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Abstract

This article presents the results of an investigation into reading tasks presented in
the language learning materials for young learners of English as a foreign language.
It attempts to explore the frequency and types of tasks to which young learners
are exposed while learning to read. The results have confirmed that the authors of
learning materials comply with the current recommendations for teaching foreign
languages to young learners who, in order to become proficient readers, need a
firm foundation in auditory and oracy skills. The results also reveal that tasks
encourage the development of reading skill in combination with listening, speaking
and writing; also that reading is taught implicitly, which supports the previous
theories about young learners having a holistic approach to language and still
lacking the ability to analyse language. However, the current analysis further shows
that a significantly higher number of tasks fall into a category of closed tasks and,
as such, do not offer many possibilities for learners to develop their creativity and
productivity. This study has gone some way towards enhancing our understanding
of the reading skill development with young learners. The observations presented
here have many implications for the further research on learning materials, as well
as on the teacher’s approach to teaching foreign language reading.
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Introduction

In applied linguistics, it has been common to divide language into four skills:

listening, speaking, reading and writing. The difference in the prevalence of language
skills in the foreign language teaching has been most visible in teaching young learners.
Before discussing this inequality in the teaching and learning process, it is necessary
to define young learners and provide an overview of their characteristics.
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In the current article, we refer to young learners as learners ranging from 6 to 10
years of age in the primary education, which includes the first four grades of primary
school. Compared to older language learners, who are already well-established at
school, young language learners, according to Pinter (2006, p. 2):

have a holistic approach to language, which means that they can understand
meaningful messages but cannot analyse language yet;

o have lower levels of awareness about themselves as language learners, and about
the process of learning;

« have limited reading and writing skills even in their first language;

o are more concerned about themselves than others;

o have limited knowledge about the world;

« enjoy fantasy, imagination and movement.

Having in mind the fact that young learners have limited reading and writing skills
even in their first language, it is understandable that the development of language skills
in the first and the second grade emphasizes mainly listening and speaking, while
reading and writing are gradually introduced in the second half of the first grade
when learners have mastered these skills in their mother tongue.

Since the four skills are not equally presented in early learning, Cameron (2001)
challenges this traditional division and tries to offer an alternative one based on the
fact that the children who start learning a foreign language very young may encounter
nothing but the spoken language for several years, or, as in the Croatian educational
system, for at least half a year. The author starts by separating literacy from the
rest of the skills, on the basis that "learning to read and write in a foreign language
presents distinct learning tasks that require teaching” (p. 18). A new language is largely
introduced, practiced and automatized orally. Her solution to the problem of how
to divide oral language learning is to focus on words (vocabulary) and interaction
(discourse). This way, instead of thinking about learners as the ones “doing listening
and speaking’, the author made a shift to thinking about how they interact in the
foreign language. Discourse skills are divided to reflect the distinction between
conversational exchanges and longer stretches of talk. Figure 1 shows that grammar is
seen as emerging from the space between words and discourse in the foreign language
learning, and as being important in constructing and interpreting meaning accurately.

Even though there is no right answer to the question about the most appropriate
approach to teaching young learners, Pim (2013) also sees Cameron’s division as a
useful framework for viewing foreign language learning. The author (p. 22) agrees with
Cameron (2001) stating that separate learning of the written language is necessary also
“because the written language needs to be explicitly taught by the teacher; the process
needs planning and the teacher needs to understand what is involved in doing this”

Focus on oral skills in early foreign language learning is also a starting point in the
Croatian National Curriculum for foreign languages (2006, p. 79). What is further
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Figure 1. Dividing up language for the child foreign language learning (Cameron, 2001, p. 19)

stated in this document, and what goes in line with what the authors concerned
with young language learners claim (Cameron, 2001; Pinter, 2006; Shin, 2014), is that
early teaching and learning a foreign language should be based on a multisensory
and holistic approach, which includes the activities such as: mimes, gestures, stories,
songs, artistic expressions and physical movement. Nevertheless, the expectations
of learner achievement by the first cycle' are seen through the four language skills
with an addition of intercultural activity (the Croatian National Framework, 2010).
The most important element that leads to achievements and successful learning is,
according to Krashen (1982), the input learners are exposed to in their learning. This
input hypothesis has been confirmed in recent studies focused on age and exposure
to a language in language learning (Mufioz, 2014; Ojima et al., 2011). These highlight
the role of amount of exposure as one of the key elements for learners to become
high achievers in language learning. The results presented are applicable to learning
in general, as well as to learning to read. Therefore, in order to develop reading skills
successfully, exposure to print and reading tasks should be actualized from an early
school age and through enjoyable activities.

Since textbooks are still the most frequently used didactic material and show a
tendency to remain like this (Matijevi¢, Raji¢, & Topolovcan, 2013; Smuda, 2008), it is
to be expected that the frequency and quality of reading tasks presented in textbooks
play an extremely important role in developing the reading skill with the young
learners of English as a foreign language. Bearing in mind that there is no single
perfect method for teaching reading (Cudina-Obradovi¢, 2014), we can state that there
is no perfect reading task either. Nevertheless, including only exam preparation tasks,
which seems to be the trend in writing materials for teaching and learning foreign
languages, inhibits the cognitive and affective engagement of learners (Masuhara &

! Educational cycles are educational development periods that together comprise a student’s entire
general education. The National Curriculum Framework establishes four educational cycles for students
to acquire the key competences. The first cycle comprises the first four grades of primary school,
which is the focus of this study.
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Tomlinson, 2008). According to the authors, there “seems to be an obligation for the
writers to provide opportunities to include stock examination type exercises (e.g.
true/false, multiple choice, matching, gap filling, sentence completion)” and with this
approach the writers are “sacrificing aspects of the material that are widely believed
to facilitate SLA? in order to satisfy market demands” (p. 31).

Our primary concern here is the frequency with which learners are exposed
to reading tasks, and the extent to which these correspond with young learners’
characteristics and principles teachers are advised to follow while teaching reading.

Research Questions and Hypotheses

The aim of this study has been to determine to what extent the young learners of
English are exposed to reading tasks and what types of reading tasks are to be found in
the learning materials used in Croatian schools. When discussing reading with young
learners, we should have in mind that reading individual words and decontextualized
sentences is considered to be reading. Accordingly, the tasks that encourage learners
to read and work on words, sentences and text are included in the analysis.

In order to explore reading tasks in learning materials, we aimed to answer the
following questions:

— What is the frequency of reading tasks compared to the frequency of listening,
speaking and writing tasks presented in language learning materials?

— Do the tasks encourage the direct or indirect teaching of reading skill?

— What is the frequency of tasks that foster teaching reading independently
compared to those that include reading in a combination with other language
skills?

— Are there more open or closed tasks in language learning materials?

Based on these research questions, the hypotheses were formulated as follows:

H1) reading tasks are less frequently presented in the learning materials for the first
two grades compared to those designed for developing other language skills, as well
as to the materials for older young learners;

H2) reading tasks for the explicit teaching of reading skill are less frequently
presented than those for the implicit teaching;

H3) tasks that focus on developing the reading skill separately are less frequently
presented than those that combine other language skills;

H4) closed tasks are more frequently presented than open tasks.

Methods

The findings of this study are a result of an extended textbook corpus analysis. In
order to generate the data, a total of 16 textbooks and 16 workbooks, approved by
the Croatian Ministry of Science, Education and Sport for the school year 2014/2015,

2 SLA in this context stands for Second Language Acquisition as well as for Foreign Language Learning.
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were analysed quantitatively and qualitatively’. The analysis was conducted in the
first semester of the school year 2016/2017. The tasks in different categories were
presented numerically, and their proportion and frequency in the total number of
tasks were calculated. To calculate the statistical significance of differences between
individual categories, we used a nonparametric statistical test, i.e. Chi-square test (x2
test). We tested the differences between observed frequencies in variable outcomes
across categories, according to the theoretical frequencies derived from the hypothesis
of equal distribution. When there was just one degree of freedom found, Yates’s
correction for continuity was applied.

Results and Discussion
Reading and Non-Reading Tasks in Language Learning Materials

The first aim was to determine the frequency of reading tasks in comparison to the
tasks focused on developing other skills (non-reading tasks) in the English learning
materials with reference to grade. Knowing that young learners have not developed
reading and writing abilities in their mother tongue yet, these are introduced later than
listening and speaking skills in a foreign language teaching. What is more, reading
in the first two grades does not include texts, and reading tasks are limited to words
and short sentences (Nastavni plan i program, 2006). Therefore, we assumed that there
would be less reading tasks in comparison to non-reading ones at the beginning of
language learning (the first and second grade).

The data obtained (Figure 1) are consistent with the major trends of teaching
different language skills to young learners, meaning that reading tasks are less
frequently represented when compared with non-reading tasks in the first two grades.
As learners get older, the number of reading tasks increases.
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Figure 1. Comparison of the frequencies of reading and non-reading
tasks in teaching languages to young learners

3 The list of the textbooks and workbooks is presented under References
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In order to become proficient readers, learners need a firm foundation in auditory
and oracy skills. As Linse (2005, p. 27) puts it:

— you need to hear a word before you can say it;
— you need to say a word before you can read it;
— you need to read a word before you can write it.

Nevertheless, Dlugosz (2000) argues that "focusing research efforts on methods
of developing understanding of the spoken language and acquiring speaking skills,
along with the conviction that reading is too difficult for pupils who have just entered
school, have led teachers to underestimate the role of reading in the process of foreign
language learning in young children” (p. 284). The author argues that even very young
learners, if exposed to reading from the beginning of learning a new language, will
progress faster not only in learning to read, but also in understanding and speaking
the language. Our findings are only partially in contradiction with this statement.
Even though teaching the skill of reading starts after learners have mastered the basic
auditory and oracy skills, we should point out that all the learning materials analysed
here, except for the Dip In 1 textbook, include written task instructions from the first
lesson. In the Dip In 1 textbook, the first three lessons include tasks introduced by the
symbols for listening and speaking.

Table 1

Frequency of reading tasks according to grades

1stand 2nd grade % 3rd and 4th grade % Total%

Reading tasks 817 224 2834 77.6 100.0
Non-reading tasks 1093 36.5 1902 63.5 100.0
TOTAL 1910 28.7 4736 71.3 100.0

From Table 1, it can be seen that both reading (22.4%) and non-reading (36.5%)
tasks were significantly less included in the learning materials for the first two grades
(x2=160.07; df=1; p<0.05) than reading tasks (77.6%) and non-reading tasks (63.5%)
for the third and fourth grades. There are several possible explanations for this obvious
discrepancy. Firstly, as explained in the Introduction, tasks and activities for young
learners should be engaging and kinaesthetic. Their lists, presented by many authors
(Cameron, 2001; Kang Shin, 2014; Pinter, 2006), include: telling stories, role playing
and acting, drawing, colouring and painting, playing games like Simon Says, I Spy,
Charades and Hangman, body spelling, playing sports, arts and crafts. These are all
activities and tasks for which learners need teacher’s guidance and cannot be listed in
the course books and workbooks for learners to do them by themselves. The adequacy
of game-like activities for teaching English to young learners was recognised in the
Croatian primary schools, as well. According to Mihaljevi¢ Djigunovic¢ (2012), English
language teachers in Croatia follow the trends considering the types of activities and
tasks for young learners. The findings of this study show that two out of three top
activities learners like doing in the language classes involved physical movement (both
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songs and role-plays were usually accompanied with actions). As expected, the tasks,
such as Listen and mime; Listen, say and mime for TPR and Act out the dialogue; Act the
story for role play activities, were also recognized in our research. If we have in mind
that first the teacher needs to teach vocabulary, sentences, and dialogues important
for the role play or TPR activities, then needs to make sure that learners know how
to use vocabulary, sentences and dialogues prior to doing these activities, and finally
needs to explain and demonstrate physical activities (Huang, 2008; Larsen-Freeman
and Anderson, 2011; Tompkins, 1998), it is hard to expect all of these tasks to be
written in learning materials. In contrast, in Grade 4, as Mihaljevi¢ Djigunovi¢ (2012)
presented, out of five top activities, chosen by the learners as their favourite ones, four
referred to the typical language learning activities (reading, learning words, listening
and speaking). In the learning materials for older young learners, we identified the
types of tasks for which learners do not require any further explanations from the
teacher. These were usually formulated as: Read the story; Put the pictures in the correct
order; Match the pictures with the text; Solve the riddles, Reorder the words and complete
the sentences, and they should be done by learners themselves. Since older learners
are more capable of following directions and tasks in their learning materials with no
further and more detailed explanations provided by the teacher, it is understandable
that the total number of tasks is higher in the materials for older young learners.

Another possible argument for a lower frequency of tasks in the learning materials
for the first two grades is the level of reading skill acquired by learners. Very young
learners are usually not able to read independently, therefore, they cannot read and
perform the tasks written in the given materials. Once again, the teacher’s role seems
to be more important than that of learning materials. We can assume that there are
more tasks for teaching all language skills listed in the sources other than course books
and workbooks, e.g. in teachers’ books.

Explicit and Implicit Teaching of Reading

The second aim was to determine if the tasks encouraged the implicit or explicit
teaching of reading. Our hypothesis was based on young learners’ characteristics
regarding their ability to analyse language. Since young language learners still lack
the ability to analyse language and are not quite aware of the learning process (Pinter,
2006) and they “seem to favour and to be favoured by implicit learning” (Muiioz,
2006, p. 33), we expected reading tasks to be less frequently explicit. As can be seen in
Figure 2, all the materials, except for the Smileys series, include more tasks that foster
the development of reading skill implicitly.

This study confirms the hypothesis according to which the tasks that directly draw
learners’ attention to working on the text itself in order to answer the question or gain
any other information are significantly less frequently presented (x2=647.48; df=1;
p<0.05). Their total frequency was 26.7%.
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Figure 2. Frequency of the tasks that foster teaching the skill of reading
explicitly or implicitly according to the textbook series

Table 2
Frequency of the tasks for developing the skill of reading directly
and indirectly

f %
Reading directly 797 26.7
Reading indirectly 2187 733
TOTAL 2984 100.0

The Smileys series, however, included more tasks that focus on finding answers in
the text. Besides the reading tasks such as Listen and read, found in all the analysed
materials, the Smileys series included more tasks directing learners to read the text
again in order to fulfil the tasks that followed. These usually came after the text and
were formulated as: Read and answer, Read and circle the correct answer, Read and fill
in. The underlying explanation for these findings might be the authors’ awareness
that directing learners’ attention to reading tasks and, especially reading strategies,
in an explicit way, can be beneficial to middle-school language learners (Andreassen
& Braten, 2011), as well as to young language learners (Macaro & Erler, 2008). What
should be stated here is that we did not find a single task that directs learners’ attention
to reading as a process. This means that, in none of the analysed materials, there were
tasks focusing on explicit reading strategies instruction, as suggested by Grabe and
Stoller (2011), or any other type of strategy instruction. One possible explanation
might be that the authors of language teaching and learning materials see the teacher’s
role more important in strategy instruction. Therefore, a further investigation into
reading tasks incorporated in teachers’ books should be conducted.

Developing the Reading Skill in Combination with Listening,

Speaking and Writing

The next aim was to determine the frequency of tasks that encouraged teaching
reading independently and in combination with other skills. Taking into consideration
the characteristics of young learners, which, among others, imply a holistic approach to
the language, we expected reading to be developed alongside other skills. As presented

266



Croatian Journal of Education, Vol.20; Sp.Ed.No.2/2018, pages: 259-286

in Figure 3, all the analysed textbooks and workbooks included more tasks in line with
this approach. This means that reading is not frequently seen as an isolated skill, but
also as a tool for solving tasks and developing other skills. As Andraka and Jurkovi¢
(2016, p. 48) indicated, the most likely explanation for these results lies in the fact
that "Janguage is a live and dynamic system and cannot be fragmented into unrelated
parts”. Therefore, teaching reading cannot be done without implementing other skills
into tasks, especially with young learners.
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Figure 3. Comparison of the tasks that develop only reading with the tasks that combine more skills

The highest disproportion between the tasks that develop only reading and those
that include other skills was noticed in the Happy and Project series.

Table 3
Frequency of the tasks that develop only reading and the tasks that develop
reading with other skills
f %
Tasks that develop only reading 1181 38.8
Tasks that develop reading in
combination with other skills 1866 61.2
TOTAL 3047 100.0

This hypothesis was also confirmed when the total number of tasks in all the series
was taken into consideration, showing that the tasks for developing only reading were
less presented (38.8%) in comparison to those that foster the development of reading
in combination with other skills (61.2%). What this means is that the frequencies (f)
differ from those we would have expected if the tasks had been equally presented in
both categories (x2=154.0; df=1; p<0.05). When teaching literacy in a foreign language,
Ediger (2014) points out that there are many benefits of teaching reading, writing,
speaking and listening together. The author explains how, starting with oral language,
teachers can gradually introduce learners to more formal language used in reading and
writing. Teachers can also help learners make links between the oral and the written
language. Furthermore, talking can be used as an entry point into reading or writing by
generating ideas through discussions or explaining ideas. Learners need to be provided
with opportunities to talk meaningfully about their reading, Ediger (2014) continues.
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Open and Closed Tasks

This study also focused on the types of tasks included in learning materials. Starting
from the previously obtained data on this matter by Tomlinson and Masuhara (2008),
it was expected that learners would be exposed more frequently to closed tasks. The
authors conclude that closed tasks, such as true/false, multiple choice, matching, gap
filling, or sentence completion, are much more frequently found in all the analysed
materials. As to reading, Mao (2012) adds more examples of closed and open tasks.
The author presents working in pairs in order to compare a difference between two
paragraphs as a type of a closed task. In this case, instruction, information and goal are
highly structured. On the other hand, open tasks include activities, such as expressing
one’s own opinion about the given text topic. These tasks require adding a much more
personal perspective and do not have a definite outcome.

Our hypothesis was also based on the view of open tasks as means of offering
learners opportunities to talk about their experiences and to exchange personal
opinions, as opposed to closed tasks in which the language, themes and agenda
are predictable (Edwards & Willis, 2005, p. 141). Since young learners still lack the
language knowledge, as well as the general knowledge to conduct such exchanges,
we expected a significantly smaller number of open tasks. Figure 4 shows that closed
tasks were more frequently included in each material, which is in line with Tomlinson
and Masuhara’s (2008) conclusion about the frequency of closed tasks in language
learning materials.
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Figure 4. Frequency of closed and open tasks

When taking into account the total number of all the tasks in the learning materials,
as expected, closed tasks were significantly more frequently included (84.9%) than
open tasks (14.1%). We can conclude that the number of tasks significantly differs
from the number we would have expected if the number of open and closed tasks
had been equal (x*=2678.32; df=1; p<0.05).

However, comparing how open and closed tasks influenced young learners’
motivation for reading and developing literacy skills, Paris and Turner (1995)
concluded that open tasks were the most successful in motivating learners to
develop their literacy skills. Turner (1995) also stated that learners were engaged
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more in open tasks, generally considered more challenging than closed tasks, because,
according to the participants, the open tasks they performed provided opportunities
for (1) challenge and self-improvement, (2) learner autonomy, (3) pursuing personal
interests, and (4) social collaboration. Even when we are aware of all the positive
aspects of open tasks, a key question that remains is how it is possible to integrate
such opportunities into lessons for young learners. Becker and Roos (2016) suggest
implementing activities that could include communicative tasks and improvisation
activities, as they have the potential to initiate language use that transcends formulae
and reproduction. Even though their research focused on developing communicative
competence, their conclusions can be applied to all language skills. As the authors
state, the available research shows that tasks and improvisation activities are not too
difficult to master for young learners, as it is often assumed, but have a great potential
to promote their communicative competence from the very beginning. One of the
author’s examples shows how a closed task such as completing sentences by filling a
different lexical material into an empty slot at the end where learners simply reproduce
a specific pattern and display language, can be turned into an information-gap task.
Now, learners have to use language in order to come to a shared understanding and a
common solution, which adds a focus on meaning to the resulting interaction.

One type of tasks that develops critical thinking about the text has been presented
by Samo (2011) who points out that learners should be taught to work on the text
in this manner as soon as they are introduced to the foreign language. It refers
to summarizing the text and choosing appropriate titles for the text as one of the
replacements for the traditional tasks developed for checking reading comprehension.
This type of open tasks can give the teacher insights into the learner’s ability to
comprehend and interpret the text, as well as to enhance the development of critical
thinking, Samo concludes.

The only types of open tasks found in our research referred to: predicting what
might happen in the text or the lesson that follows, describing illustrations with
learners’ answers not strictly guided by the lexical material presented, communicative
tasks in which learners exchange their personal experiences and opinions, writing
short compositions about the topic, creating new dialogues, as well as acting out the
story. On the other hand, the materials analysed here mostly included the tasks, such
as: Answer T/F, Match, Circle the correct word, Read and draw, Listen and draw, Listen
and find the word, Put the pictures in the correct order, Listen and read, Fill in, Fill in the
table, Odd one out, Bingo, Correct, Answer, Listen and repeat, Listen and sing. Most of
the tasks did not foster negotiation or improvisation. A possible explanation could
be that the authors of learning materials believe that young learners are, due to their
limited language and general knowledge, unable to perform open negotiation tasks.
However, the examples presented by Becker and Roos (2016) show that the primary
EFL classroom offers various opportunities for young learners to work with the target
language creatively and productively. From these, as well as the findings from Le€’s
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(2005) small-scale study, we can conclude that it is possible to train young learners in
this type of open tasks. We strongly believe this should be taken into consideration
when creating reading tasks in the process of writing textbooks and workbooks for
young language learners to overcome the overuse of closed tasks, which “often seem
to inhibit the cognitive and affective engagement of learners” (Tomlinson & Masuhara,
2008, p. 31), and include more tasks that foster creativity and productivity.

Conclusion

This article provides an insight into tasks for developing the skill of reading with
young learners from the perspective of materials in use. From the current study, it is
possible to conclude that the authors of all the analysed materials follow the trends
in teaching language skills. Even though we still witness the traditional division
of language skills, our findings go in line with Cameron’s (2001) suggestion for
dividing the language for the purpose of foreign language learning at an early age
(see Introduction). This means that the authors focus mainly on the development of
listening and speaking (learning the oral skills) and gradually introduce reading and
writing (learning the written language). As learners get older and more proficient
readers, the total number of all tasks, as well as reading ones, increases.

Explicit direction of learners’ attention to the text as a source of information and
to answers needed for the following tasks can be noticed only in the Smileys series. In
other materials, most tasks imply reading, but usually do not encourage learners to
work on texts explicitly. Explicit reading tasks found in each material were commonly
formulated like: Listen and read; Read and answer; Read and speak; and, as such, written
above the text. In the Smileys series, more tasks were found after the text encouraging
learners to go through the text again and find answers to the questions that followed.
As for teaching reading strategies, even though it was not the focus of the study, we
found no task for explicit teaching. Our assumption was that authors consider the
teacher’s role more important than that of learning materials in developing reading
strategies. In our future research, we intend to concentrate on this aspect of teaching
reading to young learners.

Summing up the results about teaching reading in combination with other skills, it
can be concluded that more tasks encourage the simultaneous development of more
skills. Only tasks, such as Read, Read and answer, Read and circle the correct word,
Read and put the sentences (illustrations) in the correct order, tasks with wordsnakes
and wordsearches, Odd one out (with words) and Find the words in the text, focus on
developing just the reading skill. All the other tasks explicitly or implicitly include
other language skills.

Closed tasks are still significantly more favoured by all the authors. On the one
hand, these results are justifiable having in mind the amount of language and general
knowledge young learners possess. However, we cannot overlook studies conducted
with young learners showing that learners at this age are capable of performing open
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tasks quite successfully. Even more, these studies indicate that learners become more
involved and engaged in the process of learning and developing literacy skills when
working on open tasks.

This study was concerned with reading tasks in the materials for learning English as
a foreign language with young learners. However, the proposed method for analysing
learning materials can be readily used for exploring reading tasks in materials for other
foreign languages, as well as for other language skills.
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Vrste zadataka Citanja u
materijalima za pocetno ucenje
stranog jezika

Sazetak

U radu se donose rezultati istraZivanja zadataka Citanja prisutnih u materijalima
za ucenje engleskog kao stranog jezika za ucenike mlade $kolske dobi. Pokusavaju se
istraziti zastupljenost i vrste zadataka kojima su ucenici mlade skolske dobi izloZeni
u pocetnom ucenju Citanja. Rezultati potvrduju da autori materijala za ucenje
prate trenutne preporuke za poucavanje stranih jezika ucenika mlade skolske dobi
koji, kako bi postali uspjesni Citatelji, trebaju cvrstu osnovu u vjestinama slusanja i
govorenja. Rezultati ujedno otkrivaju kako zadatci poticu razvijanje vjestine Citanja u
kombinaciji sa slusanjem, govorenjem i pisanjem te da se Citanje poucava implicitno,
sto je u skladu s postojecim teorijama prema kojima uclenici mlade skolske dobi
imaju holisticki pristup jeziku i nedovoljno razvijene sposobnosti analiziranja jezika.
No daljnjom je analizom utvrdeno da je znacajno veci broj zadataka zatvorenog
tipa koji ucenicima ne pruzaju dovoljno mogucnosti za razvijanje kreativnosti i
produktivnosti. Ovo istraZivanje doprinosi boljem razumijevanju razvijanja vjestine
Citanja ucenika mlade skolske dobi, a iz rezultata proizlaze implikacije za daljnja
istraZivanja materijala za ulenje, kao i pristupa poucavanju Citanja.

Klju¢ne rijeci: materijali za ucenje jezika; ucenici mlade skolske dobi; vjestina
Citanja; zadatak.

Uvod

U primijenjenoj je lingvistici jezik uobicajeno dijeliti na Cetiri vjestine: sluSanje,
govorenje, ¢itanje i pisanje. Razlika u zastupljenosti jezi¢nih vje$tina najoditija je u
poucavanju u¢enika mlade $kolske dobi. Prije nego razmotrimo tu neujednacenost u
procesu ucenja i poucavanja, potrebno je odrediti pojam ucenik mlade skolske dobi te
prikazati karakteristike uc¢enika te dobi.

U ovom se radu pod pojmom ,,u¢enici mlade $kolske dobi” podrazumijevaju ucenici
u dobi od 6 do 10 godina u primarnom obrazovanju, dakle u prvim Cetirima razredima
osnovne $kole. U usporedbi sa starijim ucenicima, koji su ve¢ upoznati s nastavnim
procesom, ucenici mlade $kolske dobi, prema Pinter (2006, str. 2):
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- imaju holisticki pristup jeziku, $to znaci da razumiju smislene poruke, ali jo$ ne
mogu analizirati jezik;

- imaju niZu razinu svijesti o sebi kao uéenicima stranog jezika i o procesu ucenja;

- imaju nedovoljno razvijene vjestine ¢itanja i pisanja, ¢ak i u materinskom jeziku;

- usmjereniji su na sebe nego na druge;

- imaju ograniceno znanje o svijetu;

- uzivaju u fantaziji, masti i pokretu.

Imajudi na umu da ucenici mlade $kolske dobi imaju nedovoljno razvijene vjestine
¢itanja i pisanja, ¢ak i na materinskom jeziku, razumljivo je da se u razvijanju jezi¢nih
vjestina na stranom jeziku u prvim dvama razredima osnovne $kole naglasak stavlja
na razumijevanje sluSanjem i govorenjem, a da se ¢itanje i pisanje postupno uvode
u drugom polugodi$tu prvog razreda, kada udenici ovladaju tim vje$tinama na
materinskom jeziku.

Bududi da jezi¢ne vje$tine nisu podjednako zastupljene u poc¢etnom ucenju,
Cameron (2001) dovodi u pitanje tu tradicionalnu podjelu te predlaze alternativnu
koja kao polazi$te ima ¢injenicu da se djeca koja rano poénu uditi strani jezik
susre¢u samo s govorenim jezikom prvih nekoliko godina ili, kao §to je slucaj u
hrvatskom obrazovnom sustavu, najmanje pola godine. Autorica svoju podjelu
zapocinje izdvajanjem vjestina pismenosti od ostalih jer ,uenje ¢itanja i pisanja na
stranom jeziku pretpostavlja poseban zadatak koji zahtijeva poucavanje” (str. 18),
a novi se jezik uglavnom uvodi, uvjezbava i automatizira usmeno. Njezino rje$enje
problema kako podijeliti usmeno ucenje jezika jest usmjeravanje na rije¢i (vokabular)
i interakciju (diskurs). Tako je, umjesto da o ucenicima razmisljamo u kontekstu
»slu$anja i govorenja’, autorica napravila pomak prema razmisljanju o na¢inu na koji
oni ostvaruju interakciju na stranom jeziku. Diskursne su vjestine podijeljene tako da
istaknu razliku izmedu govorenih izmjena i duljih jezi¢nih iskaza. Kao $to je vidljivo
na Slici 1, gramatika izranja iz meduprostora rijeci i diskursa u uc¢enju stranog jezika
te ima vaznu ulogu u to¢noj konstrukciji i interpretaciji znacenja.

Slika 1

Iako ne postoji jedan ispravan odgovor na pitanje o najprimjerenijoj metodi
poucavanja stranog jezika za ucenike mlade kolske dobi, Pim (2013) takoder vidi
Cameronicinu podjelu kao koristan okvir za sagledavanje procesa ucenja stranog
jezika. Autor (str. 22) se slaze s Cameron (2001) isti¢udi kako je izdvajanje procesa
ucenja pisanog jezika neophodno zato §to ,,pisani jezik ucitelj treba izravno poucavati;
proces zahtijeva planiranje i ucitelj treba razumjeti $to to sve uklju¢uje” (prevela M.
S.D.).

Usmjeravanje na razvijanje govornih vje$tina u ranom ucenju stranih jezika polaziste
je i Hrvatskog nacionalnog kurikuluma za strane jezike (2006, str. 79). Ono $to se dalje
opisuje u dokumentu, a §to je u skladu s tvrdnjama autora koji se bave problematikom
ranog ucenja stranih jezika (Cameron, 2001; Pinter, 2006; Shin, 2014), poucavanje je
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koje se temelji na multisenzornom i holisti¢ckom pristupu, $to ukljucuje aktivnosti
poput glume, gestikulacije, pri¢a, pjesama, umjetni¢kog izri¢aja i fizickog pokreta.
Unato¢ tome ishodi ucenickih postignuca na kraju prvog ciklusa* usmjereni su na
Cetiri jezi¢ne vjestine uz dodatak interkulturalnih aktivnosti (Nacionalni okvirni
kurikulum, 2010). Najvazniji je element za ostvarivanje postignuca, prema Kreshen
(1982), jezi¢ni unos kojem su ucenici izloZeni u procesu ucenja. Ta je hipoteza jezi¢nog
unosa potvrdena i nedavnim istraZivanjima koja su se usmjeravala na dob ucenika i
izlozenost jeziku u ucenju stranog jezika (Ojima et. al. 2011; Mufioz, 2014). Navedena
su istrazivanja istaknula vaznu ulogu izlozenosti jeziku kao jednom od klju¢nih
elemenata za ostvarivanje visokih postignuca u stranom jeziku. Prikazani su rezultati
primjenjivi na ucenje opcenito, kao i na ucenje itanja. Stoga je, kako bi se vjestina
¢itanja uspje$no razvijala, ucenike potrebno $to vise izlagati pisanom tekstu, a zadatci
Citanja trebali bi se provoditi od rane dobi zanimljivim aktivnostima.

Bududi da su udzbenici i dalje naj¢esce koristeni didakticki materijali i pokazuju
tendenciju da to i ostanu (Matijevi¢, Raji¢ and Topolovcan, 2013; Smuda, 2008),
smatramo da ucestalost i kvaliteta zadataka ¢itanja prikazanih u udzbenicima ima
iznimno vaznu ulogu u razvijanju vjestine ¢itanja na engleskom kao stranom jeziku
kod ucdenika mlade $kolske dobi. Imajué¢i na umu da ne postoji jedna savrsena
metoda za poucavanje ¢itanja (Cudina-Obradovi¢, 2014), mozemo tvrditi da ne
postoji ni jedan savrSeni zadatak ¢itanja. No ukljucivanje isklju¢ivo zadataka ispitnog
karaktera, §to je trend u pisanju materijala za ucenje i poucavanje stranih jezika,
onemogucuje kognitivni i afektivni anganzman ucenika (Masuhara i Tomlinson,
2008). Kako navode autori, ,,¢ini se da postoji obveza autora da osiguraju velike
zalihe zadataka ispitnog karaktera (npr. to¢no/netoc¢no, pitanja visestrukog izbora,
povezivanje, zadatci nadopunjavanja, dovr$avanje recenica)” pa tim na¢inom ,,zrtvuju
one aspekte materijala za koje se vjeruje da potpomazu usvajanju drugog jezika? kako
bi se zadovoljili zahtjevi trzista” (str. 31) (prevela M. S. B.).

U ovom se radu bavimo pitanjem ucestalosti zadataka ¢itanja kojima su ucenici
izloZeni i uskladenosti tih zadataka s karakteristikama ucenika mlade $kolske dobi,
kao i nacelima kojih bi se ucitelji trebali pridrzavati u poucavanju ¢itanja.

Istrazivacka pitanja i hipoteze

Cilj je ovog istrazivanja bio utvrditi u kojoj su mjeri u¢enici mlade $kolske dobi
izloZeni zadatcima ¢itanja i koje tipove zadataka moZemo nadi u materijalima za
ucenje u $kolam u Republici Hrvatskoj. Kada govorimo o pocetnom ¢itanju, trebamo
imati na umu ¢injenicu da ono podrazumijeva itanje rije¢i i izdvojenih recenica. U

! Odgojno-obrazovni ciklusi jesu odgojno-obrazovna razvojna razdoblja uc¢enika koja ¢ine jednu cjelinu. Nacionalni
okvirni kurikulum odreduje Cetiri odgojno-obrazovna ciklusa za stjecanje temeljnih kompetencija. Prvi ciklus ¢ine
prva Cetiri razreda osnovne $kole, a ona su u sredistu ovog istraZivanja.

2 Usvajanje drugog jezika u ovom kontekstu podrazumijeva i u¢enje stranog jezika.
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skladu s navedenim u analizu smo ukljucili sve zadatke kojima se od uc¢enika o¢ekuje
da ¢itaju i rade s rije¢ima, reenicama i tekstovima.
Kako bismo istrazili zadatke ¢itanja u materijalima za ucenje jezika, pokusali smo
odgovoriti na sljedeca pitanja:
- Kolika je zastupljenost zadataka ¢itanja u usporedbi sa zastupljenosti zadataka
sludanja, govorenja i pisanja u materijalima za ucenje?
- Poti¢u li zadatci izravno ili neizravno poucavanje vjestine ¢itanja?
- Kolika je zastupljenost zadataka kojima se vjestina ¢itanja poucava samostalno u
odnosu na one koji uklju¢uju ¢itanje u kombinaciji s ostalim jezi¢nim vjestinama?
- Je li veca zastupljenost zadataka otvorenog ili zatvorenog tipa?

Na temelju tako postavljenih istrazivackih pitanja postavili smo sljedece hipoteze:

H1) Zadatci ¢itanja u materijalima za uenje u prvim dvama razredima rjede su
zastupljeni u odnosu na zadatke za razvijanje ostalih jezi¢nih vje$tina i u odnosu na
materijale za starije u¢enike mlade $kolske dobi;

H?2) Zadatci za izravno poucavanje Citanja rjede su zastupljeni u odnosu na zadatke
kojima se ¢itanje poucava neizravno;

H3) Zadatci kojima se vjestina ¢itanja razvija neovisno o ostalim vjestinama manje
su zastupljeni u odnosu na zadatke u kojima se jezi¢ne vjestine razvijaju zajedno;

H4) Zadatci zatvorenog tipa ¢e$ce su zastupljeni u odnosu na otvorene.

Metoda

Podatci dobiveni ovim istrazivanjem rezultat su opseZzne analize udzbenickog
korpusa. Da bi se prikupili potrebni podatci, analizirano je 16 udzbenika i 16 radnih
biljeznica koje je odobrilo Ministarstvo znanosti, obrazovanja i sporta za $kolsku
godinu 2014./2015°. Analiza je provedena u prvom polugodistu §kolske godine
2016./2017.

Broj zadataka u pojedinim kategorijama prikazan je broj¢ano te je izra¢unat udio
zadataka u ukupnom broju zadataka. Za izracun statisticke znacajnosti razlike izmedu
pojedinih kategorija koristio se neparametrijski statisticki test — hi kvadrat test (x test).
Testirane su razlike izmedu opazanih frekvencija u pojedinim kategorijama ishoda
varijabli prema teorijskim frekvencijama koje su izvedene prema hipotezi podjednake
raspodjele. Kada postoji samo jedan stupanj slobode (df=1), provedena je korekcija
za kontinuitet (Yatesova korekcija).

Rezultati i rasprava

Zadatci ¢itanja i zadatci koji ne obuhvacaju vjestinu ¢itanja u

materijalima za ucenje jezika

Prvi je cilj ovog istrazivanja bio odrediti zastupljenost zadataka za razvijanje vjestine
¢itanja u odnosu na zadatke kojima se razvijaju ostale vjestine u materijalima za ucenje

* Popis udzbenika i radnih biljeznica prikazan je u Popisu literature.
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engleskog kao stranog jezika s obzirom na razred. Imaju¢i na umu da ucenici mlade
$kolske dobi jo$ nemaju razvijene vjestine ¢itanja i pisanja na materinskom jeziku, te
se jezi¢ne vjeStine na stranom jeziku uvode nakon sluanja i govorenja. Nadalje, ¢itanje
u prvim dvama razredima ne podrazumijeva ¢itanje tekstova pa su zadatci Citanja
ograniceni na rijeci i kratke re¢enice (Nastavni plan i program, 2006). U skladu s tim
ocekivali smo manju zastupljenost zadataka ¢itanja u odnosu na zadatke za razvijanje
ostalih jezi¢nih vjestina u pocetnom uéenju (prvi i drugi razred).

Prikupljeni podatci (Prikaz 1) u skladu su s glavnim trendovima u poucavanju
stranog jezika ucenika mlade $kolske dobi, §to znaci da su zadatci citanja rjede
zastupljeni u odnosu na zadatke za razvijanje ostalih jezi¢nih vjestina u prvim dvama
razredima. Sto su ucenici stariji, broj zadataka ¢&itanja se povecava.

Prikaz 1

Da bi postali uspjesni ¢itaci, ucenici trebaju ¢vrste temelje u vjeStinama slusanja i
govorenja. Kao $to tvrdi Linse (2005, str. 27):

- rije¢ je potrebno Cuti prije nego nego je izgovorimo

- rije¢ je potrebno izgovoriti prije nego je proc¢itamo

- rije¢ je potrebno procitati prije nego je napiSemo.

Pa ipak, Dlugosz (2000) smatra da je ,,usmjeravanje istrazivanja na metode za
razvijanje razumijevanja govorenog jezika i usvajanje govornih vjestina, zajedno s
uvjerenjem kako je ¢itanje pretesko za uéenike koji su tek krenuli u $kolu, dovelo
uditelje do toga da podcjenjuju ulogu ¢itanja u procesu ucenja stranog jezika kod
ucenika mlade $kolske dobi” (str. 284) (prevela M. S. D.). Autorica smatra da ¢e
¢ak i ucenici mlade $kolske dobi, ako su izloZeni ¢itanju od samog pocetka ucenja
stranog jezika, brze napredovati ne samo u ucenju ¢itanja nego i u razumijevanju i
govorenju. Rezultati naSeg istraZivanja samo su djelomi¢no u opreci s tom tvrdnjom.
Tako poucavanje ¢itanja pocinje nakon §to su ucenici ovladali osnovnim vje$tinama
slusanja i govorenja, potrebno je istaknuti kako analizirani materijali sadrze pisane
upute za rjeSavanje zadataka od prve lekcije, uz izuzetak udzbenika Dip In 1. U ovom
su udzbeniku u prvim trima lekcijama upute za rjeSavanje zadataka prikazane u obliku
ikona za slusanje i govorenje.

Tablica 1

Iz Tablice 1 vidljivo je da su zadatci ¢itanja (22.4%), kao i zadatci za razvijanje
ostalih vjestina (36.5%) znacajno manje zastupljeni u materijalima za ucenje za
prva dva razreda (x2=160,07; df=1; p<0,05) u odnosu na zadatke ¢itanja (77.6%) i
zadatke za razvijanje ostalih vjestina (63.5%) u tre¢em i ¢etvrtom razredu. Nekoliko je
mogucih objasnjenja tog ocitog nesrazmjera ukupnog broja zadataka u analiziranim
materijalima za prva dva razreda u odnosu na materijale za starije u¢enike. Prvo, kao
§to je navedeno u Uvodu, zadatci i aktivnosti bi u¢enike mlade $kolske dobi trebali
poticati na aktivno sudjelovanje i fizicko kretanje. Popis takvih aktivnosti predlazu
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brojni autori (Cameron, 2001, Pinter, 2006, Kang Shin, 2014), a oni uklju¢uju: pri¢anje
prica, igre uloga i glumu, crtanje, bojenje i slikanje, igranje igara poput Simon Says, I
Spy, Charades i Hangman, Body Spelling, igranje sportova, kao i zadatke za razvijanje
kreativnosti i umjetnosti (eng. arts and crafts). To su sve zadatci i aktivnosti za koje
je ucenicima potrebno vodstvo uditelja i zato ne mogu biti navedeni u udzbenicima i
radnim biljeZznicama kako bi ih u¢enici samostalno rjesavali. Primjerenost aktivnosti
koje poti¢u ucenje igrom za poucavanje engleskog jezika uc¢enike mlade Skolske dobi
prepoznata je i u hrvatskim osnovnim $kolama. Mihaljevi¢ Djigunovi¢ (2012) navodi
kako ucitelji engleskog kao stranog jezika u Republici Hrvatskoj slijede trendove
prilikom odabira aktivnosti i zadataka za uc¢enike mlade $kolske dobi. Rezultati ovog
istrazivanja pokazuju da dvije od tri u¢enicima omiljene aktivnosti uklju¢uju fizicko
kretanje (pjesme i igre uloga obi¢no uklju¢uju i kretanje). Kao §to je ocekivano, u
na$em smo istraZivanju prepoznali zadatke poput Listen and mime; Listen say and mime
za potpuni fizi¢cki odgovor (TPR) i Act out the dialogue; Act the story za aktivnosti igre
uloga. Imamo li na umu da ucitelj treba pouciti vokabularu, re¢enicama i dijalozima
potrebnim za realizaciju aktivnosti poput igre uloga ili TPR aktivnosti te da prije samih
aktivnosti treba provijeriti znaju li se uéenici koristiti tim vokabularom, reCenicama
i dijalozima, da uditelj treba objasniti i demonstrirati fizicke aktivnosti (Tompkins,
1998; Huang, 2008; Larsen-Freeman and Anderson, 2011), tesko je ocekivati da ¢e svi
ti zadatci biti navedeni u materijalima namijenjenim ucenicima. Nasuprot tome za
ucenike u éetvrtom razredu, prikazuje Mihaljevi¢ Djigunovi¢ (2012), od pet aktivnosti
koje navode kao omiljene, Cetiri se odnose na uobicajene aktivnosti za ucenje jezika
(¢itanje, ucenje rijeci, slusanje i govorenje). U materijalima za starije u¢enike mlade
$kolske dobi identificirali smo zadatke za koje udenici uglavnom ne trebaju dodatna
pojasnjenja ucitelja. Ti su zadatci naj¢e$¢e oblikovani kao: Read the story; Put the
pictures in the correct order; Match the pictures with the text; Solve the riddles, Reorder the
words and complete the sentences i od uc¢enika se o¢ekuje da ih samostalno rijese. Buduci
da stariji u¢enici mogu uspjesnije slijediti upute i zadatke bez dodatnih poja$njenja
uditelja, razumljivo je da je ukupan broj zadataka veéi u materijalima za starije u¢enike
mlade $kolske dobi.

Sljededi je argument, koji opravdava nizu zastupljenost zadataka u materijalima za
ucenike u prvim dvama razredima osnovne $kole, razina razvijenosti vjestine ¢itanja.
Mladi ucenici obi¢no ne mogu samostalno ¢itati, stoga ne mogu izvrsiti zadatke
prikazane u materijalima za ucenje. Jo$ jednom, uloga ucitelja pokazala se vaznijom
od one koju imaju materijali za u¢enje. Prema tome mozemo pretpostaviti da se vise
zadataka za poucavanje svih jezi¢nih vjestina nalazi u izvorima kao §to su priru¢nici
za ucitelje, a ne u udzbenicima i radnim biljeznicama.

Izravno i neizravno poucavanje citanja

Drugi je cilj ovog istrazivanja bio utvrditi potic¢u li zadatci izravno ili neizravno
poucavanje vjestine ¢itanja. Nasa je hipoteza utemeljena na karakteristikama u¢enika
mlade $kolske dobi koje se odnose na njihovu sposobnost analiziranja jezika. Budu¢i
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da ucenici mlade $kolske dobi jo§ nemaju razvijenu sposobnost analiziranja jezika
te nisu potpuno svjesni procesa ucenja (Pinter, 2006) pa se ,,¢ini da preferiraju i
najvise koristi imaju od neizravnog poucavanja’ (Mufioz, 2006, str. 33), oéekivali smo
manju zastupljenost zadataka kojima se ¢itanje izravno poucava. Kao $to je vidljivo
u Prikazu 2, svi materijali, uz izuzetak Smileys serije, uklju¢uju vise zadataka koji
neizravno poti¢u razvijanje vjestine Citanja.

Prikaz 2

Ovo je istrazivanje potvrdilo hipotezu prema kojoj su zadatci koji usmjeravaju
uleni¢ku pozornost na rad na samom tekstu s ciljem odgovaranja na pitanja ili
dobivanja drugih informacija zna¢ajno manje zastupljeni (x*=647,48; df=1; p<0,05).
Udio u ukupnom broju zadataka je 26,7%.

Tablica 2

Serija Smileys, s druge strane, uklju¢uje vi$e zadataka koji se usmjeravaju na
pronalazak odgovora u tekstu. Osim zadataka citanja poput Slusaj i Citaj, koje smo
uodili u svim analiziranim materijalima, serija Smileys sadrZi vi$e zadataka koji u¢enike
usmjeravaju na ponovno Citanje teksta da bi izvrsili zadatke koji slijede. Ti zadatci
uglavnom dolaze nakon teksta i oblikovani su kao: Citaj i odgovori, Citaj i zaokruzi
tocan odgovor, Citaj i dopuni. Osnovno pojasnjenje za takve rezultate moglo bi biti
osvije$tenost autora o korisnosti zadataka koji usmjeravaju uceni¢ku pozornost
na zadatke ¢itanja i, posebice na strategije Citanja, za ucenike starije $kolske dobi
(Andreassen i Braten, 2011), kao i za ucenike mlade $kolske dobi (Macaro i Erler,
2008). Ovdje bismo istaknuli da nije utvrden ni jedan zadatak koji u¢enike potice
na promisljanje o procesu ¢itanja. To znaci da nijedan od analiziranih materijala ne
sadrzi zadatke koji se usmjeravanju na poucavanje strategija ¢itanja kako predlazu
Grabe i Stoller (2011) ili bilo koji drugi na¢in poucavanja strategija. Jedno od mogu¢ih
pojasnjenja je to da autori materijala za ucenje i poucavanje jezika smatraju da je
za poucavanje strategija uloga ucitelja od vece vaZnosti. Zbog toga bi bilo potrebno
provesti daljnju analizu zadataka ¢itanja navedenih u priru¢nicima za uditelje.

Razvijanje vjestine citanja u kombinaciji sa slusanjem,

govorenjem i pisanjem

Sljededi je cilj bio utvrditi kolika je zastupljenost zadataka za poucavanje vjestina
¢itanja samostalno i u kombinaciji s drugim vje$tinama. Uzimajuéi u obzir
karakteristike uc¢enika mlade Skolske dobi koje, izmedu ostaloga, uklju¢uju holisticki
pristup jeziku, oéekivali smo da se vjestina ¢itanja razvija zajedno s ostalim vjestinama.
Kao $to je prikazano u Prikazu 3, svi analizirani udzbenici i radne biljeznice sadrze
vise zadataka koji su u skladu s tim pristupom. To znaci da se ¢itanje ne promatra
kao izdvojena vjestina, nego kao sredstvo za svladavanje zadataka i razvijanje ostalih
vjestina. Najvjerojatnije poja$njenje tih rezultata je, kako navode Andraka i Jurkovié
(2016, str. 48), ¢injenica da je ,jezik Ziv i dinamican sustav i ne moZe biti rastavljen na
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napovezane dijelove” Upravo zbog toga poucavanje ¢itanja ne moze se provoditi bez
ukljucivanja ostalih vjestina, posebno u radu s u¢enicima mlade $kolske dobi.

Prikaz 3

Najvece su razlike izmedu zadataka kojima se razvija samo vjestina citanja i onih
kojima se razvijaju i ostale vjestine u seriji Happy i Project.

Tablica 3

Ova je hipoteza potvrdena i kada se gleda ukupan broj zadataka u svim udzbeni¢kim
serijama te se pokazalo da su zadatci kojima se razvija samo vjestina Citanja rjede
zastupljeni (38,8%) u analiziranim materijalima od zadataka kojima se uz ¢itanje
razvijaju i ostale vjestine (61,2%). Odnosno, dobivene se frekvencije (f) razlikuju
od onih koje bismo ocekivali kada bi zadatci bili jednako zastupljeni u objema
kategorijama (x2=154,0; df=1; p<0,05). Prilikom poucavanja pismenosti (literacy),
Ediger (2014) isti¢e kako je mnogo prednosti istodobnog poucavanja ¢itanja, pisanja,
govorenja i slu$anja. Autorica isti¢e da, pocevsi od govorenog jezika, ucitelji postupno
mogu uvoditi formalniji jezik koji se koristi u ¢itanju i pisanju. Ucitelji takoder mogu
pomocdi uc¢enicima u stvaranju poveznica izmedu govorenog i pisanog jezika. Nadalje,
razgovor se moZe koristiti kao ulazna toc¢ka u ¢itanje ili pisanje stvaranjem ideja
raspravama ili pojasnjenjem ideja. Uéenicima treba pruziti mogué¢nosti za smisleni
razgovor o {itanju, nastavlja Ediger.

Otvoreni i zatvoreni zadatci

Ovo se istrazivanje takoder usmjerilo na tipove zadataka koji su uklju¢eni u
materijale za ucenje. Uemeljeno na prijanjim podatcima koje su prikupili Tomlinson
i Masuhara (2008), o¢ekivala se veéa izlozenost u¢enika zadatcima zatvorenog tipa.
Autori su zakljudili da su zatvoreni zadatci, poput: to¢no/neto¢no, viSestruki izbor,
povezivanje, popunjavanje praznina i dovr$avanje recenica, puno ¢e$ce zastupljeni u
svim analiziranim materijalima. Za c¢itanje Mao (2012) dodaje jo$ nekoliko primjera
otvorenih i zatvorenih zadataka. Autor prikazuje rad u paru s ciljem usporedivanja
razlika izmedu dvaju odlomaka kao jedan tip zatvorenog zadatka. Za taj su tip zadatka
detaljnije upute i informacije. S druge strane otvoreni zadatci podrazumijevaju
aktivnosti poput iskazivanja vlastitog miljenja o temi odabranog teksta. Takvi zadatci
zahtijevaju uklju¢ivanje osobnog stajali$ta i nemaju konacan ishod.

Nasa je hipoteza utemeljena na videnju otvorenih zadataka kao nacinu za pruzanje
mogu¢énosti ucenicima da razgovaraju o svojim iskustvima, razmjenjuju osobna
misljenja za razliku od zatvorenih zadataka gdje su jezik, teme i postupak unaprijed
odredeni (Edwards i Willis, 2005, str. 141). Budu¢i da uéenici mlade $kolske dobi
jo§ uvijek ne posjeduju dovoljna jezi¢na i opéa znanja da bi realizirali takve jezi¢ne
razmjene, o¢ekivao se znac¢ajno manji broj zadataka otvorenog tipa. Prikaz 4 pokazuje
da su zatvoreni zadatci ¢e$ce zastupljeni u svim analiziranim materijalima, $to je u
skladu sa zaklju¢kom o ucestalosti zatvorenih zadataka u materijalima za ucenje jezika
do kojeg su dosli Tomlinson i Masuhara (2008).
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Prikaz 4

Kada se zajedno promatra broj zadataka u svim analiziranim udZbenicima i
radnim biljeZnicama, u skladu s o¢ekivanjima, zadatci zatvorenog tipa u analiziranim
udzbenicima i radnim biljeZnicama zastupljeni su znacajno vise (84,9%) od zadataka
otvorenog tipa koji su zastupljeni daleko manje (14,1%). Dakle, dobiveni broj zadataka
znacajno se razlikuje od broja zadataka koji bismo oéekivali kada bi broj zadataka
otvorenog i zatvorenog tipa bio jednak (x*=2678,32; df=1; p<0,05).

No usporedujudi utjecaj koji zadatci otvorenog i zatvorenog tipa imaju na motivaciju
ucenika za Citanje i razvijanje vjeStina pismenosti, Paris i Turner (1995) dosli su
do zaklju¢ka kako upravo zadatci otvorenog tipa uspje$nije motiviraju ucenike za
razvijanje navedenih vjestina. Turner (1995) takoder tvrdi da su uéenici ukljuéeniji
kada rade na zadatcima otvorenog tipa, za koje se opcenito smatra da su zahtjevniji
od zatvorenih zadataka jer prema misljenju sudionika istrazivanja zadatci otvorenog
tipa pruZaju viSe mogu¢nosti za 1) izazov i vlastiti napredak, 2) autonomiju ucenika, 3)
ostvarivanje vlastitih interesa i 4) suradnju. Svjesni svih prednosti zadataka otvorenog
tipa, ostaje pitanje o moguénostima njihova uklju¢ivanja u nastavu s uéenicima
mlade $kolske dobi. Becker i Roos (2016) predlazu uklju¢ivanje aktivnosti koje
uklju¢uju komunikacijske zadatke i aktivnosti improvizacije jer imaju potencijal
za poticanje uporabe jezika koja nadilazi primjenu ustaljenih jezi¢nih formulacija i
reprodukcije. Iako je njihovo istrazivanje bilo usmjereno na razvijanje komunikacijske
kompetencije, zakljucci se mogu primijeniti na sve jezi¢ne vjestine. Autori tvrde
kako dosada$nja istrazivanja ukazuju na to da zadatci i improvizacijske vjestine nisu
prezahtjevni za ucenike mlade $kolske dobi, kao §to se esto pretpostavlja, ve¢ imaju
velik potencijal za razvijanje komunikacijske kompetencije od samog pocetka. Jedan
od primjera koji autori navode jest na¢in na koji se zadatak zatvorenog tipa, kao $to je
dovrsavanje recenice dopunjavanjem razli¢itim leksickim jedinicama pri ¢emu ucenici
reproduciraju odredene jezi¢ne obrasce, moze preoblikovati u zadatke dopunjava
odredenim informacijama (eng. information-gap). Sada se ucenici moraju koristiti
jezikom da bi razumjeli i dosli do zajednickog rjesenja, $to ih dodatno usmjerava na
znacenje, uz ostvarivanje medusobne interakcije. Jedan tip zadatka koji u¢enike potice
na kriti¢ko promisljanje o tekstu navodi Samo (2011) koja isti¢e kako bi ucenike
trebalo poticati na takav nacin rada na tekstu od trenutka kada zapo¢nu uiti strani
jezik. Autorica uvodi saZimanje i odabiranje odgovarajuceg naslova za procitani
tekst kao jednu od zamjena za tradicionalne zadatke osmisljene za provjeravanje
razumijevanje procitanog. Taj tip otvorenih zadataka daje ucitelju uvid u u¢enikove
sposobnosti razumijevanja i interpretacije procitanog, a ujedno potice razvijanje
kriti¢kog migljenja, zaklju¢uje Samo.

Jedini zadatci otvorenog tipa koje smo uo¢ili u nagem istrazivanju bili su predvidanje
o sadrzaju teksta ili lekcije koja slijedi, opisivanje ilustracija kada u¢eni¢ki odgovori
nisu strogo usmjeravani s pomoc¢u ponudenih leksickih jedinica, komunikacijski
zadatci u kojima ucenici razmjenjuju vlastita iskustva i migljenje, pisanje kratkih
sastavaka na zadanu temu, stvaranje novih dijaloga i gluma.
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S druge strane vecina zadataka analiziranih u ovom istraZivanju podrazumijeva
zadatke tipa: Odgovori to¢no/netocno; PoveZi; Zaokruzi toéan odgovor; Procitaj i nacrtaj;
Slusaj i nacrtaj; Slusaj i pronadi rije¢; Stavi ilustracije u tocan redoslijed; Slusaj i Citaj;
Dopuni; Dopuni tablicu; Izbaci uljeza; Bingo; Ispravi; Odgovori; Slusaj i ponovi; Slusaj
i pjevaj. Vedina tih zadataka ne potice raspravu ni improvizaciju. Jedno od mogu¢ih
pojasnjenja jest da autori materijala za ucenje vjeruju kako ucenici mlade skolske
dobi, uzevsi u obzir njihovo ograni¢eno jezi¢no znanje i znanje o svijetu, ne mogu
rijesiti takve zadatke otvorenog tipa. No primjeri koje su prikazali Becke i Roos (2016)
jasno pokazuju da nastava stranog jezika s u¢enicima mlade $kolske dobi pruza razne
mogucnosti rada na jeziku na kreativan i produktivan nacin. Na temelju tih rezultata,
kao i onih dobivenih u manjem istraZivanju koje je provela Lee (2005), moZemo
zakljuciti da je moguce ucenike mlade $kolske dobi pouciti rjesavanju takvih zadataka
otvorenog tipa. Smatramo da bi navedeno trebalo uzeti u obzir prilikom izrade
zadataka ¢itanja u procesu pisanja udzbenika i radnih biljeznica za u¢enike mlade
$kolske dobi da bi se nadisli problemi prekomjernog uklju¢ivanja zadataka zatvorenog
tipa koji ,,éesto koce kognitivni i afektivni angazman ucenika” (Tomlinson i Masuhara,
2008, str. 31) te ukljuciti vise zadataka koji razvijaju kreativnost i produktivnost.

Zakljucak

Ovaj nam rad daje uvid u zadatke za razvijanje vjestine ¢itanja kod u¢enika mlade
$kolske dobi sa stajaliSta materijala koji se primjenjuju u nastavi. Iz istraZivanja koje
smo proveli mozemo zaklju¢iti da autori svih analiziranih materijala slijede trendove
poucavanja jezi¢nih vjestina. Iako i dalje svjedo¢imo tradicionalnoj podjeli jezi¢nih
vjestina, rezultati ovog istrazivanja u skladu su s podjelom jezika koju je predlozila
Cameron (2001) za rad s u¢enicima mlade $kolske dobi (vidi Uvod). To zna¢i da
su autori uglavnom usmjereni na razvijanje vjestina slusanja i govorenja (ucenje
govornih vjestina) i postupno uvode ¢itanje i pisanje (ucenje pisanog jezika). Sto su
ucenici stariji i postaju iskusniji ¢ita¢i, povecava se ukupan broj svih zadataka, pa tako
i zadataka Citanja.

Izravno usmjeravanje pozornosti uc¢enika na tekst kao izvor informacija i dogovora
za zadatke koji slijede, primije¢eno je samo u seriji Smileys. U ostalim materijalima
vedina zadataka podrazumijeva Citanje, ali se u¢enike izravno ne potice na rad na
tekstu. Zadatci koji izravno poti¢u na ¢itanje najce$ce su oblikovani kao: Slusaj i Citaj;
Citaj i odgovori; Citaj i govori i kao takvi se nalaze prije teksta. U seriji Smileys veca
je zastupljenost zadataka koji poti¢u uenike da iznova proditaju tekst i pronadu
odgovore na pitanja koja slijede. Sto se strategija ¢itanja tice, iako njihovo istraZivanje
nije bilo cilj ovog istraZivanja, nismo uo¢ili zadatke kojima se strategije izravno
poucavaju. Nasa je pretpostavka da autori smatraju da je uloga ucitelja vaznija od
one koju u poucavanju strategija imaju materijali za ucenje. U budu¢im ¢emo se
istrazivanjima usmjeriti na ovo stajali$te poucavanja ¢itanja u¢enika mlade $kolske

dobi.
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Sazimajuéi rezultate o poucavanju ¢itanja u kombinaciji s ostalim vjestinama,
moze se zakljuciti da je veéi broj zadataka kojima se potice razvijanje vi$e vjestina
istodobno. Samo se zadatci poput: Citaj; Citaj i odgovori; Citaj i zaokruZi tocnu rijec;
Citaj i stavi recenice (ilustracije) u to¢an redoslijed, zadatci poput zmije s rije¢ima
(wordsnakes) i trazilica (wordsearch), Izbaci uljeza (s rije¢ima) i Pronadi rijeti u
tekstu usmjeravaju na razvijanje isklju¢ivo vjestine ¢itanja. Svi ostali zadatci izravno
ili neizravo podrazumijevaju razvijanje drugih vjestina.

Svi autori i dalje u znatno ve¢oj mjeri preferiraju zatvorene zadatke. Imamo li u vidu
koli¢inu jezi¢nog i op¢eg znanja koje posjeduju ucenici mlade $kolske dobi, navedeni
su rezultati opravdani. No ne mogu se zanemariti istraZivanja provedena s u¢enicima
mlade skolske dobi iz kojih je ocigledno da ucenici te dobi uspjesno izvode zadatke
otvorenog tipa. Stovide, ova nam istraZivanja pokazuju da su u¢enici ukljuéeniji i
angaziraniji u procesu ucenja i razvijanja vjestina pismenosti ako rade na zadatcima
otvorenog tipa.

Ovo je istrazivanje bilo usmjereno na zadatke ¢itanja u materijalima za ucenje
engleskog kao stranog jezika kod u¢enika mlade $kolske dobi. No metoda analiziranja
materijala koja se koristila mozZe se koristiti za istrazivanje zadataka ¢itanja drugih
stranih jezika, kao i drugih jezi¢nih vjestina.
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