Umwelt aneignen.

Der Lehrer ist weiter fur die Eingliederung der Eltern in diesen Prozess verantwortlich.

Der folgende Teil macht auf den Beitrag unserer drei Mitspieler aufmerksam. Im Musikantentrio spielt
jeder ein anderes Instrument, doch damit sie erfolgreich werden, miissen sie zusammenarbeiten. Ahnlich
haben Lehrer, Schiler und Eltern eine einzigartige Rolle..

Aus dem Geschriebenen ist klar, dass die Lehrerrolle zentral ist, denn der Lehrer schafft wahrend des
kindlichen Lernens die Bedingungen und im Lernprozess tritt er als Vermittler auf. Das bedeutet auch,
dass man vom Lehrer die Eingliederung der Eltern in diesen Prozess erwartet. Zu Kursbeginn missen
die Ziele und Mittel zu ihrer Erreichung erklart werden. Dies betrifft auch die Information Uber Vorgange,
Methoden und Techniken, d. h. was und warum dies oder jenes passiert. Der Lehrer sollte weiter auch
konkret davon sprechen, wie die erwartete Elternrolle in diesem Prozess aussieht. Und umgekehrt kann
der Lehrer Nutzen aus den Erfahrungen der Eltern zehen, was die Erziehung ihrer eigenen Kinder betrifft.

Obwohl die Kinder dieser Altersgruppe einige Eigenschaften gemeinsam haben, z. B. sind alle egozentrisch
und erfordern individuelle Aufmerksamkeit vom Lehrer, bringt jeder Schiiler seine eigene Individualitat
mit ein. Die individuellen Unterschiede kénnen riesig sein, denn das Entwicklungsalter unterscheidet
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sich oft vom chronologischen Alter. Einige Kinder sind bei der Ausfihrung von physischen Aufgaben
selbstbewusst, wahrend die anderen ungeschickt aussehen. Einige Kinder benutzen ihre Muttersprache,
die anderen befinden sich immer noch in der stillen Phase. Auf dieselbe ungleiche Weise entwickeln sich
bei den Kindern solche Fahigkeiten wie Manipulieren mit kleinen Gegenstédnden, Malen und Zeichnen usw.
Individuelle BedUrfnisse des Schilers sollte man ohne Rucksicht auf ihre Mannigfaltigkeit respektieren,
damit man die kindliche Entwicklung nicht behindert, indem man dem Kind unangemessene Anforderungen
stellt. Das ist leicht zu sagen, doch schwer zu machen. Erinnern Sie sich an alle Grundsétze, die der Lehrer
nicht vergessen darf. Deshalb kann in diesem Punkt dem Lehrer sehr helfen, wenn er auf die Stimme der
Eltern hort.

Was wissen die Eltern und der Lehrer nicht? Es ist vor allem eine grindliche Kenntnis ihrer Kinder und
ihres Verhaltens in verschiedenen Situationen. Die Eltern wissen, was ihre Kinder gern und nicht gern
machen. Sie dekodieren leicht ihre nonverbalen Signale, die ihre Kinder fir die AuRerung des Glickes, der
Freude, der Angst, der Langeweile, der Midigkeit und der Furcht usw. machen. Ahnlich helfen die Eltern
auch die Kindersprache dekodieren, wenn sie schon erschienen ist. Sie wissen auch, was ihre Kinder
schon kénnen, wogegen sie kdmpfen und wenn die Zeit kommt, wenn sie Hilfe brauchen. Einerseits
helfen die Eltern mit ihren Kenntnissen, die der Lehrer bestimmt hoch schéatzt, anderseits gibt es hier
jedoch Dinge, die fur sie ganz neu sind.

Im wirklichen Leben beeinflussen die Eltern ihr Kind auf nattrliche Art und Weise und im Lernprozess
haben sie vermittelnde Funktion. Im Kontext des friihen Fremdsprachenlernens begegnensie jedoch
einer neuen Herausforderung — man erwartet von ihnen, dass sie in diesem Prozess eine neue aktive
Rolle spielen. Das bringt eine Menge von Aspekten mit sich. Erstens bedeutet es, dass ein Elternteil an
jeder Stunde teilnimmt, was das Sicherheitsgefihl unterstltzt, zweitens nehmen die Eltern auch an den
Lernaktivitaten teil. Die Eltern helfen den Kindern bei der Ausfihrung von Aufgaben, die sie sonst nicht
fahig wéren zu beherrschen, z. B. mit den Handen richtig den Rhythmus der Kinderverse zu klatschen, oder
die Eltern dienen als Modell, wie das Kind dies oder jenes machen soll. Die Eingliederung der Eltern ist
eine wichtige Quelle fur die Aufmunterung und hilft auch die bisherigen affektiven Barrieren dem Lernen
gegenlber zu beseitigen

Am wichtigsten ist jedoch die Erwartung, dass auch die Eltern mit dem Gebrauch der Fremdsprache auf
das Kind wirken werden. \Wie schon friher erwahnt wurde, ist die Maximierung des Kontakts aulRerhalb
der Klasse oder des Klubs eine Notwendigkeit und die Eingliederung der Eltern halt man fur eine logische
Losung. Sie sind mit den Kindern Tag und Nacht zusammen und kénnen auch das Tagesprogramm
organisieren — sie kénnen also regelmélig ,fremdsprachliche Fensterchen” einlegen. Man empfiehlt,
den Kontakt mit der Fremdsprache z. B. mit einem Elternteil in einer bestimmten Situation (z. B. wenn
das Kind mit der Mutti schlafen geht), und in einer spezifischen Umgebung (z. B. eine ,,englische” Ecke
im Kinderzimmer), oder mit einer Handlung (z. B. wenn es mit dem Teddy spielt) zu verbinden. Wenn
die Eltern diesen Plan einhalten, erwartet das Kind den Fremdspracheninput immer, wenn es schlafen
geht, wenn es in der ,englischen” Ecke spielt oder wenn es mit dem bestimmten Teddy spielt. Mehrere
Informationen bezlglich der Eingliederung der Eltern findet man im Begleitbuch fir Eltern (The Parents’
Guide), in dem weiteren Endprodukt des Projekts Entwicklung der Methodologie fiir die Sprachaneignung
im frihkindlichen Alter (Development of Methodology for Very Early Language Learning).

Dieses Szenarium hat trotz aller Vorteile eine Schattenseite — die Stufe der Sprachentwicklung der Eltern.
Man bezweifelt, ob die Eltern mit eingeschréankter kommunikativer Zielsprachenkompetenz, féhig sind,
einen verstandlichen und abwechslungsreichen Input zu sichern, der fir die Kinder bei der Aneignung
der Fremdsprache unbedingt erforderlich ist, und ob die Eltern fahig sind, auf die Kinder einzuwirken.
Demzufolge entsteht die Frage, auf welche Weise das Lernen der Kinder beeinflusst wird, wenn die Kinder
einem massiven, aber schlechten Input der Eltern ausgesetzt sind, vor allem was die Aussprache betrifft.
Die Antworten bestehen nur in Hypothesen, denn Beweise, die man durch Untersuchungen gewinnen
wirde, gibt es leider noch nicht. Diese Uberlegungen WOLLEN auf keinemFall diejenigen Eltern einer
Kritik aussetzen, die sich intensiv bemuhen, mit der Sprache zu sprechen, in der sie normalerweise nicht
kommunizieren und in der sie nicht sattelfest sind, doch diese Uberlegungen sollten uns dazu bewegen,
eine andere Art der Maximierung des Kontakts mit der Fremdsprache zu suchen.
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Das folgende Kapitel bietet einige Ratschldge den Eltern an, die unter Verwendung unterschiedlicher
Hilfsmittel auch zum sinnvollen Input beitragen kénnen.

6. QUELLEN

Fremdsprachenunterricht an Kleinkinder setzt die Verwendung von Lerntechniken und - mitteln auf
eine solche Weise voraus, die im Einklang stehen mit den didaktischen Prinzipien, die wir im Kapitel
4 formuliert haben.Die Schuler, die die Sprache im sehr friihen Alter lernen, sind erst zwei Jahre alt,
und so benutzen einige von ihnen nicht einmal ihre eigene Muttersprache. Es ist also nicht realistisch
von ihnen zu erwarten, dass sie mit der Fremdsprache sofort sprechen, wenn sie mit ihr im Kontakt
sind. Diese Tatsache spiegelt sich im Repertoire von Lerntechniken wider — man konzentriert sich auf die
Inputsicherung und die Verstéandniserleichterung. Von besonderen Lerntechniken und Lernmitteln erfahrt
der Leser mehr im zweiten Teil dieses Buches, in diesem Kapitel werden nur allgemeine Erkenntnisse von
erreichbaren Quellen zusammengefasst. Die Auswahl entsprechender Lerntechniken und Lernhilfen hangt
vom Lehrer ab.

Zur Vermittlung der Bedeutung des Sprachinputs kann man visuelle Anschauungsmittel benutzen. Zur
Erklarung von Wortbedeutung und Handlungen kann der Lehrer effektiv mit verschiedensten echten
Gegenstinden arbeiten, oder die Kinder kénnen mit ihnen selbst manipulieren. Ahnlich kann man zur
Sicherung der visuellen Unterstitzung auch Bilder benutzen. Sie sollen grol3 genug und klar sein, damit
die Kinder leicht erkennen, was das Bild darstellt. Vermeiden Sie deshalb mehrdeutige Bilder.

Die Kleinkinder kénnen nicht lesen, aber das Erzahlen von Geschichten ist eine wichtige Lerntechnik, das
die akustische und visuelle Wahrnehmung kombiniert. Den Sinn der Geschichte kann man mit Hilfe von
Mimik, dramatischen Techniken oder guten Marchenbiichern vermitteln —sie sind dazu notwendig, dass
die Lerner die Bedeutung erfassen. Bei der Auswahl vonMarchenblichern, sollte man erwéagen, ob sie fur
so kleine Schiler geeignet sind und zwar was Thema, Lédnge, Inhalt und Kompliziertheit usw. angeht. Eine
anspruchsvolle Sprache muss nicht stéren, denn der Lehrer ist fahig, diese den BedUrfnissen der Schuler
anzupassen. Die Geschichten, die in der Muttersprache der Kinder geschrieben sind, kann der Lehrer in
der Fremdsprache paraphrasieren. Fur vorteilhaft wird angesehen, dass den Kindern die Geschichte aus
der Muttersprache bereits bekannt ist, man verliert jedoch die Moglichkeit, das Bewusstsein (ber die
Zielkultur mit Hilfe von Geschichten in der Zielsprache zu bilden.

Zu ausgezeichneten Quellen gehéren VHS und DVD, deren Vorteil in der Kombination der Animation
mit Héren und Sehen besteht.”® Sie sollten vielmehr als Stimulus zum Lernen, aber nicht zum Fernsehen
gebraucht werden. Wenn man eine Videoaktivitat plant, kénnte man von den Prinzipien des Hérverstehens
ausgehen. Das bedeutet, dass man vorbereitende und nachbereitende Aktivitdten hinzufligen sollte. VHS
kann man auch zu Hause benutzen, die Kinder sind somit im Kontakt mit der Fremdsprache oder sie kbnnen
die Sprache wiederholen, wenn sich die Aufnahme darauf bezieht, was sie ,,in der Klasse” lernen.

Die Auswahl der Videoaufnahme sollte man wie bei den Bildern und Méarchenblchern sorgfaltig erwagen.
Die Literatur bietet uns folgende Ratschlage an, wie man die Aufnahme fir den Fremdsprachenunterricht,
an dem kleine Kinder teilnehmen, auswahlen sollte:”’

—Die Aufnahme sollte kurz sein (5 — 10 Minuten)

— Sie muss eine gute Fabel haben

— Sie muss der Altersgruppe entsprechen

— Die Sprache sollte durch das Verfolgen der Geschichte leicht versténdlich sein

— Denken Sie Uber die Aktivitdten nach, die sie machen kénnen, um den Kindern das Verstehen zu
erleichtern.

Diese Ratschlage sind nitzlich, doch die empfohlene Lange scheint uns fur zweijéhrige Kinder zu grol3 zu
sein. Passender waére die Sequenz von 3 — 5 Minuten.

Die Aufnahme muss nicht ausschlieRlich flr den Sprachunterricht bestimmt sein, doch es sieht so aus,
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dass am besten solche Episoden eignen, die aus padagogischer Sicht fir das Kinderfernsehen hergestellt
wurden. Aufderdem gibt es hier Produkte, die genau den speziellen Bildungszielen entsprechen — ein
Beispiel dafur sind die Froschgeschichten, ein Produkt des Projekts Entwicklung der Methodik fir die
Sprachaneignung im frihkindlichen Alter, was als Ergadnzungsmaterial zum einjéhrigen Curriculum dient.
Der Frosch ist ein Freund, der die Kinder auf dem Weg zur Beherrschung der Sprache begleitet.

Frihes Fremdsprachenlernen kann man sich auch nicht ohne Reime, Gesang und Lieder vorstellen.
Sie gehdren zu der wichtigsten Quelle des Horverstdndnisses. Die Kinder lernen mit ihrer Hilfe, wie die
Fremdsprache klingt. Sie héren den Intonations-, Akzentmustern zu und sie lernen auch den Rhythmus
der Fremdsprache. Kleine Kinder wiederholen gern die Reime oder Lieder mehrmals hintereinander,
was ihnen hilft, auch die Wérter und Strukturen im Gedachtnis zu behalten. Die Aktivitaten wie z. B.
Héndeklatschen beim Reimesagen, die den Rhythmus bewusst machen, sind besonders nutzlich beim
Englischunterricht oder bei anderen Sprachen, die an den Akzent gebunden sind. Die Kombination des
Horens mit der physischen Handlung tragt zur psychomotorischen Entwicklung des Kindes bei.

Eine weitere Quelle, aus der man schopfen kann, sind die Spiele und spielerische Aktivitaten. Ein gutes
Spiel zu wahlen kann jedoch trigerisch sein. Die Kinder kénnen sich in unterschiedlichen Phasen der
sozialen Entwicklung befinden (s. Kapitel 3) und einige von ihnen kénnen die Pointe nicht verstehen. Eine
sichere Losung fur Kinder in diesem Alter bedeutet die Eingliederung des Spieles ,, So tun als ob (pretend
play)” in den Lernprozess.

Zuletzt sollte man nicht kiinstlerische und handwerkliche Aktivitdten vergessen. Sie sind ein wichtiger
Bestandteil des Vorschulcurriculums und im Unterricht sollten sie haufig eingesetzt werden.”® Am besten
funktionieren sie, wenn sie sich eng zum Thema und entsprechendem Sprachelement beziehen. Sie
ermaoglichen den Kindern kreativ zu sein und die Vorstellung und Phantasie auszunutzen. Zweijahrige
Kinder werden wahrscheinlich die Hilfe ihrer Eltern brauchen. Zusammen mit den kinstlerischen und
handwerklichen Aktivitdten kann man effektiv die auf TPR gegriindeten Techniken anwenden. Wenn der
Lehrer den Kindern in der Fremdsprache sagt, was sie machen sollen, missen die Kinder seine Hinweise
befolgen, damit sie die Aktivitaten erflllen. Mit Hilfe der Eltern demonstrieren sie dann durch dieTatigkeit das
Begreifen. Was die Materialien betrifft, die man zu den den kinstlerischen und handwerklichen Aktivitaten
braucht, sind keine Grenzen gesetzt. AuRer Stiften, Fingerfarben, Papierblattern, Pappkédstchen, Kndpfen
usw. kann man auch andere Materialien benutzen, es hangt nur von der Kreativitat des Lehrers ab.

Der kreative Lehrer benutzt eine Menge von Quellen, die man effektiv auf neue und originelle Weise
kombiniert. Der Lehrer kann sich auch entscheiden, Computer oder Internet einzugliedern. Die Informations-
und Kommunikationstechnologie haben wir jedoch mit Absicht vermieden, denn wir glauben, dass man
in dieser Lebensperiode solche Quellen bevorzugen sollte, die dieHerausbildung zwischenmenschlicher
Beziehungen unterstitzen.

Das folgende Kapitel stellt uns kurz die Prinzipien fir die Lehrplan-Bildung vor, und dann verbindet man
die theoretische Grundlage, mit der wir uns im ersten Teil dieses Buches beschaftigt haben, mit dem
einjahrigen Curicculum, das das internationale Team aufgestellt hat, das am Projekt Entwicklung der
Methodik fir die Sprachaneignung im frihkindlichen Alter teilgenommen hat.

7. KURZFRISTIGE UND LANGZEITIGE PLANUNG

Dieses Kapitel bemht sich, das Misstrauen der Lehrer gegen die Theorie zu Gberwinden,’® indem es uns
zeigt, wie sich die oben genannten Fragenauf die alltdgliche Praxis beziehen, konkret also zur kurzfristigen
und lanzeitigen Planung.

7.1 Lehrplanerarbeitung

Wir haben uns bisher dem Charakter, den Grundprinzipien des friihen Fremdsprachenlernens, den
Eigenschaften seiner Teilnehmer und den Quellen gewidmet. Jetzt machen wir einen weiteren Schritt.
Wir natzen alle Kenntnisse zur Bildung der Lehrplane der Kurse fur Zweijéhrige. In der Literatur stof3t
man auf die Ansicht, dass es schwierig sei. Der Lehrplan ordnet sich den Sprachtheorien, Theorien vom
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Fremdsprachunterricht und der herrschenden Philosophie nur teilweise unter, und zwar wegen den
vielen praktischen und sozialen Einschrankungen.®® Was ist eigentlich ein Lehrpla? Zur Verfigung gibt
es viele Definitionen, einige von ihnen betonen, dass derLehrplan den Inhalt mitteilen sollte und erst in
der spateren Entwicklung sollte es sich um Methodik und Materialien handeln, die man im bestimmten
Unterrichtskontext benutzt.®' Andere Definitionen charakterisieren den Lehrplan als Spezifizierung der
Arbeit, die in einem bestimmtem Zeitraum ausgelibt wird, und die einen Ausgangspunkt und ein
Endziel hat.®?

Die Reihenfolge eines Lehrplans fur Sprachen soll dazu nach den Grundprinzipien oder Theorien

geordnet werden. Deshalb konzentriert sich dieser darauf, was und in welcher Reihenfolge man lernt.®

Es gibt einige Typen inhaltlich orientierter Lehrplane. Sie unterscheiden sich voneinander durch die

Organisationsprinzipien:

e Der strukturelle Lehrplan griindet sich auf die innere Sprachstruktur mit dem besonderen Schwerpunkt
auf der Grammatik. Bei der Einordnung von Bestandteilen konzentriert man sich hauptsachlich auf die
Schwierigkeit der Struktur, auf ihre , Lernbarkeit” und Nutzlichkeit flir den Schler.

e DerFunktionslehrplan gehtvonder Identifikation kommunikativer Funktionenaus, die nach der NUtzlichkeit
far den Schiler ausgewahlt und angeordnet sind, d. h.wie diese Funktionen den kommunikativen
Bedurfnissen der Schuler entsprechen.®

e Der Situationslehrplan baut auf den Situationen aus dem ,wirklichen Leben” auf. Bei jeder Situation
muss man zum Zweck der Auswahl und Einordnung des Inhalts drei unterschiedliche Eigenschaften in
Betracht ziehen: Teilnehmer, Umgebung und die Kommunikationsziele.

e Zuletzt gibt es hier den thematischen Lehrplan. Es ist klar, dass der Hauptgrundsatz fiir dessen Erstellung
der Informationsinhalt ist. Obwohl unwahrscheinlich ist, dass der Lehrplan nur auf dieThemen gegrindet
ist, ist das Konzept vom Thema bei dessen Erstellung sehr wichtig. Der Literatur zufolge bedeutet dieser
Lehrplan den zentralen Punkt fur den im Kurs enthaltenenSprachinput, und hilft in den einzelnen Stunden
zur Herausildung eines Zusammengehorigkeitsgefihls.8®

are Themen

Damit man eine glnstige Lernumgebung bildet, benutzt man sofort zwei Organisationsprinzipien
zusammen. Das erste Prinzip kénnte als ,,Prinzip der sozialen Distanz” bezeichnet werden. Am Anfang
des Kurses macht man Themen, die sich auf das Lernen Uber das ,,Ich” beziehen. Danach folgen Themen,
die das Interesse auf die Familie und den Ort, wo das Kind lebt, erweitern. Die Bildung von sozialen
Beziehungen vertieft sich spater durch die Hervorhebung des Freundschaftkonzepts.Und schlief3lich steht
im Mittelpunkt der Aufmerksamkeit das Kind in seiner Umgebung. Damit wird der Egozentrismus der
Kleinkinder und die erwartete Richtung ihrer weiteren Entwicklung respektiert. Das andere Prinzip, das
man zugleich mit dem ersten anwendet, heif3t ,Prinzip der Zeitiibersicht”, es ist mit der Zeit, die die
Kinder im Kurs verbracht haben, und weiter auch mit der Jahreszeit verbunden.

Die Themen wurden in folgender Reihenfolge vorgestellt:
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LEHRPLAN:

1. Willkommen (Unterthemen: Rituale, BegrtfRen, Gefihle)

2. Korper (Unterthemen: Faust, Finger, Hand, FlfRe, Bewegungen, Gesicht, der ganze Koérper und seine
Bewegungen)

Essen (Unterthemen: gut / schlecht, Obst und Gemuse, Brot, Flaschen, Wasser)
Weihnachten (Unterthemen: Weihnachtsbaum, Christkind, Weihnachten, Nikolausstrimpfe)
Spielzeug (Unterthemen: Spielzeug um uns herum, Teddy, Kaninchen, Puppen, Musikinstrumente)
Familie und Haus (Unterthemen: Familienmitglieder, Mutter-/Vatertag, Haus, Zimmer)
Tiere (Unterthemen: Maus, Raupe, Wurm, Spinne, Bar, Tiere im Zoo, Frosch, Tiere auf dem
Bauernhof)
8. Reisen und Ausfliige (Unterthemen: Schiff, Zug, Bus, Fahrrad, Gerdusche, Kreuzung)

CROSSCURRICULARE THEMEN:
9. Wetter und Jahreszeiten (Unterthemen: Herbst, Winter/Schneemann, Winterbekleidung, Frihling,
Sommer)
10. Farben (Unterthemen: Grundfarben, Farben, weitere Farben)
11. Besondere Themen (witzige Ausdrlicke, Réatsel Uber Essen, Zahlen, Schnecke)

SYLLABUS FUR DEN FRANZOSISCHEN TEIL:
Willkommen

Kérper

Tiere

Essen

Grundelemente

Ausflug

Spielzeuge

Musikinstrumente

Weihnachten

Nogaprw

©COoNOOaRWN=

Vom Inhalt erfahrt der Leser mehr im zweiten Teil des Buches, deshalb schliefsen wir ein paar kurze
Bemerkungen Uber Funktionen, Situation und Struktur an. Die Funktionen spiegeln die kommunikativen
Bedurfnisse des Schulers wider. Man betont die Begrifiung, sich vorzustellen und den Ausdruck von
Gefuhlen. Die Wahl entsprechender Situationen wird von der wirklichen Lebenserfahrung der Kinder
inspiriert. Zu den weiteren Situationen gehdren das Zusammentreffen mit dem Freund, Spazierengehen,
Besuch bei den Grofeltern, Ausfliige, Geburtstagsfeier usw.

Der strukturelle Lehrplan steht im Verzeichnis absichtlich auf dem letzten Platz. Die Orientierung auf
die Themen, Funktionen und Situationen steht im Einklang mit dem Prinzip des ganzheitlichen Lernens.
Die Wahl der Strukturen richtet sich also danach, welche Sprache zur Erflllung der gewahlten Funktionen
in bestimmten Situationen erforderlich ist. Was die Phonologie betrifft, benutzt man zur Erreichung der
Ausspracheziele viele mit dem Thema zusammenhéangende Lieder und Reime.

Die Auswahl des Wortschatzes richtet sich nach dem Thema im Lehrplan. Der lexikalische Lehrplan
spiegelt die Tatsache wider, dass die Kinder im frihen Alter die Substantive bevorzugen. Die Bedeutung
von Substantiven zu lernen kann einfacher sein, vor allem wenn sie einen materiellen Gegenstand
mit ahnlicher Form bezeichnen (z. B. Tasse, Stift, Buch). Die Verben sind dagegen ungleichartiger und
variabler, einige benennen z. B. eine Bewegung (z. B. fliegen), die anderen benennen innere Zustande (z.
B. flihlen).8® Schwieriger ist es, die Pronomina richtig zu gebrauchen. Es dauert einige Zeit, bis die Kinder
die richtige Verwendung hauptsachlich von ,ich” und ,, du” lernen — dies betrifft sogar die Muttersprache.
Dieses Lernen hangt namlich mit der Entwicklung ihrer Persénlichkeit zusammen. Viel spater kommt der
Gebrauch von Adjektiven. Die Bedeutung der Adjektive ist nicht so klar wie die Bedeutung von konkreten
Substantive und dazu ist diese Bedeutung sehr relativ (z. B. ein grofRes Haus contra ein grofSer Apfel).
Dasselbe gilt fur die Wérter, die die Farben und Zahlen bezeichnen. Es ist ein Konzept, das die Kinder erst
begreifen missen, damit sie das Wort verstehen kénnen. Was die Zahlen angeht, ist fur die dreijahrigen
Kinder das Zahlen bis drei zu empfehlen. Die Prépositionen sind dagegen sehr wichtig. Sie helfen den
Kindern, Ort, Richtung und Handlungen auszudriicken, z. B. in, aus, ab, tber, unter.
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Zum Schluss ist es wichtig zu sagen, dass der oben angeflhrte Lehrplan das kulturelle und linguistische
Umfeld der Menschen zeigt, die an seiner Bildung teilgenommen haben. Hier spiegelt sich ihre profesionelle
Uberzeugung, die Erfahrungen mit frithem Sprachunterricht usw. wider. Hatte den Syllabus ein anderes
Team zusammengestellt, wirden sich vor allem die Unterthemen bedeutend unterscheiden.

7.2 Die Planung von Unterrichtsstunden

Dieser Lehrplan ist das Ergebnis einr langen Planung. Bei der Planung von Unterrichtsstunden wird dartber
weiter nachgedacht und spezifiziert. Die fur jede Stunde formulierten Ziele sollten im Einklang mit den
Langzeitzielen stehen, die im Lehrbuch angeflhrt sind. Bei der Planung der Unterrichtsstunden fur die
Gruppe sehr kleiner Kinder nltzt man die Ergebnisse des Projektes Mutti, Vati und ich — Ein Klub fiir Babys.
Die vorgeschlagene Einheitsstruktur enthalt folgende Phasen, die Zeit wird in Klammmern angefihrt:

1. EINLEITUNG, ERWARMUNGSAKTIVITAT (3-5 Minuten)

2. WIEDERHOLUNG DES BEKANNTEN INHALTS (3-5 Minuten)

3. AKTIVITAT Nr. 1 (7-10 Minuten)

4. ENTSPANNUNG (3-5 Minuten

5. AKTIVITAT Nr. 2 (3-5 Minuten)

6. ZEIT ZUM SPIELEN (3-5 Minuten)

7. ENDE

Man empfiehlt, die Stunde mit Hilfe von Ritualen und Routinen anzufangen und zu beenden, die die Kinder
kennen. Es tragt zum Sicherheitsgefiihl bei. Die zweite Phase, Wiederholung des bekannten Inhalts,
sollte nicht zu anspruchsvoll sein. Die Kinder mUssen sich auf die erste Aktivitat vorbereiten. Wenn sie sich
mit der neuen Sprache bekannt machen, folgt die Entspannungsaktivitat. Die zweite Aktivitat widmet
sich der neu vorgestellten Sprache, doch auf eine andere Art und Weise. Die Zeit zum Spielen ist eine
Belohnung fur die investierte Mihe, die Kinder kdnnen mit beliebiger Sache spielen. Diese Zeit ist auch flr
die Eltern bestimmt, die danach fragen kénnen, was ihnen nicht klar ist. Die Unterrichtsstunde endet mit
bekannter Routinetétigkeit.

Die oben beschriebene Struktur der Unterrichtseinheit benutzt man auch als Standardmuster fir
Arbeitsblatter. Es gibt hier insgesamt 60 Arbeitsblatter, die in 11 oben genannte Themen aufgeteilt sind.
Damit wir beweisen kénnen, dass dieses Material auch fir die Aneignung einer anderen Sprache benutzt
werden kann, fugen wir 20 Arbeitsblatter im Franzésischen hinzu. Diese Arbeitsblatter sind in neun oben
genannte Themen aufgeteilt. Dieser Komplex von Arbeitsblattern stellt ein einjahriges Curriculum fir den
friihen Sprachunterricht dar. Unser internationales Team entschloss sich, solche Arbeitsblatter zu schaffen,
die die Modifikation nach dem Kontext ermdéglichen, also keine fertigen Plane der Unterrichtsstunden.
Den Aufbau des Arbeitsblattes kann man unten sehen:

Die Arbeitsblatter sind mit Namen und Nummern der Themen und Unterthemen versehen. Was die
vorgeschlagene Einheitsstruktur betrifft, die wir uns vorgestellt haben, bieten die Arbeitsblatter Vorschléage
zur Anfangsphase der Unterrichtsstunde und zur Aktivitdt 1 und 2 an. Die Ziele jeder Aktivitat sind
als erwartete Ergebnisse formuliert. Die Vorgehensweise ist ausfthrlich aufgegliedert und beschrieben,
einschlieRlich fett gedruckter préziser Instruktionen, die der Lehrer geben soll. Weiter findet man hier
Verweise auf Materialien und Quellen.

SchlielRlich gibt es hier einige Anmerkungen. Erstens sollte man die Arbeitsblatter als Inspiration ansehen,
sie sind kein Dogma, nach dem man sich richten muss. Von den Lehrern, die sich entscheiden, die
Arbeitsblatter in der Praxis zu benutzen, erwartet man, dass sie bei der Verwendung von Arbeitsblattern je
nach Situation kreativ und flexibel sind, vor allem was das kulturelle Umfeld, die Bedurfnisse der Kinder und
Erfahrungen der Eltern betrifft. Zweitens sollte man nicht vergessen, dass es beim friilhen Sprachunterricht
vor allem mehr um Verstehen als um Sprachproduktion geht. Die Kinder sollten nie zur Produktion
gezwungen werden, wenn sie sich nicht dazu bereit fihlen. Das BedUrfnis zu schweigen sollte man
respektieren. Und drittens sollten sich Lehrer und Eltern nicht durch das Fehlen sofortiger Belohnungen
(Erfolgserlebnisse) abraten lassen — diese stellen sich ein, aber es kann eine bestimmte Zeit dauern.
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NACHWORT

Der Zweck des ersten Teiles besteht darin, eine theoretische Basis flr den frihen Sprachunterricht
zu geben - und zwar auf leserfreundliche Weise zusammen mit der rationellen Begrindung des
einjahrigen Curriculums. Wir glauben, dass der Leser Fachkenntnisse gewonnen hat, die ihm grofieres
Selbstbewusstsein bei der Entscheidung Uber die einzelnen Aspekte des frilhen Sprachunterrichts geben
und die ihm ermdoglichen, die Grenze der Intuitivitdt zu Uberschreiten. Wir hoffen weiter, dass die Lehrer
diese Theorie als wirksame Waffe gegen populistische Behauptungen benutzen und dass sie sie nicht fur
etwas sehr Entferntes halten und dass sie weiter nicht versuchen, mit Abstraktionen das zu mystifizieren,
was auf einem rationellen Denken aufbaut.?’

Doch es bleiben hierr immer Fragen... Es wird eine bestimmte Zeit dauern, bis Untersuchungen solche

Beweise vorlegen, die die erwarteten Fragen beantworten. Vorlaufig sollten wir den Menschen Gllck
wiulnschen, die genug Courage haben, den frihkindlichen Sprachunterricht zu verwirklichen.
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PREFAZIONE

Il'libro per gli insegnanti (Teacher’s Resource Book), che avete appena aperto, € indirizzato a tutti coloro
che sono a vario titolo direttamente coinvolti nell’apprendimento delle lingue nei bambini in eta molto
precoce, ma anche a chi & semplicemente interessato a quest'argomento, che & attualmente al centro di
vari dibattiti. Il contesto affrontato da questo libro & quello in cui bambini di due anni imparano una lingua
diversa da quella dei loro genitori, cioé una lingua straniera, in un ambiente che non & quello famigliare. |l
libro pud essere utile anche per la istituzioni che organizzano questo tipo di formazione, per gli insegnanti,
i tirocinanti e per i genitori.

Questa pubblicazione fa parte di una serie di prodotti sviluppati nell'ambito del progetto Sviluppo di
una metodologia per I'apprendimento della lingua in eta molto precoce(Development of Methodology
for Vlery Early Language Learning, progetto n. 135283-LLP-1-2007-1-CZ-KA2-KA2MP, Lifelong Learning
Program — Key Activity 2 — Lingue). Con la Guida dei genitori (Parent’s Guide), il video Storie del ranocchio
Froggy (Froggy's Stories) e il Libro di esercizi (Workbook), costituisce un curriculum annuale finalizzato
all'apprendimento della lingua in eta molto precoce. La metodologia, cioé tutto il complesso dei prodotti,
© stata precedentemente testata nei Toddlers'clubs Mum, Dad and Me, frequentati dai bambini di due
anni accompagnati dal uno dei genitori, dai nonni/baby-sitter ecc. Percid i materiali ce proponiamo sono
consigliati come supporto per bambini di due e tre anni che iniziano ad acquisire una lingua straniera.

| club in cui e stata sperimentalmente testata questa metodologia, erano nati all'interno di un progetto
precedente (Mum, Dad and Me — Toddlers’ Club, progetto n. 117022-CP-1-2004-1-SK, Sokrates — lingua n.
1). Il suo obiettivo era la diffusione di club per bambini piccoli e per i loro genitori, dove bambini avrebbero
potuto acquisire la lingua straniera in modo naturale. Un valore aggiunto di questo progetto & stato il
cambiamento che ha prodotto contribuendo a sfatare alcuni pregiudizi comuni relativi alla possibilita di
un'acquisizione precoce di una seconda lingua.

Il'libro per gli insegnanti & composto di due parti. La prima intende fare luce sulla natura dell’acquisizione
precoce del linguaggio, sfatando miti contrari e valorizzando i vantaggi di un avvio precoce. Cerca inoltre di
definire quali siano le migliori condizioni per garantire un apprendimento efficace, e fornisce una sintesi dei
principi che sono alla base della progettazione dei programmi e della pianificazione delle lezioni.

L'obiettivo della seconda parte del libro per gli insegnanti & quello di fornire agli insegnanti , che lavorano
con gruppi di bambini di due e tre anni, uno strumento facilmente adattabile. La parte pratica & composta
di ottanta fogli di lavoro ognuno dei quali contiene attivita per una lezione di guarantacinque minuti.

In considerazione del fatto che i club sono stati in gran parte finalizzati all'acquisizione della lingua inglese,
sessanta fogli di lavoro sono finalizzati all'apprendimento dell'inglese. La filosofia e i procedimenti utilizzati
sono pero validi anche per altre lingue. A scopo esemplificativo abbiamo inserito venti schede dedicate
all'apprendimento del francese.

Tutte le schede sono state elaborate da insegnanti professionisti che lavorano in uno dei paesi partecipanti
al progetto — Repubblica Ceca, Germania, Italia, Slovacchia. Consulenti esperti hanno preso visione delle
schede e del materiale, e gli insegnanti li hanno modificati sulla base delle indicazioni e del feed back
ottenuto. Le schede cosi modificate, sono state sperimentare nei Toddlers clubs — Mum dad and me. Dopo
ogni lezione gli insegnanti hanno esposto le loro riflessioni e hanno indicato eventuali nuove proposte.
Alla fine, in un incontro internazionale, gli insegnanti dei quattro paesi, hanno discusso le proposte, hanno
incorporato i cambiamenti e hanno stabilito la versione finale delle schede. Riassumendo il percorso di
lavoro, ogni scheda & percid passata attraverso un processo composto da cinque fasi:

|. Sviluppo della scheda di lavoro (insegnante)
II. Feedback dei consulenti metodologi
[Il. Adeguamento delle schede (insegnante)
IV. Prima sperimentazione test nei club, riflessione sull’ esperienze (insegnante)
V. Modifica finale delle schede (gruppo d'insegnanti)

Riteniamo, che le cinque fasi di sviluppo di questo processo possano garantire una buona qualita dei
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materiali prodotti . Un altro punto di forza del materiale prodotto € che rispecchia il carattere internazionale
del gruppo di progetto, rendendone piu facile I'applicazione in paesi e culture diverse.

1. ACQUISIZIONE DELLA LINGUA MADRE

“Come imparano la lingua i bambini? Ogni volta

che qualcuno me lo chiede, il mio primo impulso

e di rispondere — vorrei tanto saperlo”.

William O’Grady

Prima di iniziare a parlare di come i bambini imparano una seconda lingua, & importate chiarire come
imparano la lingua madre, cioé la lingua dei genitori. Il processo che ha come punto di arrivo la perfetta
padronanza della lingua si chiama acquisizione della prima lingualfirst language acquisition). E un processo
il cui risultato & davvero sorprendente. Nella letteratura per definire la lingua acquisita in eta molto precoce,
si usano vari termini come “prima lingua”, “lingua nativa” e “lingua primaria”." In questo programma
abbiamo scelto di utilizzare "lingua madre”, perché questo termine implica I'importante ruolo che i genitori
svolgono nel processo di acquisizione linguistica.
Il ruolo dei genitori &€ evidentemente importante, ma la domanda & cosa fanno esattamente i genitori per
contribuire all’acquisizione della lingua da parte dei loro bambini? | genitori non insegnano la lingua nel modo
in cui ci si immagina abitualmente |" insegnamento della lingua, non li correggono in modo significativo e
coerente, eppure entro i cinque anni di eta i bambini sanno usare la lingua per comunicare.
Come fanno? Come suggerisce la citazione introduttiva, la risposta non & facile. Molte scuole di pensiero
hanno provato a spiegare la natura dell’acquisizione della prima lingua. Negli anni '50 il comportamentismo
riteneva che |'acquisizione della lingua fosse semplicemente imitazione e formazione d‘abitudin.? Si pensava
che bambini imparassero la lingua imitando gli adulti. Sicuramente alcune ricerche hanno dimostrato che
I'imitazione ha un ruolo importante nell’apprendimento linguistico, soprattutto la ripetizione (echoing) &
una strategia particolarmente adatta per I'acquisizione dei suoni della lingua.® L' imitazione perd non puo
spiegare la produzione delle frasi, perché le frasi vengono prodotte sulla base del bisogno.* Analizzando
la lingua dei bambini si scopre che a loro non riesce bene di imitare le frasi che contengono termini e
strutture sconosciute e in realta € un tentativo che fanno raramente.® L'acquisizione della lingua non pud
essere concepita come una semplice imitazione. Ci deve essere un'altra strada, o varie altre strade per

o

raggiungere |'obiettivo visto che la strada dell’ “imitazione"” non ci ha portato molto lontano.

Di diversa opinione erano i sostenitori delle teorie “innate”, che sostenevano che i bambini nascono con
una particolare abilita che |li mette in grado di scoprire da soli le regole sottostanti al sistema linguistico.®
Un contributo importante a questa teoria, € stato dato dal linguista Noam Chomsky che ha affermato che
si nasce con una conoscenza innata (innate knowledge), quello che lui chiama " dispositivo per acquisizione
della lingua (language acquisition device)”, una specie di “scatola nera immaginaria nel cervello” che
ci permette interiorizzare il sistema della lingua.” Questo dispositivo per I'acquisizione della lingua deve
contenere tutti e unicamente quei principi che sono comuni a tutte le lingue umane.® Perché il dispositivo
possa entrare in funzione € necessario che i bambini siano sottoposti ad “esempi campione della lingua
naturale”. I bambini percid sono coinvolti in una specie di esercizio permanente di “matching” —accoppiano
la conoscenza innata con la struttura della lingua concreta del contesto, attraverso questa operazione
sono in grado di scoprire la struttura della lingua che devono imparare.® Piu recentemente il concetto di
dispositivo per I'acquisizione della lingua € stato sostituito con quello di grammatica universale (universal
grammar), una sorta di grammatica pre-esistente , che deve comprendere tutte le categorie grammaticali
i principi, comuni a tutte le lingue.'® La teoria dell’ innatismo ci ha permesso di spiegare come i bambini
imparano la grammatica complessa. Rimane perd ancora da chiarire come i bambini imparano a collegare
la forma e il significato cosi da imparare ad utilizzare la lingua correttamente.

La teoria “Interattivista” enfatizza I'interazione tra la conoscenza linguistica innata e il contesto linguistico.
Sostiene che la versione linguistica “modificata”, adeguata alle conoscenze di chi impara, € un elemento

chiave nel processo dell’acquisizione linguistica.”” Questa lingua specifica si chiama motherese o caretaker
talk. (lingua della mamma. lingua elementare)
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Riassumiamo alcuni degli aspetti caratteristici:

Alcune caratteristiche'

Pronuncia:

e linguaggio lento con pause tra le proposizioni e i termini significativi
e Complessivamente toni piu alti: una pid ampia gamma di toni

e Eccesso di enfasi e intonazione

e Minor numero di parole al minuto

Lessico e significato:

® | essico limitato

e Uso triplicato di parafrasi

e Maggiore riferimento al “qui e ora”

Frasi:

e Meno frasi interrotte,aperte o non concluse

e Proposizioni brevi e facili (circa 50 % sono parole singole o frasi brevi)
e Frasi ben formate e comprensibili

e Piu imperativi e interrogativi (circa 60 % del complesso)

® PiU ripetizioni

[l nome di questo particolare linguaggio suggerisce che ¢ tipico della la madre modificare il linguaggio per
parlare ai bambini. Dalle ricerche risulta, che anche padri e fratelli adeguano il loro linguaggio, ma in maniera
meno significativa di quanto facciano le madri.”®

A questo punto sorge la domanda: qual € il linguaggio che i genitori o le persone che si occupano dei bambini
dovrebbero usare per parlare con i loro bambini? La letteratura dice, che ¢'é almeno una condizione
esterna — i bambini hanno bisogno di sentire frasi che siano in grado di comprendere anche senza una
grande conoscenza della lingua che stanno cercando di imparare. Che cosa significa per I'interazione
quotidiana fra bambino e il genitore? Semplicemente che deve avere senso per il bambino. Questo puod
accadere quando l'interazione riguarda gli eventi che accadono qui e ora, in altre parole, ciod che i bambini
vedano e sentono, quello che & successo o che sta per succedere. Il linguaggio dei genitori deve essere
comprensibile — i bambini dovrebbero riuscire a decifrare il messaggio sulla base delle indicazioni del
contesto. Questo non significa che i genitori debbano usare solo il linguaggio semplificato (motherese), ma
che alcune semplificazioni sono necessarie se si vuole produrre un linguaggio che sia comprensibile.

Questo libro tratta alcuni argomenti nell'ambito dell" apprendimento in eta molto precoce. Si occupa di
bambinididue anni, che iniziano aimparare una lingua straniera. Buonaidea, potrebbe essere, individualizzare
prima le capacita del bambino per acquisire la lingua materna. Siamo in grado di compilare I'inventario di
questi risultati, ma senza alcuna ambizione di definire le priorita e sottintendere una sequenza cronologica di
acquisizione. Gli esempi contenutiin questo capitolo, rappresentano i risultati di ricerche sull’apprendimento
dell'inglese come linguamadre. Dati simili sono certamente disponibili anche per le altre lingue. Per il ceco
& possibile consultare i lavori di Pihoda’ o Cerny’®.

Possiamo iniziare a dire che due anni i bambini hanno imparato a distinguere i suoni della propria lingua da
altri suoni, e sanno anche riconoscere uno dall’altro i suoni della propria lingua . Oltre a saper distinguere
i suoni, hanno imparato anche a produrli. Nella tabella che segue, & riportato I inventario delle consonanti
proprie di un bambino di due anni:"’

P b m f w
t d n S
k

Paragonando la tabella con quella dei suoni acquisiti all'eta di quattro anni (tabella disotto), si vede che i
suoni “th” non sono ancora stati appresi neanche a questa eta.
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Un importante progresso € la capacita di segmentare il flusso dei suoni, perché permette ai bambini di
identificare i limiti delle parole e di aumentare loro lessico. Imparare nuove parole ¢, all'inizio, un processo
lento. Sembra, che la svolta avvenga all’eta di diciotto mesi, quando il processo diventa notevolmente pit
rapido (“vocabulary spurt” — “esplosione del lessico”), dopo che i bambini hanno imparato circa cinquanta
parole. L'andamento dello sviluppo del lessico ¢ illustrato nel successivo grafo:'®

Esplosione del lessico

600

500 /

w B
o o
o o

/
P

12 18 24
Eta (in mesi)

-
o
o

Numero di parole
N
o
o

o

Riguardo alla grammatica, i bambini hanno davanti ancora lungo percorso prima di acquisirne il sistema
complesso. Per seguire il percorso del loro progresso, pud essere utile osservare, scritto di sotto, la
sequenza evolutiva delle desinenze e dei vocaboli funzionali:'®

ltem

Presente progressivo (ing)
in,on

Plurale (s)

Passato irregolare
Possessivo ('s)

Verbi ausiliari non contratti (is,am,are)
Articolo (a,the)

Passato regolare (-ed)
Terza persona regolare (-s)
Terza persona irregolare

N
1

SO0 NO Ok W=

_

Alla fine del primo capitolo, € necessario sottolineare che sappiamo relativamente poco di come i bambini
imparano la lingua. Tuttavia, grazie alle ricerche che si sono ampliate a partire dalla meta del ventesimo
secolo, siamoin grado mettere insieme i pezzi € possiamo iniziare a delineare un‘immagine. Inoltre possiamo
usare i risultati di ricerche del tipo di quelle sopra descritte , per trovare analogie fra I'apprendimento della
lingua madre e I'acquisizione di un'altra lingua (compreso una lingua straniera).

2. ACQUISIZIONE DELLA SECONDA LINGUA

Questo capitolo presenta brevemente alcune teorie e modelli che tentano di spiegare come si impara una
seconda lingua. Anche se ci sono stati tentativi di “svelare la magia” e trovare una soluzione semplice
e lineare che sia in grado di spiegare un processo cosi complesso, non abbiamo tuttavia ancora una
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risposta definitiva. Vorremmo offrire le risposte che vengono proposte da numerose scuole di pensiero
che sostengono I'ipotesi che il processo di acquisizione della lingua materna e quello di una seconda lingua
siano in certo senso simili.

Nel passato, gli scienziati hanno provato a spiegare com’e che la gente & in grado d'imparare una
seconda lingua. Ad esempio per i comportamentisti, I'apprendimento della lingua cosi come altre forme di
apprendimento, erano basate su una formazione di abitudini(habit formation). Una grande quantita di prove,
ha pero screditato la teoria comportamentista.?

Per offrire un’alternativa, possiamo presentare il modello cognitivo (cognitive model), sviluppato da
McLaughlin.?" Il suo “modello: attenzione - elaborazione (attention-processing model)” € perd una
costruzione piuttosto complessa — dove I attenzione & intesa “come movimento continuo dal punto focale
al punto periferico”, I'elaborazione & invece definita come " un processo dal controllato (tenuto sotto
controllo) all'automatico. In termini di forme linguistiche possiamo concludere che I'apprendimento dei
bambini € soprattutto attenzione periferica.?

Il successivo “modello innato — teoria dell’acquisizione del linguaggio” di Stephen Krashen® — ¢ stato |l
modello pit controverso, ma anche quello che ha offerto una piu significativa prospettiva teorica in merito
all'acquisizione di una lingua seconda, negli ultimi vent'anni del secolo scorso. La teoria € un sistema
formato da cinque ipotesi correlate:

1. Ipotesi d'acquisizione/ apprendimento (Acquisition / Learning Hypothesis)
2. Ipotesi di monitoraggio (Monitor Hypothesis)

3. Ipotesi di input comprensibile (Comprehensible Input Hypothesis)

4. Ipotesi di ordine naturale (Natural Order Hypothesis)

5. Ipotesi di filtro affettivo (Affective Filter Hypothesis)

Per sintetizzare le principali idee di questa teoria & importante citare la differenza tra acquisizione e
apprendimento, che sono stati considerate due diverse modalita di interiorizzare la lingua. La prima,
I'acquisizione, & un processo inconscio e intuitivo, simile a quello del bambino che “coglie” lalingua, la seconda
e I'apprendimento, un processo cosciente in cui gli studenti sono impegnati a formare e sviluppare regole
coscienti in merito alla lingua. Solo 'acquisizione puo dare origine ad una fluente competenza comunicativa.
Per facilitare I'acquisizione € fondamentale fornire input comprensibili (I + 1), vale a dire un input, che
superi leggermente I'attuale livello di competenza degli studenti. Gli studenti sono in grado di capirlo usando
indizi contestuali. La parte importante di questa ipotesi € la raccomandazione a non insegnare direttamente
a parlare, perché il parlare “emergera” solo dopo che chi sta apprendendo avra ammassato un quantitativo
sufficiente di “input comprensibili”, e sara successivo ad un periodo silente. E anche auspicabile che il
“filtro affettivo” sia basso, perché non vengano bloccati gli input necessari all'acquisizione.?*

La teoria di Krashen & stata ampiamente criticata per molteplici motivi, ma soprattutto perché poneva
I'accento sulla “esposizione alla lingua” o input, piuttosto che sull'esercizio. Inoltre mancava secondo i
critici, qualche indicazione su come comportarsi con quelli allievi in cui la lingua pareva non “emergere”
e per cui il periodo silente poteva protrarsi all'infinito.?®> Malgrado tutte le critiche, la teoria ha avuto una
grande influenza e ha posto le basi teoriche per |" approccio naturale (natural approach) nell'insegnamento
della lingua inglese. Quest'approccio viene detto “naturale” perché basa su principi conformi a quelli propri
dell’acquisizione della lingua madre.?®

Per ultimo, ma non ultimo per importanza, desideriamo presentare il modello di costruttivismo sociale
(social constructivists). Ma prima sara utile introdurre brevemente la teoria sull'apprendimento di Lev
Vygotskij. Vygotsky pone I'accento sull'importanza del linguaggio, inteso come discorso, segni e simboli
nell interazione con la gente. E' attraverso il linguaggo che si trasmette la cultura, che si sviluppa il
pensiero e che avviene l'apprendimento.?’ Introduce anche il concetto di mediazione (mediation) —
con cui fa riferimento alla funzione di altre persone significative nella vita di chi apprende. | Mediatori,
genitori, insegnanti o anche coetanei con pit conoscenze, determinano e danno forma alle esperienze di
apprendimento che vengono offerte a chi impara. Li aiutano a muoversi attraverso i livelli di conoscenza
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e comprensione, in quella zona di sviluppo “a breve “/ravvicinato (zone of proximal development)® che si
trova immediatamente oltre il livello che chi impara sa gestire in quel momento. Di conseguenza la qualita
dell” apprendimento & influenzata dalla natura delle interazioni sociali tra due o piu persone con abilita e
conoscenze diseguali .

Anche Michael Long riconosce il ruolo dell’interazione sociale. Nella sua |potesi d’interazione (Interaction
hypothesis), ipotizza che I'input comprensibile sia il risultato dell’interazione modificata?®, un elemento
chiave nel processo di acquisizione della lingua. La ricerche forniscono prove del fatto che i parlanti nativi
adeguano costantemente il loro modo di parlare, verificando la comprensione, chiedendo chiarimenti o
utilizzando parafrasi, quando interagiscono con parlanti non madrelingua.®® Questo modo di parlare viene
detto ” linguaggio degli stranieri” o “linguaggio degli insegnanti”.

Questo capitolo ha inteso fornire una breve panoramica delle varie teorie sull’acquisizione della seconda
lingua, fornendo alcuni utili punti di vista relativi a questo complesso processo. La nostra discussione ha
trattato solo aspetti generali del problema per cui non & stato necessario chiarire la differenza tra lingua
“seconda” e lingua”straniera”. Prima di passare all'argomento specifico oggetto di questo scritto, ci pare
pero utile farlo.

C'é un accordo generale sul definire “seconda lingua” una lingua non nativa imparata e usata all’interno di
un paese, mentre una lingua non nativa imparata e usata con riferimento a una comunita esterna al proprio
territorio nazionale, viene abitualmente chiamata “lingua straniera” .*" Alcuni autori, tuttavia, non distinguono
chiaramente tra i due termini e usano “seconda lingua” per definire qualunque lingua appresa dopo la
propria lingua madre.3? Altri autori, tuttavia, propongono che la caratteristica principale “dell'apprendimento
della lingua straniera” sia la quantita e il tipo di esposizione alla lingua.*® L'esperienza di un bambino
italiano che impara l'inglese, € un esempio di contesto EFL (English as a Foreign Language = inglese come
lingua straniera), in cui I'esposizione alla lingua & generalmente limitata a qualche lezione alla settimana.
A meno che non sia attivamente cercata dallo studente stesso, |'esperienza all’esterno dalla classe &
inoltre molto ridotta, nonostante I'efficacia che la televisione, internet e il cinema possono avere come
intermediari verso la cultura della lingua oggetto di studio. Si pud percio dire che facendo un paragone con
il contesto di apprendimento della “seconda lingua”, la “lingua straniera” gode di un supporto ambientale
molto inferiore.®* In questo libro, d'ora in avanti, useremo il termine “lingua straniera”.

In modo analogo, dovremo distinguere tra “acquisizione” e “apprendimento”, termini che sino ad ora
sono stati usati in modo interscambiabile. Secondo la teoria di Krashen “acquisizione” & la modalita che
pit assomiglia al modo naturale di “cogliere” la lingua avendo a disposizione input comprensibili e usando
la lingua stessa come strumento di comunicazione, mentre I" “apprendimento” determina una conoscenza
esplicita delle forme linguistiche e perché si realizzi , sono necessarie istruzioni formali e la correzione degli
errori.®® |l punto centrale di questo libro & “I'apprendimento” molto precoce della lingua, il che implica che
ci sia una qualche forma di insegnamento formale della lingua straniera, ma dovrebbe perd anche riuscire
a creare opportunita per una possibile “acquisizione”.

3. ETA E APPRENDIMENTO DELLA LINGUA

3.1 Piu & giovane, meglio &?

Rispondere a questa domanda non ¢ facile, e forse non € nemmeno possibile; “I'eta ottimale”, per iniziare
d affrontare una lingua straniera non & ancora stata determinata. Gli studi su questo argomento sono
iniziati circa cinquant’anni fa, e nel 1967 il biologo Eric Lenneberg ha fornito un contributo importante,
sostenendo che il meccanismo di acquisizione linguistica (vedi 1° capitolo) funziona solo se & stimolato al
momento giusto — momento definito “periodo critico”.%¢ Lenneberg ha percid appoggiato il punto di vista
dell'innatismo sull’acquisizione della lingua. Come conseguenza si & formulata I'jpotesi del periodo critico
(critical period hypothesis), che sosteneva, che esiste un periodo della vita, biologicamente determinato,
in cui & possibile acquisire la lingua con piu facilita e oltre il quale, diventa via via piu difficile acquisirla.’’
Secondo questa ipotesi, peribambiniin eta post puberale I'acquisizione della lingua madre sara impossibile,
o0 comunque, il processo di acquisizione sara molto piu difficile o restera incompleto.

'esistenza del periodo critico, € stata nel tempo uno dei temi piu discussi in merito al rapporto tra I'eta e
I'apprendimento delle lingue. Anche se negli ultimi decenni sono state fatte molte ricerche, i risultati non
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sembrano essere definitivi. Ottenere risposte non ambigue € difficile, per I'impossibilita di confrontare
gli studi fatti, che utilizzano metodi, contesti, variabili ecc. molto diversi tra loro.®® Ad esempio, per le
ragioni discusse nei capitoli precedenti, non € possibile confrontare i risultati delle ricerche sui bambini
che imparano una seconda lingua in un contesto naturale e non scolastico con le conclusioni raggiunte
sugli adulti che studiano la lingua nei corsi di lingua straniera. E inoltre impossibile separare il fattore eta
da altri fattori quali motivazione, identita sociale, condizioni per I'apprendimento ecc.. Alcune ricerche sul
contesto di acquisizione della seconda hanno fornito prove che dimostrano che gli studenti piu anziani
sono piu efficienti di quelli pit giovani; che adolescenti e adulti imparano ad un ritmo pit veloce, mentre
i bambini li superano nel risultato finale.*®* Ma quali sono i risultati che ci aspettiamo che gli studenti
raggiungano? | sostenitori dell’'ipotesi del periodo critico operano avendo in mente una padronanza della
seconda lingua analoga a quella di un madrelingua. Gli oppositori sostengono, che ci sono le prove che
esista un periodo critico solo per quanto riguarda |'accento, e per nessun altro aspetto.* Ma & importante
conseguire un accento da madrelingua? Dipende. Alcuni sono fortemente motivati a sembrare madrelingua
per vari motivi, quale ad esempio pud essere la volonta di integrarsi con la cultura della lingua target. Ma
per la maggior parte degli studenti I'obiettivo piu realistico € la capacita di capire le persone madrelingua
e di produrre discorsi ad esse comprensibili. Inoltre, ¢ difficile valutare quali performances/produzioni
rispondano in termini di pronuncia a criteri che definiscano una padronanza da madre-lingua. In uno studio
che ha coinvolto un gruppo di adulti olandesi parlanti inglese, alcune loro produzioni linguistiche, sono state
indicate come "“di madre-lingua”, nonostante che tuttii parlanti avessero imparato l'inglese da adulti. Ancora
piu interessante il fatto che molti parlanti di madre lingua inglese, siano stati giudicati non madrelingua.*’
Pare che la differenza madrelingua/ non madrelingua si sia offuscata nel tempo perché l'inglese & diventato
una vera “lingua franca” della comunicazione internazionale, dove le persone non madrelingua che lo
parlano sono circa il doppio di quelle madrelingua.

| vantaggi dell’ apprendimento delle lingue in etd molto precoce, tuttavia, si trovano nel dominio
dell’affettivita, che comprende molti fattori quali: valori, atteggiamento, empatia, estroversione, inibizione,
autostima, ansia ecc. | potenziali benefici di un inizio molto precoce comprendono: (1) i bambini piccoli non
hanno sviluppato inibizioni rispetto alla loro identita, (2)il loro ego linguistico € dinamico e flessibile, percio
a questo stadio una nuova lingua non rappresenta una minaccia (3) insieme all’altra lingua, & probabile che
acquisiscano una seconda identita (4) i bambini non hanno sviluppato vari tipi di atteggiamenti negativi
verso razze, culture, lingue ecc.*?

Oltre alle ragioni derivanti dai risultati delle ricerche di cui abbiamo parlato, ci sono anche ragioni educative
e politiche. E' importante considerare tra gli altri il fattore tempo. Un inizio precoce offre complessivamente
pit tempo per |I' apprendimento e pud potenzialmente influenzare lo sviluppo personale dei bambini
guando sono ancora in fase di grande sviluppo.® Nel campo dell’educazione linguistica, questo punto
di vista coincide con la politica EU. La Commissione europea nel suo piano d‘azione per promuovere
I'apprendimento delle lingue e della diversita linguistica per gli anni 2004 — 2006 (Promoting Language
Learning and Linguistic Diversity: An Action Plan 2004 — 2006)** ha espresso la sua intenzione di espandere,
consolidare e sviluppare I'apprendimento precoce di una o piu lingue straniere o aggiuntive in ogni Stato
membro dell’Unione europea. Nel 2005 Jan Figel, commissario europeo per l'istruzione,la formazione, la
cultura e il multilinguismo , ha esposto le ragioni di un avvio precoce: “In un’Europa allargata e multilingue,
I'apprendimento delle lingue straniere fin dalla piu giovane eta ci permette di scoprire altre culture e
prepararci al meglio alla mobilita occupazionale.”*® Il Piano azione 2004 — 2006 sostiene anche che offrire
una seconda lingua in eta precoce non é di per sé un vantaggio. Contemporaneamente il documento
introduce un elenco di prerequisiti che devono essere considerati.

In conclusione, se siamo sul punto di decidere quando iniziare I'apprendimento di una lingua straniera,
dobbiamo prendere in considerazione gli obiettivi e il contesto in cui I'insegnamento si svolge. A differenza
dall'acquisizione della lingua madre (cfr. il primo capitolo) esistono una serie di condizioni esterne, che
definiscono un ambiente supportante o in grado di rendere possibile I'apprendimento . Se non si creano
le condizioni favorevoli all’apprendimento, i potenziali benefici di un apprendimento molto precoce di una
lingua non possono essere trasformati in guadagni reali. Prima di iniziare a parlare delle condizioni per un
apprendimento molto precoce della lingua, € fondamentale che presentiamo il nostro studente.
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3.2 Toddler (il bambino che sa appena camminare) lo studente

La fascia di eta target di questo libro & quella dei bambini di due anni che iniziano ad imparare una
lingua straniera. Questa € una situazione nuova, dato che I'apprendimento delle lingue straniere in genere
inizia piu tardi. Tra le caratteristiche dello studente di lingua straniera che sono definite nella lettteratura,
troviamo le seguenti caratteristiche: conoscenza di un’altra lingua, maturita cognitiva, consapevolezza
metalinguistica, o conoscenza del mondo.*® Purtroppo, queste caratteristiche non sono applicabili alla
nostra situazione, dato che i bambini di due anni sono ancora in fase di acquisizione della lingua madre
e di sviluppo di tutta la persona. Al fine di formulare i principi per un apprendimento molto precoce delle
lingue, dovremmo prima di tutto capire almeno in parte alcuni aspetti dello sviluppo del nostro discente.

Il discente che abbiamo in mente & proprio al centro della fase di sviluppo che copre il periodo da uno a
tre anni. Gli psicologi usano il termine “toddler” per parlare dei bambini in questa fascia di eta. Questo
periodo € pesantemente influenzato da tre importanti cambiamenti che sono realizzate nel corso del
periodo: i bambini imparano a stare in piedi e a camminare, si impadroniscono della lingua madre, e
diventano coscienti del loro “io”.#” Il primo dei tre grandi cambiamenti di questa fase & legato alla sviluppo
psicomotorio del bambino. |I" acquisizione della capacita di camminare permette ai bambini di esplorare
lo spazio in un nuovo modo attivo. Si alzano, corrono e cadono, giocano a nascondino, si avvicinano agli
oggetti da direzioni diverse, sviluppando percid una consapevolezza spaziale. Inoltre, hanno anche bisogno
di sviluppare il controllo fine di alcuni muscoli per fare sport, svolgere azioni quotidiane, come vestirsi,
tagliare , colorare e disegnare, e anche articolare suoni.*®

Del secondo cambiamento - il miracolo dell’ acquisizione della lingua madre — abbiamo gia parlato. A
questo punto potrebbe essere utile sottolineare che ci sono differenze tra gli individui per quanto riguarda
i tempi del processo. Ci sono bambini di due anni, che non parlano per niente, mentre altri sono a livelli
relativamente avanzati - il loro vocabolario come produzione & di dimensioni molto superiori alla media di
trecento parole e sanno utilizzare enunciati di piu di tre parole. E ,inoltre importante ricordare che queste
differenze non possono essere considerate indicaitive del futuro sviluppo del bambino. L'acquisizione della
lingua madre procede per fasi di sviluppo irregolari, i periodi di sviluppo rapido sono seguiti da fasi di
consolidamento.*® Abbiamo gia parlato prima della funzione facilitatrice che ahnno gli input significativi
nell’acquisizione della lingua madre. Per riassumere, |'acquisizione della lingua madre contribuisce allo
sviluppo dell'intera persona, dato che & correlata allo sviluppo cognitivo, sociale e psicomotorio del
bambino. Abbiamo parlato dello sviluppo psicomotorio nel paragrafo precedente, mentre gli aspetti di
sviluppo cognitivo e sociale saranno analizzati piti avanti.

Se vogliamo farci un’idea dello sviluppo cognitivo del bambino, possiamo consultare Jean Piaget, uno
psicologo cognitivo, il cui lavoro ha avuto una grande influenza in campo educativo, pur avendo ricevuto
anche molte critiche. Piaget ha sottolineato la natura costruttiva del processo di apprendimento; gli individui
sono attivamente coinvolti fin dalla nascita nella costruzione di un significato personale, cioe nella
comprensione personale del mondo che li circonda. Lo costruiscono a partire dalle loro esperienze.®° Si
pensa che chiimpara passi attraverso una serie di fasi. La prima & la fase senso-motoria dell’apprendimento,
in cui i bambini dalla nascita fino all’eta di due anni esplorano I'ambiente attraverso i sensi di base. La fase
successiva & quella preoperativa o intuitiva. In questa fase, tra i due e i sette anni, i pensieri del bambino
diventano piu flessibili e la memoria e I'immaginazione cominciano a svolgere un ruolo. Bambini di eta
compresa tra i due e i quattro anni operano sempre pit con i simboli, ma non sono in grado di creare termini
generici, e, ad esempio, usano la parola “papa” per indicare “un uomo”. A sette anni i bambini entrano
nella fase operativa-concreta. | bambini sono in grado di andare al di la dalle informazioni fornite, ma il loro
pensiero & ancora molto dipendente da esempi concreti. Infine, a circa dodici anni i bambini entrano nella
fase di pensiero formale operativo dove il ragionamento astratto diviene via via pit possibile.®!

C'e ancora molto da imparare dal lavoro di Piaget. Dobbiamo capire quanto sia importante tenere conto
del discente come individuo, coinvolto attivamente nella costruzione di significato, non come di un
ricevente passivo di conoscenze. Dobbiamo inoltre ricordare che esiste una relazione tra lo sviluppo del
linguaggio e lo sviluppo del pensiero. Pertanto I'apprendimento mnemonico non portera a una comprensione
piu profonda. Infine, i requisiti di qualsiasi compito dovrebbero corrispondere il livello cognitivo di cui il
discente ha padronanza. Se progettiamo un compito, che va oltre il “qui e ora”, i bambini di due anni non
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saranno in grado di affrontarlo per l'alto livello di sfida cognitiva. Ma ricordate anche, che livello di sfida
cognitiva troppo basso non & auspicabile.

Proposito dello sviluppo sociale, € necessario riconoscere il ruolo della lingua in questo processo. Nella
prima infanzia la lingua diventa molto presto uno strumento nel processo di socializzazione. | bambini
molto piccoli sono molto egocentrici. [ mondo gira intorno a loro e tutti gli avvenimenti sono incentrati su
loro stessi.?? Man mano che crescono i bambini acquisiscono una maggior consapevolezza sé. E questo
e il terzo avvenimento importante nella vita di un bambino - un bel giorno una bimba non si riferisce a se
stessa mediante il suo nome, ma dicendo “io"”. Per capire il motivo per cui questo accade, possiamo fare
riferimento alle idee di Erik Erikson sullo sviluppo psicologico umano. Egli ipotizza che esso dipenda sia dal
modo in cui le persone passano attraverso fasi predeterminate e sia dalle sfide che la societa fissa in alcuni
momenti particolari delle loro vite . Mentre la sfida nella prima infanzia & sviluppare la fiducia nel mondo e in
se stessi, all'eta di due o tre anni la sfida diventa quella di diventare autonomo. Questo stadio & considerato
di fondamentale importanza nella vita di una persona,perché & qui che vengono poste le fondamenta del
sentimento di auto-stima.?® Che cosa succede veramente in questo periodo? Non solo i bambini hanno
cominciato a usare i pronomi ‘io’ e 'tu’ correttamente, ma hanno anche definito la propria posizione nel
mondo, la loro identita personale. Diventano piu attivamente coinvolti negli avvenimenti, li sollecitano,
coinvolgono gli amici in un gioco. Dimostrano la propria volonta e esprimono sentimenti negativi, se viene
limitata. Alcuni bambini possono sperimentare conflitti nel loro cammino verso I'autonomia. Questo &
naturale, tuttavia, tali conflitti dovrebbero essere trattati con attenzione, perché troppe restrizioni possono
impedire lo sviluppo dell" autonomia.

Lo sviluppo sociale del bambino si riflette nel modo in cui gioca. Bambini molto piccoli giocano da soli,
non hanno bisogno della presenza di altri bambini. Bambini di tre anni s'impegnano in giochi paralleli; forse
si imitano uno con l'altro, ma agiscono come individui. Vera e propria interazione tra pari, Cioé€ un vero e
proprio gioco sociale, pud essere osservato in gruppi di bambini di eta compresa tra i quattro o i cinque
anni. | bambini di due anni giocano con vari oggetti, ma fanno finta che I'oggetto sia qualcosa di diverso da
quello che & veramente, per esempio, un pezzo di legno € una barca.

Per concludere, questo capitolo ha fornito prove a sostegno del fatto che quello che conta piu dell eta
cronologica ¢ il livello di sviluppo.%® Questo varia in base ai singoli individui e dovremo perciod tenere conto di
livelli di sviluppo diversi pur occupandoci di discenti enlla stessa fascia di eta. |l capitolo seguente suggerisce
come le caratteristiche dei discenti che abbiamo preso in esame sino ad ora, dovrebbero riflettersi nei
principi didattici sottostanti la pratica di insegnamento e apprendimento della lingua in eta molto precoce.

4. NELLA SPERANZA DI UN RICCO RACCOLTO

L'apprendimento precoce delle lingue assomiglia alla coltivazione dei campi, almeno per quanto
riguarda la sproporzione tra l'investimento, che deve essere alto, e il raccolto, che non & mai
garantito. Si semina, si lavora tanto per un molto tempo sperando in un raccolto abbondante. Tuttavia,
pud succedere che nel frattempo il maltempo danneggi quello che & stato piantato. Nel contesto
dell'apprendimento molto precoce delle lingue i benefici dell’avvio precoce possono essere visti come
semi di successo,’ che devono essere piantati in condizioni favorevoli. Questo capitolo si occupera
proprio ridefinire quali siano i prerequisiti per un ‘apprendimento precoce della lingua che abbia successo.

4.1 condizioni esterne

In precedenza in questo testo abbiamo gia detto che c¢’e una condizione esterna necessaria per il successo
dell'acquisizione della lingua madre, vale a dire il mettere a disposizione input significativi. Tuttavia,
nell'apprendimento delle lingue straniere le cose sono molto pit complesse, in quanto |'apprendimento
avviene con molto meno sostegno ambientale. Pertanto, creare un ambiente che renda “possibile
I apprendimento” & fondamentale. Sulla base dei precedenti capitoli si pud definire tale ambiente,
formulando condizioni alle quali i potenziali benefici di un avvio precoce si possono trasformare in veri e
propri guadagni.
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La condizione principale € avere un insegnante, che sia stato addestrato specificamente al lavoro con
discenti molto giovani.%” L' insegnante €&, prima di tutto, un utilizzatore competente di una lingua.
Purtroppo, si & diffuso il mito che I'insegnamento a bambini molto piccoli non richieda che I'insegnante abbia
grandi competenze comunicative nella lingua target. In realta, € vero il contrario. L'insegnante deve creare
le condizioni che consentano ai bambini di apprendere. In questo contesto, significa creare le condizioni per
I'acquisizione, fornendo un’ampia scelta di input significativi e attraverso I'interazione insegnante-discente.
Tuttavia, questo & di fatto impossibile senza un’adeguata padronanza della lingua. L'insegnante dovrebbe
essere sicuro e fluente nella lingua. Questo comporta anche la capacita di pescare spontaneamente e in
modo flessibile fra una gamma di temi diversi, piuttosto di fare affidamento su frasi memorizzate per far
fronte a situazioni di routine o prevedibili.?® Le modalita con cui gli insegnanti si rivolgono ai bambini piccoli
in classe, quello che viene chiamato “modo di parlare dell'insegnante” (teacher talk) pud sembrare di una
semplicita tale da poter essere riprodotto da chiunque. Contrariamente a quanto si crede, il “teacher
talk” @ un modo di parlare specifico e appositamente adattato per permettere ai bambini di capire il
significato con l'aiuto di indici di contesto. C'& inoltre un problema di accuratezza nella pronuncia. | bambini
devono essere esposti molte volte a forme corrette prima che le integrino nel loro parlare. Tenete a mente
che i bambini di madrelingua inglese, a quattro anni, nonostante li abbiano sentito innumerevoli volte, non
hanno ancora imparato a riprodurre i suoni “th"”.

A complicare ulteriormente le cose, un elevato livello di competenza comunicativa in una lingua non fa
un insegnante competente. L'insegnante dovrebbe comprendere i processi di apprendimento della lingua
straniera, oltre ai bisogni individuali del discente di questo specifico gruppo di eta. Inoltre, I'insegnante
dovrebbe essere in grado di dare una risposta a queste esigenze attraverso I'uso di vari metodi, tecniche
ed approcci. Per riassumere, ¢ importante formare degli insegnanti nella pedagogia dell'istruzione
pre-primaria, e primaria e nella didattica dell’apprendimento precoce della lingua.*® Una formazione
di questo genere, aiutera gli insegnanti ad assumere decisioni ponderate, ad esempio, su come e in quale
misura modificare il loro linguaggio e i loro modelli d'interazione. Questo libro non pretende di coprire tutti
gli aspetti dell’apprendimento precoce delle lingue; alcune linee guida per gli insegnanti dei bambini piccoli
vengono fornite nella seconda sezione di questo capitolo.

Un‘altra importante condizione che trattiamo ora, ha a che fare con il tempo per vari aspetti. In primo luogo,
dobbiamo considerare se una porzione di tempo sufficiente & dedicata alle lingue all'interno del curriculum®
sapendo tuttavia, che non € possibile estenderlo eccessivamente a scapito di altre aree educative. In
secondo luogo, deve essere considerata attentamente la programmazione settimanale. Alcuni studi
riferiscono che la distribuzione del tempo totale in lezioni piu brevi, pit frequenti permetta di ottenere
migliori risultati.®’ Infine, una volta che abbiamo deciso di iniziare con I'apprendimento molto precoce delle
lingue, dobbiamo pensare a una prospettiva a lungo termine - se sara cioé garantita la continuita. La
discontinuita ha un effetto negativo sul rendimento del discente. Alcune ricerche dimostrano che ¢ difficile
per un bambino la cui competenza in una lingua straniera si sta sviluppando lentamente, trasferirla da
un ambiente familiare ad un ambiente sconosciuto e molto diverso.®? Questo & il motivo per cui bisogna
considerare con attenzione |'effetto demotivante prodotto dalla discontinuita e dal ripartire da capo. Se i
genitori hanno preso la decisione di coinvolgere i propri figli in un apprendimento precoce delle lingue,
devono impegnarsi a garantire loro un percorso di apprendimento e di sviluppo linguistico sostenibile .

L'altra condizione che intendiamo trattare & I'esposizione (exposure). Abbiamo tratto I'ispirazione dal
contesto di apprendimento della seconda lingua, dove i bambini sono esposti in modo totale alla lingua ,
sia all'interno della scuola, sia all’esterno, in una condizione che costituisce una delle caratteristiche ideali
per lI'apprendimento.® Al fine di creare le condizioni favorevoli per I'apprendimento di una lingua straniera
si deve mirare a massimizzare |'esposizione alla lingua straniera al di fuori della classe.®* Tuttavia, non
e facile farlo. Per quanto siano frequenti le lezioni, I'insegnante non pud essere I'unica fonte di “input
comprensibile”. E' percio inevitabile coinvolgere altri partecipanti, e cioe i genitori, nel processo. Il ruolo dei
genitori sara discusso nel capitolo cinque, mentre |'utilizzo di altre valide risorse (non umane) sara trattato
nel capitolo sei.

Infine, € necessario organizzare |'insegnamento / apprendimento in gruppi sufficientemente piccoli
perché il processo di apprendimento possa essere efficace.® Specificare il numero non & facile, & una
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scelta molto individuale in funzione del contesto specifico. Tuttavia, chi & responsabile di decidere il numero
di studenti in un gruppo, dovra sicuramente prendere in considerazione se sara possibile per I'insegnante
prestare attenzione individuale a ciascun discente, se ¢'e abbastanza spazio per le attivita di apprendimento
che coinvolgono anche i genitori, che tipo di attrezzature sono disponibili considerando tutti i supporti
didattici, ecc .. | risultati del progetto Mum Dad and me - Toddlers’ Club suggeriscono che gruppi di cinque
/ sei bambini sono ottimali.

Perconcludere, cisonodiverse condizioniche determinano se il raccolto sararicco o meno. Anche se abbiamo
la tendenza a dare priorita al fattore docente, ricordiamo che anche le altre condizioni sono importanti. E
‘owvio che il fatto di avere una sola lezione a settimana non produce un significativo apprendimento della
lingua, anche se l'insegnante € molto competente.

4.2 Principi didattici

Mentre la parte precedente riassumeva le condizioni generali in base alle quali i bambini piccoli possono
imparare una lingua straniera, questa sezione offre una serie di prineipi didattici. Si basano sul background
teorico discusso nel corso dei primi tre capitoli e intendono fornire una guida per la pratica quotidiana
degliinsegnanti. Queste linee metteranno gliinsegnanti in grado di capire, er esempio, perché un bambino
si mette a vagare in giro nel bel mezzo di una favola per andare a giocare con una bambola o perché c’e un
bambino che non da mai segni di risposta.

Apprendimento “olistico”

Introdurremo prima di tutto, il concetto di apprendimento “olistico”, vale a dire il concetto di lingua e del
discente nel loro complesso.%® Operatori che si occupano dell’apprendimento molto precoce delle lingue,
sostengono che piu i bambini sono piccoli, pit sono “olistici”. In termini di apprendimento di una lingua,
imparano i significati in un contesto significativo integrato e multisensoriale.®” L' apprendimento molto
precoce della lingua & percepito come parte dell’ apprendimento generale, cosi che tutti e tre i settori -
cognitivo, affettivo, psicomotorio - devono essere coinvolti al fine di sostenere I'educazione globale del
bambino; nell’ educazione linguistica molto precoce pero, deve essere data priorita assoluta agli obiettivi
connessi con l'atteggiamento .| risultati ottenuti a livello cognitivo, vale a dire gli obiettivi di contenuto,
sono percepiti come meno importanti dei risultati ottenuti nel dominio affettivo. In altre parole, non &
importante, quante parole i bambini imparano, ma & importante se hanno sviluppato un atteggiamento
positivo circa I'esperienza di apprendimento o meno.

La comprensione precede la produzione

| bambini che acquisiscono la loro lingua madre e anche i giovani che imparano una seconda lingua in un
contesto informale, iniziano a produrre autonomamente, solo dopo essere stati ampiamente esposti alla
lingua stessa. Nessuno li obbliga a parlare, possono rimanere in silenzio fino a quando non sono pronti. La
durata del periodo di silenzio, varia da individuo ad individuo. Cosi pud capitare che bambini di due anni non
si sentano abbastanza sicuri per parlare la loro lingua madre, e possano essere ancora nel periodo di silenzio.
Contemporaneamente, iniziano a imparare una lingua straniera. Pertanto, lo stesso principio si applica
all'apprendimento di una lingua straniera. | bambini devono essere ampiamente esposti alla lingua, ma non
dovrebbero essere costretti arispondere. Benche se i bambinipiccolinon dicano niente, stanno comunque
imparando,®anche se cid che hannoimparato non & direttamente osservabile. Per questo motivo & scorretto e
addiritturaingiusto se sidefinisconoirisultatidiapprendimento deibambiniin termini diproduzione divocaboli.

Quando si parla dell'importanza della comprensione, non si pud on citare il Total Physical Response
(TPR). Questo metodo d'insegnamento della lingua si basa sul presupposto che quando si parla ai bambini
si utilizzino soprattutto comandi, a cui i bambini rispondono con I'azione, prima di produrre una risposta
verbale.”'ascolto & accompagnato dal movimento fisico, che dirige il TPR ad un apprendimento della parte
destra del cervello. Sono entrate a far parte del repertorio degli insegnanti le tecniche d’'insegnamento che
collegano I'azione fisica e I'ascolto o che utilizzano la risposta fisica per dare segno di comprensione.

Varieta di input significativi
Oltre all’'ampia esposizione alla lingua, un’altra importante caratteristica dell'ambiente ideale per

I'apprendimento di una seconda lingua in bambini molto piccoli 7' & la presenza di una vasta gamma d’input
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significativi. Si pensa pertanto che possa funzionare in modo analogo nel contesto delle lingue straniere. |
bambini sono esposti a una varieta di situazioni in cui la lingua & usata per interagire, per far fare le cose, per
immaginare. L'input linguistico ¢ significativo se lo si tratta come un mezzo di comunicazione, non come
una materia da studiare. Di conseguenza, |'attenzione si concentra sul significato non sulla forma della lingua.

Alta frequenza di esposizione

Il tema dell’'esposizione & gia stato introdotto come una delle condizioni che definiscono un contesto di
apprendimento favorevole. Ci eravamo tuttavia concentrati su come massimizzare |'esposizione alla lingua al
di fuori della classe. Qui poniamo invece |'attenzione sulla frequenza dell” esposizione. Per I'apprendimento
delle lingue straniere in eta precoce all'interno di gruppi classe, € auspicabile un’ alta frequenza di esposizione
alla lingua straniera.”? Per frequenza non intendiamo pero “ripetizione e associazione” secondo un modello
comportamentista. Si tratta piuttosto di occorrenze significative. Gli insegnanti che cercano supporti
teorici e dimostrazioni , possono fare affidamento sui risultati delle ricerche relative all’acquisizione della
lingua madre che sostengono che i bambini, dopo che sono esposti a consistenti, ripetuti modelli in
contesti significativi, trasferiscono alla fine le forme corrette all'interno dei loro discorsi.”®

Il principio del “Qui e ora”

L'apprendimento (linguistico) precoce & limitato al tipo di esperienza del “qui e ora”, cosi com’e stato
sostenuto dalla psicologia cognitiva. Le cose che stanno succedendo adesso, che sono appena accadute o
che accadranno, rappresentano il contesto delle attivita di apprendimento. | bambini di due anni non sono
in grado di andare oltre i limiti definiti dal “qui e ora”.

Attivita di apprendimento adeguate

| bambini sono coinvolti in attivitd di apprendimento. Quando l'insegnante pianifica un’ attivita, deve
fare in modo che non sia né troppo difficile, né troppo facile - I'attivita deve essere al giusto livello
di sfida. Una semplice domanda, come il bambino e in grado di fare questo? Puo far scattare alcune
considerazioni nell'insegnante circa il livello di sviluppo cognitivo, sociale e psicometrico del bambino. Ma
il livello di sfida non ¢ il solo punto di attenzione, ma devono essere prese in considerazione anche il lasso
di concentrazione (attenzione). | bambini piccoli sono in grado di attenzione per un periodo breve . Per
questo motivo € consigliabile cambiare attivita ogni cinque-dieci minuti.”* Questa & una risposta che varia in
modo significativo da individuo a individuo perché in ogni attivita di gruppo, la durata di concentrazione del
discente sara variabile. Al fine di ottenere e mantenere |'attenzione dei bambini, si raccomanda di variare gli
stimoli, per esempio introducendo qualche cosa di nuovo e inaspettato, un momento di sorpresa. Infine, i
bambini piccoli imparano usando tutti i sensi e, quindi, le attivita di apprendimento, in generale, dovrebbero
consentire I'applicazione di un approccio multi sensoriale.

Attenzione individuale

Quando si lavora con i bambini di due anni, non ci si deve sorprendere per come sono egocentrici. E ‘molto
importante che i bambini piccoli ottengano dal'insegnante la massima attenzione individuale possibile.”®
E' importante tenere presente questo fatto nel momento in cui si decide la dimensione del gruppo classe.
In un gruppo grande il bambino potrebbe essere frustrato a causa della mancanza di attenzione individuale.
Di conseguenza, il filtro affettivo impedira al bambino di acquisire la lingua.

Ambiente sicuro

L'ultimo principio € di natura diversa, in quanto guida l'applicazione dei precedenti principi. Qualunque
cosa facciamo dobbiamo sempre stare molto attenti a non ledere la sensazione di sicurezza del bambino
. Nel contesto di un apprendimento linguistico precoce, la presenza dei genitori, insieme alle attivita e alle
routines famliari per i bambini li fanno sentire sicuri. Questo non significa, tuttavia, che non si possano
introdurre cose , anzi, ma dobbiamo farlo in modo attento. Lo stesso vale per la lingua madre, che dovrebbe
essere usata con giudizio per abbassare il livello di stress o I'ansia del bambino.

Questo capitolo ha presentato un modo possibile di concettualizzare il campo dei principi didattici che
sottendono I'apprendimento precoce delle lingue. |l capitolo successivo prendera in considerazione il ruolo
dell'insegnante, del discente e del genitore.
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5. UN TRIO - L'INSEGNANTE, LO STUDENTE E IL GENITORE

L'insegnamento di una lingua straniera a bambini di due anni non & ancora una situazione diffusa per i
seguenti motivi: In primo luogo, gli studenti di solito iniziano a studiare la lingua straniera quando sono
molto piu vecchi percid hanno gia una base su cui costruire I'apprendimento, per esempio hanno gia
un qualche tipo di conoscenza del mondo, conoscono la loro lingua madre, e hanno un certo livello di
conoscenze metacognitive. In questa fase dello sviluppo questi processi si sviluppano in modo parallelo.
“In secondo luogo, i genitori non sono normalmente presenti durante I'anno nelle classi li lingua; tuttavia,
nel contesto dell’ apprendimento molto precoce della lingua sono attivamente coinvolti nell'insegnamento.”
In terzo luogo, I'insegnante & di solito associata all'istruzione di tipo scolastico, formale. In questo contesto
ci si aspetta che l'insegnante sappia creare un contesto di ‘apprendimento possibile’ in cui i bambini
possano acquisire una lingua in un ambiente informale.

Inoltre, I'insegnante ha anche la responsabilita del coinvolgimento dei genitori nel processo.

La parte successiva del capitolo evidenziera quali sono gli apporti dei membri del trio . In un trio di musicisti
ciascuno suona un diverso strumento, ma per avere un buon risultato, devono cooperare. Analogamente,
I'insegnante, il discente e il genitore, portano ciascuno un contributo unico.

E ‘evidente da cio che € gia stato scritto che il ruolo dell’insegnante é centrale perché definisce e organizza
le condizioni per I'apprendimento dei bambini e ha una funzione di mediatore nel processo di apprendimento
della lingua straniera. Significa anche che & l'insegnante che deve coinvolgere i genitori nel processo.
All'inizio dell’'anno scolastico, € importante che vengano spiegati gli obiettivi e gli strumenti per aggiungerli.
Sitratta d'informazioni riguardanti le strategie, i metodi e le tecniche, cioé cosa succedera e perché. Inoltre,
I'insegnante dovrebbe anche precisare qual & lafunzione che ci siaspetta che i genitori abbiano all'interno del
processo. A sua volta, I'insegnante puo trarre vantaggio dalla conoscenza che i genitori hanno dei propri figli.

Sebbene i bambini di questa fascia di eta condividano alcune caratteristiche, per esempio, sono tutti
egocentrici e richiedono un’ attenzione individuale da parte dell'insegnante, ogni discente porta la sua
personalita. Dato che |'eta dello sviluppo spesso non €& pari all’'etd cronologica, le differenze individuali
possono essere notevoli. Alcuni bambini si sentiranno sicuri nel compiere azioni fisiche mentre altri
sembrano essere maldestri. Alcuni bambini interagiranno usando la loro lingua madre, ma altri saranno
ancora nel periodo di silenzio. Allo stesso modo, competenze come la manipolazione di piccoli oggetti,
la colorazione, il disegno, ecc si svilupperanno in modo diverso nei bambini. Per quanto diverse siano le
esigenze dei singoli discenti, devono comunque essere rispettate in modo da non ostacolare lo sviluppo
del bambino richiedendo cose irrilevanti. Il che & facile da dire ma difficile da fare. Ricorda tutti i principi che
I'insegnante deve tenere a mente. A questo punto puo percid essere utile che I'insegnante dia ascolto alla
voce dei genitori.

Che cos’ & che i genitori sanno, ma I'insegnante non sa? | genitori conoscono bene i loro figli e sanno come
si comportano nelle diverse situazioni. | genitori sanno che cosa piace e cosa non piace ai loro bambini.
Decodificano con facilita i segnali non verbali che i loro figli usano per comunicare felicita, gioia, paura,
noia, stanchezza, ansia, ecc . In maniera analoga, i genitori possono aiutare a decodificare il linguaggio dei
bambini, se i bambini parlano gia. Sanno anche in quali cose i loro bambini si sentono sicuri di sé e con che
cosa invece fanno fatica, e sanno quando €& il momento di aiutarli. Cosi da un lato i genitori portano la loro
esperienza, chel'insegnante sicuramente apprezzera, dall'altro scoprono cose che sono nuove anche perloro.

Nella vita reale, i genitori interagiscono naturalmente con il bambino e funzionano come mediatori nel
processo di apprendimento. Tuttavia, nel contesto dell’apprendimento molto precoce della lingua si trovano
ad affrontare una nuova sfida — ci si aspetta che svolgano un ruolo attivo nel processo. Questo coinvolge
molti aspetti. In primo luogo, significa che un genitore partecipa a tutti gli incontri insieme al bambino,
contribuendo alla sua sensazione di sicurezza. In secondo luogo, il genitore partecipa anche ad attivita di
apprendimento. Aiuta il suo bambino nello svolgimento di azioni che non sarebbe in grado di compiere
da solo, ad esempio, battere le mani per imitare correttamente il ritmo di una filastrocca. Il genitore
agisce come modello per dimostrare cosa bisogna fare, ad esempio come rispondere a un comando dato
dall'insegnante. Il coinvolgimento dei genitori € un’ importante fonte d'incoraggiamento e aiuta anche a
rimuovere gli ostacoli affettivi all” apprendimento.
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Soprattutto, pero, ci si aspetta che il genitore interagisca con il bambino utilizzando la lingua straniera.
Come gia detto in precedenza, € necessario ampliare al massimo I'esposizione alla lingua al di fuori della
classe, e il coinvolgimento dei genitori sembra essere una soluzione logica. | genitori stanno con il bambino
giorno e notte e possono organizzare il programma della giornata in modo da inserire con regolarita “spazi
di lingua straniera”. Si raccomanda di associare I'esposizione alla lingua straniera con uno dei genitori
collegandolo ad una certa situazione (ad esempio, |I" andare a dormire, con la mamma), ad un ambiente
specifico (ad esempio, creando un angolo”Inglese” nella stanza del bambino), o ad un'azione concreta
(giocare con un orsacchiotto). Se i genitori seguono il piano, i bambini si aspettano I'input in lingua straniera
al momento di andare a letto o quando vanno nell’ “angolo Inglese” o se iniziano a giocare con quel
particolare orsacchiotto. Per ulteriori informazioni in merito al coinvolgimento dei genitori, si prega di
consultare la guida per genitori (The Parents’ Guide), un altro dei prodotti finali del progetto Development
of Methodology for Very Early Language Learning.

Nonostante tutti i vantaggi, c'€ perd un potenziale elemento negativo in questo scenario, ed ¢ il livello
di conoscenza che i genitori hanno della lingua target. E' estremamente improbabile che genitori con un
limitato livello di competenza comunicativa nella lingua straniera target, siano in grado di fornire una serie
di quegli input significativi necessari ai bambini per acquisire la lingua e che siano in grado di interagire
con loro. Di conseguenza, si pone una domanda fondamentale su come il processo di apprendimento
dei bambini sia influenzato se i genitori forniscono loro una massiccia quantita di input, che sono pero di
scarsa qualita in particolare per quanto riguarda la pronuncia. Possiamo solo avanzare delle ipotesi visto che
non sono ancora disponibili dati ottenuti da ricerche sistematiche. Queste considerazioni non intendono
ovviamente offendere quei genitori che si sforzano di comunicare utilizzando una lingua di cui non hanno
padronanza e in cui non si sentono sicuri, ma vogliono essere di stimolo a trovare anche altre forme che
permettano di ampliare I'esposizione del bambino alla lingua straniera.

Il capitolo seguente fornisce alcune linee guida per i genitori, il cui contributo pud anche passare attraverso
I"utilizzo di un certo numero di supporti didattici che forniscono input significativi.

6. RISORSE

L'insegnamento delle lingue straniere a bambini molto piccoli, presuppone I'utilizzo di una grande varieta
di tecniche d’insegnamento e di materiali didattici in modo coerente con i principi didattici formulati nel
capitolo quattro. Visto che gli studenti coinvolti nell" apprendimento precoce della lingua, hanno solo due
anni, si pud verificare che alcuni di loro non usino efficacemente la loro lingua madre. E’ percid scarsamente
realistico aspettarsi che parlino usando la lingua straniera subito dopo averla sentita. Questo si riflettera
anche nel repertorio di tecniche dell'insegnante — |'attenzione sara ovviamente posta sul fornire input e
sul facilitare la comprensione. Il lettore imparera nei dettagli specifiche tecniche d'insegnamento e uso di
supporti didattici, nella seconda parte di questo libro.,In questo capitolo sono riassunte solo osservazioni di
carattere generale sulle risorse disponibili. Spetta al docente scegliere tecniche d'insegnamento e materiale
didattico adeguato a seconda dei risultati che vuole raggiungere.

Alfine di trasmettere il significato dell'input linguistico, si possono usare supporti didattici visivi. L'insegnante
pud lavorare efficacemente con oggetti reali di tutti i tipi per spiegare il significato delle parole e delle
azioni, o i bambini stessi possono utilizzarli. Allo stesso modo, anche le immagini possono venire usate
come supporto visivo. Esse dovrebbero essere abbastanza grandi e chiare da poter risultare facilmente
riconoscibili dai bambini. E" meglio evitare, se possibile, I'utilizzo di immagini ambigue e poco chiare.

| bambini molto piccoli non sanno leggere, ma la narrazione € un’ importante tecnica di insegnamento che
unisce input uditivi e visivi. Il senso della storia pud essere comunicato attraverso tecniche mimiche, di
drammatizzazione, o utilizzando bei libri di fiabe - tutti elementi che supportano il bambino nel cogliere
il significato di quanto viene detto.

Nello scegliere i libri di storie & importante considerare con attenzione se sono adeguati per bambini cosi
piccoli, esaminando i temi trattati, la lunghezza , la trama, la complessita, ecc. La difficolta della lingua
non e cosi rilevante, in quanto I'insegnante & in grado di modificarla in base alle esigenze dei discenti. |
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racconti scritti nella lingua madre dei bambini possono essere parafrasati dall'insegnante. Il vantaggio & che
i bambini possono conoscere la trama della storia, utilizzando queste storie si perde pero la possibilita di far
conoscere la cultura della lingua target, attraverso le sue storie.

Video e DVD sono un’ottima risorsa e hanno il vantaggio di combinare le storie con I'animazione,’® fornendo
input sia uditivi sia visivi. E ‘importante usarli come stimolo per I'apprendimento, non semplicemente per il
gusto di vederli. Quando si programma un’attivita basato su un video, si puo far riferimento sulle indicazioni
per insegnare l'ascolto. Cid significa aggiungere attivita prima e dopo la visione. | video possono anche
essere utilizzati a casa offrendo la possibilita di ampliare I' “esposizione” dei bambini alla lingua straniera,
o, se il video & connesso agli argomenti trattati in classe, a ripassarli.

Proprio come le immagini e libri di storie, i video devono essere selezionati dopo un’attenta valutazione.
La letteratura offre le seguenti linee guida per la scelta di un video in lingua straniera per classi di bambini
molto piccoli:”?

— Deve essere breve (5-10 minuti)

— Deve avere una buona trama

— Deve essere adatto per questa fascia di eta

— La lingua deve essere facile da capire guardando quello che succede

— E" importante progettare attivita che possano aiutare i bambini a capire il senso del video.

Queste linee guida sono utili, ma a nostro parere la lunghezza consigliata sembra essere troppo lunga per
i bambini di due anni. Una sequenza di tre e cinque minuti ci pare piu appropriata.

| video non devono essere specificatamente mirati all’apprendimento delle lingue, ma gli episodi prodotti
per programmi televisivi per bambini e strutturati sulla base di specifiche indicazioni pedagogiche, sembrano
di fatto funzionare meglio. Ci sono anche prodotti che sono fatti su misura per le esigenze specifiche di un
determinato contesto educativo - un esempio € la serie di cartoni animati Froggy’s Stories, prodotta come
materiale supplementare all'interno del progetto Deveopment of methodology for Very early language
Learning . Froggy € un compagno che guida i bambini nel loro cammino verso la padronanza della lingua.

Non si pud immaginare apprendimento precoce delle lingue senza filastrocche, ritornelli e canzoni. Questi
sono la principale fonte di input linguistico uditivo. Attraverso filastrocche, ritornelli, canzoni i bambini
imparano a conoscere il “suono” della lingua straniera, attraverso una naturale esposizione a modelli
d'intonazione, di accento e al ritmo della lingua straniera. Ai bambini piace ripetere filastrocche, canti e
canzoni molte volte, riuscendo cosi a memorizzare parole e strutture. Attivita finalizzate per sensibilizzarli
al ritmo, come ad esempio battere le mani dicendo la filastrocca, sono particolarmente utili per imparare
I'inglese e le altre lingue in cui I'accentuazione ha un ruolo importante. Inoltre, la combinazione dell” ascolto
con un'azione fisica contribuisce allo sviluppo psicomotorio dei bambini.

Giochi e attivita ludiche sono un’altra risorsa da cui attingere. Ma scegliere un buon gioco non &
un'impresa facile. | bambini possono trovarsi in fasi di sviluppo sociale diverse (cfr. capitolo Tre) e per alcuni
di loro pud essere difficile cogliere il senso del gioco. Una soluzione pud essere utilizzare nel processo di
apprendimento il gioco del “facciamo finta” che sembra essere una scelta sicura per i bambini di questa eta.

Infine, attivita di disegno e di manipolazione non devono essere dimenticate. Esse sono una parte
importante del curriculum pre-scolastico e devono essere un punto di continuitd comune nelle classi.”®
Funzionano ovviamente meglio se sono strettamente connessi al tema e all'elemento di lingua di cui
ci si sta occupando. Sono uno strumento che permette ai bambini di essere creativi e di usare la loro
immaginazione e fantasia. Tuttavia, i bambini di due anni, avranno bisogno del supporto dei loro genitori.
Le attivita di disegno e manipolazione si prestano ad inserirsi efficacemente in tecniche basate su TPR. Se
I'insegnante dice ai bambini cosa devono fare utilizzando la lingua straniera, i bambini devono ascoltare le
istruzioni per sapere come completare l'attivita. Con I'aiuto dei loro genitori quindi dimostrano attraverso
I'azione, di aver capito. Per quanto riguarda i materiali necessari per il disegno e la manipolazione, non ci
sono limiti. Oltre a matite, colori a dita, pastelli, fogli di carta, scatole di cartone, bottoni, ecc., possono
essere usati innumerevoli altri materiali, che la creativita dell'insegnante possa suggerire.

99

529-TRB_uvodnew-S.indd 99 21.9.2009 10:53:31



ITALIAN VERSION OF PART |

L'insegnantecreativoutilizzerarisorsedivariotipo, combinandoleinmodoefficaceeoriginale. L'insegnante pud
anchedeciderediincludereilcomputerolnternet. Tuttavia, letecnologiedell'informazioneedellacomunicazione
sono state volutamente escluse da questa presentazione perché riteniamo, che in questo periodo della vita,
sia prioritario stimolare quelle le risorse ed attivita che supportano la costruzione di relazioni interpersonali.
Nel capitolo seguente saranno brevemente introdotti i principi di progettazione del syllabus, e verranno
delineate le linee di connessione tra il background teorico che abbiamo presentato nella prima parte di
questo libro e il curriculum prodotto dal gruppo internazionale impegnato nello sviluppo del progetto di
Develpment of Methodology for Vlery Early Language Learning.

7. PIANIFICAZIONE A LUNGO TERMINE E A BREVE TERMINE

Questo capitolo provera a vincere la diffidenza nei confronti della teoria’”® propria degli insegnanti,
evidenziando come alcuni dei punti trattati nei capitoli precedenti sono strattamente correlati alla pratica
quotidiana; piu nello specifico, alla pianificazione a lungo termine e a breve termine.

7.1 Formazione di Sillabo

Finora abbiamo discusso la natura e i principi dell'apprendimento delle lingue in eta molto precoce, le
caratteristiche dei partecipanti e le risorse. Adesso faremo un passo avanti e useremo le conoscenze
esposte per cercare di progettare un syllabus per un “corso” rivolto a bambini di due anni. Tuttavia, la
letteratura sull'argomento ci dice che non ¢ facile farlo. A causa dei numerosi vincoli pratici e sociali,
il sillabo pud rispondere solo in parte ai principi stabiliti dalle teorie del linguaggio, dell’ apprendimento
delle lingue straniere e dalla prevalente filosofia dell’educazione.®° Che cos’e un syllabus? Esistono molte
definizioni disponibili, alcuni di esse mettono in risalto che dovrebbe essere soprattutto una dichiarazione
del contenuto e solo in una fase successiva di sviluppo, i una dichiarazione in merito alla metodologia e al
materiale da utilizzare in un determinato contesto didattico.®! Alcune altre definizioni visualizzano il sillabo
come una specificazione del lavoro che deve essere svolto in un periodo definito, definendo un punto
di partenza e una meta finale.®?

La sequenza dei contenuti linguistici dovrebbe essere cadenzata secondo una linea teorica o di principio.
Pertanto, il sillabo si concentra su cosa viene insegnato e con quale ordine lo si fa.®® Ci sono diversi tipi di
sillabo basati sui contenuti, che variano in base ai principi che li organizzano:

e || sillabo strutturale si basa sulla struttura interna della lingua con un accento particolare sulla grammatica.
Nell" ordinare gli elementi di contenuto, si considera la complessita della struttura, la sua “facilita di
apprendimento”, e I'utilita che ha per lo studente.

e || sillabo funzionale basato sull’individuazione delle funzioni comunicative che sono selezionate e
classificate secondo la loro utilita per lo studente, cioé la misura in cui queste caratteristiche soddisfano
le esigenze comunicative dello studente.®

¢ || sillabo situazionale si basa su situazioni di “vita reale”. Ogni situazione ha tre caratteristiche differenti
che devono essere prese in considerazione per scegliere i contenuti e per definirne la sequenza: i
partecipanti, I'ambiente, e gli obiettivi comunicativi.

e Infine citiamo il sillabo basato sul tema. Ovviamente, le informazioni di contenuto sono il principio
fondamentale per la creazione di questo tipo di sillabo. Anche se e improbabile che un sillabo sia
unicamente basato sul tema, il concetto di tema € importante nella progettazione di un sillabo. Secondo
la letteratura , il tema fornisce un punto di riferimento per I'input linguistico e contribuisce a creare un
senso di coesione tra le singole unita.®

Per riassumere ogni tipo di sillabo presenta vantaggi e svantaggi. Come risposta alle esigenze specifiche
del contesto educativo € consigliabile combinare vari principi organizzativi e costruire quindi un sillabo
multidimensionale.

Analizziamo il sillabo del materiale presentato nella seconda parte del libro. Prima di tutto, il team del progetto
ha cercato di rispettare i principi dell'insegnamento delle lingue straniere in eta molto precoce, oltre alle
specifiche esigenze del discente, ossia la fase di sviluppo del discente. Per questo motivo, per quanto
riguarda gli obiettivi, & stata data priorita agli obiettivi affettivi. | bambiniacquisiranno la volonta dicomunicare
e svilupperanno atteggiamenti positivi nei confronti della lingua , della cultura, e dell’'apprendimento in
generale. Per quanto riguarda gli obiettivi cognitivi, € evidente I'accento sulla comprensione del linguaggio
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parlato. Gli obiettivi psicomotori, vengono sviluppati utilizzando I'apprendimento della lingue straniera, per
stimolare le competenze percettive, il controllo motorio del corpo e anche il controllo fine di alcuni muscoli.

In merito alla scelta del tipo di sillabo, si € deciso di creare un sillabo multidimensionale usando il tema
come principio organizzativo. Funzioni, situazioni e strutture in relazione all discente sono state considerate
ma solo come criteri secondari.

Dopo attenta considerazione, il team ha selezionato undici argomenti, otto da presentare in sequenza e
tre cross-curriculari, che permettono di integrare i contenuti in modo flessibile. Gli argomenti sono cosi
ordinati:

-curriculari

Al fine di creare un ambiente favorevole per |'apprendimento del bambino, si sono applicati
contemporaneamente due principi organizzativi. Il primo principio pud essere chiamato il “principio di
distanza sociale”. | temi concernenti la conoscenza di s€ sono introdotti verso l'inizio del corso. Sono poi
introdotti quegli argomenti che estendono I'attenzione alla famiglia del bambino, e al luogo in cui vive. Segue
il lavoro sulla costruzione delle relazioni sociali, ponendo I'accento sul concetto di amicizia. Infine, ci sirivolge
al bambino all'interno del suo ambiente. Vengono cosi rispettati I'egocentrismo dei bambini e la direzione
attesadelloro successivo sviluppo. Il secondo principio, applicato contemporaneamente, € quello della linea
del tempo che mette in collegamento il tempo che i bambini hanno trascorso al corso € le stagioni dell’anno.
Di conseguenza, i temi sono stati presentati nel seguente ordine:

SILLABO:

1. Benvenuto (sottoargomenti: Rituali, Saluti, Sentimenti)

2. Corpo (sottoargomenti: Pugni, Mani, Dita, Piedi / Movimenti, Viso, corpo)

3. Cibo (sottoargomenti: Buono, Cattivo, Frutta e verdura, Pane, Bottiglie, Acqua)

4. Natale (sottoargomenti: albero di Natale, Babbo Natale, Natale, Calze di Natale)

5. Giocattoli (sottoargomenti: Giocattoli, Giochi che ci circondano, Orsacchiotto, Coniglietti, Bambole,
Strumenti musicali.)

6. Casa e Famiglia (sottoargomenti: Membri della famiglia, Festa della mamma/ del papa, Casa,
Camere)

7. Animali (sottoargomenti: Topolino, Bruco, Vermicello, Ragno, Orso, Animali dello ZOO, Rana,
Animali di fattoria)

8. Viaggiare e Viaggi (sottoargomenti: Barca, Treno, Autobus, Bicicletta, suoni, incrocio)

Argomenti cross- curriculari:
9. Meteo e Stagioni (sottoargomenti: Autunno, Inverno / Pupazzo di neve, Abbigliamento Invernale,
Primavera, Estate)
10. Colori (sottoargomenti: Colori di base, Colori, altri colori)
11. Argomenti extra (Espressione buffa, puzzle sul cibo, Numeri, Lumaca

101

529-TRB_uvodnew-S.indd 101 21.9.2009 10:53:31



ITALIAN VERSION OF PART |

PARTE FRANCESE - Sillabo:
1. Benvenuti

Corpo

Animali

Cibo

Elementi naturali

Giocattoli

Strumenti musicali

Viaggi

Natale

NS RAWN

Parleremo piu diffusamente dei contenuti nella secondaparte del libro, mentre ci occuperemo brevemente
ora di funzioni, situaizoni e strutture. Le funzioni riflettono i bisogni comunicativi del discente. L'accento &
posto sul saluto, il presentarsi e I'esprimere i sentimenti. La scelta delle situazioni rilevanti € ispirata dalla
reale esperienza di vita dei bambini. Tra le situazioni proposte troviamo l'incontro con un amico, fare una
passeggiata, una visita dai nonni, un viaggio, festeggiare il compleanno, ecc.

Abbiamo deliberatamente tenuto per ultimo il Sillabo strutturale . L'attenzione ai temi, alle funzioni e alle
situazioni & coerente con il principio solistico di apprendimento. La scelta delle strutture & quindi determinata
da quali strutture linguistiche sono necessarie per realizzare le funzioni selezionate in determinate situazioni.
Per quanto riguarda la fonologia, sono state inserite le canzoni, le filastrocche e i canti al fine di permettere
di raggiungere gli obiettivi di una corretta pronuncia .

La scelta di un vocabolario ¢ pre-determinata dai temi del sillabo. Il sillabo lessicale riflette la preferenza
dei bambini piccoli per i sostantivi. Il significato dei sostantivi & piu facile da imparare, soprattutto se
rappresentano un oggetto tangibile con una forma definita (ad esempio tazzina, pastello, libro). | verbi,
tuttavia, tendono a essere piu vari e differenziati, alcuni, per esempio, indicano un movimento fisico (ad
esempio volare), mentre altri indicano uno stato interiore (ad esempio, sentire.).?¢ Non & facile nenche
imparare correttamente i pronomi. In particolare, imparare ausare ,,io” e ,, tu” correttamente richiede tempo,
anche nella lingua madre, perché ¢ collegato con lo sviluppo del sé. L'acquisizione degli aggettivi avviene
molto piu tardi. Il significato degli aggettivi non & chiaro come quello dei sostantivi concreti,ed & inoltre non
assoluto (ad esempio, una casa grande - una mela grande). Lo stesso vale per le parole che indicanoicoloriei
numeri, & il concetto che va inteso prima che possa essere compresa la parola. Per quanto riguarda i numeri,
si consiglia di arrivare a tre con bambini di tre anni. Le preposizioni sono invece molto importanti. Aiutano
i bambini a esprimere le posizioni, le direzioni e le azioni (ad esempio, su, giu, in, fuori, sopra, sotto ecc.)

Per finire, € importante rilevare che il sillabo presentato riflette il background culturale e linguistico delle
persone che hanno contribuito alla progettazione, le loro idee professionali, la loro esperienza nel campo
dell’apprendimento precoce delle lingue, ecc. Se il sillabo fosse stato prodotto da un altro team, quasi
sicuramente i sottoargomenti scelti avrebbero potuto essere diversi.

7.2 Pianificazione delle lezioni

Questo sillabo ¢ il risultato della pianificazione a lungo termine. Deve essere ‘ulteriormente elaborato e
precisato nel processo di pianificazione della lezione. Gli obiettivi formulati per ogni unita o lezione devono
essere coerenti con il gli obiettivi espressi nel sillabo. Nella progettazione di una lezione per un gruppo di
bambini molto piccoli possono essere utili i prodotti del progetto Mum Dad and me — Toddlers’ clubi. La
struttura dell’unita proposta contiene le seguenti fasi, il tempo stimato € fornito tra parentesi:

1. APERTURA, attivita di riscaldamento (3 a 5 minuti)
2. RIPETIZIONE di contenuti noti (da 3 a 5 minuti)

3. ATTIVITA n.1 (7 a 10 minuti)

4. RILASSAMENTO (3 a 5 minuti)

5. ATTIVITA n.2 (3 a 5 minuti)

6. TEMPO PER GIOCARE (3 a 5 minuti)

7. CHIUSURA
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Siconsigliadiavviareechiuderelalezioneconiritualieleroutinescheibambiniconoscono.Essocontribuiscono
acreare una sensazione di sicurezza. La seconda fase, la ripetizione di contenuti noti, non dovrebbe essere
troppoimpegnativa . | bambinihanno bisogno di essere prontiperla primaattivita. Dopo I'esposizione ai nuovi
contenuti linguistici , segue un’ attivita di rilassamento. La seconda attivita riguarda la lingua appena
presentata, utilizzandola tuttavia, in un modo diverso. Il Tempo di gioco € una ricompensa per gli sforzi
compiuti, i bambini possono giocare con cid che vogliono. E” anche il tempo adatto per permettere ai genitori
di fare domande se hanno dubbi su cose non chiare. La lezione termina con una routine di chiusura abituale.

La struttura della lezione appena descritta € stata anche usata come modello per la standardizzazione delle
schede di lavoro presentate nella seconda parte del libro. Ci sono sessanta fogli di lavoro che coprono
gli undici argomenti sopra elencati. Al fine di dimostrare la possibilita di adottare il materiale anche per
I'acquisizione di altre lingue straniere, sono stati inseriti venti schede di lavoro supplementari in francese. Le
schede in francese riguardano nove dei temi descritti. La raccolta di tutte le schede di lavoro rappresenta un
possibile curriculum annuale per I'apprendimento precoce delle lingue. L'équipe internazionale ha deciso di
produrre schede di lavoro che consentano modifiche legate allo specifico contesto , preferendole piani
di lezione gia pronti. Il format utilizzato per le schede ¢ il seguente:

Le schede di lavoro sono etichettate con i nomi e i numeri degli argomenti e sottoargomenti. Facendo
riferimento alla struttura di lezione proposta precedentemente in questo capitolo, le schede forniscono
consigli per la fase di paertura adellla lezione, per |" attivita n. uno e per |' attivita n. due. Gli obiettivi di
ciascuna attivita sono formulati come risultati attesi. Il procedimento € descritto in dettaglio e comprende
anche le istruzioni esatte che l'insegnante dovrebbe dare (evidenziate in grassetto). Inoltre, ci sono
riferimenti ai materiali e alle risorse utilizzabili.

Infine, qualche commento per concludere. In primo luogo, le schede di lavoro devono essere intese
come suggerimenti, fonti di idee, piuttosto che dogmi da seguire, gli insegnanti che decidono di farne
uso nella pratica didattica, dovranno essere creativi e flessibili nell'adeguarli alla situazione specifica in cui
operano, e ciog in base al loro background culturale, alle esigenze dei bambini, all’esperinza dei genitori
, ecc. In secondo luogo, & bene ricordare che I'apprendimento molto precoce delle lingue riguarda piu la
comprensione che la produzione. | bambini non dovrebbero essere MAI forzati a produrre a meno che
non lo vogliano spontaneamente. Si deve rispettare il bisogno dei bambini di stare zitti. In terzo luogo, gli
insegnanti ei genitori non devono essere scoraggiati dalla mancanza di soddisfaizoni immediate - verrano,
ma ci vorra un po ,di tempo ...

CONCLUSIONE

La prima parte del libro & stata destinata a fornire il background teorico dell’'apprendimento molto precoce
delle lingue in modo informale e semplice, ivi compreso la logica che sottende la creazione del curriculum
annuale. Speriamo che il lettore abbia potuto far proprie alcune idee e conoscenze specialistiche che
gli consentiranno di sentirsi pit sicuro nel fare scelte in merito ad aspetti specifici dell’apprendimento
precoce delle lingue, e soprattutto di andare oltre il livello intuitivo, quello del “ma- che-interessante-
attivita”. Inoltre ci auguriamo che gli insegnanti, anziché vedere la teoria come qualcosa di molto lontano
dalla loro esperienza reale, colpevole di appesantire di inutili orpelli astratti le soluzioni pratiche dettate dal
buon senso,? utilizzino queste conoscenze come potente strumento contro banali teorie alla moda e facili
distorsioni commerciali

Tuttavia, ci sono domande ancora aperte ... Ci vorra ancora tempo, prima che abbiamo a disposizione dati
di ricerche in grado di fornire le risposte attese. Nel frattempo auguriamo buona fortuna a chi & comunque
abbastanza coraggioso da avventurarsi nel cammino del utilizzino queste conoscenze come potente
strumento contro affermazioni facili e populiste e distorsioni commerciali I'apprendimento delle lingue in
eta molto precoce.

104

529-TRB_uvodnew-S.indd 104 21.9.2009 10:53:31



SLOVAK VERSION OF PART |

UvoD

Kniha pre ucitelov (Teacher's Resource Book), ktoru ste prave otvorili, bola napisané pre tych, ktori sa nejakym
spbsobom podiefaju na vyucbe jazyka deti vo velmi ranom veku, ale aj pre tych, ktori sa o tUto tému
zaujimaju, pretoZe sa stala velmi diskutovanou zalezitostou. V kontexte tejto knihy oznacuje osvojovanie si
jazyka vo velmiranom veku situéciu, kedy sa dvojroéné deti zadinaju ugit jazyk, ktory je iny ako jazyk ich rodi¢ov,
t.j. cudzi jazyk, v prostredi odliSnom od toho rodinného. Kniha sa mdze stat uzitocnou tieZ pre manazment
inStitucii, ktoré organizuju tento typ vyucby, pre ucitelov, pre ucitelov-praktikantov i pre rodicov.

Tato publikacia je sucCastou suboru produktov vyvinutych v ramci projektu Vyvoj metodolégie pre
osvojovanie jazyka vo velmi ranom veku (Development of Methodology for Veery Early Language Learning,
projekt ¢. 135283-LLP-1-2007-1-CZ-KA2-KA2MP, program celozZivotného vzdelavania — kli¢ova aktivita ¢. 2
— jazyky). Spolo&ne s Rodi¢ovskym sprievodcom (Parent’s Guide), videom Zabie pribehy (Froggy's Stories)
a Pracovnym zositom (Workbook) tvori kazdoro€nl osnovu uréenu pre ucéenie sa jazyka vo velmi ranom
veku. Metodoldgia, t.j. cely subor produktov, bola najskér testovana v kluboch pre batofatd Mamicka, ocino
a ja (Mum, Dad and Me), ktoré navStevovali dvojro¢né deti v sprievode jedného z rodicov, v niektorych
pripadoch v sprievode prarodicov ¢i opatrovni¢ok a pod. Materiély sa preto odportc¢aju ako pomdcka pre
dvojro&né a trojro¢né deti pri ranom zahajeni osvojovania si cudzieho jazyka.

Kluby, v ktorych bola td&to metodoldgia skiimanad, vznikli z predchadzajuceho projektu Mamicka, ocino a ja —
Klub pre batolata (Mum, Dad and Me — Toddlers’ Club, projekt ¢. 117022-CP-1-2004-1-SK, Sokrates — jazyk
¢. 1). Jeho cielom bolo otvorit kluby pre batolatd a ich rodicov, kde by si batolatd mohli osvojovat cudzi
jazyk prirodzenym spdsobom. Pridanou hodnotou tohto UspesSného projektu bola skutocnost, Ze projekt
pomohol prelomit ¢asté predsudky v spoloénosti tykajlce sa osvojovania si jazyka v ranom veku.

Kniha pre ucitelov sa sklada z dvoch ¢asti. Cielom prvej ¢asti knihy je objasnit povahu raného osvojovania
si jazyka rozptylenim mytov a zvazenim vyhod skorého zaciatku. NavySe sa pokusa definovat podmienky,
za akych bude proces ucenia pravdepodobne efektivny, vratane suhrnu principov tvoriacich zaklad pre
navrhovanie sylab a planovania lekcii.

Cielom druhej ¢asti Knihy pre ucitelov je poskytnut ucitefom, ktori povedu tuto Specificku cielovu skupinu,
t.j. dvojro¢né a trojro¢né deti, lahko prispésobitelny nastroj. Prakticka ¢ast sa sklada z 80 pracovnych listov,
z ktorych kazdy obsahuje aktivity pre 45 minutovu lekciu. V kluboch bola naj€astejSie osvojovanym si jazykom
angli¢tina, a preto je 60 pracovnych listov ur¢enych prave nej. Avsak filozofia a postupy su rovnaké aj pre
ostatné jazyky. Dvadsat pracovnych listov je uréenych francuzstine, ¢im tlto skuto¢nost dokladame.

KaZzdy pracovny list v Knihe pre ucitelov zostavil profesiondlny ucitel, ktory pracuje s mladymi Ziakmi
v jednej z krajin podielajlcich sa na projekte — Ceskej republike, Nemecku, Taliansku a Slovensku. Spatnu
vazbu k pracovnym listom poskytli poradcovia, ktori v praxi vyuzivaju u¢ebné metodoldgie, a ucitelia listy
upravili podfa doporuceni tychto poradcov. Upravené pracovné listy boli najskér testované v kluboch
pre batolatd Mamicka, ocino a ja. Ucitelia po kazdej lekcii reflektovali svoje sklUsenosti a spisali navrhy
na zmeny v pracovnych listoch. Nakoniec uditelia z tychto Styroch krajin, ktori v kluboch pdsobili, opéat
pocas spolo¢ného stretnutia prediskutovali kaZzdy pracovny list, zac¢lenili zmeny a dohodli sa na konecnej
verzii pracovnych listov. Ked zhrnieme vys$Sie popisany postup, kazdy pracovny list presiel patstupfiovym
VYVOjOVym procesom:

I. Viyvoj pracovného listu (ucitel)
Il. Sp&tna vazba metodologickych poradcov
l1I. Uprava pracovného listu (ucitel)
IV. Prvotné testovanie v kluboch, reflexie skisenosti (ucitel)
V. Konec&na Uprava pracovného listu (skupina ucitelov)

Verime, Ze tento péatstupriovy proces zaistuje dobru kvalitu poskytovanych materidlov. Dalou vyhodou

vysledného materiélu je medzindrodna povaha projektového timu. Material dalej zvySuje moznost prijatia
metodoldgie v dalsich krajinach a kulttrach.
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1. OSVOJOVANIE SI MATERINSKEHO JAZYKA

.Ako sa deti ucia jazyk? Zakazdym, ked sa ma
na to niekto spyta, mam tendenciu odpovedat —
kieZ by som to vedel.”

William O’Grady

Skér, ako sa zacneme rozpravat o tom, ako sa deti ucia cudzi jazyk, je doélezité objasnit, ako sa deti ucia
materinsky jazyk, t.j. jazyk svojich rodi¢ov. Proces, ktory vyusti do dokonalého zvladnutia jazyka, sa nazyva
osvojenie prvého jazyka (first language acquisition). Je to proces, ktorého vysledok je skuto¢ne ohromuijuci.
Nemalo by nés prekvapit, Ze v literatlre sa na oznacenie jazyka osvojeného v ranom veku pouzivaju rézne
terminy ako ,prvy jazyk”, ,rodny jazyk” a ,priméarny jazyk”. My sme si v tomto materiali zvolili nazov
.materinsky jazyk”, pretoZe tento termin implikuje doélezitd Ulohu, ktord v akvizicnom procese hraju
rodicia.

Uloha rodicov je zjavne ddleZita, ale otazkou je, ako sa vlastne rodicia na jazykovej akvizicii podielaju? Rodigia
svoje deti neucia jazyk spdsobom, ktory si fudia pod pojmom vyucovanie jazyka zvyCajne predstavuju,
neopravuju ich kazdu chvilu. A pritom deti vedia jazyk pouZivat na komunikaciu najneskdr vo veku piatich
rokov.

Ako to robia? Ako naznacuje Uvodny citat, odpoved na tuto otazku je nelahkou Ulohou. Povahu osvojenia
si prvého jazyka sa pokusalo vysvetlit niekolko mysSlienkovych smerov. V patdesiatych rokoch 20. storocia
behavioristi navrhovali, Ze osvojovanie jazyka je jednoducho zalezitostou imitacie a vytvarania navykov.'
Predpoklada sa, Ze deti sa ucia jazyk imitovanim dospelych. Vyskumom bolo preukazané, Ze opakovanie
ja zvlast vynikajucou stratégiou pri osvojovani jazyka v ranom veku, predovsetkym pri osvojovani zvukov
jazyka,? preto sa na osvojovani uréity druh imitécie podiela. Imitacia v8ak nemoze Uplne vysvetlit tvorenie
viet, pretoze vety sa tvoria podla potreby. 2 Pri analyze detskej reci sa prekvapivo ukazuje, ze detom sa velmi
nedarf imitovat vety, ktoré obsahuji nezndme vyrazy a Struktury, a tiez sa o to ani velmi ¢asto nepokusaju.*
Osvojovanie si jazyka zjavne nie je moZzné vnimat ako jednoduché imitovanie. K dosiahnutiu ciela preto
musi viest ina cesta alebo cesty, pretoZe cesta imitacie nas prili§ daleko nepriviedla.

Iny nazor mali zastancovia nativizmu, ktori zastavali nazor, Ze deti sa rodia so zvla$tnou schopnostou
objavovat pre seba zakladné pravidla jazykového systému.® K tejto tedrii vyznamne prispel jazykovedec
Noam Chomsky tvrdenim, Ze sa rodime s vrodenou znalostou (innate knowledge), tzv. mechanizmom na
osvojenie jazyka (language acquisition device), €o je akasi ,imaginarna Cierna skrinka v mozgu”, ktord ném
umoziuje internalizovat jazykovy systém.® Tento mechanizmus na osvojenie jazyka méa obsahovat také
principy, ktoré su spolo¢né pre vSetky fudské jazyky.” Aby tento mechanizmus na osvojenie jazyka fungoval,
sU klu€ovymi prvkami vzory prirodzeného jazyka, ktoré mechanizmus aktivuju. Deti sa preto zapdjaju do
akéhosi trvalého porovnéavacieho cvienia — porovnavaju vrodenu znalost so Strukturou konkrétneho jazyka
v okoli, s pomocou ktorého su schopné zistit Struktiru jazyka, ktory sa maju naucit.® Nedavno bol koncept
mechanizmu na osvojenie jazyka nahradeny konceptom univerzadlnej gramatiky (universal grammar),
ktorym sa chape predpripravena gramatika. Mé pozostavat z druhov gramatickych kategérii a principov,
ktoré su spolo¢né pre vSetky jazyky.® Na z&klade , nativistickej cesty” sme si vysvetlili, ako si deti osvojuju
komplexnu gramatiku. Stale v8ak zostéva objasnit, ako sa deti ucia spdjat formu a vyznam tak, aby boli
schopné jazyk spravne pouzivat.

Interakcionizmus zdérazfuje Ulohu interakcie medzi vrodenou jazykovou kapacitou dietata a jeho jazykovym
okolim. Zastancovia na rozdiel od nativistov tvrdia, Ze jazyk, ktory sa prispdsobuje schopnosti Ziaka, je

klu¢ovym prvkom v procese jazykovej akvizicie.'® Tato Specificka re¢ sa nazyva materinsky jazyk (motherese)
alebo rec toho, kto sa o dieta stara (caretaker talk). Ma tieto charakteristické znaky:
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Niektoré nélezitosti materinskej reci

VYSLOVNOST:

e Pomalsia re¢ s dlh&imi prestavkami medzi prejavmi a po vyznamovych slovéach
e Celkovo vySsie tony: vacsi rozsah tbnov

e Zveli¢end intonécia a dbraz

® Menej slov za minutu

SLOVNA ZASOBA A VYZNAM:

e ObmedzenejSia slovnéa zadsoba

¢ Trojnasobné parafrazovanie

e VacSie odkazovanie na tu a teraz

VETY:

e Menej zaCatych alebo nepretrzitych viet

e KratSie, menej zloZité prejavy (asi 50 % su jednotlivé slova alebo kratke vety)
¢ | epSie utvorené a zrozumitelné vety

e Viac rozkazov a otdzok (asi 60 % z celku)

e Viac opakovania

Nazov tejto Specifickej re€i naznaduje, Ze pre matky je Uprava jazyka pri oslovovani malych deti typicka.
Z vyskumov vSak vyplyva, Ze otcovia a sUrodenci prispdsobuju svoju re¢ tiez, ale menej ako matky.?

V tomto bode mbze vzniknut otazka, aky jazyk by pri oslovovani svojich deti mali pouzivat rodi€ia alebo ini
opatrovatelia. V literatire sa hovori, Ze je tu aspon jedna vonkajSia podmienka — deti potrebuju pocut
vety, ktorym st schopné rozumiet bez toho, aby mali va&$iu znalost jazyka, ktory sa pokusaju naugit.’® Co
to znamené pre kazdodennu interakciu medzi dietatom a rodicom? Pre dieta to musi jednoducho davat
zmysel. To je mozné dosiahnut pomocou interakcie vztahujlcej sa na udalosti, ktoré sa deju tu a teraz,
inymi slovami na to, ¢o deti vidia a pocuju, ¢o sa prave stalo a ¢o sa stane. Rodi¢ovské re¢ by dalej mala
byt zrozumitelha — deti by mali byt schopné spravu dekédovat pomocou kontextovych vodidiel. To nemusi
nutne znamenat obmedzenie rodi¢ovske| reCi na pouzivanie materinského jazyka, avSak na vytvorenie
zrozumitelnej re¢i su urcité modifikacie nevyhnutné.

Tato kniha sa zaoberd otadzkami ucenia sa vo velmi ranom veku. Je o dvojroénych detoch, ktoré sa
zacinaju ucit cudzf jazyk. MoZe byt preto dobrym népadom najskér zistit, ¢o dokaze dvojrocné dieta, ktoré
si osvojuje materinsky jazyk. M&zeme si zostavit inventar tychto dosiahnutych Uspechov, avsak bez
akejkolvek ambicie stanovit priority alebo vyvodit chronologicky sled akvizicie. llustrativne priklady, ktoré
sU v tejto kapitole obsiahnuté niz8ie, predstavuju vystupy skimania angli¢tiny ako materinského jazyka.
Podobné typy Udajov su iste dostupné aj pre iné jazyky. Pre ¢estinu je mozné nahliadnut do prac Prihody'
alebo Cerného.

MbZeme zacCat skutoCnostou, ze dvojrocné deti sa naucili rozliSovat zvuky svojho vilastného jazyka od inych
zvukov, a potom zvuky svojho vlastného jazyka jeden od druhého. Okrem toho, Ze sa zvuky ucia rozliSovat,
sa ich naudili tiez tvorit. Typicky inventar konsonantov vo veku dvoch rokov'® je uvedeny v nasledujicej

tabulke:

P b m f w
t d n S

K g

Ak tabulku porovnate so zvukmi osvojenymi vo veku Styroch rokov (pozri tabulku niZSie), zistite, Ze zvuky
.th” sa takto staré deti musia eSte len naucit.

p b m f \" ch j w y
1 d n s z I
k g ng sh
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Schopnost segmentovat prad zvukov je tiez déleZitym Uspechom, pretoZze detom umozniuje identifikovat
hranice slov, a tym rozSirovat ich slovnu zasobu. Najskdr je uenie sa novych slov pomaly proces. Zda sa,
Ze zlom nastava vo veku osemnastich mesiacov, kedy sa tento proces podstatne zrychluje (, vocabulary
spurt” — , prudky nérast slovnej zasoby”), akonéhle sa deti naucia asi patdesiat slov. Rychlost rozvoja
slovnej zadsoby je zndzornend v nasledujucom grafe:'”

Prudky narast slovnej zasoby

600

500 /

EoN
o
o

N
o
o

pocet slov
w
o
o

100 /
[

O T T
12 18 24
vek (v mesiacoch)

Ak sa jedna o gramatiku, maju deti pred sebou eSte dlhu cestu, nez si tento komplexny systém naplno
osvoja. Aby sme urcili drahu ich pokroku, mbéze byt pre nas uzito€né pozriet sa na vyvojovy sled nizsie
uvedenych koncoviek a funkénych slov:'®

Polozka
. Pritomny priebehovy (-ing)
Vv, na
plural (-s)
Nepravidelny minuly ¢as
Privlastiovanie (-'s)
Nestiahnutelna spona (is, am, are)
Cleny (a, the)
Pravidelny minuly ¢as (-ed)
Pravidelna tretia osoba (-s)
Nepravidelna tretia osoba

N
G —

SO0 N O R

_

Na zaver prvej kapitoly je nevyhnutné zdoéraznit, Ze o tom, ako sa deti ucia jazyk, stéle vieme relativne
malo. Av8ak vdaka vyskumu, ktory sa od polovice 20. storodia rozrastol, sme teraz schopni poskladat
kusky dokopy, ¢im sa ndm zacina objavovat obrazok. Vyskumné zistenia, ako su napriklad zistenia uvedené
vyS88ie, mdzeme navySe pouzit pri hladani analégii medzi osvojovanim materinského jazyka a akviziciou
druhého (vratane cudzieho) jazyka.

2. AKVIZICIA DRUHEHO JAZYKA

Tato kapitola stru¢ne predstavi niekolko teérii a modelov, ktoré sa pokusaju vysvetlit, ako sa [udia ucia
druhy jazyk. Aj ked tu boli pokusy o ,rozptylenie kuzla” a predlozenie jednoduchého a priamociareho
rieSenia, ktoré by vysvetlovalo takto zloZity proces, opdt nemame Ziadnu definitivhu odpoved. Radi by sme
ponukli odpovede niekolkych myslienkovych smerov, ktorych zéstancovia sa drZia predpokladu, Ze proces
osvojovania materinského jazyka a osvojovania druhého jazyka je uréitym spésobom podobny.

V minulosti sa u¢enci pokusali vysvetlit, ako sa stalo, Ze ludia boli schopni naucit sa druhy jazyk. Napriklad
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behavioristi, ktori vnimali jazyk aj iné druhy uéenia ako vytvédranie navykov (habit formation). Velké mnozstvo
dbkazov vSak behavioristicky pohlad vyrazne spochybnilo. '®

Ako dal8iu moZnost si mbéZzeme uviest napriklad kognitivny model (cognitive model), s ktorym priSiel
McLaughlin.?® Jeho model pozornost-spracovanie (attention-processing model) je vSak dost zloZitou
konstrukciou — ,,pozornost” ako kontinuum pohybujlce sa od fokadlneho k periférnemu, ,,spracovanie” od
kontrolovaného po automatické. Z hladiska jazykovych foriem mézeme na zaver povedat, Zze detské ucenie
sa sklada takmer vyluéne z periférnej pozornosti.?!

Nasledujlci nativisticky model — tedria jazykovej akvizicie Stephena Krashena?? — bol v poslednej Stvrtine
20. storocia najkontroverznejs$im, avSak vyznamnym teoretickym pohladom na osvojovanie druhého jazyka.
Tato tedria je suborom piatich navzajom spolu suvisiacich hypotéz:

1. Hypotéza akvizicie/u€enia (Acquisition / Learning Hypothesis)

2. Hypotéza monitoru (Monitor Hypothesis)

3. Hypotéza zrozumitelného vstupu (Comprehensible Input Hypothesis)

4. Hypotéza prirodzeného poradia (Natural Order Hypothesis)

5. Hypotéza pocitového filtra (Affective Filter Hypothesis)

Pre zhrnutie hlavnych myslienok tejto tedrie je dblezité uviest rozdiel medzi akviziciou a uéenim, pretoze
tieto procesy boli povazované za dva rdézne spbsoby internalizacie jazyka. Prvym spdsobom je akvizicia,
podvedomy a intuitivny proces podobny ,zbieraniu” jazyka dietatom, a druhym spésobom je ucenie,
vedomy proces, v ktorom Ziaci dbaju na tvorenie a rozvijanie vedomych pravidiel o jazyku. Zakladom
plynulej komunikacie méze byt iba akvizicia. Pre ulahcenie akvizicie je kliCové zaistenie zrozumitelného
vstupu (I + 1), tj. vstupu, ktory lahko presahuje stUd¢asny stupei kompetencie Ziaka. Ziaci si schopni
vstupu porozumiet pomocou kontextovych vodidiel. Délezitou su&astou hypotézy vstupu je odporucenie
nevyucovat priamo rozpravanie, pretoze sa to ,objavi”, ked si osvojovatel po obdobi ticha vystavia
dostato¢ne zrozumitelny vstup. Dalej je Ziaduci nizky pocitovy filter, aby neprislo k zablokovaniu vstupu
nevyhnutného pre akviziciu.?®

Krashenova tedria bola z mnohych dévodov Siroko kritizovand, predovSetkym preto, Ze kladla déraz viac na
kontakt, respektive vstup, nez na precvi¢ovanie. Kritikom dalej chybali informacie o tom, ¢o robit so ziakmi,
u ktorych sa rozpravanie ,neobjavi”, a u ktorych obdobie ticha moéze trvat navzdy.?* Napriek vSetkym kritikam
ziskala tedria velky vplyv. Poskytla teoretické zéklady pre prirodzeny pristup (natural approach) k vyucovaniu
anglického jazyka. Tento pristup sa nazyva , prirodzenym” preto, lebo sa verilo, Ze jeho zékladné principy
zodpovedaju principom osvojovania materinského jazyka.?®

V neposlednom rade sa zoznamime s modelom socialnych konstruktivistov (social constructivists). Najskor
si predstavime tedriu ucenia Leva Vygotského. Lev Vygotskij podtrhava délezitost jazyka, vratane redi,
znakov a symbolov, pri interakcii s ludmi. KultUra sa prenasa prave pomocou jazyka, myslenie sa rozvija
a objavuje sa uc¢enie.?® Zavadza tiez koncept medidcie (mediation) —ako sa oznac¢uje Uloha inych dblezitych
fudi v Zivote Ziaka. Mediatori, rodic¢ia, uditelia ¢i dokonca vrstovnici, ktori maju najviac znalosti, volia
a tvaruju skusenosti, ktoré maju Ziaci s u€enim, a ktoré su im predkladané. Pomahaju im preniknut cez
vrstvu vedomosti a porozumenia, tzv. zénu najblizsieho porozumenia (zone of proximal development), ktora
sa nachadza hned za vrstvou, s ktorou je Ziak v sti¢asnej dobe schopny sa vysporiadat.?’” V dosledku toho je
kvalita u¢enia ovplyviiovana povahou socialnej interakcie medzi dvomi alebo viacerymi ludmi s nerovnakym
rozvojom zruénosti a vedomosti.

Michael Long tiez uznava Ulohu socialnejinterakcie. Sformuloval hypotézu interakcie (interaction hypothesis),
v ktorej predpoklada tvrdenie, ze zrozumitelny vstup je vysledkom modifikovanej interakcie,? kli¢ového
prvku v procese jazykovej akvizicie. Vyskum poskytuje dékazy, Ze rodeni hovorcovia neustéle prispésobuju
svoje prejavy nerodenym hovorcom, a to kontrolovanim zrozumitelhosti, Ziadostami o objasnenie
alebo parafrazovanim.?® Tento typ prejavov sa nazyva cudzinecka rec alebo ucitelské rec.

Tato kapitola uviedla stru¢ny prehlad réznych teérii 0 osvojovani si druhého jazyka, €o nam zaistilo niekolko
uzitoénych néahladov na tento zlozity proces. Diskusia sa tykala vSeobecnej problematiky a nebolo nutné
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vysvetlovat rozdiely medzi ,druhym” a ,cudzim” jazykom. Predtym, ako sa presunieme ku S$pecifickym
otadzkam, na ktoré sa tato kniha zameriava, povaZzujeme za nutné tak urobit.

Panuje zhoda, Ze nerodny jazyk, ktory sa ludia ucia a pouZivaju v ramci jednej krajiny, sa oznacuje ako ,, druhy
jazyk”, zatial o nerodny jazyk, ktory sa [udia ucia a pouzivaju s odkazom na recové spolo¢enstvo mimo
narodnej Uzemnej hranice, sa zvy€ajne pomenovava ako ,,cudzi jazyk”.2® Niektori autori vSak tieto terminy
nerozliSuju a pojem ,druhy jazyk” pouzivaju na oznaCovanie akéhokolvek iného jazyka, ktory sa fudia ucia
po jazyku materinskom.®" ESte ini autori potom navrhujl, ze hlavna charakteristika ,ucenia sa cudzieho
jazyka” spociva v mnoZstve a type kontaktu s jazykom *? Slovenské dieta, ktoré sa uci angli¢tinu, je
prikladom kontextu angli¢tiny ako cudzieho jazyka. (EFL, English as foreign language). V tomto kontexte
je kontakt dietata s jazykom zvy&ajne obmedzeny na niekolko vyucovacich hodin tyzdenne. Skusenost
mimo triedy je navySe velmi mal4, ak ju Ziak sam aktivne nevyhladava, aj ked televizia, internet a filmovy
priemysel cielovy jazyk a kultdrnu skisenost U¢inne sprostredkovavaju. V porovnani s kontextom uc¢enia sa
»druhého jazyka" sa ludia ucia ,,cudzi jazyk"” s ovela menSou podporou okolia.*® Preto v tejto knihe budeme
nadalej pouzivat termin ,,cudzi jazyk”.

Podobne by sa malo rozliSovat medzi , akviziciou” a ,,uéenim”, aj ked sme tu tieto pojmy doteraz pouzivali
zamenitelne. V nadvaznosti na Krashenovu tedriu pripomina ,akvizicia” prirodzent cestu ,zbierania”
jazyka formou zaistovania zrozumitelného vstupu a pouZivania jazyka pre zmysluplnu konverzéciu, zatial
¢o vysledkom ,ucenia” je znalost jazykovych foriem a pre jeho uskutoénenie sU nevyhnutné metodické
inStrukcie a opravovanie chyb.3* Tato kniha sa zameriava na ucenie sa jazyka vo velmi ranom veku (very
early language learning), z ¢oho vyplyva, Ze existuje druh metodického vyu€ovania cudzieho jazyka, avSak
ucenie by malo zahfiiat tieZ vytvaranie prilezitosti pre akviziciu.

3. VEK A UCENIE SA JAZYKA

3.1 Cim mladsi, tym lepSie?

Odpovedat na tuto otazku nie je jednoduché, ak je to vébec mozné. , Optimalny vek”, kedy zacat s cudzim
jazykom, nebol doteraz stanoveny. Skimanie zacalo asi pred patdesiatimi rokmi a v roku 1967 bioldg Eric
Lenneberg vyznamne prispel tvrdenim, Ze mechanizmus na osvojenie jazyka (pozri prvu kapitolu) Uspesne
funguje iba vtedy, ak je v spravny ¢as stimulované — tento ¢as sa oznacuje ako ,kritické obdobie” .3 Tym
podporoval nativisticky pohlad na osvojenie materinského jazyka. V dbsledku toho bola sformulovana
hypotéza kritického obdobia (critical period hypothesis), ktord hovorila, Zze existuje biologicky uréené obdobie
Zivota, kedy je osvojovanie si jazyka [ahSie a od kedy uz naro¢nost osvojitelnosti jazyka stupa.®® Podla tejto
hypotézy si deti, ktoré maju za sebou pubertu, svoj materinsky jazyk vébec neosvoja, pripadne pre ne bude
akvizicia omnoho naro¢nejsia a zostane nedokoncéena.

Existencia kritického obdobia bola postupom &asu jedna z najdiskutovanejSich otédzok vo vztahu k veku
a jazykovému uceniu. Aj ked sa v poslednych desatrociach vykonalo vela $tudii, dosiahnuté vysledky sa
zdaju nepreukazatelné. Ziskat jednozna&né odpovede je obtiazne, pretoze Studie nie je mozné porovnat, a to
kvoli ich rozlicnym metddam, kontextom, premennym atd.?” Z dévodov pojednévanych v predchadzajlcich
kapitolach napriklad nie je moZné porovnat vysledky vyskumov tykajlcich sa deti, ktoré sa ucia druhy jazyk
v prirodzenom nie §kolskom prostredi, so zavermi ziskanymi v kontexte, kedy sa dospeli ucia cudzi jazyk
na jazykovych kurzoch. Dalej je prakticky nemo?né oddelit vekovy faktor od ostatnych faktorov, ako su
motivéacia, socialna identita, podmienky na ucenie atd. Niektoré vyskumy tykajlce sa osvojovania si druhého
jazyku dokladaju, Ze starSi Ziaci sU vykonnej$i ako mladsi Ziaci. Adolescenti a dospeli sa ucia rychlejSie,
zatial ¢o deti ich predbehnt v dosiahnutom vysledku.*® Ale ¢o maju Ziaci dosiahnut? Zastancovia hypotézy
kritického obdobia operuju so zvladnutim druhého jazyka na Grovni rodeného hovorcu. Odporcovia tvrdia,
7Ze mame vyznamné dbkazy o kritickom obdobi pre prizvuk, ale pre nié¢ iné.*°® Avsak je nutné dosiahnut
prizvuk, aky mé rodeny hovorca? Ako sa to vezme. Niektori Ziaci maju silni motivaciu k tomu, aby zneli
ako rodeny hovorca, a to z mnohych dévodov — jednym z nich mdZe byt integracia s cielovou kulturou.
Schopnost rozumiet rodenym hovorcom a produkovat zrozumiteinu rec je vS8ak pre vacsinu ziakov ovela
realistickejsim cielom. Z hladiska vyslovnosti je navy$e obtiaZzne sudit, aky prednes spifia kritéria zviadnutia
jazyka na Urovni rodeného hovorcu. V $tudii dospelych holandskych uzivatelov angli¢tiny boli niektoré
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prednesy nerodenych hovorcov oznacené ako prednesy rodenych hovorcov, ¢o je pozoruhodné, pretoze
v8etci uZivatelia zagali s u¢enim jazyka v neskor$om veku. Co bolo e$te zaujimavej$ie, mnoho rodenych
anglickych hovorcov bolo povazovanych za nerodenych hovorcov.®® Zd4 sa, Ze sa rozdiel rodeny/nerodeny
zmazal, pretoZe angli¢tina sa stala skuto¢nou ,linguou francou”, jazykom medzinarodnej komunikacie
s po¢tom nerodenych anglickych hovorcov, ktori zhruba dvojndsobne prevysSuju pocet rodenych hovorcov.

Prinos ucCenia sa jazyka vo velmi ranom veku vSak spocCiva v pocitovej doméne, ktord zahffia mnoho
faktorov ako hodnoty, postoje, empatie, extroverzie, prekazky, sebahodnotenie, Uzkost atd. Potenciélny
prinos velmi skorého zaciatku zahffia nasledujlce: (1) u malych deti sa vo vztahu k ich sebaidentite nevyvinuli
prekazky (inhibicie), (2) ich jazykové ego je velmi dynamické a flexibilng, takZze novy jazyk v tomto $tadiu
nepredstavuje hrozbu, (3) s dalsim jazykom si pravdepodobne osvoja druhu identitu, (4) u malych deti sa
nerozvinuli rézne druhy negativnych postojov voci rasam, kultiram, jazykom a pod.*’

Okrem doévodu pre velmi rané jazykové vzdeldvanie, ktory sme odvodili z vy$sie uvedenych dokazov
ziskanych vyskumom, su tu tiez dovody vzdelavacie a politické. Okrem toho by sa mal zvazit i Casovy
faktor. Skory zaciatok ponuka dlhsiu celkovl dobu u¢enia a méa potencial vplyvnit osobny rozvoj deti v ¢ase,
kedy su stale vo faze velkého rozvoja.*? Na poli jazykového vzdeldvania sa tento nazor zhoduje s politikou
EU. Eurépska komisia v Akénom pldne na podporu jazykového vzdeldvania a jazykovej rozmanitosti na roky
2004-2006 (Promoting Language Learning and Linguistic Diversity: An Action Plan 2004 — 2006)* vyjadrila
svoj zamer rozS8irit, zjednotit a rozvijat vyucbu jedného alebo viacerych cudzich ¢i doplnkovych jazykov
v ranom veku v kazdom &lenskom $tate EU. Jan Figel, eurépsky komisar pre $kolstvo, vzdeldvanie, kultru
a multijazy¢nost, sformuloval dévody pre skory zac¢iatok v roku 2005: ,,V rozSirenej a mnohojazyénej Eurépe
nam ucenie sa cudzich jazykov od velmi Utleho veku umoZni objavovat dalSie kultury a lepSie sa pripravit
na zamestnaneckd mobilitu”** Akcny plan na roky 2004-2006 tieZ uvadza, ze ponukanie dalSieho jazyka
v ranom veku nie je prirodzene len prospesné. Zaroven tento dokument obsahuje zoznam predpokladov,
ktoré musia byt splnené.

Ak sa mame na zaver rozhodnut, kedy za¢at s vyucbou cudzieho jazyka, mali by sme starostlivo zvazit ciele
a kontext, v akom sa vyucba uskutocriuje. Na rozdiel od akvizicie materinského jazyka (pozri prvu kapitolu)
tu existuje cely rad vonkajSich podmienok, ktoré definuju podporné &i dokonca ,, vyucbu umoznujuce”
prostredie. Bez vytvorenia priaznivych u¢ebnych podmienok sa potencialny prinos u¢enia sa jazyka vo velmi
ranom veku nemusi premenit na skutoény zisk. Predtym, ako zahéajime diskusiu tykajdcu sa podmienok pre
velmi rané jazykové vzdelavanie, je pre nas doblezité predstavit si Ziaka.

3.2 Batola v roli Ziaka

Cielovou vekovou skupinou tejto knihy je dvojroéné dieta, ktoré sa zacina ucit cudzi jazyk. Je to nové
situéacia, pretoze s cudzim jazykom sa zvyCajne zacina neskér. V literatlre sa spravidla docitame, Zze medzi
vlastnosti Cloveka, ktory sa uci cudzi jazyk, patri nasledujlce: znalost iného jazyka, kognitivna zrelost,
vedomie metajazyka ¢i znalosti o svete.*® Tieto viastnosti bohuzial nie je mozné aplikovat na nasu situéciu,
pretoZe dvojro¢né deti sa nachadzaju vo faze osvojovania materského jazyka a celoosobnostného rozvoja.
Aby sme mohli sformulovat principy velmi raného jazykového ucenia, mali by sme najskér trochu porozumiet
aspektom vyvoja Ziaka.

Ziak, ktorého mé&me na mysli, sa nachadza priamo uprostred vyvojového $tadia, ktoré pokryva obdobie veku
od jedného do troch rokov. Psycholégovia pouzivaju pre oznaéenie dietata v tomto veku termin , batola”.
Toto obdobie velmi ovplyviiuju tri vyznamné zmeny, ktoré v tomto obdobi nastavaju: deti sa naucia stat
a chodit, osvoja si materinsky jazyk a uvedomia si svoje, ja”.*® Prva z tychto troch velkych zmien v tomto
$tadiu sa vztahuje k psychomotorickému vyvoju dietata. Cerstvo ziskand schopnost chodit detom
umoznuje preskimavat priestor dosial neznamym a aktivnym spdsobom. Vstéavaju, behaju a padaju, hraju sa
na skryvacku, priblizuju sa k predmetom z réznych smerov, a tak si rozvijaju priestorovd uvedomelost. Dalej
si potrebuju rozvinut presné ovladdanie urditych svalov, aby mohli hrat $porty, robit kaZzdodenné &innosti*’

ako obliekanie, strihanie, vyfarbovanie a kreslenie, ale aby mohli tieZ artikulovat zvuky.

Druht zmenu - zazrak osvojenia si materinského jazyka — sme uz prebrali. V tomto bode by mohlo byt
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uzito¢né zdoéraznit, Ze ak sa jedna o rychlost tohto procesu, existuju medzi jedincami rozdiely. SU dvojro¢né
deti, ktoré nerozpravaju vobec, zatial o iné su relativne pokrocilé —ich produktivna slovnéa zasoba je omnoho
vacSia, nez je priemer tristo slov, a tvoria viac ako trojslovné vety. Je dbélezité mat na pamati, Ze tieto
rozdiely nepredpovedaju buduci vyvoj dietata. Osvojovanie si materinského jazyka prebieha v nerovnakych
vyvojovych Stadiach, po obdobiach rychleho rozvoja nasleduju fazy upevriovania jazyka.*® Ulah¢ujlcu Ulohu
naleZitych vstupov v osvojeni si materinského jazyka sme spomenuli uz skér. MéZeme zhrnut, Ze osvojenie
si materinského jazyka prispieva k celoosobnostnému rozvoju, pretoze suvisi s kognitivnym, socidlnym
a psychomotorickym vyvojom dietata. Psychomotoricky vyvoj sme spomenuli v predchadzajucom odseku,
a vyvoj kognitivny a socialny budeme analyzovat teraz.

Ak chceme preniknut do podstaty kognitivheho vyvoja dietata, méZeme nahliadnut do diela Jeana Piageta,
kognitivho-vyvojového psycholdga, ktorého praca mala velky vplyv na vzdelavanie, aj ked ani neho kritika
neminula. Piaget zdérazroval konstruktivhu povahu procesu ucenia. Jedinci sa uz od narodenia aktivne
zapajaju do utvarania osobného vyznamu, ¢o je ich vlastné osobné chapanie sveta okolo nich. Tento
osobny vyznam si utvéraju na zéklade svojich skusenosti.*® Predpokladé sa, ze ziaci prechadzaju celym
radom Stadii. Prvé Stadium je sensorimotorické stadium ucenia, v ktorom deti od narodenia az do veku
dvoch rokov skiimaju okolie pomocou zakladnych zmyslov. Dal$ie §tadium je predoperané alebo intuitivne.
Detské myslienky sa v tomto $tadiu, ¢o je vek od dvoch do siedmich rokov, stavaju flexibilnejsimi a zac¢ina
sa zapajat pamat a predstavivost. Deti vo veku od dvoch do Styroch rokov stéle viac pracuju so symbolmi,
avSak nie sU schopné vytvarat generické pojmy a napriklad slovo ,,ocko"” pouZivaju na oznaCovanie ,muza”.
Vo veku siedmich rokov deti vstupuju do stadia konkrétnych operacii. Deti sU schopné ist za hranicu
poskytnutych informéacii, ale ich myslenie je stale velmi zavislé od konkrétnych prikladov. Koneéne vo veku
priblizne dvanéstich rokov deti vstupuju do Stadia forméalneho operacného myslenia, kde je stéle vacsia
schopnost abstraktného uvazovania.®

Z Piagetovej prace sa mame ¢o ucit. Musime si uvedomit, ako velmi je dblezité brat Zziaka ako jedinca
aktivne sa zapajajuceho do utvarania vyznamu, a nie ako pasivneho prijemcu informacii. Dalej by sme
si mali pamatat, Ze je tu vztah medzi vyvojom jazyka a vyvojom myslenia. Rutinné u¢enie preto nepovedie
k hibSiemu porozumeniu. PoZiadavky akejkolvek Ulohy by koneé¢ne mali zodpovedat takému kognitivnemu
stupriu, akého je Ziak schopny. Ak pripravime ulohu, ktord je za hranicami ,tu a teraz”, dvojro¢né deti
nebudu schopné sa s nou vysporiadat z dévodu vysokého stupfia kognitivnej vyzvy. Majte v8ak na pamati,
Ze nizky stupen kognitivnej vyzvy je tiez neziaduci.

Ak sa jedné o socialny vyvoj, je v tomto procese nutné uznat Ulohu jazyka. V ranom detstve sa jazyk velmi
rychlo stava nastrojom v procese socializacie. Velmi malé deti sU vysoko egocentrické. Svet sa ota¢a okolo
nich a vSetko dianie vo svojom vnimani sUstreduju prave na nich.5" Ako deti rastu, stéle viac si uvedomuju
samé seba. Atoje tretou dblezitou udalostou v Zivote batolata — dievCatko jedného dfia nepouzije k oznaceniu
seba samej svoje meno, ale pouZije namiesto toho ,ja". Aby sme pochopili, preCo sa to deje, mdzeme
sa odvolat na Uvahy Erika Eriksona o psychologickom vyvoji ¢loveka. Tvrdi, Ze to zalezi od spdsobu, akym
jedinci prejdu preduréenymi Stadiami, a od vyziev, ktoré im kladie spolo¢nost v uréitych obdobiach ich Zivota.
Zatial ¢o vyzvou v ranom detstve je ziskat doveru k svetu vratane samych seba, najneskoér vo veku dvoch
alebo troch rokov sa vyzvou stava vybudovanie autonémie. Toto Stddium sa povaZzuje v Zivote ¢loveka za
klugové, kedy su poloZené zaklady pre pocit vlastnej spdsobilosti.52 Co sa v tomto asovom obdobf vlastne
deje? Nielen Ze deti zacali spravne pouzivat zamena ,ja" a ,,ty", ale zaroven definovali svoju vlastnu poziciu
VO svete, svoju sebaidentitu. ZacCinaju sa aktivnejSie zUc¢asthovat diania, samé ho iniciuju, zapéajaju rodicov
do hry. DemonStruju svoju vlu a davaju najavo zaporné pocity, ked je ich vola obmedzovana. Niektoré deti
moZu na svojej ceste za autondémiou zaZit konflikty. To je prirodzené. Tieto konflikty by sa v8ak mali riesit
opatrne, pretoze prili§ mnoho obmedzovania moéZe zamedzit rozvoju autonémie.>

Socialny vyvoj dietata sa odraza v spdsobe, akym sa hra. Velmi malé deti sa hraju osamote, nepotrebuju
pritomnost dalSich deti. Trojro¢né deti sa zapajaju do paralelnych hier. Mozno napodobriuju jedno druhég, ale
konaju ako samostatni jedinci. V skupinach Stvorroénych &i patroénych deti je mozné pozorovat skutocnu
interakciu s vrstovnikmi, t.j. skuto&nu sociadlnu hru. Dvojro¢né deti sa hraju s réznymi predmetmi, avSak
predstieraju, Ze dany predmet je nie¢o iné neZ v skuto¢nosti, napriklad kusok dreva je lodka.

112

529-TRB_uvodnew-S.indd 112 21.9.2009 10:53:58



SLOVAK VERSION OF PART |

Na zaver, tato kapitola ndm poskytla dékazy, Ze viac nez chronologicky vek, sa rata vek vyvojovy.%* Ten sa bude
liSit podla jedinca a my budeme musiet vyhoviet nerovnému vyvoju ziakov rovnakého veku. Nasledujuca
kapitola predloZi navrh, ako by sa mali vySSie diskutované vlastnosti Ziaka odrazat v didaktickych zadsadach,
ktoré tvoria zaklad vyucby a ucenia.

4.V NADEJI NA BOHATSIU ZATVU

Ucenie sa jazyka vo velmi ranom veku sa podobéa farmaréeniu, aspor v tom zmysle, Ze investicie su velké,
no zatva nie je zaru¢end. Zasadite semienka, dlho a tvrdo pracujete a dufate v dobrd urodu. No pocas
tohto ¢asu védm to, Co ste zasadili, zni¢i napriklad pocasie. V kontexte velmi raného uCenia sa jazyka sa
daju vyhody skorého zaciatku chépat ako semienka tspechu (seeds of success),® ktoré sa musia sadit za
priaznivych podmienok. V tejto kapitole preto rozoberame predpoklady pre Uspesné ucenie sa jazyka vo
velmi ranom veku.

4.1 VonkajSie podmienky

V tomto texte uz sme zmienili, Ze na Uspesné osvojenie si materinského jazyka je potrebné jedna vonkajSia
podmienka, a to zaistenie zmysluplného vstupu. Pri ueni sa cudzieho jazyka je ale vSetko ovela zloZitejSie,
pretoZe ucenie prebieha uz s ovela menSou podporou okolia. Nutnostou je teda vytvorit okolie, ktoré
uéenie umozni. Na zaklade predchadzajucich kapitol mézeme takéto prostredie zadefinovat sformulovanim
podmienok, za ktorych sa potencionalne vyhody skorého zaciatku mézu premenit na skutoéné zisky.

Prvou podmienkou je mat ucitela, ktory bol Speciédlne vyskoleny pre pracu s velmi malymi ziakmi.®® Taky
ucitel je predovSetkym kompetentnym pouzivatelom jazyka. Bohuzial je ale rozSireny mytus, Ze vyucba
velmi malych Ziakov nekladie na ucitelovu kompetenciu komunikovat v ciefovom jazyku vysoké poZiadavky.
Opak je v skutoénosti pravdou. Od uditela sa oCakava vytvorenie podmienok, ktoré umoznia malym
detom ucit sa. V tomto kontexte to znamené vytvarat podmienky pre akviziciu zaistenim réznorodého
a zmysluplného vstupu a interakcii medzi ucitefom a ziakom. Bez dostato¢ného zvladnutia jazyka je to ale
prakticky nemozné. UcCitel by si mal v jazyku déverovat a hovorit plynule. V tom je tieZ zahrnuta schopnost
Cerpat pri rieSeni rutinnych a predvidatelnych situécii radsej spontédnne a flexibilne zo suboru réznych
tém, nez sa spoliehat na memorované frazy.%” Sposob, akym ucitelia oslovuju malé deti v triede, takzvana
re¢ ucitela, znie ako jednoduchy prejav, ktory je schopny vyprodukovat kazdy. Napriek tomuto nazoru je
re¢ uditela Specifickym typom reéi, ktora je ticelovo upravena tak, aby detom umoznila porozumiet
vyznamu pomocou kontextovych vodidiel. V spojitosti s vyslovnostou vyvstava tiez otazka presnosti. Deti
musia spravne formy pocut mnohokréat, az potom ich zaradia do svojho prejavu. Zapamatajte si, ze deti,
ktoré su rodenymi hovorcami angli¢tiny, sa zvuk ,,th” naucia najskér v Styroch rokoch, hoci ho pocuvaju
stéle.

Aby tobolo eSte zloZitejSie, vysoky stuper kompetencie komunikovat v jazyku eSte neznamena kompetenciu
ucit v nom. Ucitel by mal eSte aj rozumiet procesom ucenia sa cudzieho jazyka a individualnym potrebadm
Ziaka tejto Specifickej vekovej skupiny. U&itel by mal byt schopny zaistit naplnenie tychto potrieb pouZzitim
suboru vhodnych metdéd, technik a pristupov. Na zhrnutie, je dblezité ucitela zaskolit do pedagogiky
predskolského a zakladného vzdelavania a didaktiky pre ucenie sa jazyka vo velmi skorom veku.%®
Takéto vzdelanie pomo&ze ucitelom robit informované rozhodnutia napriklad o tom, ako a do akej miery
upravit svoju ucitelsku re¢ a interakéné vzorce. Tato kniha sa nepokusa o pokrytie vSetkych oblasti velmi
raného jazykového ucenia. Niekolko pokynov pre ucitelov velmi malych deti sa nachadza v druhej Casti tejto
kapitoly.

Dalia dolezitd podmienka sa niekolkymi spdsobmi tyka éasu. Po prvé, mali by sme prehodnotit, &i sa
jazykom venuje dostatok ¢asu v S§kolskych osnovach,®® nie je vSak pripustné rozsirovat ich na Ukor inych
oblasti vzdelavania. Po druhé, mali by sme tieZ podrobne prehodnotit tyzdenny rozvrh. Niektoré Studie
uvadzaju, Ze rozdelenie ¢asu do kratSich, ale ¢astejSich hodin ma lepSie vysledky.®® A nakoniec, ak sa
rozhodneme zacat s velmi ranym jazykovym ucenim, mali by sme sa zamysliet nad dlhodobou perspektivou
— Ci bude zaistena kontinuita. Diskontinuita mé na vykon Ziaka negativny G¢inok. Z vyskumov vyplyva, Ze
pre dieta s pomaly sa rozvijajucou kompetenciou v oblasti cudzieho jazyka je naro¢né, ked je prevedené
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zo zndmeho do nezndmeho a Uplne odliSného prostredia.’’ Preto by sme mali poriadne zvazit pripadny
demotivujuci U¢inok diskontinuity a zacinania stéle od zacCiatku. Ked sa rodi¢ia dohodnu na tom, Ze ich dieta
sa zaCne ucit jazyk vo velmi ranom veku, mali by urobit zavazok zaistit pre svoje deti udrzatelny jazykovy
rozvoj.

Dal$ia podmienka, ktorou sa budeme zaoberat, je kontakt (exposure). Indpirovali sme sa kontextom uéenia
sa druhého jazyka, v ktorom maju deti kontakt s jazykom v8ade okolo seba, v Skole i mimo Skoly, ¢o je jedna
z vlastnosti idedlneho u¢ebného prostredia.®? Aby sme vytvorili priaznivé podmienky pre u¢enie sa cudzieho
jazyka, nasim ciefom by mala byt maximalizacia kontaktu s cudzim jazykom mimo triedy.® To vSak nie je
jednoduché. Ugitel nemoze byt jedinym zdrojom zrozumitelného vstupu bez ohfadu na ¢astost hodin. Preto
je nevyhnutné zapojit do procesu dalsich tgastnikov, najmé rodi¢ov. Ulohu rodi¢ov rozoberieme v piate;
kapitole, uzZito¢né zdroje nezivotnej povahy v kapitole Sieste;.

Aby bol u¢ebny proces efektivny, je nutné zorganizovat vyucovanie/u¢enie v dostatoéne malych triedach.®
Stanovit pocet nie je jednoduché, je to velmi individualne a zélezi na konkrétnom kontexte. Ludia, ktori maju
zodpovednost za rozhodovanie o pocte Ziakov v skupine, urdite zvéZia, i je pre ucitela mozné venovat sa
kazdému ziakovi osobitne, ¢i je dostatok priestoru pre ucebné aktivity, ¢o zapdja tiez rodicov, aky druh
vybavenia je k dispozicii vratane nemateridlnych u¢ebnych pomdcok atd. Vysledky ziskané z projektu
Mamicka, ocino a ja — Klub pre batolata navrhuju, Ze optimalne su skupiny piatich az Siestich deti.

Na zadver mdzeme povedat, Ze existuje niekolko podmienok, ktoré urCuju, ¢i bude Zatva bohatéd alebo
nie. Hoci mame tendenciu uprednostfiovat uditelsky faktor, aj dalSie podmienky su dblezité. Je zjavné,
Ze pri jednej hodine tyZdenne nie je vo vztahu k jazykovému u&eniu Ziadny rozdiel bez ohladu na to, ako
kompetentny uditel je.

4.2 Didaktické zasady

Zatial ¢o predchéadzajlca ¢ast zhffiala vSeobecné podmienky, za ktorych je pravdepodobné, Ze sa malé deti
naucia cudzi jazyk, tato ¢ast ponuka subor didaktickych zasad. Ich zakladom je teoretické pozadie, ktoré
sme rozobrali v prvych troch kapitoldch a maju poskytnut navod pre kazdodennu ucitelska prax. Tieto
zasady ucitelom umoznia porozumiet napriklad tomu, preco dieta odide uprostred rozpravky, aby sa zahralo
s babikou, alebo preco niektoré deti vébec neodpovedaju.

@ ,Celostné” ucenie

Na zaciatok si predstavime koncept ,celostného” ucenia, t.j. koncept jazyka a ziaka ako celku.®® Zdroje,
ktoré sa zaoberaju velmi ranym jazykovym ucéenim, tvrdia, Ze ¢im mladSie deti su, tym su , celistvejSie”.
Z hladiska jazykového ucenia sa u¢i o vyznamoch v integrovanom zmysluplnom a multisenzorickom
kontexte.®® Velmi rané jazykové ucenie je vnimané ako suUcast ucenia vSeobecne, a preto, aby sme
podporili vzdelavanie celého dietata, mali by sme oslovovat v8etky tri domény — kognitivnu, pocitovu
i psychomotorickd. Vo velmi ranom jazykovom ucéeni sa v8ak najvysSia priorita prisudzuje postojovym
cielom.®” Vysledky dosiahnuté v kognitivnej doméne, t.j. obsahové ciele, si vnimané ako menej doblezité
nez vysledky dosiahnuté v pocitovej doméne. Inak povedané, nie je dolezité, kolko sloviciek sa deti naudia,
podstatné je, ¢i maju pozitivny postoj k skisenosti s u¢enim alebo nie.

® Najprv pochopenie, potom tvorenie

Nez deti, ktoré si osvojuju svoj materinsky jazyk a taktieZz mali Ziaci, ktori sa nachadzaju v neformalnom
prostredi pre vyucbu druhého jazyka, zaénl jazyk produkovat, maju s nim intenzivny kontakt. Nikto ich
nenuti hovorit a dokym nie su pripravené hovorit, moéZu byt ticho. V tom, kedy kon¢i obdobie ticha,
sa deti liSia. MbZe sa stat, Ze dvojroCné deti sa necitia dostato¢ne sebavedomé na to, aby zacali hovorit
svojim materinskym jazykom, mozu byt stéle v obdobi ticha. Zaroven se za¢nu ugit cudzi jazyk. Pre ucenie
sa cudzieho jazyka preto plati rovnaky princip. Deti by mali mat intenzivny kontakt s jazykom, ale nemali
by byt nutené reagovat. Malé deti sa stale ucia, aj ked vlastne vobec nehovoria,®® a hoci nejde priamo
vypozorovat, ¢o sa naucili. Z tohto dévodu je nerealistické alebo dokonca nefér, ak sa vysledky detského
ucenia uréuju na zaklade produktivnej slovnej zasoby.

Ked hovorime o dblezitosti porozumenia, mali by sme zmienit metddu aplnej fyzickej reakcie (total
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physical response, TPR). Tato metdda jazykového vyucovania je zaloZzena na predpoklade, Ze re€ zamerana
na malé deti pozostava primarne z prikazov, na ktoré deti eSte predtym, ako zaénu produkovat verbalne
odpovede, reaguju prostrednictvom tkonov.®® Poclvanie je sprevadzané fyzickym pohybom, ktoré smeruje
TRP k u¢eniu pravou hemisférou. Vyucbové techniky, ktoré spéjaju fyzické ukony a pocuvanie, alebo ktoré
pouzivaju na vyjadrenie porozumenia fyzicku reakciu, sa stali su¢astou ucitelského repertoaru.

® Rozmanitost zmysluplného vstupu

Zaistenie velkejrozmanitostizmysluplného vstupu sme okrem vsestranného kontaktu s jazykomidentifikovali
ako dolezitu vlastnost idealneho prostredia, aby sa deti naucili druhy jazyk.”® Preto panuje nazor, ze podobne
to bude fungovat aj v kontexte cudzieho jazyka. Deti maju kontakt s rozmanitym pouZivanim jazyka, ako
je interakcia, vybavovanie réznych veci, predstavy. Jazykovy vstup je zmysluplny, ak je skoér prostriedkom
komunikéacie nez predmetom ucenia. Nasledkom toho sa pozornost zameriava na vyznam, nie na jazykovu
formu.

® Velmi éasty kontakt

Otazku kontaktu sme si uz predstavili ako jednu z podmienok definujlcich priaznivé u¢ebné prostredie.
V diskusii ale i8lo o maximalizaciu kontaktu s jazykom mimo triedy. Teraz bude stredom pozornosti ¢astost
kontaktu. Pre ucenie sa cudzieho jazyka vo velmi ranom veku v prostredi triedy je potrebny velmi Casty
kontakt s cudzim jazykom.”" Castost ale neznamena behavioristické , opakovanie a asociacie”. Chépe se
skor ako zmysluplny vyskyt. Ucitelia, ktori hladaju teoretické zdzemia a fakty, sa mozu opriet o zistenie
vyzkumu v oblasti akvizicie materinského jazyka a vyhlasit, Ze vdaka konzistentnym, opakovanym
modelom v zmysluplnych kontextoch deti nakoniec spravne formy do svojho prejavu prevedu.”?

® Zasada ,tu a teraz”

Velmi rané (jazykové) ucenie sa podstatne obmedzuje na typ skldsenosti ,tu a teraz”, ¢o presadzovala uz
kognitivna psycholégia. Kontext u¢ebnych aktivit predstavuju veci, ktoré sa prave deju, ktoré sa prave stali,
alebo ktoré sa prave teraz stanu. Dvojroéné deti nie su schopné ist za hranice toho, ¢o je , tu a teraz”.

® Vhodné uéebné aktivity

Malé deti se zapojuju do ucebnych aktivit. Ked ucitel planuje aktivitu, mal by sa uistit, ze nie je prili§ ndro¢na
ani prilis jednoducha — aktivita by mala byt na spravnej Grovni vyzvy. Zvézenie kognitivheho, socialneho a
psychomotorického vyvoja dietata zo strany ucitela mdze spustit jednoduché otdzka ako Je dieta schopné
to urobit? Okrem toho, spravna Uroven vyzvy nie je jedinad dblezitd vec, mali by sme vziat do Uvahy tiez
rozpatie koncentracie (pozornosti). Malé deti sU schopné davat pozor len kratky &as. Preto je dobré
aktivity menit kazdych péat az desat minut.” Tato reakcia je velmi individuélna, pretoZe u kazdej skupinovej
aktivity se bude rozpatie koncentracie Ziaka liSit. Aby sme pozornost dietata ziskali a udrzali, odporuca sa
pouzivat vela stimulov, napriklad nie¢o nového alebo nec¢akaného, moment prekvapenia. A nakoniec, malé
deti sa ucia pouzivanim vsetkych svojich zmyslov, preto by mali u¢ebné aktivity vo v8eobecnosti pamatat
na aplikaciu multisenzorického pristupu.

@ Individualna pozornost

Ked pracujeme s dvojro€nymi detmi, nemalo by nas prekvapovat, aké su egocentrické. Je velmi délezité,
aby malé deti ziskali od uéitela tolko individualnej pozornosti, ako je len mozné.”* Tuto zédsadu by sme
mali mat na pamati, ked se rozhodujeme o velkosti triedy. Vo velkej triede mbze byt dieta frustrované kvoli
nedostatku idividualnej pozornosti. V désledku toho dietatu zabrani v akvizicii vysoky afektivny filter.

® Bezpeéné prostredie

Posledny princip je odliSnej povahy, pretoZze poskytuje navod pre aplikaciu predchadzajucich zasad. Nech
robime Cokolvek, mali by sme byt vzdy opatrni, aby sme neohrozili pocit bezpecia dietata. V kontexte velmi
raného jazykového ulenia zaistuje pocit bezpedia dietata pritomnost rodiCov i rutinné postupy a aktivity,
ktoré deti uz poznaju. To vSak neznamens, ze by sme nemali zac¢inat s novymi vecami. Opak je pravdou, ale
mali by sme to robit uvazlivo. To isté plati pre materinsky jazyk, ktory by sme mali rozumne pouzivat na to,
aby sme zniZili Uroven stresu alebo Uzkosti dietata.

Tato kapitola nam ponukla jeden mozny spdsob konceptualizacie v oblasti didaktickych zasad, ktoré su
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zakladom pre velmi rané jazykové ucCenie. Nasledujuca kapitola sa bude zaoberat Ulohou uditela, Ziaka
a rodica.

5. TROJICA UCITEL, ZIAK A RODIC

UcCit cudzi jazyk dvojro&né deti je z nasledujucich dévodov stale nezvyklou situaciou:

e Po prvé, ti, kdo sa ucia cudzi jazyk, su vo chvili, kedy zacinaju, obvykle ovela starsi, takze maju zaklady,
na ktorych mézu stavat, kedsa tento jazyk ucia, napriklad urc¢itl znalost sveta, znalost materského jazyka
a urcitu uroven metakognitivnych znalosti. V tejto vyvojovej faze prebiehaju tieto procesy paralelne.

e Po druhé, rodicia sa obvykle lekci cudzieho jazyka v priebehu roku vébec neudastnia. V kontexte velmi
ranného jazykového ucenia sa v8ak do vyu€ovania aktivne zapojuju.

e Potretie, ucitela siobvykle spojujeme so Skolskym a formalnym vyucovanim. V tomto kontexte sa od ucitela
oCakéava, ze vytvori prostredie ,,umoznujuce ucenie”, aby si deti mohli jazyk osvojit v neformalnom
zazemi.

Ucitel je dalej zodpovedny i za zapojenie rodi¢ov do tohto procesu.

Nasledujuca €ast kapitoly upozorni na to, &im ¢lenovia naSej trojice prispievaju. V trojici hudobnikov hra
kazdy z nich na odliSny nastroj, ale aby uspeli, musia spolupracovat. Podobne ucitel, Ziak i rodi¢ maju kazdy
svoj jedineCny podiel.

Z toho, ¢o uZ bolo napisané, je zrejmé, Ze uloha ugéitela je ustredna, nakolko ucitel pre detské ucenie
vytvéra podmienky a v procese ucenia sa cudziemu jazyku funguje ako zprostredkovatel. Znamena to
tiez, ze sa od ucitela oCakava zapojenie rodi€ov do tohto procesu. Na zacCiatku Skolského roku je délezité
vysvetlit ciele a prostriedky ich dosiahnutia. Tyka sa to i informacii ohfadom pristupov, metéd a technik,
tj. ¢o sa bude diat a prec¢o. Ucitel by mal byt navic konkrétny i o tom, aka je v tomto procese ocekavana
uloha rodicov. A naopak, ucitel mdze mat prospech zo sklsenosti rodi¢ov ohladom ich viastnych deti.

Aj ked deti tejto vekovej skupiny maju niektoré spolo¢né vlastnosti, napriklad vSetky s egocentrické
a vyzaduju od ucitela jednotlivo pozornost, kazdy Ziak si prindsa svoju individualitu. Individuélne rozdiely
mo&zu byt znacné, nakolko vyvojovy vek sa €asto liSi od veku chronologického. Niektoré deti budu pri
vykondvani fyzickych Ukonov sebavedomé, zatial¢o iné sa budu javit ako neobratné. Niektoré deti sa
budu zapojovat pouZivdnim materského jazyka, ale iné sa budu stale nachadzat v obdobi ticha. Podobne
nerovnym spdsobom sa budul u deti vyvijat zruénosti ako manipulacia s malymi predmetmi, spominanie,
predstavovanie, kreslenie atd. Individudlne potreby Ziaka by sme mali reSpektovat bez ohlfau na ich
rozmanitost, aby sme nebréanili rozvoji dietata tym, Zze na neho budeme klast neprimerané poziadavky. To
sa v8ak lahko hovori, ale horSie robi. Pamatujte si vSetky zasady, ktoré musi mat ucitel na pamati. Preto
v tomto bode mdze ucitelovi pombct, ked bude naslichat hlasu rodicov.

Co rodiéia vedia, a ugitel nie? Je to predevéetkym dévernd znalost ich deti a ich chovania v réznych
situaciach. Rodi¢ia vedia, ¢o ich deti rady robia a ¢o nie. Lahko dekéduju neverbalne signaly, ktoré ich
deti pouzivaju pre vyjadrenie Stastia, radosti, strachu, nudy, Unavy, Uzkosti atd. Podobne pomahaju rodiCia
dekddovat detsku re€, pokial sa uz objavila. Taktiez vedia, v €om si ich deti veria a s ¢im bojuju a kdy je ¢as
im pomoct. TakZe na jednej strane prispievaju rodicia svojim poznanim, ktoré uditel isto oceni, na druhej
strane su tu veci, ktoré pre nich budd nové.

V skuto¢nom Zivote ovpliviiuju rodi¢ia svoje dieta prirodzenym spdsobom a v procese ucenia funguju ako
zprostredkovatelia. V kontexte velmi raného jazykového uc€enia v8ak Celia novej vyzve — oCakava sa od
nich, Ze v tomto procese budu hrat aktivnu alohu. To zahffia mnoho aspektov. Po prvé to znamena, Ze
sa rodi¢ dostavi na vSetky lekcie spolu s dietatom, ¢o prispieva k pocitu bezpecia dietata. Po druhé, rodi¢
sa Ucastni tiez uCebnych aktivit. Rodi¢ pomaha dietatu s vykonavanim Ukonov, ktoré by bez pomoci inak
nebolo schopné zvladnut, napr. tlieskat rukami presne do rytmu detskej rymovacky, alebo rodi¢ poskytne
model toho, ¢o robit, napr. ako reagovat na prikaz vydany ucitelom. Rodi¢ovské zapojenie je ddlezitym
zdrojom povzbudenia a pomaha tiez odstrafiovat doterajSie afektivne bariéry voci u¢eniu.
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Ze vSotkého nejdblezitejSie je vSak oCakavanie, Ze i rodi¢ bude na dieta pésobit pouzivanim cudzieho
jazyka. Ako sme uz zmienili skér, maximalizacia kontaktu mimo triedu je nutnostou a zapojenie rodi¢ov
sa javi ako logické rieSenie. Su s dietatom vo dne v noci a mdzu organizovat tieZz denny program, takze
moéZu pravidelne vkladat ,cudzojazyéné okienka”. Velmi sa odporuca spojovanie kontaktu s cudzim
jazykom s jednym z rodi¢ov v urditej situacii (napr. ked ide s matkou spat), so Specifickym prostredim (napr.
Langlicky” kutik detskej izby), alebo s konkrétnym dukonom (kedsa hra s medvedikom). Pokial rodi¢ia plan
dodrzuju, dieta bude o&akavat cudzojazycny vstup, kedykolvek ide spat, kedykolvek sa objavi v ,,anglickom”
kutiku, alebo kedykolvek sa za¢ne hrat s konkrétnym medvedikom. Viac informaci ohlfadom rodi¢ovského
zapojenia najdete v Rodicovskom sprievodcovi (The Parents” Guide), dalSom koncovom produkte projektu
Vyvoj metodoldgie pre ucenie sa jazyku vo velmi rannom veku (Development of Methodology for Very Early
Language Learning).

Tento scenar ma navzdory vSetkym vyhodam jednu tienistu stranku — drover pokrocilosti rodiCov v cielovom
jazyku. Existuju pochybnosti, ¢i su rodi¢ia s obmedzenou uUroviiou kompetencie komunikovat v ciolovom
cudzom jazyku schopni zaistit réznorody zmysluplny vstup, ktory je pre deti k osvojeniu cudzieho jazyka
nevyhnutny, a &i su schopni na deti pésobit. V désledku toho vyvstava zakladna otazka, akym spdsobom
je detské ucenie ovplyvnené, pokial rodi¢ia vystavia deti masivnemu, avSak nekvalitnému vstupu,
predovSetkym pokial ide o vyslovnost. Odpovede sa mozu zakladat iba na hypotézach, nakolko dbkazy
ziskané vyzkumom zatial nie su k dispozicii. Tieto Gvahy sa NECHCU dotknut rodi¢ov, ktori sa usilovne
snazia komunikovat jazykom, ktorym nehovoria plynulo a v ktorom si nie su isti, ale maly by nas podnietit
k tomu, aby sme hledali dalSie spdsoby maximalizacie kontaktu s cudzim jazykom.

Nasledujlica kapitola poskytne niekolko rad rodi¢om, ktori moézu prispiet tiez pouzivanim rozmanitych
ucebnych pombcok, ktoré zaistuju zmysluplny vstup.

6. ZDROJE

UCit cudzi jazyk velmi malé deti predpoklada pouZivanie rozmanitych ucebnych technik a uéebnych
pomécok spésobom , ktory je v sulade s didaktickymi zasadami formulovanymi v $tvrtej kapitole. Ziaci,
ktori sa jazyk ucia vo velmi rannom veku, su iba dva roky stari, a tak niektori z nich nepouzivaju produktivne
ani svoj matersky jazyk. Je preto nerealistické od nich oCakavat, Ze budl cudzim jazykom hovorit ihned
potom, ¢o s nim ziskaju kontakt. Tato skuto¢nost sa bude odrazat tiez v repertoari uéebnych technik — bude
zrejmé zamerenie na zaistenie vstupu a ulahéenie jeho porozumeniu. O zvlastnych ucebnych technikach
a uCebnych pomébckach sa Citatel podrobne dozvie ve druhej Casti tejto knihy, a v tejto kapitole preto
zhfflame vS8eobecné poznadmky o dostupnych zdrojoch. Vyber vhodnych u€ebnych technik a ucebnych
pomdcok podla oéakavanych vysledkov zavisi na ucitelovi.

Ku sprostredkovaniu vyznamu jazykového vstupu je mozné pouzit vizualne u¢ebné pomocky. Na vysvetlenie
vyznamu slov a Ukonov méze ucitel efektivne pracovat so skutoénymi predmetmi akéhokolvek druhu, nebo
s nimi mdZu deti manipulovat samé. Podobne sa na zaistenie vizualnej podpory pouzivaju také obrazky. Mali
by byt dostatoéne velké a jasné, aby deti mohli jednoducho rozpoznat, ¢o obrazok predstavuje. Vyvarujte sa
preto pouzivaniu nejednoznaénych obrazkov, kedykolvek je to mozné.

Velmi malé deti nevedia ¢itat, avSak rozpravanie pribehov je doleZitou u¢ebnou technikou, ktora kombinuje
sluchovy a zrakovy vstup. Zmysel pribehu je mozné komunikovat pomocou mimiky, dramatickych technik
nebo dobrych rozpravkovych knih - st potrebné k tomu, aby deti pochopili vyznam. Ked vyberdme
rozpravkové knizky, mali by sme zvaZit, &i st pre velmi malych Ziac¢kov vhodné, a to z hladiska témy, dizky,
deja, zloZitosti atd. Jazykovéa obtiaznost zase tolko nevadi, nakolko ucitel ju je schopny upravit podfa potrieb
Ziakov. Pribehy napisané v materskom jazyku deti moZe uditel parafrazovat. VVyhodou je, Zze deti mdzu
zapletku pribehu poznat, av8ak stracame prilezitost vypestovat povedomie o cielovej kultire pomocou
pribehov v cielovom jazyku.

Vlybornym zdrojom su videa a DVD, ktorych vyhodou je kombinovanie pribehov s animéciou a zaistovanie
sluchového i zrakového vstupu.” Je vhodné pouzivat ich skor ako stimul pre ucenie, nie kvoli sledovaniu
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TV. Ked planujeme nejakl video aktivitu, mézme vychéadzat zo zasad vyuc€by naslichania. To znamena
pridat pred sledovanim i po nom dalSie aktivity. Video je mozné naviac pouzit i doma, deti tak budd mat
kontakt s cudzim jazykom alebo si budd mdct jazyk opakovat, pokial sa video vztahuje k tomu, ¢o sa ucia
.V triede”.

Vyber videa sa musi rovnako ako obréazky a rozpravkové knizky nejprv dbdkladne zvazit. Literatira nam
ponuka nasledujuce pokyny, ako vybrat video pre lekcie cudzieho jazyka, ktorych sa Ucastnia velmi malé
deti:’®

— Malo by byt kratke (5 - 10 minut )

— Musi mat dobry dej

— Musi byt vhodné pre danu vekovu skupinu

— Jazyku by malo byt lahké porozumiet pomocou sledovania deja

— RozmysSlajte o aktivitach, ktoré by ste mohli robit, aby ste detom pomohli videu porozumiet.

Tieto pokyny su uZitodné, avsak odporugana dizka sa ndm zdéa pre dvojro&né deti priliz dlha. Vhodnej$ia by
bola sekvencia s dizkou tri az pat minut .

Video nemusi byt vyslovne uréené pre jazykovu vyucbu, ale zda sa, Ze najlepSie funguju epizédy so
zékladnymi pedagogickymi zdsadami vytvorené pre detsku televiziu. Okrem toho su tu tiez produkty usité
na mieru $pecifickym potrebam daného vzdelavacieho kontextu — prikladom je kresleny serial Zabie pribehy,
produkt projektu Vyvoj metodolégie pre ucenie sa jazyku vo velmi rannom veku, ¢o je dodato¢ny material
pre celoro&né kurikulum. Zaba je priatelsky spolo&nik, ktory deti povedie na ceste za zvladnutim jazyka.

Velmi rané jazykové ucenie si nemozno predstavit bez rymov, napevov a pesniciek. Su hlavnym zdrojom
sluchového jazykového vstupu. Deti sa pomocou rymov, napevov a pesniciek ucia, ako cudzi jazyk znie.
Posltchaju intonaéné vzorce, prizvukové vzorce a rytmus cudzieho jazyka. Malé deti rady opakuju rymy,
napevy Ci pesnicky mnohokrat za sebou, ¢o im poméha zapamatat si také slova a Struktury. Aktivity zacielené
na vypestovanie povedomia o rytme, napr. tlieskanie rukami pri vyslovovani rymu, s obzvlast uzitoéné pre
vyucbu angli¢tiny a dalSich jazykov viazanych na prizvuk. Kombinéacia pocuvania s fyzickou ¢innostou naviac
prispieva k psychomotorickému vyvoju deti.

Dal&im zdrojom, zo ktorého je mozné &erpat, su hry a herné aktivity. \lybrat dobrl hru v&ak méze byt
osidné. Deti sa m6zu nachadzat v odlisnej faze socialneho vyvoja (pozri tretiu kapitolu) a niektoré z nich
nemusia rozumiet pointe. Bezpe¢nym rieSenim pre deti v tomto veku je zahrnit do procesu u¢enia takzvanu
~hru na ako” (pretend play).

V poslednom rade by sme nemali zabludat na umelecké a remesiné aktivity. SU doleZitou sucastou
predskolného kurikula a v hodinach musi byt beZznym jevom.”” Najlepsie funguju, pokial sa Uzko vztahuju k
téme a danému prvku jazyka. Umoznuju detom byt kreativne a pouzivat predstavivost a fantaziu. Dvojro¢né
deti vSak pravdepodobne budu potrebovat pomoc svojich rodi¢ov. Spolu s umeleckymi a remesinymi
aktivitami je moZné efektivne vyuzit techniky zalozené na TPR. Pokialucitel detom povie, o maiji robit,
v cudzom jazyku, deti musia pokyny poslichat, aby aktivitu splnili. S pomocou rodi¢ov tak formou &inov
demonstruju pochopenie. Pokial sa tyka materidlov potrebnych pre umelecké aremesiné aktivity, nekladu sa
Ziadne medze. Okrem ceruziek, prstovych farieb, pasteliek, listov papieru, lepenkovych krabi¢ek, gombikov
atd. Je mozné pouzit i iné materialy, zalezi iba na kreativite ucitela.

Kreativny ucitel pouZije mnoho réznych zdrojov, ktoré efektivne skombinuje novym, originalnym spdsobom
. Ucitel sa mUZe tiez rozhodnut, Ze zahrnie pocitace nebo internet. Informacéné a komunikaéné technologie
sme v8ak zamerne vynechali, nakolko verime, ze v tomto obdobi Zivota by sa mali uprednostfiovat zdroje,
ktoré podporuju budovanie mezifudskych vztahov.

Nasledujluca kapitola nam stru¢ne predstavi zdsady pre tvorenie sylabu, a potomé si v nej prepojime
teoretické zadzemie, ktorym sme sa zapodievali v prvej Casti tejto knihy, s celoroénym kurikulom, ktoré

vytvoril medzinarodny tym, ktory sa podielel na projektu Vyvoj metodolégie pre ucenie sa jazyku vo velmi
rannom veku.
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7. DLHODOBE A KRATKODOBE PLANOVANIE

Tato kapitola sa pokusi prekonat nedéveru ucitelov k tedrii’® tym, Zze nam ukdaze, ako sa niektoré z otdzok
pojednavanych v predchadzajlcich kapitolach vztahuju ku kazdodennej praxi, konkrétne k dlhodobému
a kratkodobému planovaniu .

7.1 Tvorenie sylabu

Zatim sme sa venovali povahe a zdsadam velmi ranného jazykového ucenia, vlastnostiam Uc¢astnikov tohto
ucenia a jeho zdrojom. Teraz urobime dalsi krok a vSetky poznatky vyuzijeme na vytvorenie sylabu pre
.kurz”, ktorého sa Uc¢astnia dvojrocné deti. V literatlre sa vSak tvrdi, Ze je to obtiazne. Sylabus sa zdsadédm
stanovenym jazykovymi teériami, tedriami vyucby cudzieho jazyka a previlddajlce filozofiie vzdelania
podriaduje iba &iastoéne, a to kvéli mnohym praktickym i socidlnym obmedzeniam.” Co je to sylabus?
K dispozicii madme mnoho definic, niektoré z nich zdérazruju , Ze sylabus by mal byt nejprve informaciou
0 obsahu a iba v neskorSom $tadiu vyvoja by sa mal stat informaciou metodolégii a materidloch, ktoré sa
budu pouZivat v konkrétnom vyukovom kontexte.®® Iné definicie pozeraju na sylabus ako na Specifikaciu
prace, ktora bude pokryta za urcité ¢asové obdobie, a ktorda ma zaciatocny bod a konecny ciel .®

Sled jazykového obsahu by mal byt naviac usporiadany podlfa zékladnych principov &i tedrii. Preto sa sylabus
zameriava na to, €o sa uc¢i a v akom poradi sa to uci.?? Existuje niekolko typov obsahovo orientovanych
sylabov. LiSia sa podla principov organizacie:

e Strukturny sylabus je zaloZeny na vnUtornej $truktire jazyka so zvlastnym dérazom na gramatiku. Pri
radeni obsahovych poloZiek zvaZzujeme predovsetkym zloZitost Struktary, jej ,naucitel nost” a uzite¢nosc¢
pre ziaka.

¢ Funkény sylabus vychédza z identifikdcie komunikativnych funkcii , ktoré su volené a radené podla
uzito¢nosti pre Ziaka, tj. rozsah, v akom sa tieto funkcie stretdvaju s komunikativnymi potrebami
Ziakov.®

e Situaény sylabus stavia na situécidch zo , skutoéného Zivota”. U kazdej situacie musime za Ucelom
vyberu a radenia obsahu zvéazit tri rozné vlastnosti: U¢astnici, prostredie a komunikativne ciele.

e Nakonec si uvedieme sylabus vychadzajuci z témy . Je zrejmé, Ze hlavnym principom pre vytvorenie
tohto typu sylabu je informacény obsah. Aj ked je nepravdepodobné, Ze sylabus bude zaloZeny iba na
témach, koncept témy je pri zostavovani sylabu délezity. Podla literatlry tento sylabus predstavuje
centralny bod pre jazykovy vstup, ktory je v kurze obsiahnuty, a pomaha u jednotlivych lekcii vytvorit pocit
sudrznosti.8

MbZme zhrnut, Ze kazdy typ sylabu ma svoje vyhody a nevyhody. V reakcii na Specifické potreby vzdelavacieho
kontextu je vhodné kombinovat niekolko organizaénych principov a vytvorit tak multidimenzionalny
sylabus.

Analyzujme si sylabus k materialu uvedenému ve druhej Casti knihy. Projektovy tym sa zo vSetkého najskér
snazZil reSpektovat zasady velmi ranného jazykového uéenia i Specifické potreby Ziaka , predevSim vyvojové
stadium Ziaka. Z hladiska cielov sa preto najviac uprednostriuju ciele afekivne. Deti ziskaji ochotu
komunikovat a rozvinl sa u nich pozitivne postoje vodi cielovému jazyku a kultire i k u¢eniu vSeobecne.
Pokial ide o kognitivne ciele, je zrejmé orientdcia na porozumenie hovorenému jazyku. A pokial sa tyka
psychomotorickych cielov, u deti sa pomocou uc¢enia sa cudziemu jazyku rozvinie schopnost vnimania,
motoricka kontrola tela a také presné ovladanie urcitych svalov.

Pokial'ide o typ sylabu, rozhodol sa tym vytvorit multidimenzionalny sylabus, ktorého hlavnym organizacnym
principom je téma. Vo vztahu k Ziakovi zvazil tiez funkcie, situacie a Struktdry, avSak az ako sekundarne
kritéria.

Po dobkladnych Uvahach tym zvolil jedendst tém, osm z ktorych sa preberd postupne a tri z nich su

kroskurikularne, ¢o umoznuje flexibilne zapojit kontext. Témy su zoradené spbsobom , ktory ilustruje nizSie
uvedeny obrazok.
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Aby sme pre detské ucenie vytvorili priaznivé prostredie, pouzieme hned dva organizatné principy
zéroven. Prvy princip si mbézme nazvat ako ,princip socialnej distancie”. Na zaliatku kurzu sa preberaju
témy, ktord sa vztahuju k uéeniu o ,ja”. Po nich nasleduju témy , ktoré predmet zaujmu rozSiruju o rodinu
dietata a miesto, kde dieta Zije. Budovanie socialnych vztahov sa neskdr prehlbuje vyzdvihnutim konceptu
priatelstva. A nakoniec je stredom pozornosti dieta v svojom okoli. Tym reSpektujeme egocentrismus
malych deti i o¢akévany smer ich dalSieho vyvojo. Druhy princip, ktory aplikujeme zaroven s prvym, , princip
c¢asoveého prehledu”, je spojeny s Casom, ktory deti stravili v kurze, a s roénym obdobim.

Témy preto byli predstavené v nasledujucom poradi:

SYLABUS:
1. Vitajte (podtémy : Ritualy, Pozdravy, Pocity)
Telo (podtémy : Past, Ruky, Prsty, Chodidla / Pohyby, Tvar, Celé telo / Pohyby)
Jedlo (podtémy : Dobré, nedobré, Ovocie a zelenina, Chlieb, Flase, Voda)
Vianoce (podtémy : Viano¢ny stromdek, JeZisko, Vianoce, Viano¢né ponozky)
Hracky (podtémy : Hracky, Hracky okolo nas, Medvedik, Zaja¢ikovia, Panenka, Hudobné nastroje)
Rodina a dom (podtémy : Clenovia rodiny, Den matiek/otcov, Dom, Izby)
Zvieratka (podtémy : Myska, Husenka, Cervik, Pavik, Medved, Zvieratkd v ZOO, Zaba, Zvieratké
na farme)
8. Cestovanie a vylety (podtémy : Lod, Vlak, Autobus, Bicykel, Zvuky, Krizovatka)

NogappwnN

KROSKURIKULARNE TEMY :

9. Pocasie a rocné obdobie (podtémy : Jesen, Zima / Snehuliak, Zimné oblecenie, Jaro, Leto)
10. Farby (podtémy : Z&kladné farby, Farby, Dal$ie farby )

11. Zvlastne témy (Smiedny vyraz, Hadanka o jedle, Cisla, Slimak)

SYLABUS PRE FRANCUZKOU CAST:
1. Vitajte

Telo

Zvieratka

Jedlo

Zakladné prvky

Vylet

Hracky

Hudobni nastroje

Vianoce

©WeENSaRwWN

O obsahu sa ¢itatel dozvie viace v druhej ¢asti knihy, preto pripojime pér stru¢nych poznédmok o funkciach,
situaciach a Strukturach. Funkeie odrazaju komunikativne potreby Ziaka. Déraz je kladeny na pozdrav,
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predstavenie sa a vyjadrenie pocitov. Volba prislusnych situdacii sa inSpiruje skutonymi zivotnymi
skusenostami deti. Medzi dalS§imi situaciami najdeme stretnutie s kamaratom, chodenie na prechadzky,
navstevu prarodiCov, chodenie na vylety, oslavu narodenin atd.

Strukturny sylabus je na zozname zdmerne posledny. Zameranie pozornosti na témy , funkcie a situécie je
v sUlade so zdsadou celostného ucenia. Volba Struktdr sa teda riadi tym, aky jazyk je na splnenie vybranych
funkcii v danych situéciach potreba. Pokial ide o fonolégiu, na dosiahnutie vyslovnostnych cielov sa pouziva
mnoho pesniciek, rymov a popevkov suvisejlcich s témou.

Vyber slovnej zasoby sa riadi témami v sylabe. Lexikalny sylabus odréZa skuto¢nost, Ze deti v rannom
veku preferuju podstatné mena. Naucit sa vyznam podstatnych mien méZe byt jednoduchSie, obzvlast
pokialpredstavuju hmotny predmet s podobnym tvarom (napr. hrnéek, pastelka, kniha). Slovesa su vSak
ré6znorodejSie a premenlivejSie, niektoré napriklad pomenovavaju fyzicky pohyb (napr. lietat), zatial¢o iné
pomenovavaju vnutorné stavy (napr. citit).® ZlozitejSie je tieZ naucit sa spravne zdmené. Nejaku dobu trva,
nez sa deti naucia spravne pouzivat predovSetkym zamena ,ja" a ,,ty", a to dokonca aj v materskom jazyku,
nakolko toto u€enie suvisi s vyvojom ich osobnosti. O mnoho neskér prichadza tiez akvizicia pridavnych
mien. Vyznam pridavnych mien nie je tak jasny ako vyznam konkrétnych podstatnych mien a naviac je velmi
relativny (napr. velky dom oproti velké jablko). To isté plati pre slova oznacujuce farby a ¢isla. Je to koncept,
ktory deti musia najprv pochopit, aby mohli porozumiet slovu. Pokial ide o Cisla, pre priblizne trojro¢né deti
je vhodné pocianie do tri. Predlozky sU naopak délezité velmi. Detom pomahaju vyjadrit miesta, smery
a Ukony, napr. do (kopca), z (kopca), do (dovnutra), z (von),cez, pod.

Zaverom je dolezité zdoraznit, Ze vy$Sie uvedeny sylabus odréaza kulturne a lingvistické zazemie [fudi, ktori sa
podielali na jeho vytvoreni, ich profesionalne presvedcenie, povahu skusenosti s velmi rannym jazykovym
ucenim atd. Keby sylabus zostavoval iny tym, do ur€itéejmiery by sa liSily predovsetkym podtémy .

7.2 Planovanie vyuc€ovacich hodin

Tento sylabus je vysledkom dlhodobého planovaniea. Pri planovani vyucovacich hodin ho dalej premysfame
a vymedzujeme. Ciele formulované v plane pre kazdu vyucovacie hodinu ¢i lekciu by mali byt v sulade
s dlhodobymi cielmi uvedenymi v sylabe. Pri planovani vyu¢ovacej hodiny pre skupinu velmi malych deti
sa nam mo6zu hodit vysledky projektu Mamicka, otecko a ja — Klub pre batolats. Navrhovana Struktura
jednotky obsahuje néasledujlce fazy, odhadovany ¢as je uvedeny v zatvorkach:

. ZACIATOK, ZAHRIEVACIA AKTIVITA (3 aZ 5 minat )
. OPAKOVANIE ZNAMEHO OBSAHU (3 aZ 5 minut )
. AKTIVITA C. 1 (7 aZ 10 minut )

. RELAXACIA (3 a2 5 minat )

. AKTIVITA C. 2 (3 aZ 5 minut )

. CAS NA HRANIE (3 aZ 5 minat )

. ZAVER

NOCGhA,WN=

Lekciu sa doporucCuje zaCinat a uzatvarat pomocou ritualov a rutinnych €innosti, ktoré deti poznaju.
Prispievé to k pocitu bezpecia. Druha faza, opakovanie znamého obsahu, by nemala byt priliz nadro¢na.
Deti sa potrebuju pripravit na prvu aktivitu. Kedsa zoznamia s novym jazykom, nasleduje relaxaéni
aktivita. Druha aktivita sa venuje novo predstavenému jazyku, aviak odlisnym spdsobom . Cas na
hrania je odmenou za investované Usilie, deti sa moZu hrat, s ¢im chcu. Je to tiez vhodny &as pre rodicov,
ktori sa mbdzu spytat na to, ¢o im nie je jasné. Vyucovacia hodina konc¢i znamou zavereénou rutinnou
¢innostou.

Vy&Sie popisana Struktura vyudovacej hodiny sa pouziva tieZ ako standardizujuci vzorec pre pracovné listy
obsiahnuté v druhej ¢asti tejto knihy. Je tam celkovo Sestdesiat pracovnych listov rozdelenych do jedenastich
vysSie uvedenych tém. Aby sme doloZili mozZnost pouzit tento material i pre osvojenie inych cudzich jazykov,
pripojujeme tiez dvadsat pracovnych listov vo francustine. Pracovné listy vo francustine su rozdelené do
deviatich vysSie uvedenych tém. Tento subor pracovnych listov predstavuje celoroé¢né kurikulum pre velmi
ranné jazykové ucenie. Na§ medzinarodni tym sa rozhodol vytvorit radSej pracovneé listy, ktoré umoziuju
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modifikacie podla kontextu nez hotové plany vyucovacich hodin. Forméat pracovného listu uvddzame
nizsie.

Pracovné listy su oznacené nazvami a Cislami tém a podtém. Pokial ide o navrhovanu Struktiru lekcie,
kterl sme si uzZ v tejto kapitole predstavili, poskytuju pracovné listy ndvrhy na zaciatoénu fazu vyucovacej
hodiny, na aktivitu €. jedna a aktivitu €. dva. Ciele kaZdej aktivity s formulované ako ocakéavané vysledky.
Postup je podrobne rozpisany vratane hrubo zvyraznenych presnych pokynov, ktoré sa od ucitela ocakavaju.
Dalej st tu odkazy na materialy a zdroje.

Na koniec médme niekolko zavere¢nych poznamok. Po prvé, pracovné listy by sa mali brat ako zdroj napadov,
a nie ako dogma, kterou je nutné sa riadit. Od ucitelov, ktori sa ich rozhodnu pouZivat v praxi, sa oekava,
Ze budu pri Uprave pracovnych listov podfa konkrétnych situacii kreativni a flexibilni, a to najma pri Uprave
pracovnych listov podla kulturného zazemia, detskych potrieb, rodi€ovskych skiuSenosti atd. Po druhg,
pamatajte si, Ze velmi ranné jazykové ucenie je viac o porozumeni nez o produkcii. Deti by NIKDY nemali
byt nutené k produkeii, pokial sa na to necitia. Potrebu ml¢at by ste mali reSpektovat. Po tretie, ucitel ia
a rodicia by nemal odradzovat nedostatok okamZitych odmen — tie prijdu, ale bude to nejakl dobu trvat...

ZAVER

Zamerom prvej Casti knihy je poskytnut teoretické zazemie pre velmi ranné jazykové ucenie, a to Citatelsky
priatelskym spdsobom vratane racionalneho oddvodnenia celorocného kurikula. Verime, ze Citatel ziskal
odborné poznatky , ktoré mu dodaju vysSie sebavedomie pri rozhodovani o jednotlivych aSpektoch velmi
ranného jazykového uéenia a ktoré mu umoznia prekro¢it hranicu intuitivnosti ¢i hranicu v podobe ,je to
zaujimavé aktivita”. Dalej dufame, Ze uditel ia tuto teoériu pouZij viac ako U&innd zbraf proti populistickym
tvrdeniam a komerénym trendom a Ze ju nebudl povazovat za nieco ulitel skym zkusenostiam na hony
vzdialené a nebudl sa ani zbyto¢nymi abstrakciami pokusat mystifikovat postupy zalozené na zdravom
rozume.®®

Stéle v8ak ostavaju otazky... Bude nejaku dobu trvat, nez budu k dispozicii vyzkumom podloZzené dbékazy,
ktoré poskytnu ocakavané odpovede. Zatial by sme mali zaZelat vela $tastia tym, ktori maju dostatok kuraze
pustit sa do uc€enia jazyka vo velmi rannom veku.
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TOPIC: 1. WELCOME

OPENING

INTRODUCTION

1) The target group is sitting in a circle. Teacher has a Froggy
puppet.

F: “Hello I'm Froggy.”

Then the teacher points at him/ her self saying his/her name.
T:”Hello I'm Silvia.”

2) T: “Say hello to Froggy.”(wave to Froggy)
P/C: “Hello Froggy."“(wave to Froggy)

3) T: “Let’s learn a song - ,Hello everyone.””
Everybody is sitting in a circle and waving and the teacher is
singing the song”“Hello Everyone.”

Outcome: Introduction to the greeting Hello.

SUBTOPIC: 1.1. RITUALS

PROCEDURE MATERIALS

Puppet Froggy
SONG: HELLO
EVERYONE

ACTIVITY 1

GAME: GOING FOR A WALK

1) T: “Who wants to go for a walk with Froggy?“

Teacher chooses a couple (child and parent) and they demon-
strate going for a walk with Froggy.

T: “Bye bye.”

They go behind the door. Then they knock on the door.

T: “Knock, knock.”

Then they come back into the classroom waving their hands.
T: “Say hello to your friends.”

P/C: “Hello.”

2) T: “Who wants to go for a walk with Froggy?”
Child and parent take Froggy and go behind the door.
T: “Say bye bye to your friends.”

P/C: “Bye bye.”

3) T: “Knock on the door, please.”

Child and parent with Froggy come to the classroom.
T: “Say hello to your friends.”

P/C: “Hello.”

4) Then another child and parent go behind the door with Froggy
and repeat the action.

Outcome: Practising saying Hello and Bye-bye.
Playing with the word ‘bye”in context.

Puppet Froggy

_WORKSHEETS IN ENG]

ACTIVITY 2

EXERCISING

1) T: “Let’s go for a walk together. Let’s make a circle.”
Teacher walks with the parents and children in a circle while
singing”“Walking, Walking"”. They are imitating the movements
of the song. (Running, walking, stopping and crouching — see the
workbook).

2) T: “Let’s jump like Froggy.”
Teacher demonstrates jumping with Froggy.

3) At the end of the lesson they are sitting in a circle.
T: “Say bye-bye to Froggy.”
P/C: “Bye-bye Froggy.”

4) T: “Let’s learn a song Bye-bye everyone.”
Everybody is sitting in a circle and waving and teacher is singing
the song.

Outcome: Recognizing actions jump, run, walk, stop and crouch.
Practising saying Hello and Bye-Bye.

SONG: WALKING
WALKING
Walking,

walking (2x)

Hop, hop, hop
Running, running,
running (2x)

Now let’s stop
Now let’s crouch.
SONG:
BYE-BYE
EVERYONE

529-TABULKY.indd 129
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TOPIC: 1. WELCOME

SUBTOPIC: 1.2. GREETINGS

PROCEDURE MATERIALS

_WORKSHEETS IN ENG]

ACTIVITY 2

EXERCISING- STRETCHING

1) Everybody stands in a circle.

T: “Let’s exercise. I'm stretching I'm tall, now I'm small, now
I'm very tall, very small, now I'm a tiny ball.”

2) Everybody repeats the teacher’s movements. Teacher demon-
strates stretching and crouching.

3) T: "Let’s sing a song - ‘Bye-bye Everyone.””
They all wave their hands while they are singing.

Outcome: Revision of saying Bye-bye, |'m...and playing with the
words ‘small”and ‘tall’.

Puppet Froggy
SONG: BYE-BYE
EVERYONE

RHYME: STRETCH-
ING VERY TALL

I'm stretching
I'm tall, now

I'm small,

now I'm very tall,
very small,

now I'm a tiny
ball.

(@) INTRODUCTION—WHAT'S YOUR NAME? Puppet Froggy
= 1) Teacher is sitting with the children and the parents in a circle Song: HELLO
= on the floor. Teacher is holding Froggy, waving and singing the EVERYONE
=z song”Hello Everyone”.
Ll
o 2) Teacher has a ball. Teacher is throwing the ball to parents and
O children.

F: "Hello I'm Froggy. What's your name?

P/C: “I'm Peter (child’s name).”

3) T: “Say hello to Peter.”

P/C: "Hello Peter.”

4) Then the teacher passes the ball round the circle always

asking for the name of a child. Everybody says hello to the child

who has the ball.

Outcome: Revision saying Hello. Introduction of the phrase *

I'm..." in context.
o GAME WALKING WALKING Puppet Froggy
> 1) T: "Let’s go for a walk together. Let’s make a circle.” SONG: WALK-
— Teacher is walking with the parents and children in a circle ING WALKING
- and they are singing”Walking, Walking”. They are imitating Walking,
2 the movements of the song. (Running, walking, stopping and walking (2x)

. Hop, hop, hop

— crouching — see the workbook). Running,
O running,
< 2) T: "Let’s jump like Froggy.” running (2x)

Teacher demonstrates jumping with Froggy. Now let’s stop

Now let’s
Outcome: Recognizing the differences between actions jump, crouch.
run, walk, stop and crouch.

529-TABULKY.indd 130
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Rhyme: Stretching Very Tall
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TOPIC: 1. WELCOME

OPENING

INTRODUCTION - WHAT'S YOUR NAME?

1) Teacher is sitting with the children and the parents in a circle
on the floor. Teacher is holding Froggy, waving and singing the
song”Hello Everyone”.

2) Teacher has a ball. Teacher is throwing the ball to parents and
children.

F: "Hello I'm Froggy. What’s your name?”

P/C: “I'm Peter (child’s name).”

3) T: “Say hello to Peter.”
P/C: "Hello Peter.”

4) Then teacher passes the ball round the circle always asking
for the name of a child.

5) Everybody says hello to the child who has the ball.

Outcome: Practising saying Hello, I'm...

SUBTOPIC: 1.3. RITUALS

PROCEDURE MATERIALS

Puppet Froggy
Ball

SONG: HELLO
EVERYONE

_WORKSHEETS IN ENG]

ACTIVITY 2

EXERCISING- STRETCHING AND JUMPING

1) Everybody stands in a circle.

T: “Let’s exercise. I'm stretching. I'm tall, now I'm small,
now |I'm very tall, very small, now I'm a tiny ball.”

2) Everybody repeats the teacher’s movements. Teacher demon-
strates stretching and crouching.

3) T: “Let’s jump like Froggy.”
Teacher demonstrates jumping with Froggy.

4) T: "Let’s sing a song Bye-bye everyone.”
They all wave their hands while they are singing.

Outcome: Recognizing actions stretching and jumping.
Praticing saying Bye-bye. Revision of the words Small and Tall.

Puppet Froggy
SONG: BYE-BYE
EVERYONE

RHYME:
STRETCHING
VERY TALL

I'm stretching
I'm tall,

now I'm small,
now I'm very tall,
very small,

now I'm

a tiny ball.

ACTIVITY 1

FEELINGS

1) They are sitting in the circle.

T: "Hello, how are you? Fine?”

Teacher demonstrates feeling fine with his/her thumb up.

T: “Fine?”

Children and parents copy the teacher's movement with their
thumbs up.

P/C: "Fine.”

Outcome: Introduction of the question
How are you?
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TOPIC: 1. WELCOME

SUBTOPIC: 1.4. FEELINGS

PROCEDURE MATERIALS

NORKSHEETS IN ENG]

(@) NAMES Puppet Froggy
= 1) Teacher is sitting with the children and the parents in a circle SONG: HELLO
— on the floor. Teacher is holding Froggy, waving and singing the EVERYONE
=z song”Hello Everyone”.
Ll
o 2) Teacher is holding Froggy.
O T: "Here is your friend, what is your name?
P/C: "Froggy.”
3) T: “Say hello to Froggy.”
P/C: "Hello Froggy” Children wave their hands.
4) T: "How are you? Fine?”
Teacher gives a thumbs-up and children and parents repeat it.
P/C: "Fine.”
Outcome: Practising saying greeting Hello. Revision of the
question "How are you? "and expressing the feeling Fine.
S PLAYING THE GAME SEEDS Picture of seeds
> 1) T: "Let’s go for a walk together. Let’s make a circle.”
— Teacher is walking with the parents and children in a circle and a%nlglé\l(FA\l(\l%UYAOTJE
— they are singing”Walking, Walking”. They are imitating the KNOW IT
2 movements of the song. (Running, walking, stop and crouch). If you're happy
| 2) Children are crouching. Teacher shows the picture of seeds and you know it
(@) " . . clap your hands.
< T I\!’ow we are little seeds. Let’s grow up, up up, up, up, (clap clap)
up... If you're happy
Children and parents repeat teacher's action of growing. and you know it
3) T."Are you big or little? Teacher demonstrates meaning of the (cclfappy(j:g)hands'
words ‘big” and ‘little” with his/her hands. If you're happy
T: "Big?” and you know it
P/C: "Big.” then your face will
surely show it.
4) T: "Let’s turn around, let’s fall down...” If you're happy
Teacher demonstrates the actions and encourages the group to and you know it
do the same actions. clap your hands.
(clap clap)
5) T:"Let’s learn a song -"If You're Happy and You Know It.” If you're happy
Teacher acts out the actions in the song. and you know it
stomp your feet.
Outcome: Playing with the words ‘big’, ‘little’, ‘up ‘and ‘down". (stomp stomp)
Learning the song”If You're Happy and You Know It.” If you're happy
and you know it

ACTIVITY 2

BODY PAINTING

1) Teacher shows two pictures, one of Mr. Happy.
T: "Hello I'm Mr. Happy.”

Then teacher shows the picture of Mr. Sad.

T: “Hello I'm Mr. Sad.”

2) T: "Are you happy or sad?”

Teacher shows both Mr. Happy and Mr. Sad.

T: "Happy?”

P/C: "Happy.”Teacher gives children pencils for body painting.
T: “Let’s draw a happy face on your palm.

"Teacher shows his/her palm and demonstrates drawing.

T: “Two points for eyes, one line for mouth.”

4) T: "Say hello to Mr. Happy.”
C/P: “"Hello Mr. Happy.”
Everybody waves their palms.

5) T: “Say bye- bye to Mr. Happy.”
P/C: "Bye-bye Mr. Happy.”
Everybody waves to each other.

6) T: “Let’s sing a song Bye-bye Everyone.”
They all wave their hands while they are singing.

Outcome: Introduction of the words "happy and ‘sad’
in context.

Puppet Froggy
Pencils for body
painting

Pictures of Mr.
Happy and Mr. Sad

SONG: BYE-BYE
EVERYONE

Song: Hallo Everyone: Reilly, Vanessa.
RESOURCES Cookie and Friends. UK: OUP, 2005

Song: Bye Bye Everyone: Reilly, Vanessa.
Cookie and Friends. UK: OUP, 2005
Song: If You Are Happy and You Know It

stomp your feet.
(stomp stomp)

If you're happy and you
know it then your face
will surely show it.

If you're happy and you
know it stomp your
feet.

(stomp stomp)

If you're happy and you
know it nod your head.
(nod nod)

If you're happy and you

know it nod your head.
(nod nod)

If you're happy and you
know it then your face
will surely show it.

If you're happy and you
know it nod your head.
(nod nod)

If you're happy

and you know it
shout”Hooray!"
(Hoo-Ray!)

If you're happy

and you know it
shout”Hooray!"
(Hoo-Ray!)

If you're happy and you
know it then your face
will surely show it.

If you're happy

and you know it
shout”Hooray!"
(Hoo-Ray!)

If you're happy and you
know it do all four.
(clap stomp nod Hoo-

Ray!)

If you're happy and you
know it do all four.
(clap stomp nod Hoo-
Ray!),

If you're happy and you
know it then your face
will surely show it.

If you're happy and you
know it do all four.
(clap stomp nod Hoo-
Ray!),
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TOPIC: 1. WELCOME

SUBTOPIC: 1.5. GREETINGS

PROCEDURE MATERIALS

cil you have to say please.”

4) Teacher gives children pencils.
T: "Pencil please?”

C/P: "Pencil please.”

T: “Here you are.”

5) T: “Say hello to your Mr. Happy.”
C/P: "Hello Mr. Happy.”Everybody waves their palms.

6) T: "Let’s sing the song”lf You Are Happy and You Know
It.”Everybody is singing the song. Teacher is acting out the ac-
tions in the song.

7) T: "Say bye- bye to your Mr. Happy.”
P/C: “"Bye-bye Mr. Happy.”Everybody wave to each other.

Outcome: Revision of the feelings Happy and Sad. Practising
saying Please. Singing the song”If You Are Happy and You Know
It

) NAMES Puppet Froggy
= 1) Teacher is sitting with the children and parents in a circle SONG: HELLO
- on the floor. Teacher is holding Froggy, waving and singing the EVERYONE
=z song”Hello Everyone”.
L
o 2) T: "Here is Froggy.
O Froggy:“Hello.”

3) T: "Say hello to Froggy.”

P/C: "Hello Froggy.” Children wave their hands.

4) T: "How are you? Fine?”

Teacher gives the thumbs-up sign, and children and parents

repeat it.

P/C: "Fine.”

Outcome: Practising saying Hello. Practising the question

How are you? Revision of the feeling fine’.
v BODY PAINTING Pencils for body
> 1) T: "I'm happy to see you again. Are you happy?” p?'&“”a Pmturesd

7 ” (e} r. Flappy an

|: P/C: "Happy. M. Sad
> 2) Teacher shows a picture of Mr. Happy or Mr. Sad.
— | T "Is it Mr. Happy or Mr. Sad?” SONG: IF YOU
= P/C: "Mr. Happy/Mr. Sad.” ARE HAPPY
QO AND YOU
< 3) T: “Let’s draw Mr. Happy on your palm. If you want a pen- | KNOW IT

If you're happy
and you know it
clap your hands.
(clap clap)

If you're happy
and you know it
clap your hands.
(clap clap)

If you're happy
and you know it
then your face
will surely show
it.

If you're happy
and you know it
clap your hands.
(clap clap) ...etc.

529-TABULKY.indd 133
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REPETITION OF STRETCHING

1) Everybody stands in a circle.

T: “Let’s exercise. I'm stretching I'm tall, now I'm small, now
I'm very tall, very small, now I'm a tiny ball.”

2) Everybody repeats the teacher’s movements. Teacher demon-
strates stretching and crouching.

ACTIVITY 2

3) T: “Let’s jump like Froggy.”
Teacher demonstrates jumping with Froggy.

4) T: "Let’s sing a song Bye-bye Everyone. Are you ready?
They all wave their hands while they are singing.

Outcome: Revision of the greeting Bye-Bye. Playing with the
words “small”and ‘tall’.

Puppet Froggy
SONG: BYE-BYE
EVERYONE

Song: Hallo Everyone: Reilly, Vanessa.
RESOURCES Cookie and Friends. UK: OUP, 2005
Song: Bye-Bye Everyone: Reilly, Vanessa.

Cookie and Friends. UK: OUP, 2005

Song: If You Are Happy and You Know It
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TOPIC: 1. WELCOME

OPENING

GREETINGS REPETITION

1) Teacher is sitting with the children and parents in a circle
on the floor. Teacher is holding Froggy, waving and singing the
song”Hello Everyone”.

2) Teacher has a ball. Teacher is throwing the ball to parents and
children.

F: "Hello I'm Froggy. What’s your name?

P/C: “I'm Peter (child’s name).”

3) T: “Say hello to Peter.”
P/C: "Hello Peter.”

4) Then the teacher passes the ball round the circle always ask-
ing for the name of a child. Everybody says Hello to the child
who has the ball.

Outcome: Practising greeting Hello, saying phrases I'm...

SUBTOPIC: 1.6. RITUALS

PROCEDURE MATERIALS

Puppet Froggy
SONG: HELLO
EVERYONE

WORKSHEETS IN ENG

ACTIVITY 1

GAME - GO FOR A WALK

1) T: "Who wants to go for a walk with Froggy?”

Teacher chooses first couple (child and parent) and they act out
going for a walk with Froggy.

T: "Bye-bye.”

They go behind the door. Then they knock on the door.

T: "Knock, knock.” They come back into the classroom waving
their hands.

T: "Say hello to your friends.”

P/C: "Hello.”

2) T:"Who wants to go for a walk with Froggy?"”Child and parent
take Froggy and go behind the door.

T: "Say bye-bye to your friends.”

P/C: "Bye-bye.”

3) T: “Knock on the door, please.”

Child and parent come to the classroom with Froggy.
T: "Say hello to your friends.”

P/C: "Hello.”

4) Then the next child and parent go behind the door with Froggy
and the action is repeated.

Outcome: Practising greetings Hello and Bye-bye in action.

Puppet Froggy

ACTIVITY 2

PLAYING THE GAME SEEDS

1) T: “Let’s go for a walk together. Let’s make a circle.
Teacher is walking with the parents and children in a circle and
they are singing”Walking, Walking”. They are imitating the
movements of the song. (Running, walking, stop and crouch).

2) Children are crouching. Teacher shows the Picture of seeds
T: “Now we are little seeds. Let’s grow up, up up, up, up,
up...”

Children and parents repeat teacher’s action of growing.

3) T: “Are you big or little?”

Teacher demonstrates meaning of the words big and little with
his/her hands.

T: "Big?”

P/C: "Big.”

4) T: "Let’s turn around, let’s fall down...”

Teacher demonstrates the actions and encourages the group to
do the same actions.

b) T: “Let’s sing the song Bye-bye Everyone. Are you
ready?” They all wave their hands while they are singing.

Outcome: Playing with the words ‘big’,” little’, ‘up’, ‘down’".

SONG: WALKING
WALKING
Walking, walking
(2x)

Hop, hop, hop
Running, running,
running (2x)

Now let’s stop
Now let’s crouch.

Picture of seeds

SONG: BYE-BYE
EVERYONE
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TOPIC: 2. BODY SUBTOPIC: 2.1. FIST vsu !Bls SHEE I S Il!l EISI!S

PROCEDURE MATERIALS o | INTRODUCTION TO THE RHYME RHYME: FIST
> 1) The teacher now shows the participants the movements of (workbook
& | FIST Hand puppet | thefist thyme by saying the rhyme. page 64)
= The teacher sits in front of the children and parents and puts Froggy o T: "this fist under this fist” 3x
— | his/her fist inside the Froggy puppet. — | (puts one fist under the other fist, then the second and third
< | F:"Hello.” L | stanzahe puts the fist on top under the other fist, etc )
L to everyone. O T: "and so we're going down.”
O | T: "Fist, where are you?” —¢ | (making movements downwards with his fists)
O After a while the teacher pulls out his/her fist from the puppet.
T: “There you are, fist” 2) The teacher says the rhyme again and makes the movements
showing the fist to everyone. The teacher goes to one of the with the fist.
children
T: "Put your fist inside the Froggy puppet”. 3) The teacher divides the class into groups of two or four, joins
If the child doesn’t want to, the teacher asks the adult to put his/ one of the groups and shows them the movements of the fist
her fist inside. song. (Each participant puts one fist on top of another partici-
pant’s fist, using the right then left fists in a downward motion.
Outcome: Introduction of the question ‘where are you?’, playing Going to each group, the teacher gets everyone involved.
with the words * fist” and ‘inside’.
Outcome: Playing with the words ‘under” and * going down’
~ | INTRODUCTION TO THE RHYME RHYME: FIST O IUale=) Song: The Fist: old Dutch children song
> 1)The teacher now shows the participants the movements of the | (workbook
— fist rhyme by saying the rhyme. page 64)
— T: “this fist on this fist” (3x)
2 (puts one fist on top of the other fist, then the second and third
— stanza, he puts the fist under on top of the fist on top, and so on)
@) T: "and so we’re going up.”
< (making movements upwards with his fists, as if climbing a rope)
2) The teacher repeats the rhyme and the movements with the
fists.
3) The teacher divides the class into groups of two or four, joins
one of the groups and shows them the movements of the fist
song. (each participant puts one fist on top of another partici-
pant’s fist, using the right then left fists in an upward motion.
Going to each group, the teacher gets everyone involved.
Outcome: Playing with the words * left’, ‘right’, ‘on’
and ‘going up’
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TOPIC: 2. BODY

OPENING

HANDS

Teacher asks the children and parents to sit in a semicircle. Then
the teacher sits in the middle of this circle, so that some par-
ticipants are on the teacher’s right while the others on the left;
everyone faces the teacher.

The teacher puts his/her hands behind his/her back, and asks
the participants to do the same.

The teacher now shows his/her right hand.

F: "Hello right hand.”

And then he puts his/her hand again behind his/her back.

The teacher now shows his/her left hand

F: “Hello left hand.”

The teacher now asks the participants to repeat all together.

Outcome: Playing with hand and words and phrases '’ sit
down’,” behind the back’, * left and right’

SUBTOPIC: 2.1. HANDS

PROCEDURE MATERIALS

Hand puppet
Froggy

ACTIVITY 1

INTRODUCTION OF THE RHYME
1)The teacher puts Froggy aside, stands up and starts showing
both hands, calling each by its name

T: "This is my right hand.”

(raises right hand)

T: "l raise it up high.”

(lifts it up over the head)

T: "This is my left hand.”

(raises left hand)

T: I touch the sky.”

(lifts it up over head)

then both hands again behind the back)
T: "Right hand, left hand.”

(raises one then the other)

T: “Roll them around and round.”
(roll hands)

T: “Right hand, left hand...”
(raises one then other)

T: “Let’s all sit down.”

(sits sdown)

2) Inviting everybody to stand up

Teacher says the rhyme again. The parents stand behind the
children, guiding the children in the movements.

Outcome: Introduction to the words *raise’, ‘roll hands’, ‘stand

,

up’.

RHYME:
RIGHT HAND,
LEFT HAND
(workbook
page 58)

529-TABULKY.indd 136
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INTRODUCTION TO THE GAME
1) The teacher asks everybody to sit down.

2 In front of the children, the teacher colours his/her right hand
red and explains that red means Stop.

3) Then the teacher colours his/her left hand green and explains
that green means go.

ACTIVITY 2

4) The teacher asks the participants to stand up and move
around and starts the game..

T: "Right hand, Stop.”

(everybody is to stop)

T: "Left hand, Go.”

(everybody is to begin moving again)

Whenever possible, have some kids take the teacher’s turn.
5) The teacher asks everybody to sit down.

6) The teacher shows his/her right hand and says,

“Now I'm making a right fist.”

(making a fist)

7) Teacher shows his/her left hand and says,

“Now I'm making a left fist.”

(making a fist)

8) As in the first part, the teacher begins rhyming and has every-
one join in.

Outcome: Playing with * stop’,” go’,” move around’
and introduction of ‘red” and ‘green’.

Finger paint

R ESO U RC ES Web site: www.everythingpreschool.com
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TOPIC: 2. BODY SUBTOPIC: 2.3. FINGERS vv! ’Bls S I:I E E I S I ISI E ISI‘ 5
PROCEDURE MATERIALS

REPETITION Puppet Froggy
Teacher asks children and parents to sit down in a semicircle in SONG: HELLO
front of him/her, then puts his/her hands behind his/her back, EVERYONE
repeating

F: "Hello right hand, can you make a fist?”

T: “Yes, | can.”
(nodding his/her head he/she makes a fist) Outcome: Playing with the words ’ eyes’, ‘nose’, ‘mouth’,

F: "Very good” ‘thumb’, ‘pointer’, ‘'middle’, ‘ring’, ‘small ‘finger/fingers’.

other fingers with the corresponding stanza of the song.

The Baby Small stanza is sung pianissimo.

For the last stanza, the teacher shows all the finger characters,
moving them and singing in a loud voice!

Alternatives: instead of drawing faces on fingers use
finger-puppets, pen-taps.

OPENING
ACTIVITY 1

The teacher puts his/her hands behind his/her back again, this
time showing his/her left hand.

F: "Hello left hand, can you make a fist?”

T: “Yes, | can.”

(nodding his/her head he/she makes a fist)

F: "Very good”

The teacher sings the song again without stops, acting out the CD player
right moves.

At the end, Froggy makes compliments like:
F: “"Very good!”

Outcome: Repetition of activity 1
The teacher goes to one of the participants with Froggy and asks

them to show one of their hands. Froggy, of course, makes com-
ments, using the phrases in bold.

O_utcome: /ntrodu_ct/on to ‘very good’, "yes’and repetition of RESOURCES Rhyme: Tommy Thumb (e.g.tape by Early Learning Centre)
‘right’, “left’, * behind your back” and ‘fist’ Alternative song: Mr.Thumb, Where Are You? in Rue, Stevie.

The good old days CD. Praha: Aaada, 2003

ACTIVITY 2

INTRODUCTION OF THE FINGERS Art paint pencils
1) Teacher puts Froggy aside and starts drawing a face on his/her
own thumb (eyes, nose, and mouth). SONG: TOMMY

T: “Hello Tommy Thumb.” THUMB
(workbook

2) Teacher starts to do the same with the children drawing faces page 62)

on their thumbs.

ACTIVITY 1

3) The teacher asks the participants to hide their hands behind
their back. The teacher starts singing the first part of the song.

T: “Tommy Thumb, Tommy Thumb where are you?”
(the teacher looks left and right, using one hand to shield his
eyes from the glare)

T: “Here | am, here | am!”

(teacher shows the faces drawn on his thumbs)

T: "How do you do?”

(the thumbs face each other)

5) The teacher repeats steps 1 - 3 to introduce one by one the
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TOPIC: 2. BODY

OPENING

INTRODUCING FEET
REVISION HANDS

The teacher asks everybody to stand up in a semi circle.
T: "Raise your right hand.”
T: "Raise your left hand.”

The teacher puts his right foot forward.
T: "Hello right foot”

Then, the teacher puts his left foot forward.
"Hello left foot”

T:

T: "Raise your right hand.”
T: "Hello right foot.”

T: "Raise left hand.”

T: "Hello left foot.”

Outcome: Introduction of the words ‘foot’ and repetition of
‘'stand up’, ‘right’, ‘left’, ‘raise’ and ‘hand’

SUBTOPIC: 2.4. FEET/MOVEMENTS

PROCEDURE MATERIALS

ACTIVITY 1

INTRODUCING: THE SONG
1) The teacher asks the class to make a circle holding hands.

2) The teacher starts to sing the first stanza of the song”Two
feet”

T: ”I can walk with two feet, two feet, two feet.
I can walk with two feet, two feet, all day long.”
(making walking movements)

3) Invitation to join in.

T: "All together now!”

The teacher repeats the first stanza of the song making the
movements.

4) The teacher uses the same procedure
to introduce the other movements.

Outcome: Holding hands, playing with words and phrases " all
together’, ‘walk’, ‘skip’,” jump’, *hop’,” march’, ‘run” and ‘slide’

SONG: TWO FEET
(workbook page
56)
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REPETITION OF FINGERS AND FEET

1)The teacher takes a piece of white paper and traces one of
his/her hands, with the fingers spread wide open. While doing
this he/she calls out the names of the different fingers - Tommy
Thumb, Peter Pointer, Middle Man, Ruby Ring, and Baby Small.

2)Then the teacher hands out pieces of paper to the children and
parents alike, encouraging them to follow his/her example.

ACTIVITY 2

3) Next, the teacher takes a piece of paper and traces one of his
/her feet picking either the right or left foot.

4)Then the teacher again hands out pieces of white paper and
asks the children to do the same together with the parents.

5)Repetition of the song” Tommy Thumb”

Outcome: Introduction to the words and phrases ‘wide open’,
‘trace’ and repetition of the ‘hand’ with its fingers and ‘foot’

White papers
and pencils
or crayons.

Web site: www.everythingpreschool.com
RESOU RCES Song: Two Feet

Tape: Tommy Thumb by Early Learning Centre

Alternative song: Mr.Thumb, Where Are You? Rue, Stevie.
The good old days CD. Praha: Aaada, 2003
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TOPIC: 2. BODY

SUBTOPIC: 2.5. THE FACE

PROCEDURE MATERIALS

_WORKSHEETS IN ENG]

ACTIVITY 2

INTRODUCTION TO THE FACE GAME
1) The teacher asks everybody to sit down in a large circle.

2) He/she lets the children take turns rolling the dice.

3) The adults, altogether say the name of the part of the face on
top of the dice, and the children point to it on their faces.

Outcome: Rolling the dice and repetition of ‘face’

dice

of the face and indicating them on the face of the child.

3) The teacher asks each child to give to him/her a picture of

one part of the face ( for example mouth, nose etc.) which the
teacher will stick to a large box.

Alternative: instead of sticking the pictures on the box, the
teacher can stick empty transparent compact disc sleeves on the
dice. In this way, the teacher can change subjects by changing
the pictures inside the sleeves.

4) The teacher asks the adults to sit down with their legs in front
of them and their children on their laps, facing each other. The
teacher starts to sing the song slowly, touching the parts men-
tioned. The adults take the hands of their children and they start
to copy the teacher’s actions.

Outcome: Introduction to the meaning of ‘cut out” and ‘stick on’,
‘hair’, ‘tongue’ and ‘ears’ and repetition of ‘mouth’, ‘nose’, and
‘eyes”.

(@) INTRODUCING THE FACE Hand puppet
= The teacher asks everybody to sit down. With Froggy he/she Froggy
- starts to mention one by one some parts of the face.
=
LLl T: “Hello Froggy where is your nose?”
o F: “"Here is my nose”
@) (Froggy indicates his nose)

F: "Hello teacher where is your nose?”

T: “Here is my nose”

The teacher using the same procedure mentions the other parts

(ears, mouth, eyes, hair, tongue). Then Froggy asks them to

point to parts. (of their faces).

Outcome: The meaning of “Where is “and”“Here is”, playing with

‘hair’, ‘tongue’, ‘ears’ and repetition of ‘nose’, ‘eyes’ and ‘mouth’
= RECOGNIZING PARTS OF THE FACE Magazines

Glue sticks
> ; : : Scissors
— 1) The teacher gives out different magazines to the adults and X
. . : A dice/carton cube
; make sure every adult has a glue-stick, scissors and a piece of
— paper. SONG: HEAD,
SHOULDERS,

5 2) The adults together with the children are to find parts of the KNEES AND TOES
< face to cut out, and to stick them on the paper. Naming the parts

Head, shoulders,
knees and toes
(2x)

Head, shoulders,
knees and toes
(2x)

and eyes and ears
and mouth and
nose

Head, shoulders,
knees and toes
(2x)
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Head and Shoulders, Knees and Toes in Rue, Stevie.

Song:
R ESOU RCES The good old days CD. Praha: Aaada, 2003
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TOPIC: 2. BODY

SUBTOPIC: 2.6. WHOLE BODY AND ITS MOVEMENTS

PROCEDURE MATERIALS

_WORKSHEETS IN ENG]

3) The teacher starts to sing the song”Hokey Cokey"slowly and
the participants should follow his/her movements.
T: "You put your right foot in...

(right foot in the circle)

Your right foot out....

(right foot out the circle)

In, out, in, out...

the foot in and out the circle

you shake it all about...

(shake the right foot)

You do the hokey cokey

And you turn around

That's what is all about.”

(turning around the circle)

“Oh, hokey cokey (3x)

Knees bend, arm stretch, ra-ra-ra”

(turning around within the circle)

Using the same procedure, the teacher goes on naming the dif-
ferent parts of the body learned in the worksheets - right and left

(@) REPETITION OF THE FACE. Papers
= 1) The teacher asks everybody to sit down. of the worksheet
- of the face
e teacher hangs the papers made by the participants in the :

= 2) Th her h h de by th . in th and the dice
L worksheet previous on the wall in a way that the children can
O | touch them.
@)

3) Then the children take turns throwing the dice, matching the

face on the dice with one on the wall.

Outcome: Introduction to the meaning of ‘throw the dice’ and

repetition of the ‘face’
S INTRODUCING ANOTHER SONG Chalk/boxes
> 1) The teacher using alternatives forms a circle following the /hoops
|: movements of the song. SONG: HOKEY
2 2) The teacher makes clear to s_tand outsid_e_the circle. The g:,);(r%ook 66)
= teacher shows very slowly, giving the participants the chance to
Q follow him/her in his/her movements. (i.e.: right foot in the circle,
< right foot out the circle, then to shake the foot)

— foot, hand, fist, and the different fingers: thumb, index, middle,
> ring and small.
— Alternatives: teacher draws a chalk circle around each partici-
=> pant; he can also use low boxes or hoops if the children are
|: calm.
O . . .
< Outcome: Repetition of the worksheets Body, and playing with
the words ‘in’, ‘out’, 'shake’and ‘turn around.
N REVISION: FEET SONG:TWO FEET
Using the same circles as above, the teacher repeats the (workbook
>
|_ song”Two feet” using it to simulate walking, skipping, jumping, page 56)
— hopping, marching and running inside the circles.
=
|: Outcome: Repetition of ‘feet’
@)
<
Finger paint
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Song: Hokey Cokey in Rue, Stevie.
RESOU RCES The good old days CD. Praha: Aaada, 2003

Song: Two Feet
Web site: www.everythingpreschool.com
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TOPIC: 3.FOOD

OPENING

INTRODUCTION TO NICE/ NOT NICE

The teacher asks everybody to sit down in a circle. He shows
them a book or magazine with all kinds of food.

Or the teacher shows packages/containers of food (e.g. a bag of
cookies, a box of breakfast cereal, etc.)

Froggy: "Cookies, YUMMY.. nice”
(teacher makes a happy face for Froggy and nods his /her head,
makes the nice sign pointing his/her finger to his /her cheek)

Another example - a can of beans.

Froggy says: "Beans, YUCKY, that’s not nice.”
(making an unhappy face)

Note: it's not important that the children learn all the different
names of the food but to understand ‘nice’ and ‘not nice’ \What
is nice or not nice is of course very personal.

Outcome: Playing with the meaning of ‘nice’ and ‘not nice’.

SUBTOPIC: 3.1. NICE/NOT NICE

PROCEDURE MATERIALS

A book or maga-
zines with all kinds
of foods. Or
packages/contain-
ers of food.

ACTIVITY 1

REPETITION OF NICE/NOT NICE
1) The teacher shows a picture of food, for example, ice cream.
The teacher starts to cut out the ice cream and Froggy says:

Froggy: "YUMMY, ice cream, that’s nice!”

2) The teacher takes an A3 sheet and starts to glue on the paper
the picture of the ice cream.

3) the teacher shows another picture of food, which Froggy
doesn't like:

Froggy: "Spinach, YUCKY, that’s not nice.”
4)The teacher gives all the participants magazines to choose
from and to cut out all kinds of food, and A3 sheets to glue on

the pictures.

Outcome: Playing with ‘nice’ and ‘not nice’

A3 sheets of paper
Magazines of food
Scissors

glue
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WORKOUT OF THE APRON

1) When the children have glued several pictures of food on their
sheets, the teacher gives them strings to attach to the sheet in
order to create a real apron that the children can wear.

2) When all the aprons are finished and the children are wearing
them the teacher asks everybody to stand up and make a circle
holding hands.

ACTIVITY 2

3) The teacher stands in the middle with Froggy. The participants
are moving around the teacher and Froggy in a circle until Froggy
says:

F: "Stop”
(Froggy goes to one of the children indicates a picture and says:

F: “YUMMY pizza that’s nice”
Or
F: "Meat, YUCKY, that’s not nice”

4)The teacher can repeat the action several times, and perhaps
Froggy can invite one of the children to come with him inside the
circle to say together the phrases above.

Outcome: Playing with ‘nice’ and ‘not nice’
Alternatives: | like/l don't like

A3 sheets
Glue

Strings
Stapler

Hand puppet
Froggy

RESOU RCES Web site: www.everythingpreshool.com
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TOPIC: 3. FOOD SUBTOPIC: 3.2. FRUIT AND VEGETABLES |
PROCEDURE MATERIALS
(@) INTRODUCTION OF THE FOOD BOX Cardboard box
= The teacher asks everybody to sit down and shows a big painted | Knife
— carton box with a hole in the cover, such, that only one hand can Pencils
=~ | gothrough the hole. In front of the box there's a basket with all S;’Zigtpjyﬁ astic
L kinds of plastic food/ flashcards of food. The teacher starts to food P
o role play.
@)
T: "Froggy would you like an apple?”
F: "Yes, an apple.”
(nodding his head)
T: “Here is an apple.”
(teacher takes an apple from the basket and gives it to Froggy,
Froggy takes the apple and lets it fall down inside the box.
Outcome: Introduction of the phrases “Would you like”,” yes’,
‘no” and the notion of ‘box".
Alternatives: the food goes into a basket, shopping bag...
S INTRODUCTION OF THE GAME
> 1)The teacher goes on with the role play
— F: "Teacher, where’s the apple?”
— T: "l don’t know.”
2 (shrugging the shoulders, making an
— I-don't-know-face)
::) 2) Froggy tries to involve the children
F: "Where's the apple children?”
3) If the children start to say where the apple is, Froggy invites
them to get it. To get it they have to put one hand inside the hole
in the box and look for the apple.
F: "In the box ? Take the apple please”
4) The teacher repeats the action several times with other food.
To make it more difficult he can let Froggy put two different
things inside and ask the children to take only one.
Outcome: Introduction of the meaning of “l don’t know”, “in the
box “and repetition of “"Where is”.
Alternatives: The teacher chooses fruits and vegetables appropri-
ate for the country and season.

_WORKSHEETS IN ENG]

ACTIVITY 2

MAKING THE FOOD BOX
1) The teacher gives a box to the children.

2) The adults make a hole on top.

3) The teacher hands out the plastic fruits.

4) The teacher hands out the baskets to put the fruit in later on.
5) Froggy starts to ask the children:

F: “Children, put the apple inside the box.”
(the children take the apple and put it inside their box)

6) Froggy goes on repeating the action three or four times.

7) Froggy asks the children:

F: “"Where is the apple?”

(The children look for the apple inside the food box and pull it out

and show it to Froggy)

8) Of course Froggy makes compliments when they find the
apple.

9) Froggy repeats the action until all the fruit is outside the food
box.

Alternatives: if there aren’t enough boxes or/ and plastic fruit
the teacher can use one big box and make children take turns.

Outcome: Introduction to the notion of ‘inside’ and repetition
of fruits.

Shoeboxes
Plastic Fruits
Resources
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TOPIC: 3.FOOD

SUBTOPIC: 3.3. FRUIT AND VEGETABLES Il

PROCEDURE MATERIALS

3) Every time he/she ends with

T: What are you eating?”
( he/she asks a child to come to him/her and show him/her the
fruit/vegetable naming it.)

4) Then together the teacher and the child put the fruit/vegetable
inside a sock/a bag/ a basket, held by the teacher

5) The teacher goes on saying/singing and inviting the children
one by one.

In the meantime he/she creates the caterpillar. (example: you put
an orange in the first sock , you put a lemon in the second sock
and you put the second sock partly in the first sock, then you
close the socks with a string.Then the third sock will go partly in
the second sock and so on until you form a caterpillar of socks.)

Outcome: Playing with fruit and vegetables and repetition of
‘stamping” and ‘inside’

@) INTRODUCTION OF THE CATERPILLAR BOOK: THE VERY
= The teacher asks everybody to sit in a circle. The teacher starts HUNGRY
- to show and read the book The Very Hungry Caterpillar. If the CATE_RP'LLAR
= | book is not available, he/she immediately takes the box with the | PY Eric Carle
. . : Plastic fruit or/and

L plastic fruit/vegetables and lets Froggy show them with repeat- vegetables
o ing their names, asking:”“Nice or not nice? / Yummy or yucky?"”
@) and gives each child one. (the teacher can decide to introduce

only the vegetables or also the fruits for repetition)

Outcome: Playing with vegetables and fruits
— CREATION OF THE CATERPILLAR Socks
> 1) The teacher asks everybody to stand up and to keep the fruit/ Strings
|: vegetable in front of him/her. RHYME/SONG:
2 2) Then he starts to say/sing: gﬁ'gllailLLAR
— . i i (workbook
QO T: "Big, big caterpillar page 72)
< (while stamping his/her feet).

_WORKSHEETS IN ENG]

ACTIVITY 2

THE OTHER WAY AROUND
1) The teacher asks everybody to sit down..

2) Then he/she starts to say/sing:

T: "Big big caterpillar

3) Every time he/she ends with

T: What did you eat?”

The teacher asks a child to pull out the fruit/vegetable from the

caterpillar, showing it and naming it

4) The teacher goes on saying/singing and inviting the children
one by one, to find out what the caterpillar ate.

Outcome: Playing with fruit and vegetables, introduction to
words ‘eating” and ‘pull out” and repetition of ‘stamping’.

The caterpillar of
socks

SONG: BIG BIG
CATERPILLAR
(workbook
page 72)
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RESOURCES

1969 and 1987
Web site: www.eric-carle.com
Song:"Big Big Caterpillar- old Dutch children’s song

Book: Carle, Eric. The Very Hungry Caterpillar.New York: Philomel Books,
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TOPIC: 3. FOOD

SUBTOPIC: 3.4. BREAD

PROCEDURE MATERIALS

NORKSHEETS IN ENG!

T: ‘This is the way we mix the dough, mix the dough, mix
the dough.

This is the way we mix the dough.

To make the bread for you.’

(mixing the flour and salt the teacher invites the children to do
the same)

4) After that he/she adds some water to the mix in front of him/
her.

F: "What's that?”

T: “"Water.”

F: "Water?”

T: "Yes, water.” (nodding his head)

5) After that, the teacher gives the children some water to mix
with the dough and starts to sing the second stanza of the song.
T: ‘This is the way we knead the dough, knead the dough,
knead the dough.

@) INTRODUCTION Flour
= The teacher asks the participants to sit down at a table. The Salt
— teacher puts some flour in front of him/her. Water
= | F:"What's that?”
L T: "Flour.”
o F: "Flour?”
O T: "Yes, flour.” (nodding his head)
The teacher makes a hole in the flour and puts some salt inside
the hole.
F: “"What's that?”
T: "Salt.”
F: "Salt?”
T: "Yes, salt.” (nodding his head)
Outcome: The meaning of "What's that?”, playing with ‘salt” and
‘flour’.
v INTRODUCTION OF THE SONG SONG: MAKING
> 1) The teacher gives each child a little bit of flour and some salt. THE BREAD
(workbook 68,
|: 2) Then by doing it him/herself the teacher shows how to mix tune: Here We Go
> the ingredients. (The teacher should wait at this stage with the Round the Mul-
— water) berry Bush)
L_) 3) The teacher starts to sing the first stanza of the song:”Make
< the bread”.

(indicating the flour on the picture)
F: “Yes, salt.”

(indicating the salt on the picture)
T: “Look, water.”

(indicating the water on the picture)
F: “Yes, water.”

2) The teacher shows a picture where the baker puts the dough
in the oven.

3) Then the teacher gives each child a cardboard box and tells
them to pretend it is their oven.

4) The teacher starts to sing the third stanza of the song...
At the same time putting his/her dough in his/her box-"oven”,
inviting the children to do the same.

T: ‘This is the way we bake the bread, bake the bread, bake
the bread.

This is the way we bake the bread.

To make the bread for you.’

Outcome: The meaning of the words ‘oven’, ‘bake’ in play, and
repetition of activity 1

— This is the way we knead the dough. Shoeboxes
> To make the bread for you.’ Plastic Fruits
— (kneading the mix together with the water the teacher invites
—_ the children to do the same)
2 Alternatives: if it is not possible to let the children make the
= dough in the classroom, the teacher prepares the dough at
O home)
< Outcome: The meaning of ‘mix’,” water’, ‘’knead’ and ‘dough’ in

play.
N MAKING BREAD Some boxes

1) When the children have prepared their dough, the teacher Pictures of a baker
> shows a picture of a baker who is preparing bread by making
— : SONG: MAKING
; dough with flour, salt and water. THE BREAD
- T: “Look, flour.” (workbook 68,
— (indicating the flour on the picture) tune: Here We Go
O | F:"Yes, flour.” Round the Mul-
< T: "Look, salt.” berry Bush)
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Web site: . thi hool.
RESOURCES ep site: www.everytningprescnool.com

Song: Making the Bread (tune: Here We Go Round the Mulberry Bush)
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TOPIC: 3.FOOD SUBTOPIC: 3.5. BOTTLES vv! ’Bls S I:I E E I S IISI E ISI‘ 5

PROCEDURE MATERIALS o | INTRODUCTION TO THE SONG ten bottles
_ > 1) The teacher starts to sing the song: CD player
(D | INTRODUCTION OF THE BOTTLE Plastic bottles __ | T "Ten green bottles standing on a wall
—> | The teacher draws, or in some other way indicates a line (string, " | Ten green bottles standing on a wall... SONG: 10 GREEN
- long stick...) and asks the participants to sit down in a row be- > BOTTLES
= hind the line. Then the teacher makes another line parallel to the T 2) When the teacher arrives at the stanza (V;'ogk%’fk
L first one with some space in between them. He/she sits down 5 T: but if one green bottle.... pag
o behind the second line facing the participants. He/she has a bot- < (Froggy throws down one bottle)
O | tle behind his/her back. T: should accidentally fall...
(Froggy tries to look behind the back of the teacher.) 3) Before the teacher goes on with”there will be nine etc...."he/
she counts together with the children and Froggy the bottles left
F: “What's that?” and then goes on with the song.
T: "What?”
(The teacher pretends not to understand Froggy) 4) The teacher starts to sing the song again:
F: "Behind your back.”
T: “"Where?” T: Nine green bottles standing on a wall
F: “What's that behind your back?” Nine green bottles standing on a wall...
(teacher now understands Froggy)
T: “Oh, behind my back? Why, that’s a bottle.” 5) When the teachers arrives at the stanza
F: "What? A bottle?”
T: "Yes, a bottle.” T: but if one green bottle....
(nodding his head) (He/she invites one of the children to throw down one bottle,
then the child goes back to her/his place))
Outcome: Introductio of the word “bottle “and repetition T: should accidentally fall...
of"behind your back”, ”sit down”, “What's that, " "Where".
6) Before the teacher goes on with"there will be eight, etc.” he
counts together with the children and Froggy the bottles left and
then goes on with the song.
— INTRODUCTION TO THE GAME
. 1lTheteacher gives a bottle to each child now. (The teacher uses the same procedure until all ten bottles have
— fallen down)
— T: "Here, (name of the child) is your bottle.”
2 Outcome: Introduction to the meaning of ‘fall” and repetition
— 2)He/she asks the children to put their bottles, one by one, in ‘bottle’ and counting
O front of the second line. Then the children go back to their place
< behind the first line and sit down. R ESOU RCES Song: Ten Green Bottles: Rue, Stevie.
3) The teacher and Froggy start to count the bottles The Good Old Days CD. Praha: Aaada, 2003
T: one, two...... ten bottles
T:”Let’s count together”
T/P/C: one, two...... ten bottles
Outcome: Introduction to counting and repetition of “bottle”
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TOPIC: 3.FOOD

OPENING

INTRODUCTION

The teacher asks everybody to sit down in a half-circle in front of
him/her.

The teacher puts on the apron made in the worksheet 3.1.topic
Food, subtopic Nice/not nice.

T: "Hello Froggy”

F: “Hello teacher.”

T: "Froggy, do you want an apple?”

F: “Yes mmmm nice, an apple”

(The teacher gives Froggy a picture of an apple or a real apple/
plastic one by putting it on a plate)

The teacher hides a bottle behind his/her back and repeats the
dialogue with Froggy as in the opening of worksheet 3.5. Food,
subtopic Bottles.

T: "Froggy?”

F: "Yes?”

T: "Froggy do you want some water?”

F: “Yes mmmm nice, water”

(The teacher pretends to give Froggy water from the bottle into
a plastic cup)

Outcome: The meaning of “"Do you want “repetition of ‘bottle’,
‘water” and ‘nice’ and ‘not nice’

SUBTOPIC: 3.6. WATER

PROCEDURE MATERIALS

Apron

Bottle

Pictures of food/real
food/plastic food
Plastic cups

ACTIVITY 1

OFFERING FOOD
1)The teacher gives the children their apron, a plate and a plastic
cup and their bottle.

2) Parents and children now role play what the teacher and
Froggy did before.

3) Froggy is circling around trying to get something to eat and
drink from the children, saying:

F: “MMMM nice, or yucky not nice”

Outcome: The meaning of “"Do you want “repetition of ‘bottle’,
‘water” and ‘nice’ and ‘not nice’

Aprons

Bottles

Plastic cups and
plates
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FOOD GAME
1) The teacher collects all the aprons and bottles, cups and
plates, and puts them away.

2) The teacher asks everybody to sit down in a circle.
3) The teacher takes the dice of the worksheets before and on

the dice pictures of food vocabulary learned before. (apple, bottle
etc.)

ACTIVITY 2

4) The teacher lets the children throw the dice one by one.

5) Every time a picture of food is on top of the dice the teacher
starts to sing the song”Picking fruit” using the name of the food
on the picture.

Outcome: Repetition of the worksheets food, dice
Alternatives: instead of the dice, the teacher uses a pack of

flashcards with vocabulary of food, puts them face down on the
floor and lets the children pick one to sing about.

SONG: PICKING
FRUIT (workbook
page 60)

Dice with pictures
of food

Song: Picking Apples: Rue, Stevie. The Good Old Days CD. Praha: Aaada,
RESOURCES [steltviag Y

21.9.2009 11:01:04




TOPIC: 4. CHRISTMAS SUBTOPIC: 4.1. CHRISTMAS TREE vsz! !B |S S I:I E E I S I ISI E ISI ! 5

PROCEDURE MATERIALS O | CHRISTMAS SONG SONG: OH
4 > 1) T: “Let’s sing a song about the Christmas tree” CHRISTMAS
(D | CHRISTMAS IS COMING Little bell | Everybody sings a song showing the shape of the tree (its TREE
—> | 1) Everybody sits in a circle on the floor. Teacher rings the bell. " | branches) and repeating the teacher's movements. (Workbook
— Froggy asks:”What's that?” > page 37)
E T: “The Jingle bells. Christmas is coming. Merry Christmas!” | Outcome: To introduce a traditional song about The Christmas
tree.

o 2) T:"Let’s jingle the bell.” O
O The bell is passed around the circle. Everyone jingles the bell. <

T: "Merry Christmas.” s oh Chri T

Froggy: "Merry Christmas.” _ ong - Oh, Christmas Iree

P/C: "Merry Christmas.” RESOURCES

Outcome: To introduce the wish” Merry Christmas’.
S DECORATING THE CHRISTMAS TREE Pictures of Christ-
> (Teacher prepared a picture of Christmas tree on a big sheet of mas tree, candles,
— paper along with paper Christmas decorations beforehand) stars, balls, etc.
— | 1) Everybody sits in a circle and he/she puts the picture on the Presents
2 floor in the middle of the circle.
= T: “Let’s decorate the Christmas tree!
Q Here are the decorations.”
<

2) T: "This is the Christmas star? Where do we put it?
On or under the tree?”

Teacher demonstrates the position by putting the star on or
under the tree.

P/C: "On the tree.”

3) Teacher repeats the question Where do we put it, on or under
the tree? for other decorations, e.g. candles, angels, bells, balls,
presents.

(Conditions permitting, they can decorate a real Christmas tree
with real decorations.)

Outcome: Recognizing the names of decorations. To introduce
the habit of decorating the Christmas tree. Comprehension of
the prepositions ‘on”and ‘under”in context.
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TOPIC: 4. CHRISTMAS

OPENING

GAME FLYING, FLYING

1) T: “Let’s play the game Flying, flying everything is flying...”
Froggy asks:”"What's that?”

T: “It's a balloon. Balloons fly”.

Teacher demonstrates flying by putting his hands up and throw-
ing balloon to the air.

2) Teacher says things which fly or don’t showing picture

of each one.

T: "Flying, flying everything flying a ball (a stone, presents,
reindeer Rudolph, snowflake, Father Christmas, etc.)

is flying”.

If the thing which teacher said can fly, everybody puts their
hands up. If not they keep their hands down.

Outcome: Recognizing the action of flying and names of things
on the pictures.
Realizing the character of Father Christmas.

SUBTOPIC: 4.2. FATHER CHRISTMAS

PROCEDURE MATERIALS

Balloon

Picture of a stone,
present, reindeer
Rudolph, snowflake,
Father Christmas

ACTIVITY 1

UNPACKING THE CHRISTMAS PRESENTS

1) Teacher has prepared boxes with presents for Froggy before-
hand. He/she's decorated these boxes with wrap paper from
outside.

T: "Here are Christmas presents for Froggy. Let’s unpack
them.”

Every child chooses one box.

2) T: “What did Froggy get for Christmas? A doll (a car,
cubes, a book, a ball, etc.)?”

Teacher and children/parents name the toys.

T/C/P: "It’s a ball.”

Outcome: Recognizing the basic names of toys. To introduce the
habit of getting Christmas presents.

Boxes with toys
inside

Froggy puppet
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ACTIVITY 2

SONG - HERE WE GO ROUND THE CHRISTMAS TREE

1) T: "Let’s sing a song - ‘Here we go round the Christmas
tree’. Hold your hands and make a circle around the Christ-
mas tree together.”

Children hold their hands and make a circle around the Christmas
tree and they sing a song.

Outcome: To introduce a new song and comprehension of the
word ‘Christmas tree ‘in context.

Christmas tree

SONG: HERE WE
GO ROUND THE
CHRISTMAS TREE
(Workbook

page 39)

Here We Go Round the Christmas Tree (tune: Here We Go Round

RESOURCES song the Mulberry Bush)
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TOPIC: 4. CHRISTMAS

SUBTOPIC: 4.3. CHRISTMAS

PROCEDURE MATERIALS

hands for world so high, signs a diamond and shows a picture of
the sky with stars.

3) Teacher can turn down the light and light a candle to make a
Christmas atmosphere.

Outcome: To introduce the words “star’, diamond”and “twin-
kle”in context. Introduction of a new song.

(@) CHRISTMAS TREE Christmas tree,
= 1) T: “Let’s go for a walk round the Christmas tree. Where decorations
— is a ball? Where is a star? Where is an angel? Where are the Children’s book
= presents...?” about Christmas
i Children and parents point out these decorations on the tree.
O STORYTELLING

2) Everybody sits in a circle. Teacher reads a book about Christ-

mas. Then he/she shows the children pictures from the book.

T."Where is Father Christmas? Christmas tree, sledge, rein-

deers, the Christmas star etc.?”

Children point at the picture of things asked by the teacher.

Outcome: Revision of the basic Christmas vocabulary
— TWINKLE STAR SONG Christmas tree
> 1) T: "Let’s go to the Christmas tree. Show me the star.” Picture of a star,
— Children and parents point at the star on the top of the tree. the sky, the world,
— a diamond
2 _2) T: "_ Let's”sing a song Twinkle, Twinkle Little Star. Let’s sit SONG: TWINKLE,
— | inacircle. TWINKLE LITTLE
QO Everybody sits in a circle on the floor, sings the song and repeats | STAR
< teacher’'s movements. The teacher shows a picture of a star, (Workbook

indicates blinking with his/her hand, gestures wonder, raises page 43)
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ACTIVITY 2

CHRISTMAS POSTCARD

1) Teacher gives children and their parents papers, scissors,
pencils, glitters, stars

T: “Let’s make a Christmas postcard together.”

2) Teacher shows some made Christmas postcards before they
start to make their own ones.

3) T: “"Who are your postcards for? For your mum or for your
dad or for Froggy?”
P/C: "For mum/ dad/ Froggy.”

Outcome: Presentation of the phrase for mum ‘and ‘for dad”and
the habit of preparing Christmas postcard in action.

Paper, scissors,
pencils, glue,
glitters, stars

R ESOU RCES Book about Christmas

Song: Twinkle, Twinkle Little Star: Rue, Stevie. Stevie Rue and the Lucky

Stars CD. Praha: Aaada, 2002
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TOPIC: 4. CHRISTMAS SUBTOPIC: 4.4. CHRISTMAS STOCKING SA!! !B |S S H E E I S I |§| E |§| ! 5
PROCEDURE MATERIALS o | SONG - HERE WE GO ROUND THE CHRISTMAS TREE Christmas tree
> 1) T: "Let’s sing a song - ‘Here we go round the Christmas
(D | OH CHRISTMAS TREE Puppet Froggy | tree’. Hold your hands and make a circle around the Christ- SONG: HERE WE
= 1) T: “Froggy came to look at our Christmas tree. " | mas tree together.” GO ROUND THE
— D k bout Christ tree? Y ?” SONG: . . , . CHRISTMAS TREE
= 0 you Know any song abou ristmas tree: Yes or no¢ OH CHRISTMAS => Children hold their hands and make a circle around the Christmas (Workbook
" C/P: "Yes. TREE | tree, and sing a song. page 39)
” ’ = . " . (Workbook

0. | 2)T: "Let’s sing a song Oh Christmas tree.”Children and par- page 37) ::) Outcome: Revision of the song and repetition of ‘Christmas

ents sing a song for Froggy. ’
O i for F tree’.

Outcome: Revision of the traditional song. S Oh Chri -

ong: ristmas Tree
R ESOU RCES Son: Here We Go Round the Christmas Tree

— MAKING OF CHRISTMAS STOCKINGS Paper stockings
> 1) T: "We are waiting for Father Christmas. So we have to Glue
— prepare our stockings!” Pencils
—_ Teacher shows Christmas stockings as an example. Glitters
2 Pictures of
— 2) Teacher gives everybody paper stockings and pictures of the sweets
Q different kinds of sweets.
< T: "This is chocolate, chewing gum, a lollipop, etc.”

Teacher demonstrates sticking sweets on the stocking, and
children and parents follow him/her by sticking their sweets on
their stocking.

3) T: “Do we have our sweets in or on our stockings?
Yes or no?”

C/P: "Yes.”

T: "Let’s decorate our stockings.”

Children decorate their stockings as they wish.

Outcome: Introducing the habit of preparing the Christmas
stocking.
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TOPIC: 5.TOYS

OPENING

TOYSHOP

1) Teacher and Froggy bring a small box full of toys to make a
toyshop.

T: "What have | got in my toyshop today? A teddy bear.”
Teacher puts teddy bear on the shelf.

2) Then teacher shows another toy from her/his toyshop.

T: “Look Froggy (Children), what else have | got? A ball, doll,
car... etc.”

And he/she asks Froggy or the children to put the toy on the
shelf.

Outcome: Recognizing basic names of toys.

SUBTOPIC: 5.1.TOYS

PROCEDURE MATERIALS

Toys
Box full of toys

ACTIVITY 1

SONG -- WHAT HAVE | GOT IN MY TOYSHOP TODAY?

1) T: "Let’s sing a song - ‘What have | got in my toyshop
today?”

They sing a song together and at the end they choose one toy
from the shelf.

2) T: "A doll, a teddy, a car, etc.”
Children put the toy in the toyshop.

Outcome: Repetitionof the basic names of the toys.

SONG: WHAT
HAVE | GOT IN MY
TOYSHOP TODAY?
(Workbook

page 45)
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ACTIVITY 2

ROUND, ROUND THE GARDEN SONG

1) T: “Put your child in your lap and, take his or her hand
and repeat after me. Let’s sing a song - ‘Round, Round the
Garden.””

The teacher draws a circle on the child’s palm with his/her finger
singing the part of the song”Round, round the garden, like

a teddy bear.”Then the teacher slowly moves his/her fingers
imitating walking up the child’s arm while singing” One step,
two steps”and tickles the child while singing the part of the
song”Tickle you under there.”

Outcome: Introduction of a new song and presentation of the
verb ‘tickle” in the action.

SONG: ROUND,
ROUND THE
GARDEN
(Workbook

page 48)

(tune of:"Here We
Go Round the
Mulberry Bush...
“song)

RESOURCES

gogické nakladatelstvi Praha, 1989

Song: What Have | Got in My Toyshop Today?: Uranova, Véra; Rejtharova,
Vlasta. COME AND PLAY (Angli¢tina pro déti). Praha: Statni peda-

Song: Round, Round the Garden: INCY WINCY SPIDER. London:

Ladybird Books Ltd., 2003
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PROCEDURE MATERIALS o | STORYTELLING AND GAME Book - Ginger-
> 1) T: "Sit down. Let’s listen to the story of the Gingerbread bread Man
@) HIDING GAME Box full of toys Man. " Froggy brings the book, and the children sit down and
= 1) Teacher and Froggy bring a small box full of toys as a toyshop. | Flashcards, = listen to tr?eggtory.g
— | T:"What have | got in my toyshop today? A teddy pictures of toys — | 2)T: "Let’s play chase. Run as fast as you can, you can't
E bear.” Teacher puts teddy bear on the shelf. |: catch me, | am a gingerbread man.”
_ P: "l can catch you.”
2—) 2) Then teacher and Froggy show another toy from her/his ::) Parents and teacher encourage children to run and they try to
toyshop. catch their child.
T: "Look, what else have | got? A ball, doll, car., etc.”
And he/she puts these toys on the shelf. Alternatives: Children can make a gingerbread man puppet.
Outcome: Presentation of the verbs ‘catch”and run’in context.
3) T: “Children, close your eyes!”
Teacher demonstrates closing his/her eyes. Children follow the
teacher. By the time teacher hides one toy from the shelf. RESOURCES Song: What Have | Got in My Toyshop Today?
T: "Open your eyes. What toy is missing? Is it the teddy or (to the tune of:"Here We Go Round the Mulberry Bush..."”song)
the car?” Uranov4, Véra; Rejtharovd, Vlasta. Come and Play (Angli¢tina pro
C/P: "The car.” déti). Praha: Statni pedagogické nakladatelstvi Praha, 1989
4) Children look at the toys on the shelf and guess what is miss- Book: Arengo, Sue. Classic Tales: Gingerbread Man Big Book. USA:
ing. Then teacher hides another toy from the shelf and children Oxford University Press, 2001
repeat the game.
Alternatives: The teacher can use flashcards, pictures of toys.
Outcome: Revision of the names of the toys and presentation of
the verb ‘hide’ in the action.
T SONG - WHAT HAVE | GOT IN MY TOYSHOP TODAY toys _
> 1) T: “Let’s sing a song”What have | got in my toyshop Flashcards, pictures
|_ today?” of toys
; They sing a song together and at the end they choose one toy SONG: WHAT
£l from the shelf. HAVE | GOT IN MY
— TOYSHOP TODAY
Q 2) The teacher shows a flashcard or a picture of a toy to the (Workbook
< children and asks: page 46)
T: “"Who has the teddy?”(repeating the question for the (to the tune of:
other toys) "Here we go round
C/P: "I do!” the Mulberry
) ) bush..."”song)
Outcome: Revision of the basic names of the toys.
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TOPIC: 5. TOYS SUBTOPIC: 5.3. TEDDY BEARS vsz! !Bls S I:I E E I S IISI E ISI! 5

PROCEDURE MATERIALS o' | ‘FIVE BROWN TEDDIES' - SONG SONG:
> 1) T: "Let’s learn a song - Five Brown Teddies.” FIVE BROWN
@) HIDING GAME Teddy bear — Teacher demonstrates actions from the song with a teddy and TEDDIES
= 1) Teacher and Froggy bring a small box full of toys to make a Box full of toys i children do the movements from the song with their teddy (Workbook
— toyshop. Flashcards/ photos > bears page 50)
=~ | T:"What have | got in my toyshop today? A teddy bear.” of the toys =
LLI 1 Teacher and Froggy put the teddy bear on the shelf. () | 2)Orchildren can act as if they were teddy bears, and
o < they”accidentally fall”— like in the song.
O 2) Then teacher shows another toy from her/his toyshop.
T: “Look, what else have | got? A ball, doll, car., etc.” Outcome: Revision of counting from 1 to 5. Presentation
And he/she puts these toys on the shelf. of the verb fall” in context.
3) T: “Children close your eyes!”
Teacher demonstrates closing his/her eyes. Children follow the
teacher, and while their eyes are closed, the teacher hides one
toy from the shelf. o . " "
T: “Open your eyes. What toy is missing? Is it teddy or car?” R ESOU RCES Song: Five Brown Teddies ( to the tune of"Ten Green Bottles”song)
C/P: "A teddy bear.
Outcome: Repetition of the basic names of toys and introduction
of the verb “hide”in the action.
— PLAYING WITH TEDDY A teddy bear for
> 1) Teacher and Froggy bring a box with teddy bears. each child
— T: "What is in the magic box? If you want me to open it, you Box
—_ have to say please.”
= C/P: "Please.”
|_
O 2) Teacher and Froggy open the box.
< T: "Look what is inside? Teddy bears.”
Then he/she gives a teddy bear to each child.
3) T: "Let’s play with teddy. Hug the teddy, cradle the teddy,
kiss the teddy”.
Teacher demonstrates the actions with teddy and parents and
children repeat after teacher.
Alternative: The children can help open the box.
Outcome: Presentation of the verbs “kiss’, “cradle”and ‘hug”
in action.
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TOPIC: 5.TOYS

OPENING

THROWING DICE

1) Teacher prepared a large sheet of paper playing dice with dots
1to0 6.

T: "Let’s play. Froggy, throw the dice, please!”

Teacher and Froggy demonstrate throwing a dice on the floor
and one child repeats after him/her.

2) T: "Let’s count the dots.”

P/C: "One, Two.”

T: “Let’s jump two times.”

Parents and children jump two times.

3) They take turns in throwing the dice.
Outcome: Repetition of counting from 1 to 6. Presentation of the

verbs “throw’,” jump”and “count’ in the action and the nouns:
‘dice’ and “dots’.

SUBTOPIC: 5.4.BUNNIES

PROCEDURE MATERIALS

Big paper cube

NORKSHEETS IN ENG!

ACTIVITY 2

‘ROUND, ROUND THE GARDEN’ SONG

1) T: “Put your child in your lap and, take his/her hand and
repeat after me. Let’s sing a song -* Round , Round the
Garden.””

The teacher draws a circle on the child’s palm singing the part of
the song”Round, round the garden, like a teddy bear.” Then the
teacher slowly moves his/her fingers imitating walking up the
child’'s arm while singling” One step, two steps”and tickles the
child while singing the part of the song”Tickle you under there.”

Outcome: Revision of a song and playing with ‘tickle”
in context.

SONG: ROUND,
ROUND

THE GARDEN
(workbook
page 48)

ACTIVITY 1

TOYSHOP - SLEEPY, SLEEPY BUNNIES

1) Teacher and Froggy bring a box full of toys to make a toy-
shop.

T: "What have | got in my toyshop today? A Bunny.”
Teacher and Froggy put bunny on the shelf.

2) T: "Let’s sing a song:”Sleepy sleepy bunnies”. Let’s make
a circle. Children, come to the middle and pretend you are
sleeping.”

Froggy demonstrates sleeping and teacher starts to sing the
song. Children are”sleeping”in the middle of the circle while the
teacher and the parents are sitting in the circle around them. The
teacher and the parents start to sing the song.

When they sing the part”Oh how still, are they ill, wake up
soon” the parents gently tap their child on the back to wake
them up. Children and parents stand up. Teacher and Froggy
start to sing”Hop little bunnies, hop, hop, hop“and demonstrate
the act of hopping. Teacher and parents continue to sing the
song:“Hop little bunnies, hop, hop, hop”. In the meantime, the
children are jumping like bunnies in the middle of the circle.

Outcome: Playing with the words ‘up’, ‘hop’, ‘stop”and ‘sleep"”.

Box of toys

SONG: SLEEPY,
SLEEPY BUNNIES
(Workbook

page 52)
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RESOURCES Song: Sleepy, Sleepy Bunnies,

http://www.earlyliterature.escd.net/rabbits.htm

http://bussongs.com/songs/sleeping_bunnies.php

Song: Round, Round the Garden: Incy Wincy Spider. London: Ladybird

Books Ltd., 2003
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TOPIC: 5. TOYS SUBTOPIC: 5.5.D0LL vv! }Bls SHEE I S ”5' E |§|! 5
PROCEDURE MATERIALS O\ | SONG - WHAT HAVE | GOT IN MY TOYSHOP TODAY? SONG: WHAT
> 1) T: “Let’s sing a song - ‘What have | got in my toyshop HAVE | GOT IN
@) SINGING THE SONG FIVE BROWN TEDDIES 5 teddy bears - today?” MY TOYSHOP
— | 1) Teacher and Froggy prepare five teddies on the shelf. SONG: FIVE — | They sing a song together and at the end they choose one toy TODAY?
— T: "How many teddies can you see? Let’s count.” BROWN TEDDIES > from the shelf. (Workbook
Z P/c:"1 234 5." (Workbook — page 46)
L rerEn page 50) — (to the tune
o . ] . (to the tune O 2) T: "A doll, a teddy, a car, etc.” of:"Here we go
2) T: “Do you know any songs about teddies? Yes or no? of "Ten Green < Children put the toy in the toyshop. round the Mulberry
O P/C: nYeS._" - - Bottles”song) bush..."”song)
T: “Let’s sing the song Five Brown Teddies.” Outcome: To revise the basic names of the toys.
Everybody sings the song Five Brown Teddies. Children can act
as if they were teddy bears, and they“accidentally fall”— like in
the song.
Outcome: Repetition counting (1-5) and the song Five Brown
Teddies. RESOURCES Song: Five Brown Teddies (tune of Ten Green Bottles)
Song: What Have | Got In My Toyshop Today?: Uranova, Véra & Rejtha-
rova, Vlasta. COME AND PLAY (ANGLICTINA PRO DETI). Praha:
— UNDRESSING/DRESSING A DOLL Dolls or paper dolls Statni pedagogické nakladatelstvi Praha, 1989
> 1) Teacher gives children dolls or papers dolls. clothes
F: "What is this?”
|_ -
— T: "A doll.”
> Children and parents repeat:
|: P/C: "A doll.”
O T: “Look this is a ...!”(T-shirt, dress, pullover, hat ...etc.
<<

Alternatives: Use the words dress/undress, take off/put
on while introducing clothes.
Outcome: Memorizing some basic names of clothes.
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TOPIC: 5.TOYS

SUBTOPIC: 5.6.MUSICAL INSTRUMENTS

PROCEDURE MATERIALS

The child chooses an instrument and tries to play it.

Outcome: Repetition of the names of musical instruments.

(@) MUSICAL MAGIC BOX Musical Ins‘Fruments
= 1) Teacher and Froggy prepare a box full of musical instruments. (drums, a triangle,
— T: "What is in the box? If you want me to open it, you have a tambourine, a
~ | to say please.” Xylﬁp{!one' a ble”)'
LL P/C: "Please.” a shaker, a rattle
(a1
O 2) Teacher and Froggy open the box.

T: "What is inside? Musical Instruments.”

Teacher shows musical instruments and says their names.

T: "This is a drum, a triangle, a tambourine, a xylophone, a

bell, a shaker, a rattle.”

3) Children pass instruments from one to another and try to play

them.

Outcome: Presentation of the names of musical instruments.
o SINGING THE SONG ‘WHAT INSTRUMENT DO YOU LIKE Shakers - plastic
>~ | 1)T: "Let’s sing a song - ‘What instrument do you like?"” eggs from Kinder
— | Teacher and Froggy give everybody shakers. Ch?ﬁo.late filled
- T. "Here you are.” Vn\;lusi(rzlglelnstruments
2 P/C: "Thank you.”
— Everybody sings a song and shakes their shakers in rhythm. SONG: WHAT
Q INSTRUMENT
< 2) T: "Which instrument do you like, Peter?” DO YOU LIKE

Teacher encourages the child to take his/her favourite instru- (Workbook

ment. page 54)

WP " (tune London
T: "Let’s play drum. Bridge)

_WORKSHEETS IN ENG]

ACTIVITY 2
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HIDING GAME
1) T: "What have | got in my musical magic box today? A
drum.” Teacher puts drum on the shelf.

2) Then teacher shows another of the instruments from her/his
magic box.

T: "Look, what else have | got? A bell, triangle, xylophone,
shaker, etc.”

And he/she puts these instruments on the shelf.

3) T: “Children close your eyes!”

Teacher demonstrates closing his/her eyes. The teacher hides
one instrument from the shelf.

T: “Open your eyes. What instrument is missing? Is it the
bell or the triangle?”

C/P: "The triangle”.

Outcome: Repetition of the names of musical instruments in
context.
Alternatives: Use flashcards and photos of musical instruments,

Musical magic box
Musical instruments

Pictures and photos
of musical instru-
ments

RESOURCES Kk

What Instrument Do You Like (tune London Bridge)
http://www.rhymes.org.uk/london-bridge-is-falling-down.htm
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TOPIC: 6. FAMILY

SUBTOPIC: 6.1. FAMILY MEMBERS

PROCEDURE MATERIALS

They sing and point at the different family members.

Outcome: To recognize family members.
Alternatives: Add family members.

(@) FAMILY RHYME Picture of family
Everybody has a picture of their family brought to the lesson b
E the garen}[/s. P Y 9 Y RHYME: FAMILY
=z 1) T: "Take out your family photos. Let’s say a family RHYME
LL rhyme.” (workbook
o ' page 23)
O 2) T: "Who is in the picture? Where is mother, father?”
Children and parents show the members of the family in the
picture.
3) T: "Let’'say a rhyme again and point to each member of
the family on the photo.”
Outcome: Presentation of the basic family members (father,
mother, brother, sister, grandmother, grandfather) in context.
— RHYME - THIS IS MY MOTHER RHYME: THIS IS
> 1) T: "Take your family photos and let’s sing a song - ‘This is MY MOTHER
C my mother.”” (workbook
— Teacher sings the song first time and points to the family mem- page 25)
= bers in the picture. The children and parents then sing a song
|: with teacher and point to each member on the photo.
O 2) T: "Let’s say the rhyme and point to father, mother,
< brother and sister”

_WORKSHEETS IN ENG]

ACTIVITY 2

DICE GAME
1) The teacher and Froggy show the dice with photos of the fam-
ily members, naming each one by one.

2)The teacher asks Froggy to throw the dice and to say who it is.
T: “Froggy throw the dice...who is it?”

F: "It's me!”

(Froggy indicates himself)

3) Froggy asks one of the children to throw the dice, and to say
who it is.

4) Froggy asks the child to point to the member in the family
photo.

F: “"Where is mother?”
Outcome: repetition of family members

Alternatives: add other members, if possible; it is fun to have
also a photo of Froggy's family, using hand-puppets

Dice with pictures
of family mem-
bers. (the teacher
can use the pic-
tures of page 25
of the workbook,
adding other
members, grand
mother etc or
Froggy)
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RESOURCES

Skoldkov. Juvenia Education studio, 1999

Rhyme: Family rhyme

Rhyme: This Is My Mother: Busy Bee 1- Anglicky jazyk pre najmladsich
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TOPIC: 6. FAMILY

OPENING

HUGGING GAME
1) Teacher brings Froggy

2) Teacher demonstrates hugging and kissing Froggy, naming
the actions ‘hug’ and ‘kiss’.

T: "Froggy | love you let me hug and kiss you.

The teacher asks the family members to do the same with their
child, and children repeat after teacher and Froggy and hug and
kiss their family member.

Outcome: Repetition of the family memebers. Presentation of
the verbs “hug”and’ kiss ‘in action.

SUBTOPIC: 6.2. FAMILY MEMBERS/MOTHER'S- FATHER'S DAY

PROCEDURE MATERIALS

Puppet Froggy

ACTIVITY 1

‘HELLO HAPPY MOTHER'S DAY’ SONG

1) T: "Our mummies have a holiday? A Mother’s Day! Let’s
sing a song.”

Teacher demonstrates the action to the song, hugging Froggy as
an example.

2) Parents help their children with the actions and they sing the
song again.

Outcome: To realize that mothers have a holiday - Mother's Day.
Alternatives: use this lesson to celebrate other holidays
(Father’'s Day, Grandmother’s day, etc.)

Puppet Froggy

SONG: HELLO
HAPPY
MOTHER’S DAY
(workbook

page 27)
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MAKING A PAPER HEART
1) T: "T:"Our family members have a holiday? A family mem-
ber Day! Let’'s make a present for our family member.”

2) T: "Let’s make a heart for your family members. Yes?”
P/C:"Yes.”

3) Teacher gives children pictures of a heart where they can stick
glitters, and where they can draw anything they want.

ACTIVITY 2

4) T: "Show us your hearts. Who are they for? For your fam-
ily members, yes?”
P/C: "Yes.”

Outcome: Presentation of the word ‘heart”and the phrase ‘For
family members’ in action.

Pictures of hearts
pencils

glitters

glue

scissors

Song: Hello Happy Mother’s Day ( tune Oh MacDonald Had a Farm) (use
RESOU RCES the appropriate family member for this song, Father's Day etc.)
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TOPIC: 6. FAMILY

OPENING

GUESSING THE MISSING PICTURES

1) Teacher and Froggy stick the picture of the family on the
board.

T: "Can everybody see the picture? Yes?”

P/C: “Yes.”

2) Then teacher and Froggy cover one member of the family in
the picture.

T: "Look at the picture. Who is missing in the picture?”

A mother? Yes or no?”

P/C: "Yes/ No.”

Then teacher covers another member of the family and the
game begins anew.

Outcome: Repetition. Revision of the basic family members and
presentation of the verb “miss” in action.

SUBTOPIC: 6.3. FAMILY MEMBERS

PROCEDURE MATERIALS

Picture of family

ACTIVITY 1

SONG - THIS IS MY MOTHER

1) Parents brought pictures of their families.

T: "Let’s look at your family photos. Where is the father,
mother, sister, brother?”

Children show their photos and point to members of the family
according to the teacher’s demonstration.

2) T: "Take your family photos and let'say the rhyme”This is
my mother.”

Teacher says the rhyme first time indicating the members on
the picture. Then the children and parents say the rhyme with
teacher and point to each member in the photo.

3) T: "Let’say the rhyme and point to mother, father, sister,
and brother.”
They say and point at the family members.

Outcome: Repetition of family members.
Alternatives: add other family members

Picture of the family

RHYME: THIS IS
MY MOTHER
(workbook
page 25)

529-TABULKY.indd 159

_WORKSHEETS IN ENG]

GOODNIGHT RHYME

1) T: “Let’s learn a Goodnight Rhyme.”

Teacher and Froggy show the picture of the family and a picture
of the night sky with the moon and stars.

2) T: "Look at the stars and the moon! It is night! Let’s go to
bed.”

Teacher and Froggy demonstrate going to bed by lying on the
floor with their hands under their head.

Children lie down on the floor

ACTIVITY 2

3) T: “Let’s say a Goodnight Rhyme.”
Teacher says the rhyme first and then children and parents say
this rhyme with him/her.

Outcome: Presentation of the phrase “going to bed”and greet-
ing ‘goodnight’.

RHYME:
GOODNIGHT
RHYME
(workbook
page 29)

Rhyme: This Is My Mother: Busy Bee 1- Anglicky jazyk pre najmladsich
R ESO U RC ES Skolakov. Juvenia Education studio, 1999

Rhyme: Goodnight Rhyme
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TOPIC: 6. FAMILY

SUBTOPIC: 6.4. HOUSE 1

PROCEDURE MATERIALS

_WORKSHEETS IN ENG]

ACTIVITY 2

POINTING GAME

1) T: “Point to the door.”

Teacher and Froggy demonstrate the action by pointing to the
door.

2) T: "Point to the window, floor, table, lamp,etc.”
Teacher and Froggy help children by pointing at the things.

3) Teacher can change the actions from touching to knocking,
running, etc.

Outcome: Revision of the basic parts of the house, presentation
of of the verbs ‘point’ touch, knock’, ‘running’.

the classroom/
flashcards/doll
house

3) T: "Let’s sing the song”Wind the Bobbin Up.”

Teacher sings the song first and demonstrates, together with
Froggy, pointing at the door, ceiling, floor, window and other ac-
tions (moving his/her hands for winding the bobbin, clapping)
Children sing the song, repeat teacher’s actions and point to
particular parts of the house.

Outcome: Presentation of the basic parts of the house.
Alternatives:using flashcards or doll house

@) RHYME - ‘QUICKLY, QUICKLY’ ball
= 1) T: "Let’s learn a rhyme ‘Quickly, Quickly.” Let’s sit on the
— floor and make a circle.” RHYME: QUICKLY,
=~ | Teacher and Froggy demonstrate sitting on the floor; the children | QUICKLY
L and parents repeat. (workbook
o page 31)
O 2) T: “Look, a mouse.”
Teacher demonstrates passing the mouse to each other as fast
as they can.
3) Teacher says the rhyme first and others repeat after him/her.
Outcome: To introduce a new rhyme and Presentation of the
word ‘quickly ‘in action.
T DRAWING A HOUSE Paper house
> 1) Teacher prepared paper house with windows, door, roof. pictures or flash-
I— | T "Look at this picture. It's a house. Let’s complete the ff;ﬁf]:g h%‘(‘)soer EZIrItS
; house.”Everybody completes the house together. etc) Y.
— Pencils
— 2) While completing the house the teacher says the names of
QO the parts of the house. SONG: WIND
< T: “This is a window, a door, the roof, a wall, the floor, etc.” THE BOBBIN UP
(workbook
page 33)
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Wind the Bobbin Up - Stevie Rue and the Lucky Stars CD.

Song:
RESOURCES one Praha: Aaada, 2002

Rhyme: Quickly, Quickly

21.9.2009 11:01:07



TOPIC: 6. FAMILY

OPENING

GOODNIGHT RHYME

1) T:"Froggy let’s say a Goodnight rhyme.”

Teacher and Froggy show the picture of the family and picture of
the night sky with the moon and stars.

2) T: "Froggy look at the stars and the moon! It is night!Let’s
go to bed.”

Teacher and Froggy demonstrate going to bed by lying on the
floor with their hands under their head.

Children lie down on the floor

3) T: "Froggy let’s say a Goodnight Rhyme.”
Teacher says the rhyme first and then children and parents say
this rhyme with him/her.

Outcome: Presentation of the phrase ‘going to bed’
and greeting ‘goodnight” in the action.

SUBTOPIC: 6.5. ROOMS

PROCEDURE MATERIALS

Picture of the
family

Picture of night
sky with moon and
stars

RHYME: GOOD-
NIGHT RHYME
(workbook
page 29)

ACTIVITY 1

DECORATING A ROOM

1)Teacher and Froggy put a picture of an empty room in front of
the parents and children.

T: "Froggy look at the room. It is empty.”

Teacher simulates an empty room with his/her open palms and
by shrugging his/her shoulders.

2) Below the picture of the empty room there are pictures of
furniture.

T: "Froggy look at the furniture! Let’s decorate the room!
Yes?”

F: “Yes.”

3)Teacher takes the picture of the table.

T: "Froggy look, a table. Let’s put the table in the room.
F: Yes?”

Froggy puts the table in the room.

4) Teacher repeats the action with another piece of furniture with
all the children one by one.

Outcome: Presentation of basic furniture names.
Alternatives: doll house/paper house

Picture

of an empty room
Pictures of
different furniture
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ACTIVITY 2

SONG - THIS IS THE ROOM

1) Teacher and Froggy show the pictures/flashcards of different
rooms.

T: "What do we do in these rooms?”

2) Teacher and Froggy show different pictures/flashcards of
actions (sleeping, washing hands, eating, watching TV, making
food)

T: “This is the room we sleep in...and the name of the room
is Bedroom.”

Teacher and Froggy demonstrate the action by matching picture/
flash card of bedroom and sleeping.

P/C: "This is the room we sleep in...and the name of the
room is Bedroom.” Children can show how they sleep.

3) Then the teacher and Froggy stick these picture/flashcards on
the board in front of the parents and children.

4) Teacher and Froggy repeat the action with the other rooms.

b) T: “Let’s sing a song This is the (name of the room).”
Children and parents sing the song.

Outcome: Presentation of basic rooms in a house.

Pictures/flashcards
of different rooms
Picture/flashcards
of different actions
we do in these
rooms

SONG: THIS
IS THE ROOM
(workbook
page 35)

(tune Here We
Go Round the
Mulberry Bush)
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RESOURCES Rhyme: Goodnight Rhyme

Song: This Is the Room ( tune Here We Go Round the Mulberry Bush)
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TOPIC: 6. FAMILY

OPENING

RHYME - QUICKLY, QUICKLY

1) T:"Froggy let’s learn the rhyme ‘Quickly, quickly’. Let’s sit
on the floor and make a circle.”

Teacher and Froggy demonstrate sitting on the floor and children
and parents repeat.

2) T: "Froggy look, a mouse!”
Teacher and Froggy demonstrate passing the mouse to each
other as fast as they can.

3) Teacher says the rhyme first and others repeat after him/her.

Outcome: To introduce a new rhyme and revising the word *
quickly”.

SUBTOPIC: 6.6. HOUSE 2

PROCEDURE MATERIALS

mouse

RHYME: QUICKLY,
QUICKLY
(workbook

page 31)

ACTIVITY 1

MOUSE AND CAT TAG
1) T: "Let’s play tag.
Let’s hold hands and make a circle.”

2) T: "Who is a mouse?”
Teacher shows a mouse.
T: "Peter? Yes?”

P/C: “"Yes.”

3) T: "Who is a cat?”
Teacher shows a cat.
T: “Silvia? Yes?”
P/C: “"Yes.”

4) In the middle of the circle there is a child as a mouse; outside
the circle is the cat.

The rest of the parents and children stand hand in hand in a
circle and the cat tries to catch/tag the mouse. When the cat
catches/tags the mouse, the teacher chooses another mouse
and cat.

Outcome: Comprehension of the verb “catch/tag and “run’in
action., Presentation of the words Cat and Mouse.

Picture of a mouse
and cat/flashcards/
toys
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ACTIVITY 2

WIND THE BOBBIN UP SONG

1) T: “Point to the door.”

Teacher and Froggy demonstrate the action by pointing to the
door.

2) T: "Point to the window, floor, table, lamp,etc.”
Teacher and Froggy help children by pointing at each thing.

3) T: "Let’s sing a song - ‘Wind the Bobbin Up.’

Are you ready? Yes or no?”

P/C: "Yes.”

Teacher sings the song first and demonstrates together with
Froggy by pointing at the door, ceiling, floor, window and other
actions (moving their hands for winding the bobbin, clapping)
Children sing the song, repeat teacher’s actions and point to
particular parts of the house.

Outcome: repeating the names of parts of the house,
Presentation of actions of pointing, winding, clapping

SONG: WIND
THE BOBBIN UP
(workbook
page 33)
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Wind the Bobbin Up: STEVIE RUE AND THE LUCKY STARS CD.

Song:
RESOURCES one Praha: Aaada, 2002

Rhyme: Quickly, Quickly
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TOPIC: 7. ANIMALS

OPENING

INTRODUCTION OF THE MOUSE

The teacher shows a sock, puts his/her hand inside and starts to
move the hand. Then he/she draws eyes and a mouth on it with
a marker. The teacher plays Froggy with his/her other hand.

F: "Hey, who's that?”

T: "Listen.”

The mouse:”Piep, piep.”

T: "It said piep, piep.”

The mouse: "Piep, piep.”

T: “I think it's a mouse.”

F: ”A mouse?”

T: "Yes, a mouse, like Mickey Mouse” (nodding his/her head)
F: I say kwek, kwek.”

T:"Yes.”

(Nodding his/her head)

F: “The mouse says piep, piep”.
T: "Yes”

(Nodding his/her head)

The mouse: “Piep, piep”

Alternatives: bring pictures of a mouse or a toy-mouse
Outcome: The meaning of ‘mouse’ and revision of ‘mouth’,
‘eyes’

SUBTOPIC: 7.1. MOUSE

PROCEDURE MATERIALS

Old socks, marker
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ACTIVITY 2

INTRODUCTION OF THE GAME

1) When all the children and adults have received their socks,
the teacher comes by to draw the eyes and the mouth on top of
the”mouse”.

2) The teacher with his/her mouse starts to say the rhyme and
invites the children and adults to participate to the rhyme by
creeping toward each other.

3) the teacher circles around to be part of the game.

Outcome: Repetiton of ‘creeping’

Old socks
Marker

RHYME: THE
MOUSE

There is a little
mouse
Creeping,
creeping,
creeping....

To YOU

ACTIVITY 1

INTRODUCTION OF THE RHYME

1) The teacher starts to say the rhyme with the mouse on his/
her hand.

T: “There is a little mouse...”

2)The mouse starts creeping towards a child.
T: “Creeping, creeping, creeping...”

3) Each time the teacher says”to you"” the mouse touches the
child.
T: "To YOU”

4) After the mouse touches the child, the teacher gives a sock to
the child and one to the adult.

5) The teacher/mouse repeats the action for every child.

6) At the end, each child and adult can participate to the rhyme
creeping toward each other.

Outcome: The word ‘creeping’in a play

Old socks
Marker

RHYME: THE
MOUSE

There is a little
mouse
Creeping, creep-
ing, creeping....
To YOU
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Rhymes: old Dutch rhymes translated into English
RESOURCES s Y ?
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TOPIC: 7. ANIMALS

SUBTOPIC: 7.2. CATERPILLAR

PROCEDURE MATERIALS
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ACTIVITY 2

5) The teacher shows that the mouse is little and the caterpillar
is long.

T: "Look, the mouse is little.”

T: “"Look, the caterpillar is very long.”

6) The teacher puts away the caterpillar and starts to say the
mouse rhyme.
T: "There is a little mouse...

2) The mouse starts creeping towards a child.
T: "Creeping, creeping, creeping ...”

3) Each time the teacher says”to you"the mouse touches the
child.
T:"To YOU!”

7) The teacher puts away the mouse and takes the caterpillar
and starts to say the mouse rhyme, changing mouse to caterpil-
lar and little to long

T: "There is a long caterpillar”

2)The caterpillar starts creeping towards a child.
T: “Creeping, creeping, creeping...”

3)Each time the teacher says”to you"the caterpillar touches
the child.
T: “To YOU!”

Alternative: caterpillar made with colourful corn flour bits
Outcome: Presentation of ‘long/little’

(@) INTRODUCTION OF THE CATERPILLAR Pictures of
= The teacher asks everybody to sit down in a circle. The teacher caterpillars
— shows a picture or drawings of a caterpillar or reads the '(I)'Ldrabwmkgs
G H " € DOOoK:
E book:"The Very Hungry Caterpillar”. THE VERY
o . ) , o HUNGRY
o Outcome: Presentation of ‘caterpillar CATERPILLAR
S MAKING A CATERPILLAR Newspapers
> 1) The teacher shows how to make a caterpillar with socks. Old clean socks
— Strings
— 2) He/she makes a ball from a newspaper and puts it inside the
2 first sock.
— .
QO 3) He/she does the same with another sock. Then he/she puts
< the second sock partly in the first sock.
4) Then he/she makes a paper ball for another sock and the third
sock goes partly in the second.
(You can go on as you like.)
5) To keep the different socks together you put a string between
the different socks. (How many paper balls you put in one sock
depends on the size of the sock).
Outcome: Presentation of ‘sock’,’ball’, ‘paper’
N CREATION OF A CATERPILLAR BY THE CHILDREN Socks
> AND REPETITION OF THE MOUSE Newspapers
— 1) The children together with the adults create their own
— ; RHYME:
caterpillar. MOUSE
=> (The teacher uses more or less the same technigue as in the CATERP{LLAR
L ksheet Food, subtopic Vegetables 3.3.) . .
— wor ' e There is a little
Q ) mouse/ long
< 2) The teacher goes around to help the children/adults create caterpillar
their caterpillar. Creeping,
creeping, creeping
4) When all the children are ready, the teacher puts on one hand | To YOU
the mouse created in the worksheet 7.1. Mouse, and the cater-
pillar on the other hand.
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RESOURCES

Books, 1969 and 1987
Web site: www.eric-carle.com

The book: Carle, Eric. The Very Hungry Caterpillar. New York: Philomel

21.9.2009 11:01:10



TOPIC: 7. ANIMALS

SUBTOPIC: 7.3. WORM

PROCEDURE MATERIALS

(@) INTRODUCTION OF THE WORM A3 pages, plastic
= The teacher shows the children how to draw a circle, by tracing plates, crayons.
- the edge of a plastic plate on a white paper. He/she draws three
=z or four separate circles in this way.
L
o Outcome: Presentation of ‘circle’
@)
— CREATION OF THE WORM BY THE CHILDREN Crayons, scissors,
> 1) The teacher asks the adults to do the same with their children. | glue sticks.
|_
; 2) Then the adults have to cut them out.
|: 3) The children colour the circles.
@)
< 4) When all circles are coloured the teacher shows how to stick
the circles together to create a worm (the circles overlap each
other a bit).
5) The first circle can be decorated with a mouth and eyes.
Outcome: Presentation of “worm’, repetition of ‘to cut out” and
‘to stick on’, ‘eyes and mouth’
N INTRODUCTION OF THE SONG \?V%I\Flt(:n WRIGGLY
1) The teacher gives everybody a stone.
t ) ¢ v Y Underneath
; 2) The teacher lays under his/her stone his/her worm and asks CVSI::;ethe earth
= everybody to do the same. was firm,
— There | found
QO 2) The teachers starts to sing/say: a wriggly wriggly
< T: “Underneath a stone worm
Where the earth was firm, “Good morning”
(lifting up the stone) I said
“How are you
. . . ” today?”
T: There | found a wriggly wriggly worm But the wriggly
(taking the worm) worm just wrig-
gled away.
T: "Good morning,” | said
“How are you today?”
(holding the worm in front of him/her )
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T: “"But the wriggly worm just wriggled away”
(making the worm move away and have it hide again underneath
the stone)

Outcome: Presentation of ‘worm’, ‘stone’, ‘wriggle away’

ACTIVITY 2

Song: Wriggly Worm - Various artists. Dingle Dangle Scarecrow CD.
RESOURCES CYP Music, 2005
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TOPIC: 7. ANIMALS

SUBTOPIC: 7.4. SPIDER

PROCEDURE MATERIALS

Climbed up the waterspout...
(Crawling up with his fingers on the arm of the child up till the
shoulder)

T: Down came the rain
And washed the spider out...
(sliding the fingers down to the hand)

T: Out came the sun
And dried up all the rain...
(opening hands and make them wave depicting drying)

T: So Incy Wincy Spider

Climbed up the waterspout again.”

(crawling up with his fingers on the arm of the child up till the
neck of the child making tickle movements)

Outcome: Presentation of ‘climb up and down’,” sun’ and ‘rain’

Alternative: finger play to the song lyrics

(@) INTRODUCTION OF THE SPIDER Picture of spiders
= The teacher shows pictures or drawings of spiders. Then he/

= she shows a spider made as in activity 2. He makes him jump

=z up and down, walk on his body or on the wall, and go through a

L waterspout (depicted by a toilet paper-roll)

(a1

O Outcome: Presentation of ‘spider’,” jump’ ‘up and down’

~ | INTRODUCTION OF THE SONG ‘fmgv 'g';i‘D’ER
> 1) The teacher asks everybody to sit down and asks one of the (workbook

— children to come up and sit near him. page 18)

=> 2) The teacher takes the arm of the child and starts to sing”Incy

|: Wincy Spider”making the moves.

::) T: "Incy Wincy Spider
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CREATION OF THE SPIDER BY THE CHILDREN
1) The teacher gives each child a black cardboard circle
and a piece of black A4 paper.

2) The teacher asks the children and parents to rip the
paper into stripes. (It doesn't matter if the stripes are
frayed because it makes the legs of the spider more
real).

ACTIVITY 2

3) Then the children are to glue the stripes (legs of the
spider) to the circle (body of the spider).

4) The teacher staples elastic to each body in order to
make the spider bobble up and down.

Outcome: Repetition of opening and activity 1

Black cardboard circles (if
not available the teacher
makes the children colour
it black with crayon)

A 4 papers black(if not
available the teacher
makes the children colour
it with crayon)

Stapler

Elastic (the best is the
one you use for clothes
otherwise a normal string)
works as well

Crayon

glue

Song: Incy Wincy Spider: STEVIE RUE-THE GOOD OLD DAYS CD.
RESOURCES Praha: Aaada, 2003
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TOPIC: 7. ANIMALS

SUBTOPIC: 7.5. BEAR

PROCEDURE MATERIALS

say the first stanza. The teacher follows the storyline but can
make up his/her own trip, passing grass, a river, mud, a forest,
snowstorm etc.)

4) As they are walking, the teacher asks the children to do what
he does, and gets them involved by making the different sounds
they encounter on the trip.

5) At the end of the trip, everybody tiptoes up to the cave and
the bear comes out making noises and scaring the children, and
the children run away to”hide”.

Outcome: Presentation of ‘cave’, ‘to hide’

@) INTRODUCTION OF THE BEAR Pictures or draw-
= The teacher asks everybody to sit down in a circle. The teacher ings of different
— shows pictures or drawings of bears (white, brown, grey and t;earsK. WE'RE
=z pandas). Then, if possible, he/she introduces the book: ‘We're Gc())?Né ON
E Going on a Bear Hunt” and reads from it. A BEAR HUNT
O Alternative: Preparing a picture/story of going on a bear hunt (see
activity 2)
Outcome: Presentation of ‘bear’
— THE GAME Chairs (cave)
> 1) The teacher starts to show the cave (behind a chair or under a Table (cave)
table) Blanket or sheets
': (to hide the
> 2) The teacher asks which child or adult or both wants to be the children)
— bear and the teacher asks”the bear”to get inside. .
— First stanza:
“We' -
::) 3) Then with the others the teacher starts to walk and starts to a b:a:eh%(::g on

We’re going to
catch a big one.
What a beautiful
day!

We're not scared”.
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CREATION OF THE CHILDREN’S BEAR HUNT

1) If available the teacher can show the dvd of the book. Other-
wise, the teacher goes on by giving everybody a teddy bear to
act out the story from the bear's part; and the participants try to
make a cave out of newspaper.

Outcome: Repetition of activity 1

ACTIVITY 2

Teddy bears
Newspapers

DVD: We're Going
on a Bear Hunt

Book: Rosen, Michael & Oxenbury, Helen. We're Going on a Bear Hunt.
RESOU RCES Walker Books Ltd, 2006
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TOPIC: 7. ANIMALS

OPENING

INTRODUCTION OF THE ANIMALS

The teacher draws a starting and a finishing line with as much
space on the ground as possible in between. The teacher asks
everybody to sit down behind the starting line. The teacher sits
in front of the line and shows pictures of the animals named in
the rhyme. After this exhibition, the teacher hangs the pictures
on the wall.

Saying aloud their names and demonstrating how they move.
The move of the frog he shows with Froggy of course.

Outcome: Presentation of animals and their movements

SUBTOPIC: 7.6. ZOO ANIMALS

PROCEDURE MATERIALS

Chalk
Pictures of animals

ACTIVITY 1

INTRODUCTION OF THE RHYME
1) The teacher asks everybody to stand up behind one line.

2) The teacher joins the participants behind the line and asks
everybody to hold hands.

3) Then the teacher starts to say the rhyme and simulates

creeping like a tiger directly to the other line. Arriving at the other

line, he starts the next stanza - jumping like a frog.

4) The teacher repeats 3 above for all the animals.
(The teacher can add or omit as many animals as he/she wants)

Outcome: Presentation of animals and their moves

RHYME: ANIMALS
(workbook
page 74)
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INTRODUCTION OF THE GAME
1) The teacher asks everybody to sit again behind one
of the lines.

2) The teacher will sit in front of them.
3) Next to the teacher there are two chairs with a big

carton in the middle. (or a blanket or anything to hide
behind)

ACTIVITY 2

4) The teacher invites one of the children and the par-
ent to take a place behind the carton so that the others
cannot see them.

5) The teacher shows a picture of one of the animals to
the participants behind the carton, who are to make a
sound mimicing that animal.

6) The others are to guess. When the participants
guess correctly the teacher shows the right picture.
(To make it easier you can also allow the children to
indicate the right picture showing the different pictures
and asking, this one or that?)

Outcome: Presentation of animals and their moves

Carton
Chairs
Pictures of animals

RESOURCES Rhyme: Animals - old Dutch rhyme translated
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TOPIC: 7. ANIMALS

OPENING

INTRODUCTION TO THE FROG
The teacher asks everybody to sit down in a circle. The teacher
shows Froggy. The teacher starts to say:

T: "It’s hot”

(making gestures like waving his/her hand to have air, tearing his/
her clothes, or saying puff)

F: "yes very hot”

(nodding his head)

The teacher starts to draw a”pool”with blue chalk in the middle
of the circle. After that he makes Froggy jump inside the pool
because the water is nice and cool.

T: "Let’s jump!”

F: "Jump!”

(teacher and Froggy are jumping together inside the pool be-
cause it is nice and cool.)

F: “Nice and cool!”

T: "Yes nice and cool.”
F: “Not hot anymore.”
(nodding his head)

T: “Not hot anymore.”
(nodding his head)

Than he makes it clear that Froggy is hungry.
T: “Are you hungry?”

F: "Yes”

(nodding his head)

The teacher asks the children what Froggy eats.

Then the teacher pretends that Froggy is trying to catch flies.
(The teacher already prepared a stick with a fly, like in activity 2)
T: "Froggy, look, a fly!”

(moving the stick)

F: "MMMM, nice

(Froggy catches the fly with his hands)

TIP: let Froggy take the fly with his hands otherwise the children
could get the idea to snatch the fly with their mouths.

Outcome: Presentation of ‘pool, hot and cool, fly” and repeti-
tion’ nice’,” jump’

SUBTOPIC: 7.7. FROG

PROCEDURE MATERIALS

Newspaper
Adhesive tape
Blue chalk or blue
blanket (pool)
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ACTIVITY 1

INTRODUCTION TO THE SONG

1) The teacher gives a number to each child (from one to five; if
there are more than five children ,the teacher gives some chil-
dren the same number).

2) The teacher asks the adults to hold hands with their child.
3) The teacher asks all the 1s to stand up

4) The teacher starts to sing the song”Five little speckled
frogs"” using the appropriate movements (squatting, eating,
gesturing”delicious”, jumping, waving the air).

T: "Five little speckled frogs
Sat on a speckled log...
(all nr. 1s squat)

T: Eating some most delicious food
Yum, yum...
(all nr. 1s pretend to eat, gesturing”delicious”)

T: One jumped into the pool.”
(all nr. 1s jump into the circle)

T: Where it was nice and cool
(all nr. 1s wave the air with their hands)

T: Now there are only 4 more frogs.

b) The teacher repeats the action with the other numbers.

Outcome: The meaning of squat and repetition of jump, eat,
delicious

SONG: FIVE
LITTLE Speckled
Frogs
(workbook page
78)

ACTIVITY 2

INTRODUCTION OF THE GAME

1) The teacher makes it clear that Froggy is hungry.
T:”Are you hungry?”

F:"Yes”

(nodding his head)

2 )The teacher asks the children what Froggy eats.

3) Then the teacher pretends that Froggy is trying to catch flies.
(The teacher already prepared a stick with a fly like in activity 1)

Newspapers
Ropes

Adhesive tape
Sticks or and
branches

Blue Chalk or blue
blanket
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TOPIC: 7. ANIMALS SUBTOPIC: 7.7. FROG

PROCEDURE MATERIALS

T: "Froggy look, a fly!” Chalk
(moving the stick) Pictures of animals
F: “MMMM, nice.”
(catching the fly with his hands)

4) If possible the teacher lets one of the children hold the stick
with the fly and Froggy tries to catch it.

ACTIVITY 2

5) Then, children make flies, first they tear newspapers to pieces
and then make little balls of them.

6) The adults stick the newspaper balls to the rope with an adhe-
sive tape on one side and on the other side they attach the rope
to a branch or a stick.

7) After that if possible the teacher creates an obstacle course
for the children pretending to be frogs to arrive at the pool to
catch a fly.

8) The adults are waiting for their children/frogs with the stick
with the fly. (to make it more difficult the adults can move the
stick). If there is no space the teacher just lets the adults sit
inside the pool moving the sticks and their frogs try to catch the
flies.

Outcome: The meaning of "Are you hungry “and repetition
activity 1

Song: Five little speckled frogs: Rinne, Peter. Musical letters
RESOURCES j . J

and numbers. Collins, 2001
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TOPIC: 7. ANIMALS

INTRODUCTION OF FARM ANIMALS
1) The children sit in a circle and the teacher and Froggy describe
pictures of farm animals in a book.

T: “This is a farm.”

T: "Look, this is a duck. Everybody repeat: It's a duck. It's a
duck.”

C/P: “It's a duck.”

T: "A duck goes quack-quack. Everybody: quack-quack.”
C/P: "Quack-quack.”

The teacher and Froggy take turns in introducing other animals
and their sounds. The children/parents repeat in each case.

Chicken chick-chick
Duck quack-quack
Cow moo-moo

Pig oink-oink

Cat miaow-miaow
Sheep baa-baa

Dog woof-woof
Horse neigh-neigh

OPENING

Outcome: Presentation of ’chicken, duck, cow, pig, cat, sheep,
dog, horse’ and the sounds they make in English.

INTRODUCTION OF THE SONG

1) Teacher puts a toy barn/farm house with soft toy animals
inside in front of the children on the floor. Children sit in a circle
close to it. Then the children take turns removing the animals
from the barn one by one, each time repeating the name and
making the sound as the children hold the animals.

2) After all the animals have been distributed, the teacher col-
lects them and lets the children put the animals in the barn:
T: "Where is the cow? Moo-moo.”

T: “Can | have the cow back, please?”

T: "Put it back in the house.”

T: “Thank you. Bye-bye, cow.”

C/P: "Bye-bye, cow.”

The same procedure is repeated for the other animals.

ACTIVITY 1

Outcome: Repetition of the names and sounds of farm animals.
Alternative: flashcards or pictures of animals stuck with a sticky
tack onto a board.
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SUBTOPIC: 7.8. FARM ANIMALS

A book or a big pic-
ture of a farm with
chickens, ducks,
cows, sheep, dogs,
cats, pigs and
horses.

A toy barn/farm
house with soft toy
animals (IKEA)

(You need as many
animals inside the
barn as there are
children)

ACTIVITY 2

INTRODUCTION OF THE
SONG

1) The teacher sings/ plays
the song Old McDonald had
a farm, takes out the par-
ticular animal out of the barn
and dances with it to the
music. Then he/she puts it in
a row in front of the barn so
the animals are ready to be
pointed at when mentioned
in the song.

SONG: OLD MCDONALD HAD A FARM

Old McDonald had a farm E-I-E-I-O,

And on his farm he had a cow E-I-E-I-O,
With a moo-moo here, a moo-moo there,
Here a moo, there a moo,

Everywhere a moo-moo.

Old McDonald had a farm E-I-E-I-O.

Old McDonald had a farm E-I-E-I-O,
And on his farm he had a pig E-I-E-I-O
With an oink-oink here, and an oink—oink there,...

Old McDonald had a farm E-I-E-I-O,
And on his farm he had a cat E-I-E-I-O

2) Everybody joins in singing With a miaow-miaow here, a miaow-miaow there,...

the song.

Old McDonald had a farm E-I-E-I-O,

And on his farm he had a horse E-I-E-I-O

With a (click tongue) here, and a (click tongue) there,...

3) Froggy helps putting the
animals back into the barn,
repeating their names and
sounds, sometimes saying
it wrong.

Froggy, holding a pig:
"This is a cow.”

T, to the children:"Is it a
pig? Yes? No?”

C/P: “"No, it's a cow.”
This for the other animals
and their sounds.

Old McDonald had a farm E-I-E-I-O,
And on his farm he had a dog E-I-E-I-O
With a bow-wow here, and bow-wow there,...

Old McDonald had a farm E-I-E-I-O,
And on his farm he had a duck E-I-E-I-O
With a quack-quack here, and a quack-quack there,...

Outcome: Repetition of
opening and activity
1 vocabulary

Song: Old McDonald had a farm: Stevie Rue-The Good Old Days CD.
Praha: Aaada, 2003.

LLL
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TOPIC: 8. TRAVELLING SUBTOPIC: 8.1. BOAT

PROCEDURE MATERIALS o | INTRODUCTION OF THE GAME SONG: ROW, ROW,
> 1)The teacher asks everybody to sit in a circle. ROW YOUR BOAT
(@) INTRODUCTION OF THE SEA Blue sheets/cloth/ |_ (workbook page 83)
= The teacher and Froggy ask the adults to sit down and the chil- blanket L 2) He/she takes the sheet on one side and one of the
— dren to stand up (in a square or a circle, it depends on the form > adults takes the sheet on the other side.
=z of the sheet or blanket). Everybody holds on the sheet. Together |:
L everybody start to move the sheet like waves. Up and down. In O 3) One by one the children are allowed to lie down
O | turns the children can run under the sheet. —¢ | inside the sheet while the teacher and the adult move
O ) ) ) the sheet sideward like a boat, singing the song”Row
Outcome: Presentation of "sheet, up, down and run under’ and your boat” (If possible you can do it also with more than
repetition of ‘sit down’and’ stand up one child or with more than one sheet)
Outcome: Presentation of ‘lie down’
— INTRODUCTION OF THE SONG Blue sheets ) ) . ]
5 | NThe teacher asks everybody to put down the sheet and to sit /cloth/blanket RESOURCES Song: Eg(\)/\:/syour boat: Stevie Rue-The Good Old Days CD. Praha: Aaada,
on top of it. .
l: 2) The adults sit down with their legs stretched in front of them :gvavgngng‘.:.v
> and take their child on top of their legs facing the child and hold- | (workbook page
|: ing hands with the child. 83)
O 3) The teacher asks one child to sit on his/her lap facing each
< other, holding hands and demonstrates rowing movements with

him/her.

4) Then the teacher has Froggy on his/her lap and everybody
starts singing the song and moving back and forth as when row-
ing:

T: "Row row row your boat,

Gently down the stream...

(making the pushing and pulling motion of rowing)

T: Merrily, merrily, merrily, merrily..

(sidewards)

T: Life is just a dream.”

(the teacher pushes Froggy down on his/her legs)

Outcome: Presentation of ‘sit on top’, ‘forth’, ‘back’,” sideward
and down’
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TOPIC: 8. TRAVELLING

SUBTOPIC: 8.2. TRAIN

PROCEDURE MATERIALS

_WORKSHEETS IN ENGI

ACTIVITY 2

TRAIN GAME

1) When the paint on the engines has dried out, the adults with
their children get inside their wagon. (It's more fun if the children
can look out of the”windows"so the adults should hold up the
cardboard boxes at the children’s eye-level.

2) The engines move around the classroom:"choo, choo, chuff,
chuff...”

Outcome: Presentation of ‘windows’ repetition of” move
around’

“the engines”

2) The teacher and Froggy ask the children to stand up and form
a train together with the adults. (If possible two adults form a
tunnel by joining hands)

3) The teacher starts to sing the song ‘Engine, Engine, Number
Nine’ and the train begins to move around the classroom.

Outcome: Presentation of ‘train’, ‘tunnel” and repetition of’
stand up’ and ‘to move around’

(@) MAKING ENGINES Big card board
= The teacher divides the class into groups (ideally consisting of boxes with holes
— | two adults and their children) on the sides
=z Each group paints an engine (a carton box without bottom and {windows) and no
LL top) lt;ojtt?ms or covers

’ . . . aints
o (Note: Don'_t use too much paint because it will not dry quickly Big brushes
O enough during the lesson)

Outcome: Presentation of ‘train’, ‘engine’

o INTRODUCTION OF THE TRAIN pictures or drawings
> 1) While the wagons dry, the teacher shows pictures of real of trains/ toy trains/
— trains or a toy train. flashcard of a train
= F: "What's that?” SONG: ENGINE,
= | T:"Thatsatrain ENGINE NUMBER
— F: "A train?” NINE
QO T: "Yes a train, choo, choo, chuff, chuff.” (workbook
< F: “Yes a train, choo, choo, chuff, chuff.” page 114)

(tune Hush Little
Baby)
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Song: Engine, Engine No. Nine (t Hush Little Bab
RESOURCES ong: Engine, Engine No. Nine (tune Hush Little Baby)
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TOPIC: 8. TRAVELLING SUBTOPIC: 8.3.BUS

PROCEDURE MATERIALS N With chalk or chairs/tables, the teacher prepares a Cardboard boxes without
_ . | route. The adults can be traffic lights or tunnels by bottoms, chalk or chairs,

(D | INTRODUCTION OF THE BUS pictures or drawing __ | joining hands, etc. The teacher gives each child a box tables
— | The teacher and Froggy show pictures or drawings of buses. (of | of buses — | (the teacher can use the boxes of the worksheet of the
— course the English double-decker bus ought to be included) / toy buses/ flash- > train) to put around their bodies. (to make it more real
= | If there are chairs available, the teacher makes a bus by C‘;rq of a bus | you can draw lights or number plates etc).
Ly arranging the chairs as bus seats. The teacher sits in front as the chairs = The children travel around.
o driver but faces the children so they can see him/her. O
O < Outcome: Presentation of ‘travelling around’

Outcome: Presentation of *bus’ Alternative: Children play with toy cars on the floor,

theme carpet with roads

— INTRODUCTION OF THE SONG BOOK OR SONG: R ESOU RCES Song: Wheels on the bus Stevie Rue-The Good Old Days CD. Praha:
>~ | 1) The teacher says the lyrics of the song and explains the differ- | THE WHEELS Aaada, 2003
— ent actions of a bus on a picture. ON THE BUS
— (workbook
=> 2) The teacher sings the first stanza. page 82)
|: T: "The wheels on the bus go round and round...
Q (The teacher circles his/her hands and everybody joins in follow-
< ing the teacher’'s movements)

3) The teacher sings on, adapting the movements to the song.
T: The people on the bus go up and down...

(stand up and sit down)

The wipers on the bus go swish...

(hands up level with your head, waving the forearms sideways)
The door on the bus go open and shut...

(open and close forearms in front of your face)

The blinkers on the bus go blink...

(open and close your palms)

Outcome: Playing ‘swish’, ‘open”and ‘close’ and repetition of
‘round’ (rolling hands),” left and ‘right’, ‘up and down’.
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TOPIC: 8. TRAVELLING SUBTOPIC: 8.4. BICYCLES vv! !B |S S H E E I S I |§| E |§“ 5

PROCEDURE MATERIALS o | INTRODUCTION OF THE WORK: Magazines
_ > 1) The teacher hands out different magazines. A3 white sheet of

(@) INTRODUCTION OF THE BICYCLE: Pictures or draw- paper
—~ | The teacher shows pictures or drawings of bikes or tricycle. He/ | ings of bikes or = 2) Children look for all kinds of modes of transport to cut out. Glue
— she asks who has a bicycle or tricycle and what colour it is. The tricycle. > scissors
< | teacher asks Froggy: | 3)Then the children bring the pictures to the big paper on the
L O wall and glue it on.
O | T: "Froggy, what is it?”
O F: "A bike.” < Outcome: The repetition of ‘cut out’ and ‘to stick on’ and of the

T: "What colour is it?” worksheets travelling ‘bike’, ‘bus’, ‘boat/ship’, ‘train’

F: "Red.”

Outcome: Presentation of “bike RESOU RCES Song: Ride your bike Stevie Rue-The Good Old Days CD.

Praha: Aaada, 2003
T INTRODUCTION OF THE SONG: SONG: RIDE
> 1)The teacher asks the adults to sit in front of their children. The ?VOUEbBlK:"
. WOrKnoo

|: teacher asks Froggy: page 86)
2 T: "Do you know how to ride a bike?”
= F: “No, | don't”
Q (shaking his head)
<

2)The teacher takes Froggy’s legs and begins to cycle
3)The teacher starts to sing the song:

T: "Ride your bike
One two three
Ride your bike
Just like me.”

4) The other children lie down in front of their parents. The par-
ents take the children’s feet and start moving them as if riding a
bike.

5) The teacher starts to sing the song:”Ride your bike"”

Outcome: Presentation of ‘ride’ (a bike), ‘legs” and repetition of
‘lie down’, ‘feet’, ‘to sit’
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TOPIC: 8. TRAVELLING

SUBTOPIC: 8.5. TRANSPORT SOUNDS

PROCEDURE MATERIALS

(@) INTRODUCTION OF MEANS OF TRANSPORT BOOK: WE ALL GO
= The teacher asks everybody to sit down. The teacher reads a TRAVELLING BY
— book about transport. Then he/she asks what colour the various or another book
=~ | vehicles are. The teacher then hangs pictures of various vehicles fbout tri\’e”'ng/
Ly on the wall. ranspor
(el
O Outcome: Presentation of colours and various vehicles
— INTRODUCTION OF THE COLOUR PAGE Photocopies of vari-
> 1) The teacher re-reads the book and every time a vehicle is ?#s Vehl'(ctles ;rom
H . H : € WOIrKDoo

— |mentloned ?e/she gives ‘theI cthren a photocopy of the particu- BOOK: WE ALL GO
— ar means of transport to colour in. TRAVELLING BY
2 . . . crayons
— 2) Children colour in the pictures.
::) 3) The teacher hangs the drawings on the wall next to the pic-

tures already there (see Opening).

4) The teacher repeats the action with other examples of trans-

port vehicles.

Outcome: Repetition of transport
— INTRODUCTION OF THE GAME

e teacher asks everybody to form a train.

> 1) Th h k bod f i
': 2) The teacher gives everybody an empty toilet paper roll.
=>
|: 3) The teacher stands in front of the train facing the children and
O starts to repeat the action of the book.
< 4) When the teacher reads”| spy with my little eye...” everybody

peeps through their toilet paper roll.

5) When the teacher reads”...hear with your little ear...” every-

body puts the toilet paper roll to their ear.

6) When the teacher reads about the sound of the transport, every-

body makes the sound of the vehicle through the toilet paper roll.
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5) Then the teacher and the participants go to the draw-
ings on the wall.

6)Then the teacher sings the song and points at the
particular pictures.

“T:. And we all go travelling by...”
Bye- bye,
And we all go travelling by.

ACTIVITY 2

(the teacher together with the participants goes back to
where they started, waving hands)

7) The teacher can repeat the action with the other
transport.

Outcome: repetition of worksheets travelling 1/2/3/4/5

Coloured in pictures of
vehicles from activity 1
Empty toilet paper rolls
CD player

SONG: | SPY WITH MY
LITTLE EYE
(workbook page 88)

Book and CD: Roberts, Sheena. We All Go Travelling By.
RESOU RCES New York: Barefoot Books, 2005

21.9.2009 11:01:18



TOPIC: 8. TRAVELLING

SUBTOPIC: 8.6. CROSSING

PROCEDURE MATERIALS

This is the way we cross the road...
moving his/her legs up and down, “walking on the sidewalk”and
invites everybody to copy him/her

4) At the stanza,

T: We stop, look and listen.”

The teacher makes the corresponding actions: stops walking;
looks around by putting a hand above his/her eyes; listens by

putting a hand behind his/her ear. The participants repeat the
teacher's actions.

5) In the meantime, the bus or car ( the adult and the child in the
middle) comes to a stop.

T: "yes we can cross the road”

The teacher and the others can now cross safely.

Outcome: The meaning of cross, stop, look and listen
and repetition of to stand up and hold hands.

(@) INTRODUCTION OF THE SUBJECT Chalk/ ropes/cello
= The teacher makes a road on the floor by drawing or in another tape
- way indicating two lines opposite each other. The teacher then )
= | sitsin front of the children and shows pictures or drawings of .P'Ct“refstor draw{
Ly transports or traffic-situations or toys naming the transports g]rgtsra%c g?j;?(;nss
2—) (cars, boats, trains, bikes, buses). or toys
Outcome: repetition of the travelling worksheets
— INTRODUCTION OF THE CROSSING GAME Chalk
> 1) The teacher asks everybody to stand up and hold hands Pictures
— behind one of the lines. :)r drawings )
— ransports or traffic
= 2) The teacher asks one of the adults together with his/her child situations or toys
|: to pretend to be a bus or a car moving up and down the“road”in | gONG: CROSSING
QO between the two lines, making the according sounds. THE ROAD
< (workbook
3) The teacher starts to sing the song. page 80)
T: "This is the way we cross the road (tune: Here We Go
Cross the road Round the Mul-
Cross the road berry Bush)

_WORKSHEETS IN ENG]

ACTIVITY 2

SECOND CROSS GAME
1) Same as in activity 1 but now the teacher is either a bus or
acar.

2) the teacher now forms two groups. One group behind
one line/"sidewalk”and the other group behind the opposite
line/" sidewalk”

3) At the moment of crossing the road, the participants pass
each other which is more fun. Then the teacher can add roles
(bike, motorbike, tram, traffic-lights, etc. by using the pictures or
drawing or toys)

Outcome: The meaning of ‘cross’, ‘stop’, ‘look’ and ‘listen’, and
repetition of ‘to stand up’ and "hold hands’.

Chalk

Pictures or
drawings of trans-
ports or traffic
situations or toys
SONG: CROSSING
THE ROAD
(workbook

page 80)

(tune: Here We
Go Round the
Mulberry Bush)
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Web site: : thi hool.
I OIUIa{ef=tsy | 'oP stte: www.evelythingpreschool.com

Song: This Is the Way We Cross the Road (tune Here We Go Round the

Mulberry Bush)
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TOPIC: 9. WEATHER AND SEASONS

WHAT IS THE WEATHER LIKE?

1) Teacher has cards with pictures of weather (sunny, rainy,
snowing, cloudy, windy)

T: "What is the weather like?”

The teacher is showing the cards one by one.

T: "It's cloudy (then raining, snowing, sunny, windy)”.

OPENING

2) Teacher is showing the cards a second time.

Froggy: "What is the weather like?”

Froggy: "ls it sunny, raining, snowing, cloudy, windy?”
P/C: "Cloudy (raining, snowing, sunny, windy).”

3) Teacher has cards with pictures which depict what the
weather is like - hot, cold, wet, warm.

Froggy says: "It is sunny (raining, snowing, cloudy, windy).
Are you hot, cold, wet or warm?”

P/C: "Hot (wet, cold, warm).”

Teacher shows cards that match the weather with how the
particpants react to it.

Outcome: Revision of the words Hot, Cold, Wet, Warm and dif-
ferent kind of weather Sunny, Raining, Snowing, Cloudy, Windy.

RING A RING O" ROSES

1) Teacher prepared plastic or paper flowers for children. Then
she/he gives one flower to each child.

T: “"Who has a red flower? Put it on the carpet.”

Teacher shows a red flower and puts it on the carpet. Children
and parents with red flowers copy the teacher and put their red
flowers on the carpet.

ACTIVITY 1

The activity is repeated for yellow flowers, green flowers, and
blue flowers.

2) T: "Let’s make a circle. Hold hands. Sing a song - ‘Ring a

ring oroses’.
They sing the song and copy the teacher’'s movements.

3) T: "Let’s water the flowers. Who will help me pour the
water into the bowl!?”

Teacher goes with some of the children to the bathroom and
pours the water into the bowl.
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SUBTOPIC: 9.1. AUTUMN

Weather cards
Cards with feelings

Plastic or paper red,
yellow, green, blue
flowers
A bowl

RHYME: RAIN
(Workbook 13)

SONG: RING
A RING O'ROSES
(Workbook 5)

ACTIVITY 1

ACTIVITY 1

4) T: "Put your fingers into the bowl and splash it. It
is raining”

Teacher encourages children to put their fingers into
the bowl! and splash the water.

T: "Rain on your friends. Rain on your mum rain,
rain on the flowers.”

4) T: "Are you wet or dry? Wet? Wet.”

T: "Let’s pour the water out.”

Teacher goes with children to the bathroom and pours
the water out.

5) T: “Show me raining with your fingers. Slowly,
slowly, faster, faster, storm.....”

Teacher demonstrates raining with his/her fingers

and parents with children repeat it. They wiggle their
fingers down, then they tap their fingers on the carpet
and they change the rhythm of the movement.

6) T: "Let’s tell the rhyme about rain.”
Teacher and children and parents tell the rhyme about
rain. They imitate the movements of the rhyme.

Outcome: Memorizing the verb ‘raining” using the
rhyme about rain, presentation of the word ‘pour’.

AUTUMN

1) Teacher has some autumn leaves in a box. He/she
hands them out to the children.

T: "The wind is blowing.”

Teacher, parents and children blow on the leaves.

2) T: "Sing a song Autumn Leaves.”

Then they simulate the falling of the leaves off the
trees while they sing the song ‘Autumn Leaves Are
Falling.’

Outcome: Introduction of a new song about autumn.
Presentation of the words fall”and leaves’in the ac-
tion.

Rhyme: Rain
Song: Ring a Ring O'Roses

8.1

Coloured in pictures of
vehicles from activity 1
Empty toilet paper rolls
CD player

SONG: | SPY WITH MY
LITTLE EYE
(workbook page 88)

Autumn leaves

SONG: AUTUMN
LEAVES ARE FALLING
(Workbook 15)

Song: Autumn Leaves Are Falling — Stevie Rue. Scarecrow CD. Praha:

Aaada, 2005
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TOPIC: 9. WEATHER AND SEASONS SUBTOPIC: 9.2. WINTER - SNOWMAN

PROCEDURE MATERIALS

OPENING

WHAT’'S THE WEATHER LIKE?

1) The teacher shows cards with pictures of different kinds of
weather

T: “What'’s the weather like?”

Froggy always says it wrong:”It's snowing (sunny, cloudy,
windy, raining).”

T: "Children, is it really snowing?

P/C: "No.”

Froggy (incorrectly):"It's ..."

Outcome: Repetition of the words ‘sunny’, ‘raining’, ‘windy’,
‘cloudy’, ‘'snowing’, ‘'ves’, ‘no’

SNOWBALLING

1) Teacher gives children sheets of papers and asks them to tear
these sheets into small pieces’.

T: “Let’s make snow.”

Teacher demonstrates making snow from little paper pieces and
children repeat the teacher’s actions.

Froggy: "What'’s that?”

T: “It's snow. It’s cold.”

2) T: "Let’s make snowballs.”

Teacher demonstrates making a snowball from little paper
pieces.

Froggy: "Let’s snowball!”

And children can throw snowballs at each other, their parents
and Froggy.

Outcome: To understand comprehension of the words ‘snow,
‘snowball”and ‘snowballing”in action.

Puppet Froggy
Weather cards
(sunny, raining,
cloudy, windy,
snowing)
Sheets of white
paper

_WORKSHEETS IN ENG]

Outcome: Introduction of a new song.

= | MAKING A SNOWMAN Puppet Froggy
> 1) Teacher prepared a picture of a snowman. Picture of
— Froggy: "What's that?” asnowman
— | T:"It's a snowman.” gifgncs'rdes
=> T: "Let’s make our own snowman.” Glue
|: The teacher had prepared 5 circles from white paper of different
O size.
< Children together with parents and teacher decorate the snow-
man with buttons, they stick on a red nose, a hat, broom, scarf,
etc. made from paper.
2) T: "Say hello to our snowman.”
P/C: "Hello Snowman.”
Outcome: Introduction of the tradition of making a snowman.
N | AM A LITTLE SNOWMAN SONG Picture of a snow-
- | 1 T:"Look, our snowman has a hat and a scarf.” man with a hat and
|_ a scarf
— 2) T: "Let’s sing the song ‘I'm a little snowman.”” SONG: | AM A LIT
=> Everybody sings the song and imitates teacher’'s movements. At \ i
- ybody sing g and : TLE SNOWMAN
— the end of the song, they again throw paper snowballs at each (Workbook
O other and Froggy. page 41)
<<
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RESOU RCES Song: I'm a Little Snowman — (tune I'm a Little Teapot)
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TOPIC: 9. WEATHER AND SEASONS SUBTOPIC: 9.3. WINTER CLOTHES

PROCEDURE MATERIALS o' | I'MA LITTLE SNOWMAN SONG Picture of a snowman
> 1) Teacher shows a picture of a snowman. with scarf, hat and mit-
(@) WHAT’S THE WEATHER LIKE? P_uppet Froggy — T: "Where is the snowman?” tens
= 1) The teacher shows cards with pictures of different kinds of :"CTUTGS of weather L Children point at the picture. White paper for snowballs
— weather sunny, raning, => T: "Look, the snowman has a hat, a scarf
= T: “What's the weather like?” cIoudy, windy, — and mittens.” SONG: | AM A LITTLE
. e . . showing) — SNOWMAN

L Froggy always says it wrong:”It's snowing (sunny, cloudy, windy, O (Workbook page 41)
o raining).” o ) < 2) T: "Let’s sing the song ‘l am a Little Snowman.’”
O | T:”"Children, is it really snowing? Everybody sings the song and imitates teacher’s move-

P/C: “No.” ments. At the end of the song, children make paper

Froggy (incorrectly): “It's ...” snowballs and throw them at each other and Froggy.

Outcome: Repetition of the words “sunny’, ‘raining’, ‘windy’, Outcome: Repetition of the song, making snowballs

cloudy’, 'snowing’, 'yes’, ‘no and the action of snowballing.

Song: | am a Little Snowman (tune — | am Little Teapot)

| WINTER CLOTHES Puppet Froggy RESOURCES
> 1) T: "Let’s sit in a circle.” Winter clothes for
— Children make a circle and sit down. In the middle of the circle (F:E’i%?yn, basi
— there are real winter clothes, which the teacher and/or parents wdren's basic
> winter clothes
el prepared. Pictures of clothes
|_
QO 2) T: "It's winter. I'm cold. Froggy, are you cold? Yes?”
< Teacher and Froggy demonstrate they are cold.

3) T: "Let’s get dressed for the cold.”

The teacher helps Froggy to put on a jacket, a hat, a scarf, mit-
tens, boots...

Also he/she shows the pictures of winter clothes (scarf, mittens,
jacket, boots, coat, etc.)

T: "Where is the scarf...”

Teacher points to the scarf in the picture, and the children find
their scarf in a pile in front of them and put it on.

This is repeated with the other clothes.

Outcome: Presentation of basic winter clothes: mittens, scarf,
jacket, boots, etc. Presentation of the feeling ‘cold” in context.
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TOPIC: 9. WEATHER AND SEASONS

PROCEDURE MATERIALS

OPENING

RAINING

1) T: "What is the weather like? Is it raining, snowing,
cloudy, windy or sunny? Raining?”

P/C: "Raining.”

Teacher shows the cards with different kinds of weather (sunny,
raining, snowing, cloudy, windy). Teacher shows as a last the
card with rain.

2) T: “Show how it rains with your fingers.”
Teacher demonstrates raining with his/her fingers and parents
with children repeat it.

3) T: “"Who will help me pour the water?”
Teacher shows empty bowl and encourages children to go with
her/him and pour the water into the bowl.

4) T: "Put your fingers into the bowl and splash it. It is rain-
ingll

Teacher encourages children to put their fingers into the bowl
and splash it.

T: "Rain on your friends. Rain on your mum rain, rain on the
carpet.”

5) T: “Are you wet or dry? Wet? Wet.”

T: "Let’s pour the water out.”

Teacher goes with children to the bathroom and pours the water
out.

6) T: “Show me raining with your fingers. Slowly, slowly,
faster, faster, storm.....”

Teacher demonstrates raining with his/her fingers and parents
with children repeat it. They wiggle their fingers down, then they
tap their fingers on the carpet and they change the rhytm of the
movement.

7) T: "Let’s learn the rhyme about rain.”
Teacher and children and parents tell the rhyme about rain. They
imitate the movements of the rhyme.

Outcome: Memorizing the words Wet, Dry and Rain and differ-
ent kinds of weather — Sunny, Raining, Snowing, Cloudy, Windy.

SUBTOPIC: 9.4. SPRING

A bowl

RHYME: RAIN
(Workbook
page 13)

_WORKSHEETS IN ENG]

— WHAT IS THE WEATHER LIKE? Weather cards
> 1) Teacher shows the cards with pictures of the weather again ) )
— (sunny, rainy, snowing, cloudy, windy). Cards with feelings
— T: "What is the weather like?”
=> T: “Is it sunny, raining, cloudy, windy or snowing?”
|: P/C: "Sunny (raining, snowing, cloudy, windy).”
(<-l:) 3) Teacher has cards with pictures of weather conditions - hot,
cold, wet, warm.
T: "It is sunny (raining, snowing, cloudy, windy). Are you
hot, cold, wet or warm?”
P/C: "Hot (wet, cold, warm).”
Teacher shows cards with the four responses to the weather
conditions and asks the parents and children to match them.
Outcome: Presentation of the words Sunny, Raining, Snowing,
Cloudy, Windy and Hot, Cold, Wet, Warm.
N INCY WINCY SPIDER SONG: INCY
1) Teacher shows a picture of a spider and a waterspout. He/she | WINCY SPIDER
> describes the picture. (Workbook
= page 17)
> 2) T: "Let’s pretend that your arm is a waterspout and your
— mum'’s hand is a spider. Let’s see what happens with the
= spider.”
::) The target group sing a song together with the teacher and imi-

tate teacher's movements.

Outcome: Introduction of a song.
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RESOURCES

London: Ladybird Books Ltd., 2003

Song: Incy Wincy Spider Incy Wincy Spider (Nursery Rhymes).
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TOPIC: 9. WEATHER AND SEASONS SUBTOPIC: 9.5. SUMMER NORKSHEETS IN ENG]
PROCEDURE MATERIALS o | SUMMER WEATHER A bow
_ > 1) T: "What is the weather like? Is it raining, snowing or
@) WHAT IS THE WEATHER LIKE? Pictures of weather C sunny? Sunny?” RHYME/SONG:
—> | 1) Teacher has cards on which pictures of the weather are (sunny, snowing, “ | Pp/c: "Sunny.” FIVE LITTLE
— | drawn. (Sunny, raining, snowing, cloudy, windy). raining, cloudy, —= | T:"Itis hot.” g:g%KSLED
< | T:"What is the weather like?” windy) i | Teacher demonstrates hot, wiping his/her forehead from (Workbook
LI The teacher is showing the cards one by one. () | sweat, waving his/her hand in front of his/her face... page 78)
o T: "It's sunny (raining, snowing...)".
O < 2) T: "Who will help me pour the water to freshen up?”
2) Teacher then shows the cards again Teacher shows empty bowl and encourages children to go
T: "Is it sunny (raining, snowing...)? Sunny?” with him/her and pour the water into the bowl.
P/C: "Sunny (raining, snowing...).”
3) T: "Put your hands into the bowl and splash it, spray on
Outcome: Presentation of the words ‘sunny’, raining and yourselves, wipe your face to get fresh.”
‘snowing’, ‘cloudy’, ‘windy". Teacher encourages children to put their fingers into the bow!
and splash it.
T:”Spray on your friends. Spray on your mum.”
s | GAME: COLD, WARM, HOT Toys 4) T :"Are you wet or dry? Wet? Wet.”
> 1) Teacher hides an object — a toy (for example, a teddy bear) in T:"Let’s pour the water out.”
— the classroom and then he/she asks one child to look for it.. Teacher goes with children to the bathroom and pours the
— water out.
= 2) Everybody encourages the child to find it by saying the words Everybody dries their hands with a towel.
I: ‘hot’, ‘cold’, and ‘warm’. Hot, when the child is close to the ob- T:”Are you wet or dry now? Dry? Dry.”
O ject; Cold — when the child is far from it; Warm — when the child
< is closer to (rather than farther from) the hidden object. 5) T:"Let’s learn the rhyme/song about speckled frogs.”
Teacher and children and parents tell the rhyme/sing the song
Outcome: Presentation of the words ‘cold”, ' warm”and ‘hot”in and indicate with their fingers 5 frogs, a log, eating, jumping,
the action and practicing them. nice and cool, 4 frogs etc.
The teacher can show a picture: sunny weather, frogs sitting
on a log and then jumping into a pool.
Outcome: Presentation comprehension of the words ‘wet’,
‘dry”and ‘hot’ in the action. Revision of different kind of
weather — Sunny, Raining, Snowing, Cloudy, Windy
Rhyme/Song: Five Little Speckled Frogs
RESOURCES http://www.underfives.co.uk/frogpoem.html
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TOPIC: 10. COLOURS

INTRODUCTION

1) The target group is sitting in a circle. Teacher has a Froggy
puppet.

F: “Hello I'm Froggy.”

Then the teacher points at him/herself saying their name.

T: “Hello I'm Silvia.”

OPENING

2) T: "Say hello to Froggy.”(waving to Froggy)
P/C: "Hello Froggy.”(waving to Froggy)

3) Teacher brings a box with different coloured objects and toys.
Teacher asks Froggy to help open the box.

T: "Froggy can you help me to open the box?”

F: "Yes”and opens the box.

4) Teacher takes out an object, toy and labels it according to its
colour.

T: “"Look Froggy this is a red ball!”

F: "Red”repeating the colour word.

Teacher repeats the action and names all the colours.

Froggy, children and parents repeat the names of basic colours.

Outcome: Presentation of the word ‘help”and ‘open’in the ac-
tion. To recognize basic colours: yellow, red, blue, green, orange
and purple.

SONG RED AND YELLOW, BLUE AND GREEN

1) The target group is sitting in a circle. Teacher has a Froggy
puppet. Teacher puts different coloured obejects and toys in the
circle.

2) Teacher and Froggy start to sing the song about the colours.

T/ F: "Red and yellow...”
Froggy points to the colour as they are singing the song.

ACTIVITY 1

3) T: “Let’s sing the song again together.”
F: "Let’s sing!”

T/F /P /C:"Red and yellow...”
Everybody starts singing the colours song.

Outcome: Introduce a new song and learning the names of
colours: red, yellow, blue, green, black, white, brown, orange
purple, pink and grey,
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SUBTOPIC: 10.1. BASIC COLOURS

Puppet Froggy
Box

Coloured objects
and toys

Puppet Froggy
Coloured objects
and toys

SONG: RED AND
YELLOW, BLUE
AND GREEN
(Workbook

page 9)

ACTIVITY 2

MAKING A COLOUR WHEEL White paper plates

1) The target group is sitting around a table. Scissors
T: "Children, today we are going to make a colour wheel.” Ealmh
rus

2) Froggy is putting some paint on the table while naming the
colours.
F: “"Red, yellow and blue.”

3) Teacher gives each child a white paper plate, brush and paint.
The white paper plate is divided into six equal slices. (like a cake
sliced).

4) Teacher and Froggy are giving step by step instructions how to
make a colour wheel.

T/ F: "Let’s paint one slice with yellow!”

Children paint one slice with yellow.

T/ F: "Let’s paint one slice with red!”

Children paint one slice with red.

T/ F: "Let’s paint one slice with blue!”

Children paint one slice with blue. The primary colours on the
colour wheel should be the even slices on the paper plate.

5) T: "Let’s do some magic! Let’s mix yellow and red paint
together! What colour is it Froggy?”

F: "Orange!”

T: "Let’s paint one slice with orange!”

Children paint one slice with orange on the colour wheel. It
should be the slice between yellow and red slice on the colour
wheel.

T: "Let’s do some magic! Let’s mix yellow and blue paint
together! What colour is it Froggy?”

F: "Green!”

T: "Let’s paint one slice with green!”

Children paint one slice with green on the colour wheel. It should
be the slice between yellow and blue slice on the colour wheel.
T: "Let’s do some magic! Let’s mix red and blue paint togeth-
er! What colour is it Froggy?”

F: “"Purple!”

T: "Let’s paint one slice with purple!”

Children paint one slice with purple on the colour wheel. It should
be the slice between red and blue slice on the colour wheel.

6) T: “Look children, we made a colour wheel!”

Outcome: Learning the names of colours: red, yellow, blue,
green, orange and purple.

Song: Red and Yellow, Blue and Green - Stevie
Rue-The Good Old Days CD. Praha: Aaada, 2003

€8l
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TOPIC: 10. COLOURS SUBTOPIC: 10.2. COLOURS SA!! !B |S SHEE I S I |§| E |§|! 5
PROCEDURE MATERIALS © | SONG RED AND YELLOW, BLUE AND GREEN Puppet Frogay
> 1) The target group is sitting in a circle. Teacher has a Froggy Coloured objects
(D | PLAYING WITH COLOURED BLOCKS Coloured blocks | puppet. Teacher puts different coloured objects and toys in the and toys
= 1) Teacher prepared a box with coloured blocks. Abox L circle.
= T: "Do you want me to open the box? > sgﬂ%stgLﬁgD
=~ | F:"Please open it!” | 2 Teacher and Froggy start to sing the song about the colours. AND
L ¢y | T/F:"Redand yellow...” (Workbook
o 2) T: "Froggy take the red block and put it in a corner of the < Froggy points to the colours as they sing the song. page 9)
@) classroom.”Froggy and teacher demonstrate taking the red
block from the box and putting it to a corner of the classroom. 3) T: “Let’s sing the song again, together.”
Then she/he encourages children and parents to follow her/him. F: "Let’s sing!”
T/F/P/C: “Red and yellow...”
3) Teacher and Froggy repeat the same action as in point 2 Everybody start to sing the song about the colours.
changing the colours...
T: “Froggy take the blue block and put it in a corner of the Outcome: Repetition of the song“Red and Yellow, Blue and
classroom.” Then teacher encourages children and parents to Green "Repetition of colours.
follow her/him, giving instructions alternately to Froggy and the
children, until all the coloured blocks are sorted in the corners of S Red and Vel . 4G Stevie Rue-The Good OId D
the classroom. ong: Red and Yellow, Blue and Green - Stevie Rue-The Goo ays
RESOURCES CD. Praha: Aaada, 2003
4) Then teacher can ask Froggy and children to collect and put
all the blocks in the box.
Outcomes: Revision of the basic colours. Presentation of the
words ‘put”and ‘in the box” in action.
— HAND PRINTING
> 1) Teacher prepares finger paints. Teacher and Froggy give each
— child a paper and finger-paint. Children and parents will create
— hand prints using basic colours. A parent colours a child’s hand
=> with its favourite colour and makes a handprint on the paper.
|: Then everybody shows each other their handprints and labels
QO the colour of the handprint.
< Outcome: Revision of the basic colours.
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TOPIC: 10. COLOURS

SUBTOPIC: 10.3. MORE COLOURS

PROCEDURE MATERIALS

Outcome: Repetition of the colours.

@) WHO IS WEARING RED (BLUE, GREEN, YELLOW) TODAY? Magic Box
—> | 1) Teacher opens the magic box. Different coloured
— | T:"What is inside?” objects
= | Teacher shows what is inside of the box. There are different E;Ctzresd
L coloured objects, pictures, and flashcards of coloured things. asheards
O | T: "Look this is a (colour) car!”
O F: “What colour is it?”
T: “"Red!”
Teacher takes out more objects (pictures, flashcard) and asks the
children to say the colour of the object.
Outcome: Repetition of the basic colours.
T T:"Who is wearing red (blue, green, and yellow...etc) today? Coloured papers
> Teacher shows a red paper and points to the red part on her
— clothing. Teacher should dress up colourful so he/she can give
— lots of examples and model for the children. Teacher asks the
2 children to stand up if they are wearing red, show the colours on
= their clothes, turn around and then sit down. Teacher can repeat
Q this activity and review all the colours.
<<

_WORKSHEETS IN ENG]

ACTIVITY 2

THE COLOURED TRAIN

1) Teacher and Froggy show a picture of the train and pencils.
The wagons of the train have the same colours as in the song
Red and Yellow, Blue and Green.

T: “"Come and choose a pencil.”

F: “l want a blue pencil, please!”

Teacher encourages children to choose a coloured pencil.

2) T: "Froggy, put the pencils on the right wagons. Red on
red, blue on blue.”

Teacher demonstrates putting red pencil on the red wagon.
Children and parents follow her/him and put their pencils on the
right wagons.

3) T: “Let’s sing a song - ‘Red and Yellow, Blue and Green.’
While we're singing, point on the right colour”
They are singing and showing the right coloured wagon.

Outcome: Repetition of the colours.

Picture of the train
Pencils

SONG: RED
AND YELLOW,
BLUE

AND GREEN
(workbook
page 9)
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RESOURCES N

Days CD. Praha: Aaada, 2003

ong: Red and Yellow, Blue and Green - Stevie Rue-The Good Old
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TOPIC: 11. OPTIONAL MATERIAL

PROCEDURE MATERIALS

OPENING

INTRODUCTION TO THE FACE

The teacher has a mirror.

He asks Froggy to look at the mirror.

T: "Look, it’s your face, Froggy!”

F: "Yes, my face.”

Then the teacher asks the same questions as in worksheet
Body, topic 2 subtopic 2.5 Face:

T: "Hello Froggy, where is your nose?”

F: "Here is my nose.”

(Froggy indicates his nose)

F: "Hello teacher, where is your nose?”

T: "Here is my nose.”

The teacher using the same procedure mentions the other parts
(ears, mouth, eyes, hair, tongue), and Froggy has to point to
them. First in the mirror, then turning to the children on his
face.

(nose, eyes, ears, mouth, hair, tongue )

Outcome: Presentation of the mirror and repetition of ‘face’.

SUBTOPIC: 11.1. FUNNY FACE

Mirrors

ACTIVITY 1

INTRODUCTION TO THE CHILD’S FACE

1) The teacher hands out the mirrors and asks the children to
look at themselves in the mirror.

2) Froggy and the teacher go to one of the children and ask
them to point out one of the parts of the face mentioned above.

3) Froggy indicates the part on his face.

4) The teacher asks the other children to indicate the same part
on their face.

5) The teacher repeats the action with other parts of the face
mentioned above.

Outcome: Repetition of the ‘face’

Mirrors

Hand-puppet
Froggy

_WORKSHEETS IN ENG]

ACTIVITY 2

INTRODUCTION OF MAKING THE FUNNY FACE
1) The teacher gives each child an A4 sheet with the outline of a
face on it.

2) The teacher takes one of these sheets and puts it on the wall.

3) Then the teacher shows a sheet with different mouths on it.
The teacher chooses one to cut out and sticks it on the face.

4) The teacher repeats the action with the other parts men-
tioned.

5) The teacher hands out the sheets with the different parts of
the face on it individually.

6) The children choose which mouth they want to stick on their
face. They cut it out and stick it on the face.

7) The children repeat the action with the other parts mentioned.

Outcome: Repetition of the face
Alternatives: creating faces with recycled materials or using the
dice from topic 2 The Body, subtopic 5, The Face, activity 1.

A4 sheets with an
outline of a face
on it.

A4 sheets with
different parts

of the face on it:

1) various types

of mouths

2) different shapes
of noses

3) all kinds of eyes
4) different shapes
of ears

5) various types

of hair
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TOPIC: 11. OPTIONAL MATERIAL

PROCEDURE MATERIALS

OPENING

INTRODUCING: FRUIT

The teacher and Froggy ask everybody to sit down.

The teacher takes his his/her sheet (ex-apron) with all the pic-
tures of food on top. In front of the children he/she starts to cut
out the several pictures on the sheet showing and naming them
as he/she puts them on the floor in front of him/her.

Outcome: Repetition of ‘food’, ‘cut’

SUBTOPIC: 11.2. FOOD PUZZLE

The teacher can
use the A3 Sheets
of topic 3 Food,
subtopic 1 Nice
not nice activity

1 (sheets are the
ex-aprons)
scissors

ACTIVITY 1

INTRODUCTION OF THE GAME
1) The teacher and Froggy hand out the sheets to all the chil-
dren.

2) Together with the adult they should cut out the different pic-
tures and put them in front of them.

3) Meanwhile, the teacher puts pictures of food in the six slots
in the dice.

4) When everybody has cut out his pictures the teacher starts to
throw the dice

5) If the child’s picture matches that of what came up on the
dice, the child brings it to the teacher.

6) The teacher now goes on with the game but lets the children
throw the dice, one by one.

TIP: Sometimes the teacher adds a new picture of food to the dice.

Outcome: Repetition of ‘food’, ‘dice” and ‘throw’

Dice
Pictures of food

_WORKSHEETS IN ENG]

ACTIVITY 2

3) The teacher repeats this action as many times as there are
children and one more for him/her self.

4) The teacher and Froggy now mix them and trie to find the
two pieces of puzzle that go together.

T: “Look, one piece of an apple. Where is the other piece of
apple?

F: “Oh yes, | found it, here it is.”

T: "Very good Froggy!”

B) The teacher shows the two pieces holding them together to
make one apple.

6) The teacher repeats this and has the children find the two
separate pieces.

TIP: In general it is too complicated if you use more pieces than
there are children. To make it more difficult it is better to cut the
food pictures in three pieces.

Outcome: Presentation of ‘piece’, ‘puzzle’, and repetition of
food and “where is...?"

Scissors

Pictures of food

ACTIVITY 2

INTRODUCTION OF THE PUZZLE GAME
1) The teacher and Froggy take the pictures of the food brought
by the children in the game before.

2) In front of the children, teacher and Froggy show and name
them one after another, and cut them in two.

T: "Look an apple! Now I cut the apple.”

F: "Yes, an apple. Let’s cut the apple.”
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TOPIC: 11. OPTIONAL MATERIAL

PROCEDURE MATERIALS

SUBTOPIC: 11.3. NUMBERS

T: “What is that/are these?”

F: “Frogs”.

T: "Very good. How many frogs? Let’s count together.”
T/ F: "one, two...... frogs

3) The teacher now goes near the roll of paper on the wall and
asks.
T: "Where are two dots? Let’s see.”

4) The teacher takes out the picture of the frog from the dice
and, after he and Froggy have found the right number of dots,
they stick the subject on the dots. (for example two frogs on the
two dots.)

6) The teacher and Froggy repeat the above actions together
with the children, one at a time, adding new pictures of subjects
to the dice.

Outcome: Repetition of numbers

@) INTRODUCTING NUMBERS The dice with pic-
—> | 1) The teacher and Froggy ask everybody to sit down. The tures of the things
— | teacher shows the dice. On the dice there are different subjects. Or.fhndor:‘al d!fe
= The teacher asks Froggy the names of the subjects and to count I/i\;lposgi;e():)ilc-.
i :[It]e"r\rl]\ih s that?” tures of the sub-
: at’s that? i i
jects named in the
O F: "That is a bottle” lessons before)
T: "How many bottles? Let’s count together”
F: “One bottle?”
T: "Very good one bottle”
The teacher repeats the action with all the pictures on the dice.
Outcome: Presentation of dice, subjects on the dice, "How
many “and repetition of the numbers, "\What's that”.
Alternatives: normal dice with dots on it.
— INTRODUCTION TO THE GAME A sheet of white
> 1) The teacher hangs a roll of white paper on the wall. On the paFI)Ietz p#t gn;he
— white paper the teacher draws 6 squares. In each square he }gzch:r ind the
— marks the dots just like on real dice. While drawing the dots the ’
2 teacher counts aloud together with the participants. The teacher | The dice with pic-
— gives the dice now to Froggy and asks Froggy to throw the dice. tures of the things
Q T: Froggy here is the dice. Throw it please. mentioned
. . . if ible of th
<t 2) The teacher asks Froggy what the subject is on the dice. (if possible of the

subjects named
in the lessons
before)

ACTIVITY 2

NORKSHEETS IN ENG!

REHEARSAL OF THE BOTTLE/NUMBERS

1) The teacher puts six green bottles on a table (if not possible
on the floor, make sure the children can’t easily throw them
down while throwing the dice), counting them.

2) The teacher puts inside the dice pictures with a number of
green bottles from number 1 to 6 bottles. He asks one of the
children to throw the dice. The teacher and the children count
the bottles together until they get to the number matching the
dice when the teacher takes the extra bottles away. The teacher
starts to sing the song with the number of bottles thrown with
the dice (for example four green bottles)

T: “"Four green bottles standing on a wall, Four green bottles
standing on a wall,

2) When the teacher arrives at the stanza
T: but if one green bottle.... (He throws down one bottle)
T: should accidentally fall...”

3) Before he goes on with”there will be three etc...."he counts
together with the children the bottles..

4) The teacher starts the game as described in number 1, choos-
ing another child to throw the dice.

(If there are less bottles on the table than thrown by the dice,
the teacher adds the bottles always counting them)

Outcome: Repetition of numbers

six bottles, dice

SONG: TEN
GREEN BOTTLES
(workbook

page 70)
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ESOURCES Song: Ten Green Bottles: Rinne, Peter. Musical letters: Alphabet Songs

and Rhymes (Audio Cassette). Collins, 2001
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TOPIC: 11. OPTIONAL MATERIAL

PROCEDURE MATERIALS

OPENING

INTRODUCTION OF THE SNAIL

The teacher and Froggy ask everybody to sit down in a circle.
The teacher and Froggy show the book and start to read. \When
the teacher arrives at the page where Harry is trying to eat the
snail he/she stops.

T: "What's that?”

F: "Yummy a snail”

Outcome: Presentation of the snail

SUBTOPIC: 11.4. SNAIL

BOOK: HUNGRY
HARRY

ACTIVITY 1

INTRODUCTION TO THE RHYME

1) The teacher together with Froggy start to say:
T: Little snail, little snail

You go slowly, you go slowly

Little snail, little snail

(pianissimo) You go slowly.

2) The teacher stands up and together with Froggy moves slowly
slowly around the circle saying the rhyme.

3) The third time the teacher says the rhyme he/she takes the
hand of a child and together they circle around slowly, slowly
around the circle.

4) The teacher repeats the action until all children are participat-
ing.

Outcome: Presentation of ‘go’ slowly

RHYME: LITTLE
SNAIL
(workbook
page 90)
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_WORKSHEETS IN ENG]

INTRODUCTION TO MAKING THE SNAIL
1) The teacher hands out the A4 sheets

2) The teacher then gives each child a flat dish cloth made of
sponge, the kind you use in the kitchen.

3) The adults follow what the teacher does - cut the flat sponge
in two halves, then one of the halves again in two, which means
three pieces altogether.

ACTIVITY 2

4) Then the teacher puts the two small pieces on top of the big
piece. Then they roll them together until they are one roll and
they put scotch-tape around it. The adults copy what the teacher
does.

b) The teacher gives all the children a plate with some paint on it.

6) The teacher shows how he/she puts the extreme part of the
roll inside the paint and the teacher stamps in on the sheet. The
children follow the teacher’s example.

(the result is the snail’s house)

7) The teacher gives all the children another plate with paint of
another colour.

8) The teacher puts his/her pointer inside the paint and makes
a stripe near the house. The children should copy (the body of
the snail)

Outcome: The creation of the snail
Alternative: use the dough ( topic 3 Food subtopic 4 Bread, activ-
ity 1) to create a snail.

A4 sheets with

a number signed
on it.

Flat dish cloth
made of sponge
Paint (two colours)
Plastic plates

Book: Parties, Joanne. HUNGRY HARRY. Little Tiger Press, 2005
RESOURCES Rhyme: Little Snail
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THEME: BIENVENUE

SOUS-THEME: PRESENTATION, INTRODUCTION DE RITUELS

STRATEGIE MATERIEL

(on joint les mains et on fait les mouvements du poisson)
vole, vole joli papillon
(les deux mains volent ensemble comme un papillon)

2) On rechante fort la chanson, accompagnée de gestes.
3) On chante encore une fois tout doucement.

4) On chante une autre fois normalement.
Noah est enchanté et complimente les enfants:
»Bravo,! Trés bien!»

E.: «Maintenant, on va faire de la peinture!»
Noah: «Qu’est-ce que c’est la peinture?»
E.:»Je vais te montrer. Viens avec moi!»

On se dirige tous vers le coin atelier.

= SALUTATIONS Une marionnette,
() | Tous les participants sont assis en cercle par terre. Noah, la grenouille
— Noah, tout content et étonné, salue les enfants et les parents:
— «Bonjour, ¢a va?»
O et se tourne vers I'enseignant(e):
D) »nJe m’appelle Noah et toi, comment tu t'appelles?»
() E: «Je m’appelle ... Bonjour, Noah!»
O Noah salue tous les participants individuellement et leur pose la
o méme question.
— Noah n'insiste pas quand un enfant ne répond pas. Il s'adresse
= alors aux parents pour demander le prénom de
—_ I'enfant et dit:

«Bonjour, + le prénom de I'enfant».
— INTRODUCTION DE LA CHANSON CHANSON
€L 1) L'enseignant(e) chante la chanson «Tapent, tapent
— lentement en accompagnant par des gestes. petites mains
— Tapent, tapent petites mains :rof""e’ tourne
=> (on tape dans les mains) oli moulin .
— S ; Nage, nage gentil
— Tourne, tourne joli moulin _ poisson
S (on tourne les mains comme un moulin) Vole, vole joli
< Nage, nage gentil poisson papillon»

z

ACTIVITE 2

PEINTURE DES MAINS

La table est préparée avec le matériel.

E.:Venez! Asseyez-vous autour de la table!D’abord on va
mettre un tablier!»(montrer et aider)

L'enseignant montre un pinceau et dit le mot pinceau et deman-
de a Noah s'il veut le toucher.

Réaction de Noah:»ouille! Ca chatouille!»

L'enseignant demande aux parents de caresser |'intérieur de la
main de leur enfant avec le pinceau.

(Observer les réactions)

Ensuite I'enseignant montre les couleurs en les nommant.

E. demande aux parents de mettre un peu d'eau dans le gobelet
et le fait lui —-méme.

E. :«Maintenant vous peignez l'intérieur de la main de votre
enfant avec la couleur qu’il a choisi et vous I'aider a mar-
quer son empreinte sur le papier» (observer et respecter les
réactions)

Noah est stupéfait. Compliments.

E. prend la grande feuille et demande aux enfants avec l'aide des
parents de

poser leur main chacun a leur tour sur la grande feuille.

Aprés avoir expérimenté avec la peinture les enfants vont se
laver les mains.

Ecrire le prénom des enfants sous
I'empreinte de leur main

E. écrit le prénom des enfants sous la main correspondante.

Aprés un moment de jeu libre Noah rassemble les enfants et les
parents.

«Venez vite voirl»(Effet surprise)

On admire chaque oeuvre et applaudit chaque enfant.

Ensuite on regarde |'oeuvre commune

qui restera accrochée dans le groupe.

Feuilles de papier
Canson blanches
Ad.

Une grande feuille
A2

Peinture a I'eau
Couleurs primai-
res: rouge, bleu,
jaune

Pinceaux brosse
Gobelets en
plastique

Deux grands
seaux:

Un avec de l'eau
et I'autre vide(
pour pouvoir chan-
ger 'eau)

Tabliers
Serviettes éponge

Utiliser d'abord
les feuilles A4
coupées en deux
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VERBALISATION z°p“ei:’“r' je m"appelle...

la main

NSOV O S (Tapent, tapent petites mains»

CD: (2004): 80 comptines a mimer & Jeux de doigts. Eveil et Décou-

verte. No. 46.
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THEME: BIENVENUE
SOUS-THEME: APPRENDRE A SE CONNAITRE, REAGIR A L'APPEL DE SON NOM, OCCUPER L'ESPACE.
> ~— 2) «De son doigt il danse, de son doigt il danse»(4x)
STRATEGIE MATERIALS W La on s'arréte et I'e. fait bouger I'index des 2 mains.
= SE SALUER AVEC UN BALLON Noah |: 3) »Ainsi danse Jean petit»
O Noah salue les enfants individuellement et leur redemande com- | Un ballon 2 La toujours arrétés, on tape 4 fois des mains en suivant le
— ment quel est leur nom. [ rythme.
— Ensuite I'e. prend un ballon Iéger et s'adresse & une maman: @)
O «Bonjour, (prénom de la mére)!» et lui lance le ballon. < On rechante 1)
) A son tour la participante s'adresse a un enfant et lui dit: «De ses mains il danse»(4x)
N «Bonjour,(prénom de I’enfant)» puis lui lance le ballon. Ainsi de On s'arréte et on fait bouger les 2 mains. Ensuite on chante «de
O suite jusqu'a ce que tous les participants se soient salués. ses mains, mains, mains» et on reprend «de son doigt, doigt,
o doigt»
— Remarque
z Pour ce jeu le soutien des parents est nécessaire. VERBAL|SAT|ON ::nb::::e
on s’arréte, on dort, on saute
petit, grand
— DANSER DANS LA PIECE D'APRES LA MUSIQUE ('-:GDC'(GUF de CD le doigt
‘LU
1) L'e. met la musique sans donner de consigne. Les enfants _ Chanson
|: investissent I'espace. Ils peuvent se tenir par la main pour se S:Ie':':sp(::\ilt qui RESSOURCES «Jean petit qui danse»
= sécuriser. danse...» CD: (2004): 80 comptines & mimer & Jeux de doigts. Eveil et Décou-
|: verte. No. 45.
Q 2) La musique est arrétée. Les enfants s'arrétent plus ou moins
< spontanément.

3) L'e. précise la consigne:
«Quand la musique s’arréte, on s’arréte et on dort!»
Les enfants peuvent se coucher et faire semblant de dormir.

REPETITION

On répéte cet exercice plusieurs fois.

Variante:

Quand la musique s'arréte,

-on peut se faire tout petit comme une petite souris.
-on peut devenir trés grand comme un grande girafe.
-on peut sauter comme Noah.

Ronde

On fait une ronde et on tourne ensemble sur l'air de «Jean petit
qui danse».

1) L'e. chante :»Jean petit qui danse»(4x). Comme on répéte la
méme mélodie et la méme phrase en tournant sur le rythme de
la chanson, les parents et les enfants sont entrainés- incités- a
chanter.
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THEME: BIENVENUE

SOUS-THEME: APPRENDRE A SE CONNAITRE, DECOUVERTE DE L'ESPACE ET REPERAGE DANS L'ESPACE

INTRODUCTION

APPRENDRE A SE CONNAITRE Noah
Noah s’est caché, il faut le retrouver.

«Ou est Noah?»

Les enfants cherchent dans la piece.

lls doivent regarder ainsi en haut, en bas, dans les coins, un peu
partout.

«Ou es-tu Noah?»

CHANSON
«Je suis lal»

Coalcoa!
Je suis lal

On s’asseoit en cercle par terre sur le tapis et on chante:
»nJe suis la et tu es la».

INTRODUCTION D'UNE CHANSON

1) Je suis la (on dirige I'index vers soi-méme)et tu es la
(on montre avec I'index un enfant) et tu es la(un autre
enfant) et tu es la(a nouveau un autre enfant)

Je suis la et tu es la et nous sommes tous la. (Faire le tour
des partcipants en montrant du doigt)

2) «Noah, es-tu la?» Noah répond «Oui»

Aprés on demande a une maman:

«Prénom de la mére, es-tu la?»

La mere répond «oui»

Aprés on pose la méme question a un enfant.

3) Tralalalala (on tape 5x dans les mains)

4) En chantant on pose la méme question a 3 autres
participants.

Et on rechante 1)

On recommence la méme procédure jusqu’a ce qu’'on ait posé la
question a tous les partitipants.

1) «Toc toc toc m.pouce es-tu la?»
(Le pouce est caché a l'intérieur du poing gauche fermé).

ACTIVITE 1

2) «Chut! «

(On met I'index devant la bouche)

«je dors»

«On pose la téte sur les 2 mains jointes sur le coté).

3) idem 1)
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Comptine a
gestes

«Toc, toc, toc,
monsieur pouce
es-tu la?

Chut, je dors.
Toc, toc, toc
monsieur pouce
es-tu la?»

Oui, je sors

ACTIVITE 2

4) »Oui, je sors»
Faire sortir d'un coup le pouce hors du poing

On répete plusieurs fois la comptine (au moins 2x) en faisant des
pauses, en jouant avec la voix, en prenant le temps de dormir
(par ex. en ronflant)et en jouant avec I'effet de surprise lorsque
le pouce sort hors du poing.

JEU DE CACHE-CACHE ET DEVINER LE NOM DE L'ENFANT
CACHE

Une maman et son enfant se cachent sous |'étoffe et I'e. de-
mande: »Ou est»prénom de I'enfant?»

AH! Il (elle) est la!

Voila ,prénom de I'enfant!

Variante

Une maman sort de la piéce avec son enfant. On ferme la porte.
Pendant ce temps un autre maman se cache sous |'étoffe avec
son enfant. L'e. donne la consigne & un enfant d'ouvrir la porte
et d'aller chercher la maman et I'enfant qui sont dehors.
«Ouvre la porte!» La premiéere fois on accompagne et montre.
«Va chercher (prénoms de I'enfant et de la maman qui sont
sortis)I»

BERCEUSE
DETENTE DANS MON HAMAC

Noah se couche sur I'étoffe et dit: «Qui veut se coucher - se
reposer-dans le hamac?»

Les parents et les enfants tiennent tous I'étoffe par les deux
mains. On la souléve tous ensemble et on berce ensemble
I'enfant en chantant tout doucement la berceuse.

Ou est tu? Je suis la.

c6l

Etoffe

CHANSON

«Fais dodo Colin
mon petit frére
Fais dodo t'auras
du gateau

Papa est en bas
qui fait du cho-
colat

Maman est en
haut qui fait du
gateau

Fais dodo Colin
mon petit frére
Fais dodo t'auras
du gateau.»

Ou est il (elle)? Je suis la. Elle est la. le pouce, je sors, je dors.

Chansons: Je suis la et tu es la. Comptine a gestes M. Pouce
CD: (2004): 80 comptines a mimer & Jeux de doigts. Eveil et Décou-
verte. No. 50.

Fais dodo.

CD: Les sélections des creches et maternelles. 1-5 ans. 117 chansons
et comptines avec livrets des textes. 3 CD. Vincennes: AKCS Les
petits minous. CD 1.
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THEME: LE CORPS

SOUS-THEME: PRENDRE CONSCIENCE DES PARTIES DE SON CORPS (MAINS, DOIGTS, TETE, PIEDS)

STRATEGIE MATERIALS

On fait bouger la téte.

L'e. met la musique et laisse danser les enfants.
Quand la musique s'arréte I'e. donne la consigne
aux participants de montrer une partie du corps déja
acquise.

Par exemple: «Montre ta main!»

L'e. regarde la main de chaque enfant et compli-
mente.

Ainsi de suite avec le doigt, le pouce, la téte, le
pied.

= SALUER AVEC DES PARTIES DU CORPS Comptine avec la main
@) Noah veut s'amuser. Il salue les enfants en leur . .
— touchant (s'ils le veulent) la main: «Bonjour, petite Que fait ma main?
— main, ¢a va?» ou (comment vas-tu?) Elle caresse doux, doux, doux
&) Quand il a salué tous les enfants, il leur demande: Que fait ma main?
D «Qu’est-ce qu’elle sait faire ta main?» Elle tape tap, tap, tap
() Elle sait taper? On fait le geste ensemble.
O Elle sait caresser? Que fait ma main?
o Elle pince ouille, ouille, ouille
— VERBALISER DES GESTES QUI VIENNENT DE . .
— | LA PART DES ENFANTS. Que fait ma main?
—— | «Maintenant levez vos mains! Elles sont bien Elle danse tralala lala
réveillées? Vos petits doigts ausssi?» On les fait Que fait main?
bouger et I'e. commence la comptine a gestes. Elle chatouille guili, guili, guili
L'e. fait les gestes qui accompagnent le texte et les
participants imitent.
On répéte la comptine 2 fois.
= | CHANSON SUR LES PARTIES DU CORPS CHANSON .
. . Un petit pouce qui bouge(3x)
L] Assis toujours par terre, en cercle, on chante la Et ¢a suffit pour m'amuser
— chanson en faisant d’abord bouger le pouce de la Deux petits pouces qui
; main droite, ensuite il fait bouger le pouce des deux | pougent(3x)
- mains. Et ¢a suffit pour m’amuser
= Ensuite on fait bouger une main, puis deux mains.
O
< | On fait bouger un pied, puis les deux pieds. Une petite main qui bouge(3x)

Et ¢a suffit pour m’amuser
Deux petites mains qui bou-
gent (3x)

Et ca suffit pour m’amuser.

Un petit pied qui bouge....
Une petite téte qui bouge(3x)
Et ca suffit pour m’amuser.

Lecteur de CD
CD
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PEINTURE AVEC LES PIEDS
Activité libre et créatrice.
(Respecter le refus des enfants)

z

ACTIVITE 1

On recouvre le sol de grandes feuilles de
papiers collés les unes aux autres.

Les récipients avec les couleurs sont placés
autour.

Les enfants sont en sous-vétements.
L'enfant trempe le pied dans la peinture puis
marche ,a son rythme, sur la feuille pour
laisser toutes sortes de traces.

Lorsque I'enfant a terminé, il s'asseoit sur
une petite chaise et met ses pieds dans la
cuvette d'eau tiede. La mére de I'enfant
lui lave les pieds ensuite I'enfant rince ses
pieds dans la cuvette d'eau froide. Puis

sa maman lui essuie les pieds et I'aide a
s'habiller.

A la fin on admire I'oeuvre des enfants.

Grandes feuilles de papier a tapisserie
Grands récipients plats avec des
peintures (bleu, jaune, rouge)
Serviettes de bain

Une cuvette avec de I'eau tiéde
savonneuse placée devant une petite
chaise.

Une cuvette avec de I'eau froide
placée devant une petite chaise.
Habits de rechange

VERBALISATION [

un, deux
Montre la téte - le pied

1. Comptine a gestes: Que fait ma main?
RESSOURCES CD: (2004): 80 comptines a mimer & Jeux de doigts. Eveil et Décou-

verte. No. 44
2. Chanson:
1 petit pouce qui bouge.

CD: Les sélections des créches et maternelles. 1-5 ans. 117 chansons
et comptines avec livrets des textes. 3 CD. Vincennes: AKCS Les

petits minous. CD 1.
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THEME: BIENVENUE

SOUS-THEME: SHEMA CORPOREL — REPRESENTATION DU CORPS D’UNE

FACON HUMORISTIQUE ET INSOLITE D’APRES LE LIVRE «LA

PROMENADE DE FLAUBERT»

STRATEGIE MATERIEL

Un enfant a le chapeau sur la téte et un autre porte
les lunettes.

Les participants autour soufflent pour imiter le vent
et alors le chapeau tombe et les lunettes aussi.

L'e. continue la lecture en montrant les images.

«ll perd aussi la téte...Zut!»

L'e. s'adresse a un enfant et lui demande de tourner
la page:

«Prénom de I'’enfant, tu tournes la page, s’il-te-
plait!»

«ses bras» un autre enfant tourne la page.(Méme
consigne pour tourner la page).

«Son ventre et ses jambes».Un enfant tourne la
page.

On s'arrete a la page «Le vent se calmen».

= CHANSON CHANSON
(O | Introduction des parties suivantes du corps ( téte, «Savez-vous planter les choux
— | bras, ventre, jambes) avec la chanson «Savez-vous alamode, a
la mode
— planter les choux?» .
QO ) Savez-vous planter les choux
1) On fait une ronde et on chante en tournant la a la mode de chez nous?
—) | chanson ci-contre. _ On les plante avec les doigts a
() 2) Quand on chante «on les plante avec les doigts» la mode, a la mode,
@) On s’arréte et on se baisse pour planter avec les On les plante avec les doigts a
doigts. la mode de chez nous.
E (mains, pieds, téte, bras, ventre,
— | Etainsi de suite avec les mains, les pieds (on tape jambes)
— des pieds), avec la téte, avec les bras, avec le ventre
(on se met a plat ventre), avec les jambes.
— INTRODUCTION DU LIVRE LIVRE
ALl LECTURE MIMEE ZLat prPn:-enae;I‘e (‘:le Flaubert»
. ’a ntonin Louchar
— jusqu'a «et ses lunettes» Chapeau
_ . Lunettes en plastique
2 Jeu du vent, du chapeau et des lunettes qui plasta
— s'envolent.
Q L"e. raconte encore une fois le début de I'histoire et
< les enfants jouent la scéne.

z

ACTIVITE 2

COLLAGE
«LES MORCEAUX DE FLAUBERT»

Les parents recoivent la consigne de découper, (en déchirant le
papier avec leur enfant), les parties du corps de Flaubert qui se
sont envolées.

-L'e. montre a nouveau I'image ou il perd sa téte.(papier rose)
«Qui veut découper la téte?»

-ses bras (papier rouge) méme question.

- son ventre (papier marron) ?

-ses jambes (papier jaune)?

- son chapeau (papier noir)?

-ses lunettes (papier noir)?

Aprés avoir réparti les différentes parties du corps a découper
auprés des participants, on les rassemble tous ensemble .

L'e. demande:
«Qui a le ventre de Flaubert?»
Et on le colle contre le mur (parents-enfant).

Méme question pour la téte, les bras, les jambes, le chapeau et
les lunettes.

Papiers rose, rou-
ge, marron, jaune,
noir et blanc.
Scotch
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le bras, le ventre, les jambes
VERBALISAT|ON le vent, le chapeau les lunettes

RESSOU RCES Chanson: Savez vous plantes les choux

CD: (2004): 80 comptines a mimer & Jeux de doigts. Eveil et Décou-

verte. No. 51

Copy: Louchard, Antonin (1998): La promenade de Flaubert. Paris: T.

Magnier (Collection Téte de lard, 3).
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THEME: LE CORPS

SOUS-THEME: PRENDRE CONSCIENCE DE SA TAILLE, DE SA PLACE DANS L'ESPACE

STRATEGIE MATERIALS

CHANSON

«Je mets un pied en avant
Je mets un pied en arriére
Je mets un pied en avant et je
secoue un petit peu

Je danse le boogie woogie
Je fais un petit tour

Et voici ma chanson!

Une main

La téte

Le ventre

La bouche

z

ACTIVITE 1

SILHOUETTES DU CORPS

1) Les enfants s’allongent chacun sur une grande
feuille posée par terre.

(les jambes et les bras sont droits mais un peu

écartés). L.e. donne la consigne de ne pas bouger.

2) Les parents dessinent le contour de leurs
enfants sur la grande feuille, puis I'enfant peut se
lever.

3) Les enfants peignent leur silhouette.
4) Les parents découpent la silhouette.
5) On se rassemble et on regarde les silhouettes.

«Qui est-ce?»
«C’est prénom de I'enfant!»

«C'est prénom de I'enfant!»
Grandes feuilles de papier
Un gros crayon noir

Peintures de différentes couleurs
Pinceaux trés larges ou éponges
Eau

P SALUER AVEC UN TAMBOURIN Tambourin
@) Noah salue les enfants avec un tambourin. Il tape en
— scadant sur son tambourin: «Bonjour, prénom de
— I'enfant!»
O L'enfant répond en tapant a son tour sur le tambourin.
D)
() SE DEPLACER APRES LE TAMBOURIN ET COM-
@) PRENDRE DES CONSIGNES
o . .
— Noah demande aux enfants s'ils ont envie de dans-
= er. L'enseignant-e joue du tambourin lentement ou
— vite, fort ou doucement et les enfants se déplacent
dans la piece.
Quand le tambourin s'arréte, I'e.
donne les consignes suivantes aux enfants:
«Tape bien fort dans les mains!»
Une autre fois, quand le tambourin s'arret, il-elle-
donne la consigne:
«Tape doucement dans les mains!»
Ainsi de suite:
«Tape trés fort des pieds!»
«Tape doucement des pieds!»
«Tourne tout doucement!» (vite)
«Saute trés haut comme Noah!»
«Fais des petits sauts!»
o CHANSON SUR LES PARTIES DU CORPS CHANSON
\LLJ On est debout, en cercle et on montre «Téte, épaules, genoux, pieds,
B Avec les mains les parties du corps nommeées. genoux, pieds .
. L'e. chante la premiere et la deuxieme fois lente- Téte, epa‘fles’ genoux, pieds
> N o genoux, pieds
- ment. La troisieme fois il chante la chanson plus J'ai deux oreilles, deux yeux,
— vite. un nez, une bouche.
(@) Téte, épaules, genoux, pieds
< L'e. chante et on bouge, en suivant les consignes Genoux, pieds.»
de la chanson.
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VERBALISATION Bt

Qui est-ce?
C’est...-

R ESSO U RC ES '(I;gt?er,lzggz:les, genoux, pieds.

Je mets un pied en avant.
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THEME: LES ANIMAUX
SOUS-THEME: APPROCHE PAR LES ANIMAUX EN PELUCHE
> > o~ PEINTURE DES EMPREINTES DE LA MAIN Papier blanc
STRATEGIE MATERIEL Gros crayons de
‘LU Les parents appliquent la main de leur enfant sur la feuille en couleurs
= SALUER LES ENFANTS ET LEURS ANIMAUX EN PELUCHE Animaux en ': faisant écarter le pouce et ils dessinent le contour de la main.
O peluche amenés > L'enfant enléve sa main.
— | Noah saute de joie parce qu'il y a d’autres animaux. |l veut les par les enfants (en — En mettant un bec et un oeil au pouce on obtient un canard.
— connaitre. Il salue les enfants et leurs animaux en peluche en les lger.‘eral Chat’ﬁh'err' =
@) nommant. I?opr:nls:t”:n% eval O On repose le majeur et I'index de I'enfant sur le corps du canard
D) + S8 < et on obtient les ailes.
O
@) L'enfant peut colorier le canard ou
o faire de I'eau.
E On peut inventer d'autres animaux avec les mains (par exemple
— un escargot, un papillon).
Jouer
o INTRODUCTION DE LA CHANSON CHANSON VERBALISAT|ON Le chat, le chien, I'our, le canard
L «Un jour dans sa cabane» .
«Un jour dans sa i
|: Pour répéter le nom des animaux présentés, on chante une cabane» RESSOU RCES Un jour dans sa cabane.
= chanson adressée a chaque enfant avec son animal en peluche.
|: «Un jour dans sa cabane»
Q (On joint les deux index et les deux pouces en forme de cabane)
< «un grand (4x) prénom de I'enfant concerné»

(On éléve les deux mains trés haut )

«jouait avec son —chat-«

(laisser a I'enfant le temps de serrer, ou caresser ou faire le
miaulement de son chat)

Olé Olé o banjo

(On fait tourner les deux mains)

Et zoum badazoum badazoum zoum zoum (bis)

(On tape des mains)

Olé olé o banjo

(On fait tourner les mains)

Et cela pour chaque enfant et chaque animal en peluche en
insistant sur le bruit ou la caractéristique de cet animal.
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THEME: LE CORPS
SOUS-THEME: RIMES AVEC LE NOM DES ANIMAUX, RECONNAITRE LES .
ANIMAUX ET A QUI ILS APPARTIENNENT. N JEU: ASSOCIER LANIMAL A 'ENFANT AUQUEL IL Animaux en peluche
W APPARTIENT Etoffe
STRATEG IE MATERIALS
|: 1) Les enfants placent leurs animaux au centre du cercle et on Sga‘?:'gﬂ: colin
= LA BRUIT D'ANIMAUX Animaux en pelu- 2 les recouvre d'une étoffe. mon petit frére...»
@) Noah redemande le nom des animaux aux enfants et demande che appartenant — . . .
i quel bruit ils font aux enfants O 2) Un enfant met sa main sous |'étoffe sans regarder et retire
= ' < un animal en peluche. L'e. demande de quel animal il s'agit et a
Q qui il appartient.
) L'enfant donne I'animal a son propriétaire.
2 Chacun a leur tour les enfants retirent un animal et le donne a
O son propriétaire.
E BERCEUSE AVEC LES ANIMAUX EN PELUCHE
= A la fin du jeu on étend I'étoffe par terre et les enfants posent
o leurs animaux en peluche dessus. On souléve tous ensemble
I'étoffe transformée en hamac et on chante une berceuse pour
— | RIMES AVEC LE NOM DES ANIMAUX CHANSON les animaux qui s'endorment.
Ll Siun enfant a un chat, on répéte tous ensemble le mot chat et ;{-\bn:tacl:adabra,
on commence a chanter en accompagnant de gestes: isart fa La souris, I'oiseau, le cheval
': sorciere....» VERBAUSATlON A qui est I'ours?
> «Abracadabra, disait la sorciére llesta..
|: Abracadabra je te change en chat!»
5 o RESSOURCES
< L'enfant est transformé en chat et se déplace a I'intérieur du

cercle comme un chat et imite le bruit du chat peut-étre avec
I'aide de I'e. ou de sa maman.

JEU DE RIMES

Sile nom de I'animal se termine par un i comme souris, on
chante:

«lbrikidibri»

pour oiseau:
«Obrocodobro»

pour cheval:
«Abracadabral»

pour ours:
«Oubroucoudoubrours»
etc...
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THEME: LES ANIMAUX
SOUS-THEME: LE SERPENT

STRATEGIE MATERIEL

z

ACTIVITE 2

ARTS PLASTIQUES
«UN SERPENT»

1) Les enfants déchirent des petits morceaux de papier coloré et
les classent par couleur dans les récipients.

2) lls collent les morceaux de papier en respectant la consigne: la
méme couleur pour un troncon du serpent.

Papier découpé en
forme de serpent.
Papier coloré (
restes)

Récipients larges
Colle a tapisserie

que les serpents se suivent pour rentrer chez eux.

Durant le parcours I'e. intervient auprés de chaque enfant pour
lui demander de se situer:

«Prénom de I'enfant, ou es-tu?»

«Tu es sous la table?»

«Ou vas-tu? Tu vas sous la chaise?»

= IMITATION D’ANIMAUX Tambourin
@) Aprés avoir salué tous les enfants, Noah saute sur un tambourin
— et veut voir comment d'autres animaux se déplacent.
— L'e. joue du tambourin et quand il s'arréte, il demande aux en-
O fants de se déplacer comme un chat (histoire).
nsuite comme un lapin, un chien, un ours, un oiseau, une gre-
D) Ensuit | h
[ nouille et comme un serpent.
(@) (L'e. peut jouer ainsi que les parents pour faire deviner de quel
o animal il s'agit)
|_
=
— PARCOURS des tables
WL «LES SERPENTS» une chaise
— 4 cerceaux tenus
— Ce parcours est a adapter selon le matériel dont on dispose. Zi;ﬁi&iiﬁit
2 L'important est que les enfants puissent passer sous les élé- des étoffes pour
— ments. recouvrir les tables
@) . , . . .
< On laisse les enfants découvrir le parcours, puis I'e. leur explique
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VERBALISATION [yt

Ou vas tu?
Je suis sous la table, sous la chaise...

RESSOURCES
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THEME: LES ANIMAUX
SOUS-THEME: OURS PARCOURS, HISTOIRE MIMEE»

STRATEGIE MATERIALS

ON VA A LA CHASSE A L'OURS»

nant redescends!»

2) Ensuite les enfants traversent le bac d'herbe.
«Tu marches sur un pré mouillé!»

3) Les enfants marchent sur le sable mouillé.
«Tu marches dans de la boue!»

4) Ensuite ils traversent le bac d'eau
«Tu marches dans I’eau! C’est un grand lac!»

Les parents essuient les pieds des enfants.
Observer les réactions des enfants.

= HISTOIRE DU PETIT OURS BRUN LIVRE
@) Assis en cercle, I'e. montre une histoire du petit ours brun. «Petit ours brun a
— Imitation de I'ours la campagne»
— Ensuite il demande aux enfants d'imiter un ours.
&) «Comment marche un ours?»
D) On refait la démarche de I'ours, lourd et lent.
@)
@)
o
|_
=
— PARCOURS POUR LES PIEDS Espalier

Grand bac avec de
‘LU : I'herbe (que les
— Les enfants sont pieds nus. enfants ont fait
- 0USSEé eux-mé-
> 1)_L’un apres I'autre_, les enfants gccor_npag_nés des parents qus avec
|: grgnpentjur!'espaher comme s'ils grimpaient sur un arbre et des graines d'her-

redescendent. be de Paques)

O L'e. commente: «Tu grimpes trés haut! Trés bien! Et mainte- Grand bac avec du
<

sable mouillé

Grand bac avec de
I'eau
Serviettes éponge

z

ACTIVITE 2

HISTOIRE MIMEE
«ON VA A LA CHASSE A L'OURS»
On est assis en cercle.

«On va a la chasse a I'ours»
On répéte 4x en tapant les mains sur le cuisses.

«Devant nous il y a un arbre trés haut, on doit grimper!»
On fait semblant de grimper avec les bras.
«Et on redescend!»

«On va a la chasse a I'ours» (4x)

«La, il y a un pré tout mouillé! On doit le traverser»
On tape la pointe des pieds sur les sol.

«On va a la chasse a I'ours»(4x)

«Devant nous il y a de la boue!»
On leve les pieds lentement et bien haut.

«On va a la chasse a la chasse a I'ours» (4x)

«Devant nous il y a un lac!»
On le traverse en nageant
( mouvements de bras).

«On va a la chasse a I'ours»(4x)

«Devant nous il y a une grotte et dans cette grotte deux
gros yeux brillent! Non, c¢’est I'ours! On retourne vite , on
traverse le lac, la boue, le pré, on escalade I'arbre. Ouf! On
est arrivé!

Animaux en peluche
Etoffe

CHANSON
»Fais dodo colin
mon petit frére...»
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Marcher, grimper sur un arbre
VERBAUSATlON Un pré, la boue, I'eau, nager

RESSOURCES [y

«Petit ours brun» Bayard 2005, ISBN 2-7470-1644-7
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THEME: ALIMENTATION
SOUS-THEME: GOUTER DE POMMES ET BANANES

STRATEGIE MATERIEL

= IMITATION A LA PREPARATION DU GOUTER Petit chariot
@) «C’est I’heure du goiiter et nous allons préparer ensemble le | 3 pommes, 2
— | chariot!» bananes
= L'e. demande aux enfants : gcfa\fs:g:
O «Vous venez avec moi a la cuisine?» Ur?e grande as-
) «et moi aussi, j'ai faim!»: s'exclame Noah «Je viens a la siette plate
[ cuisine avec vous, j'espére qu'’il y aura quelque chose de bon | Une bouteille
O pour moi! Est-ce qu’il y a des mouches? (imiter le bruit des d'eau
o mouches). J’aime les mouches.» 6 gobelets
E PREPARER LE CHARIOT

L'e. répartit les ustensiles, la vaisselle,I’'eau et les fruits entre les

enfants et nomme et compte a haute voix tout ce qu’il donne.

L'e. donne la consigne suivante a I'enfant qui a une pomme:

«Mets ta pomme sur le chariot!»

Chacun a leur tour, les enfants vont poser ce qu'ils ont dans la

main sur le chariot selon la consigne donnée.

Ensuite les enfants poussent le chariot jusqu‘a la salle ou se

trouve la table du goUter.
— METTRE LA TABLE CHANSON
L Les enfants installent a tour de réle, selon les consignes de I'e.,
. | toutce qui est nécessaire pour couper les fruits et pour boire et Pomme de
— s'asseoient autour de la table. rpi::‘e:‘t: ;:(api
2 . | . Tapis tapis rouge
— Couper les fruits et les présenter sur une assiette Pomme de

reinette et

::) Apres avoir montré et fait toucher une pomme, I'e. chante la pomme d’api

chanson Tapis tapis gris.

citée ci-contre

L'e. distribue a chaque enfant un quartier de pomme et aux plus

jeunes un morceau de banane.

Avec l'aide des parents les enfants coupent les fruits et quand ils

ont fini, ils les mettent sur une assiette placée au centre.

L'e. enléve les planches et les couteaux en demandant «Tu me

donnes ta planche (ton couteau), s’il-te-plait!»

«Merci»

z

ACTIVITE 2

GOUTER EN APPRENANT LA CONVIVIALITE
SE SOUHAITER UN BON APPETIT

Avant de commencer & déguster, nous nous donnons tous la
main et nous disons:

«Je te dis bon appétit

tu me dis bon appétit

on se dit bon appétit

merci!»

SE SERVIR ET FAIRE PASSER L'ASSIETTE AU VOISIN,
ATTENDRE SON TOUR

L'enfant qui se sert en premier prend un morceau de fruit et fait
passer |'assiette a son voisin de gauche, d'aprés la consigne

de I'e..nDonne l'assiette a ...» L'enfant qui prend |'assiette
dit:»merci»

Inviter les enfants a boire:
«Tu veux boire de I'eau?»
«Oui, merci»

RANGER

Les enfants sont invités a débarrasser la table et & ramener le
chariot a la cuisine

LECTURE DU LIVRE »UN PETIT TROU DANS UNE POMME»

LIVRE

UN PETIT TROU
DANS UNE
POMME
Editions Nathan
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La pomme, l'assiette, je coupe
VERBALISAT|ON S’il te plait, merci

Livre
RESSOURCES Un petit trou dans une pomme, Edtions Nathan
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THEME: ALIMENTATION
SOUS-THEME: PATE A SEL:DECOUVRIR LES INGREDIENTS, MANIPULER,
EXPERIMENTER &N | FAIRE UN SERPENT Animaux en peluche
. On fait un serpent, on enroule le serpent qui devient un escar- Etoffe
> LLl
STRATEGIE MATERIALS = %t CHANSON
»Fais dodo colin
— | SE LAVER LES MAINS Saladier — | VERBALISATION DES ACTIONS _ mon petit frére...»
o DECOUVERTE DES INGREDIENTS Toile cirée — Je fais une boule, une galette, je une tarte aux cerises
i Les enfants son assis autour d’une table. Tab|‘|ers O (aux fraltses, alfjlx pommes), une serpent, une saucisse, un
= | Avant I'arrivée des enfants, on a préparé la farine, le sel et I'eau. | COullls (couteaux, <[ | escargot, uneftleur.
O L'e. fait découvrir les ingrédients (petite quantité dans un roum;\ettes’ rour
D) ramequin tenu par I'e.), les enfants peuvent voir, toucher, sentir, I(:\ZL:Zdients EA.NGE“:.IE.NT ETlNE.erOYAGE.l.?F LlA TABfLEt it
() go(ter chaque ingrédient en y associant son nom. 200 g de farine da|re pfr |c!|per, selon fes post& H esﬁ esen :n ls E'][Ubrl]e oyage
@) Noah, curieux, saute prés de la farine en faisant coa, quoi? et se 125 g sel fin lyezu?jen& es, au rar:jge;nen + aunettoyage de fa table avec
o retrouve recouvert de farine. 125 g d'eau tiéde aide des parents et ae l'e.
= CUISSON
=
o Cuisson sur papier d'aluminium pendant 2 heures, thermostat
2 ou 3.

— PREPARATION DE LA PATE A SEL
. L"e. fait participer les enfants chacun a leur tour pour verser la Je roule, j’aplatis, je malaxe.
ﬁ farine et le sel dans le saladier, pour faire mélanger. Ensuite les VERBAI—ISAT|ON Je fais une boule, une galette, je faits une tarte aux pommes, une serpent
— enfants ajoutent I'eau petit a petit pour lier les deux ingrédients.
>
|: EXPERIMENTATION RESSOURCES
O L'enseignant répartit la pate.
< Les enfants jouent, tatent, goGtent, observent, réagissent. lls

manipulent avec leurs mains et leurs doigts.

Aprés avoir laissé expérimenter avec les mains on propose les

outils: couteaux, fourchettes, rouleaux, emporte-piéce...

VERBALISATON D’ACTIONS

Je roule, j'aplatis, je malaxe, je ramollis la pate, j'enfonce, je

creuse, je moule...
N FAIRE UNE BOULE
\LLI On fait une boule avec la pate, des petites boules, on creuse la
— grosse boule avec son pouce ( on dirait un bol, un panier..)
2 FAIRE UNE GALETTE OU UNE TARTE
— On fait une galette, on aplatit la boule, on tape avec la main, on
@) fait des empreintes avec son doigt, on met des petites boules
< sur la tarte, ce sont par exemple des cerises.
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THEME: ALIMENTATION

SOUS-THEME: CREPES: découverte des ingrédients, préparation des crépes, dégustation

STRATEGIE MATERIEL

FAIRE PARTICIPER LES ENFANTS CHACUN A LEUR TOUR:
- pour verser les ingrédients dans le saladier.

- pour remuer et maintenir le saladier.

- leur montrer comment casser un oeuf et le leur faire réaliser.
- pour nettoyer la table

P SE LAVER LES MAINS Tabli'ers_

() = DECOUVERTE DES INGREDIENTS Ingrédients

— Les aliments sont placés sur une table. Noah est assis sur la

— PO S . . Pour 4 personnes,
table et golte a tous les produits, il les sent, il les touche, fait i faut:

O des commentaires (la farine est blanche et douce mais je dois 150g 'de farine

) faire attention pour ne pas étre recouvert de poudre blanche | 5 405 oeufs

[ comme la derniére fois...). 2 Y2 verres de lait

O [l invite les enfants a découvrir les ingrédients (petite quantité 40g de margarine

o dans un ramequin tenu par 'adulte). 2 saphets de sucre

— Observer les réactions, commenter, nommer, ingrédients. vanillé

— 1 pincée de sel

— PREPARATION DE LA PATE A CREPES

L Dans un saladier, versez la farine et mettez une pincée de sel.

— Cassez-y les oeufs et mélangez avec une cuillere en bois jusqu’a

— obtention d’une pate lisse. Incorporez-y, peu a peu, le lait froid

= et une noix de margarine juste fondue. Battez bien cette pate un

I: peu liquide.

O Laissez reposer 15 a 20 minutes.

<

z

ACTIVITE 2

DEGUSTATION DES INGREDIENTS SUCRES

L'e. invite les enfants a découvrir les ingrédients(petite quantité
dans un ramequin tenu par l'adulte).

Faire boire éventuellement un peu d'eau entre la dégustation
des différents ingrédients.

METTRE LE COUVERT
Les enfants placent avec I'aide de I'adulte les petities assiettes,
les couteaux et les serviettes.

CUISSON DES CREPES PAR LES PARENTS

Versez un peu de pate sur chaque plaque beurrée du multi-
crépes-party (en tout 6 petites plaques). Aprés 2 mn, tournez la
crépe (faites chauffer Tmn).

Sivous n'avez pas de multi-crépes-party, utilisez une poéle.

DEGUSTATION DES CREPES

Sucre en poudre
Confiture de fram-
boises.

Gelée de fraises.
Petites cuilleres
Une bouteille
d'eau

Des gobelets en
plastique

Petites assiettes
Couteaux
Fourchettes
Petites cuilleres
Serviettes en
papiers

Multi-crépes-party
de Téfal
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VERBALISATION [ty onsi
RESSOURCES

21.9.2009 11:01:28




THEME: ELEMENT NATUREL
SOUS-THEME: L'EAU: ECOUTER LE BRUIT DE LA PLUIE, EXPERIMENTER

AVEC L'EAU.

STRATEGIE MATERIALS
= ECOUTER LA PLUIE TOMBER INSTRUMENT DE
() | Nous sommes assis en cercle par terre. MUSIQUE =~
—_ L'e. fait écouter aux enfants le baton de pluie. «Qu’est-ce que Un baton de pluie
5 zg,s:s?t”la ien: 16 CHANSON

pluie»: répond Noah Les petits poissons
D «Youpi! J'aime la pluie! J'adore I'eau! C’est ma féte dans I'eau
() aujourd’hui!»
@) Chaque enfant, avec l'aide de ses parents, fait tourner le baton
o de pluie.
— Pendant qu'un enfant a le baton de pluie, les autres écoutent.
z REPRODUIRE LE SON DE LA PLUIE AVEC SES DOIGTS, SES

MAINS.

Il pleut tout doucement (les doigts tapent doucement sur les

cuisses)

Maintenant il pleut plus fort( on tape

mains a plat sur les cuisses) de plus en plus vite et apres la pluie

se calme et on tape,a nouveau, tout doucemant avec les doigts.

CHANTER

On chante la chanson «Les petits poissons dans I'eau» ac-

compagnée de gestes.

o MANIPULATION DE L'EAU Habits de rechange

€L On remplit les bacs d’eau. Les enfants jouent d'abord librement Tabliers faits & par-

= avec |'eau et les objets: il cherchent a maitriser I'eau, a la trans- tir de grands sacs

- vaser , a la transporter. de pQL{beIIes.

= lls font leurs propres expériences et constats Serpilleres

— ' Serviettes éponge

— Bacs a eau

Q VERBALISATION D’ACTIONS Objets tels que

< Je remplis, je vide, je verse... pots de yaourts,
gobelets, petites
bouteilles en plas-
tigue, entonnoirs,
passoirs, cuilléres
ordinaires, objetes
ou jouets flottants
ou non.
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ACTIVITE 2

LECTURE

INTRODUCTION DES MOTS»COULE» ET «FLOTTE»
Les enfants constatent quels objets coulent et flottent.
L'e. Donne la consigne de classer les objets

- objets qui flottent

- objets qui coulent.

On classe les objets selon leur propriété.

«Le petit poisson blanc est content»

VERBALISATION [t et e

RESSOURCES

Van Genechten, Guido (2006): Le petit poisson blanc est content.
Namur Belgique: Editions Mijado (Petit train), ISBN 2-87142-483-7
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THEME: JOUETS

SOUS-THEME: TAMBOUR: CHANSON ACCOMPAGNEE
PAR DES INSTRUMENTS A PERSUSSION

STRATEGIE MATERIEL

WORKSHEETS |

z

ACTIVITE 2

JOUER DU TAMBOUR D’APRES LE RYTHME

DE LA CHANSON

L'e. distribue les instruments aux enfants. Les enfants jouent
d'abord librement.

Ensuite, on rechante la chanson 2x et les enfants jouent en es-
sayant de suivre le rythme.

Tambours
Djembés
Bongos

Et le mercredi

Et quand papa dort encore

Et pour les voisins le dimanche matin

Je vais dans le corridor.

ET RATAPLAN(BIS) ET RA ET RA ET RATAPLAN
jusqu‘a (taper sur les cuisses)

= INTRODUCTION DES MOTS-CLE DE LA CHANSON 1 feuille A4 avec
@) PAR IMAGES un tambour
_ le jour
. / la nuit
G | e e o papa i dort
) les voisins
—) | «Vous connaissez cet instrument? Qu’est-ce que c’est?» le corridor
() «Quand est-ce que le soleil brille?»
@) « Quand est-ce que les étoiles brillent?»
o «Qu’est-ce que fait papa?»
— «Qui habite a c6té de notre maison (appartement)?»
= Ouvrir la porte de la salle et montrer le corridor. Le nommer.
— CHANSON CHANSON
Ll ET RATAPLAN(BIS)ET RA ET RA ET RATAPLAN D’HENRI DES
— jusqu’a (taper sur les cuisses) LE BEAU
— J’ai recu PLAN, PLAN (taper sur les cuisses) jusqu‘a
— | Jairecu un beau tambour. TAMBOUR
|: Et je joue plan, plan jusqu‘a
O Et je joue quand il fait jour
< Et quand il fait nuit
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RESSOURCES [

VERBALISATION i: ig:: du tambour.

La nuit

Des, Henri (1998): Olympia 98. CD. Musidisc France: Productions

Mary Josée.
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WORKSHEETS |
SOUS-THEME: CONSTRUCTION
> N CONSTRUCTION D’UNE MAISON Grandes briques en
STRATEGIE MATERIALS W Les enfants transportent les briques et les posent les unes sur mousse
— les autres pour batir un mur (avec I'aide des parents et de I'e.). Etoffe
= INTRODUCTION Cubes en bois — Pour faire le toit, on met une grande étoffe. LIVRE
@) Nous sommes assis en cercle et |'e. donne un 2 En construisant la maison ensemble, on chante la chanson
— | cube en bois & chaque participant. | | «Pirouette, cacahuéte». LES TROIS PETITS
= Chacun a leur tour les participants posent les @) COCHONS
&) cubes les uns sur les autres pour obtenir la tour < On s'installe dans la maison et on raconte
D) la plus haute possible. Noah regarde la tour . La
(&) tour est plus grande que lui il veut sauter en haut «L’histoire des 3 petits cochons»
@) de la tour et la tour tombe. _ _
o Selon I'endurance des enfants on peut refaire la en s'appuyant sur les illustrations
= tour une deuxiéme fois.
Z Je construis une maison.
T VERBALISATION Je transporte les briques.
Je mets un brique sur l'auto
CD
S CHANSON CHANSON RESSOU RCES «PIROUETTE, CACAHUETE» les sélections des
L1l «PIROUETTE, CACAHUETE» . créches et maternelles volume 2, n. 29.
— «PIROUETTE, CACAHUETE» WWW.CLIPOUNETS.COM
— L'e. introduit les 3 premiéres strophes de la chan- L i www.petits minous.com
= | zonen'a mmant L m et e
— Il était un petit homme «LES TROIS PETITS COCHONS»
(@) Qui avait une dréle de maison.
< (bis)

Sa maison est en carton
Pirouette, cacahueéte,

Sa maison est en carton,

Les escaliers sont en papier.(bis)

Le facteur y est aller,
Pirouette, cachuéte,
Le facteur y est allé,
Il s’est cassé le bout du nez.(bis)
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THEME: INSTRUMENTS

SOUS-THEME: INSTRUMENTS D’'ORFF: découverte des instruments, jouer
d’un instrument, peindre librement d’aprés une musique

STRATEGIE MATERIEL

WORKSHEETS |

z

ACTIVITE 2

PEINTURE D’APRES UNE MUSIQUE

INSTRUMENTALE DE GUEM

D’apres la musique les enfants peignent librement ensemble sur
un grande feuille(reconnaitre les limites de I'autre)

CD de Guem

Une grande feuille
de papier a tapis-
serie est collé sur
la table.

Pinceaux plats
Peintures a I'eau
Tabliers

Seau d'eau

Seau vide

DES CASTAGNETTES.

(Pause)

L'e. demande a A. de jouer et donne la consigne aux autres
d’écouter.

(On continue)

olé olé o banjo

Et zoum badazoum badazoum boum boum (3x)

Olé olé o banjo

Chague enfant attend son tour et retire un instrument et on
chante pour lui.

A la fin tous les enfants jouent et on rechante la chanson.

= EXPLICATION DU JEU INSTRUMENTS
(O | Noah veut enlever I'étoffe qui recouvre les instruments au cen- D'ORFF
— | tre du cercle d'enfants et de parents. tambourins
= L'e. lui expligue qu'il doit attendre et nomme un enfant qui va clochettes
. . castagnettes
O retirer un instrument sans regarder, seulement, en le touchant. claves
:) maracas
() triangle
@)
oC
|_
=
— PRENDRE UN INSTRUMENT SANS LE VOIR, INTEGRER CET CHANSON
Ll INSTRUMENT DANS UNE CHANSON )
— JOUER D’UN INSTRUMENT «Un jour dans sa
— cabane»
= Lorsqu’un enfant a retiré un instrument, I'e. lui chante une chan-
|: son que les autres reprennent.
O Par ex. Amélie a retiré des castagnettes. On chante:
< «Un jour dans sa cabane une grande (5x) Amélie JOUAIT
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THEME: VOYAGE
SOUS-THEME: VOITURES

STRATEGIE MATERIALS

INVITATION AU VOYAGE

Aujourd’hui il fait trés beau. Le soleil brille. Tu
viens Noah on va faire un tour en voiture!

On pourrait aller a la mer.

«D’accord!»

«Vous étes tous d‘accord ? On prend les
voitures et on va au bord de mer?»

INTRODUCTION

Cubes en bois

VOYAGE EN VOITURE

Chague enfant prend une brique (voiture) et dé-
marre (tient le volant, imite le bruit de la voiture).
L'e. invite les enfants a partir en voyage. »On

va sur l'autoroute, on roule plus vite. Atten-
tion il y a un tournant. On ralentit. On sort de
I'autoroute et on arrive au bord de mer.

On gare les voitures et on va s’allonger sur la
plage. On se repose un peu. ll fait chaud . On
boit de I'’eau et on va se baigner dans la mer.
On sort et on s’essuie avec une serviette.

Et on rentre.»

z

ACTIVITE 1

Grandes briques en mousse
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LECTURE

N LAVAGE DES VOITURES»LAVE-AUTOS» Grandes briques en
On doit laver les voitures parce qu'elles sont trés sales. mousse

‘L - : Etoffe

— Les parents regoivent la consigne de former un lave-autos. Les

— parents, 2 par 2, face a face se tiennent par les mains, bras LIVRE

— | tendus.

|: Lorsque les vo_itures avec les enfants passent, une par une, I'e. LES TROIS PETITS

O Donne la consigne: COCHONS

< - 2 premiers parents d'arroser la voiture avec leurs doigts

- aux 2 suivants de la laver avec les mains
- aux 2 suivants de la rincer avec les mains
- aux 2 derniers de la sécher en soufflant.

LES VEHICULES

VERBALISATION
RESSOURCES

Je lave
J'arrose
Je rince
Je séche

Livre
Michelini, Carlo Alberto (cop. 2002): Quand les roues tournent.
Paris: Nathan (Collection Percimage).
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THEME: VOYAGE
SOUS-THEME: EN TRAIN: histoire mimée, peinture de wagons de train avec

STRATEGIE MATERIEL

photos de I'enfant et sa famille

WORKSHEETS IN

z

ACTIVITE 2

PEINTURE D'UN TRAIN

Aprés avoir mis les tabliers, les enfants peignent
leur wagon soit avec I'éponge soit avec un pinceau
plat.

Sous chaque ouverture de fenétre, les parents col-
lent les photos de I'enfant et de ses parents. Il en
discute avec son enfant.

L'e. va vers chaque enfant et demande «Qui est-
ce?»

«C’est ta maman?

«C’est ton papa?»....

Ensuite on accroche les wagons les uns aux autres
et on regarde ensemble chaque wagon. L'enfant
présente son wagon.

Photos de chaque enfant et des
parents de I'enfant (qui accompa-
gnent I'enfant au club,ev. freres et
soeurs, grand-pére, grand-mere.)
Train en papier cartonné prédé-
coupé

(un wagon par enfant)

Tabliers

Peintures a I'eau rouge, jaune,
bleue

Eponges ou pinceaux plats

De I'eau

Un seau d'eau

Un seau vide

tous les enfants forment un train.

VARIANTE

Plus tard, lorsque les enfants arrivent a former un train, le train
peut sortir du cercle et passer sous un tunnel, monter...(occuper
toute la piéce)

= ON MIME ENSEMBLE
@) Nous sommes debout en cercle
— Aujourd’hui on va prendre le train.
— | (imiter le bruit du train).
O On va d'abord a la gare.( on marche)
—) | Onattend sur le quai. (On s'arréte)
[ Le train arrive (bruit)
@) On monte dans le train.
o Le controleur siffle ( coup de sifflet)
— Et on part.
= On commence a tourner en cercle en se tenant par les épaules
— ou par la taille. (doucement) puis plus vite, puis plus doucement.
On arrive.
— CHANSON AMIMER CHANSON A
WL Pour commencer un enfant ( la locomotive) va au milieu du cer- MIMER
I | cle (éventuellement accompagné d'un adulte) et tourne en rond «ROULEZ, ROU-
— pendant qu’on chante la chanson en faisant un moulinet avec les LEZ, CHEMIN DE
> mains. FER ROULEZ
— SESNNT A Comme ¢a mar-
— Quand la chanson est finie, I'enfant s’arréte devant un(e) autre che, comme ca
Q participant(e) et celui-ci(celle-ci) tient le premier enfant par les marche,
< épaules. On rechante la chanson et ainsi de suite jusqu’a ce que Roulez, roulez che-

min de fer roulez
Comme ga marche
regardez!»
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VVERBALISATION Le train roule

Le train passe sous un tunnel, il monte, il descente

RESSOURCES [iahisi

«ROULEZ, ROULEZ CHEMIN DE FER ROULEZ» CD: Imaginations 6
pour |'expression corporelle des tout-petits.
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THEME: NOEL
SOUS-THEME: OBSERVATION D‘UNE IMAGE, CHANSON DE NOEL,

STRATEGIE MATERIALS

INTRODUCTION

FABRICATION D’UN PERE NOEL

LIRE UNE IMAGE

Noah est tres excité. Dans la piece il y a un sapin,
des guirlandes, des oranges, ...

Il saute d'un endroit a I'autre et commente ce
qu'il voit.

«Calme-toi! Viens regarder, c’est bientot
Noél!»

Assis en cercle, I'e. montre une image du jour
de Noél :un sapin, des cadeaux, une chem-
inée, la famille.

Décrire les décors de Noél.

Image sur Noél

z

ACTIVITE 1

CHANSON MIMEE

L'e. commence a chanter en mimant.

«Qui a vu?»

On met la main au-dessus des yeux pour re-
garder.

«Le petit bonhomme»

On baisse la main

«au capuchon pointu»

On joint les 2 mains au-dessus de la téte pour
indiquer le capuchon pointu.

«par la cheminée»

Faire une cheminée avec ses 2 index.

«il est entré»

A l'aide de I'index et du majeur on simule I'action
d’entrer.

«joujoux»

simuler en faisant un carré avec les 2 index et
simuler |'action de faire un noeud au-dessus.
«ll a plein sa hotte»

On se courbe en simulant de tenir une hotte
lourde.

«Et ¢’est pour nous!»

Montrer avec l'index sur soi-méme.

CHANSON

Qui a vu?(bis)

Le petit bonhomme(bis)

Qui a vu?(bis)

Qui a vu le petit bonhomme au
capuchon pointu?

On l'appelle Pére Noél

Par la cheminée(bis)

On l'appelle Pére Noél

Par la cheminée il est entré.

Il apporte des joujoux

Il a plein sa hotte(bis)

Il apporte des joujoux

Il a plein sa hotte et c’est pour
nous.
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WORKSHEETS |

z

ACTIVITE 2

du Pere Noél,

FABRIQUER UN PERE NOEL
Chaque enfant dispose des parties du corps du pantin, dess-
inées sur une feuille.

1) les nommer, les montrer.

2) les découper

les adultes prédécoupent

les enfants utilisent la technique du poincon.

Dans une autre séquence
les enfants peignent le Pere Noél et collent les parties du corps

VERBALISATION

RESSOURCES

Noél

le Pére Noéel
la cheminée
les luets

le sapin

Chanson:

As-tu vu?

Editions Didier (2000) livre + cd «Le manege de la neige» p.46
ISBN 2-278-04968-2
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