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INTRODUCTION 

 

Language, Literature and Culture in Education (LLCE) has been 
designed as a working platform for academics, researchers, scholars, 
teacher trainers and teachers to discuss, exchange and share their 
research results, projects, experiences, and new ideas about all aspects 
of studies in language, literature, culture and related areas in an 
effective international atmosphere.  

The conference LLCE2021 was held on the 7th and 8th December 
2021 as a virtual event due to a global Covid-19 pandemic although 
originally it was planned to be held in Vienna, Austria. The event was 
organised as part of four research projects funded by the Ministry of 
Education, Research, Science and Sport of the Slovak Republic. The aim 
was to present partial results of the researchers as well as to generate 
a discussion on the current issues in language education and research. 
15th December 2021 was devoted to the panel discussion. It was 
devoted to different challenges that all educational stakeholders have 
faced in Slovakia recently. The Slovak academics discussed how the 
education system is changing in response to current reform processes; 
moreover, how these changes can finally affect foreign language 
teaching and learning the near future. The panellists focused on 
accreditation, too. o.   

All studies and articles published in the Conference Proceedings 
have been evaluated through a double-blind reviewing process and 
consequently recommended for publishing by the LLCE2021 Scientific 
Committee. 

 Editors 
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Development of Creative Thinking Skills in Foreign 
Language Teacher Training Programmes 

Ivana Cimermanová 

University of Presov, Slovakia 

 

Abstract 

Foreign language teacher training programmes aim to provide 
quality training of professional development in two areas that might 
seem to be two different areas; however, they must be understood as 
a whole. The result of teaching should be two-in-one graduate, namely 
a good language user and a good teacher. The graduates have to not 
only understand the theory of foreign language teaching and learning 
but also be aware of approaches, methods and tools to develop 
autonomous, independent, creative and critically thinking learners. 
This means they also have to experience such approaches and methods 
in their preparation and learning. The motivational power of creativity 
has been a subject of different studies proving its positive effects. This 
paper builds on the author's earlier research, which focused on teacher 
creativity in preparing materials for students. These results are 
compared with the results of the current research, the object of study 
of which were video recordings of student teachers during their 
teaching practice carried out in a pandemic Covid 19 situation. The 
focus of the study was the pre-service teachers' creativity (1) in their 
teaching and (2) how they were developing their learners' creativity. 
The results of the pilot study focusing on creativity teacher trainees 
applied in the material preparation for online and in-class teaching 
presented here suggest that student teachers who realised their 
teacher training in an online setting used creativity less than their older 
colleagues. 

Key words: Creativity. Teacher training. Materials. Covid 19.  

 

Introduction 

Developing creativity is an important issue. "Quality education 
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encourages a wide-open, creative problemsolving approach, thereby 
exploring alternative thinking options, multiple right answers, and 
creative insights" (Jensen, 2002). Even though creativity, similarly as 
critical thinking are the buzz terms and have been widely discussed 
recently, they have been subject of both research and practise for 
many years. Neural mechanism connected with creativity (Benedek et 
al., 2014; Arden et al., 2010; Jung et al., 2010; Onarheim & Friis-
Olivarius, 2013), creativity in business (Madjar et al., 2011), science and 
creativity (Azoulay et al., 2011), factors influencing creativity (Byron et 
al., 2010; Silvia, 2015) 

Naturally, the creativity and/in education is a field of interest and 
plethora studies have been conducted and published presenting 
different aspects of teaching creatively and teaching creativity 
especially in technically oriented subjects, engineering science, medical 
and nursing education, design. Teaching languages creatively and 
teaching creativity in language classes have been subjects of study as 
well (Huh & Lee, 2020; Cho & Kim, 2018; Lubis et al., 2018). 

There has been disagreement on the criteria for defining creativity, 
and thus, previous studies have suffered from inconsistent definitions 
(Sawyer, 2001; Bohm, 2004). While a variety of definitions of the term 
creativity have been suggested, the majority of them agree that 
creativity is connected with novelty. Sternberg and Lubart (1999, p.3) 
describe creativity as “the ability to produce work that is both novel 
and appropriate”. Psychologically speaking, we have to focus on 
convergent thinking (solving the problems) and divergent thinking 
(generating new ideas). 

Dyer et. al (2011, p.26) highlight the importance of cognitive skill 
of associational thinking for generating new ideas. "The reason that 
some people generate more associations than others is partly because 
their brains are just wired that way. But a more critical reason is that 
they more frequently engage in the behavioral skills of questioning, 
observing, networking, and experimenting. These are the catalysts for 
associational thinking" (see the following figure). 
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Figure 1 – The innovator's DNA model for generating innovation ideas, 
Source: (Dyer et al., 2011, p. 27) 

 
This is also directly connected to critical thinking, which is 
a determinant of individualised and differentiated teaching (Novotná, 
Petrasová, 2021) and learning. A diverse body of research has 
demonstrated the benefits of critical thinking and the intertwined 
impacts of critical thinking and creativity (Eggers et al., 2017; Sgambi et 
al., 2018; Park et al., 2021; Shively et al., 2018). Some authors (e.g. Cruz, 
2019, 2021; Almeida, 2020) use the term creactical skills to address 
both, creative and critical skills. Matei (2018, p. 43) points out that 
"creativity is a realm in which critical thinking has its limits; it can 
nourish creativity by broadening the overall vision of the reasoner to 
mentally grasp aspects beyond the rational, assimilating and managing 
them. Gao et al. (2022) focus their study on the dark side of creativity, 
and they speak about the so-called malevolent creativity "in which 
people propose to materially, mentally, or physically harm themselves 
or others in a novel way". In the following section, however, we will 
speak about the positive aspects of creativity in language teaching as it 
positively influences e.g. the learners' motivation and fluency (Majid, 
Mohsen, 2018; Birsell, 2013). 

Speaking about creativity in education, we have to distinguish 
between teaching creativity and teaching creatively. "A creative 
approach to language teaching is an approach that presents creativity 
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as one of our many innate skills, a talent that every person and every 
language learner has. This approach focuses on the idea that we all can 
enjoy the potential to be creative under certain conditions; that we all 
abound with many different forms and levels of creativity, and that it is 
the teacher's task to stimulate the creative potential in students" 
(Stepanek in Maley & Peachey, 2014, p. 98).  

Creativity in language teaching has been the focus of many 
researchers. The research focused not only on general performance 
and achievement but also on, e.g. language aptitude, motivation, oral 
skills, the use and size of vocabulary (Kissová 2021, Fernández-
Fontecha, 2021), and translation abilities. What can be perceived as 
(and I believe is) problematic are the tools how to measure creativity, 
how to decide what is and what is nor creative. In 2017 Said-Metwaly 
et al. conducted a systematic research analysing 152 selected papers 
(out of 2064). The four major approaches to measuring creativity 
(process, person, product and press) were reviewed, focusing on 
commonly used instruments and the advantages and weaknesses of 
each approach. The authors claim that "measurement of creativity is 
an unsettled issue, and that the existing instruments purporting to 
measure creativity suffer from serious conceptual and psychometric 
shortcomings" (p.238). 
 

Research background 

The University of Presov prepares EFL teachers in bachelor's and 
master's study programmes. Students compulsorily study general 
psychology and pedagogy courses in the bachelor's study programme. 
In the master's programme, they are obliged to take a 3-semester 
methodology course, and they also have a set of compulsory-optional 
courses focusing on developing teaching skills (e.g. Teaching young 
learners, Microteaching, Cotent and Language Learning, Creating 
materials for language classes, Using digital skills, Storytelling, etc.). 
The methodology classes focus on both gaining theoretical knowledge 
and mastering the teaching skills and creating (CLIL) materials. During 
their study, they also realise teacher training. The first observation 
teaching practice, is realised during the bachelor's study. In the 2nd, 
3rd, and 4th semesters of the masters' study programme, students 
equally realise teaching practice at elementary and secondary schools. 
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March 2020 brought the expected and fast change in education 
that was triggered by the pandemic. This influenced not only the 
teachers but also the pupils, including teacher trainees. Struggling with 
especially technological and methodological problems, teachers also 
had to cope with their pupils' social isolation, technical and learning 
problems. The online learning situation lasted for about 18 months, 
which seriously influenced teaching practice's realisation. Not knowing 
the future, the first period was postponed to the next semester, what 
resulted in not equally distributed time of training; it was more intense 
(what could be perceived positively), and at the same time, there was 
less time for planning the lessons, preparing materials and self-
evaluation and planning the personal progress. In addition, teacher 
trainees had to adjust their teaching to the method (in class or online) 
and the online tools used at different schools. 

The study was realised to find out how students creatively prepare 
the handouts for the learners and to find out how dependent they are 
on the textbook and the activities the textbooks include. Having this 
aim, we do not want to say that using a textbook is something bad. 
Currently, especially EFL textbooks are of high quality respecting 
different learning styles. Still, adjusting material to the group's needs 
can be a challenge for a learner, and what more, for the teacher 
trainees during their teaching practice. Our aim is not to measure 
creativity, the student teachers'potential, but rather focus on how 
student teachers use creativity to make their learning different. 

 

Sample and Data Collection 

Data collected included quantitative and qualitative forms. 
Fourteen single major students and 41 double major students delivered 
the teaching practice portfolios, which included lesson plans and 
handouts after their teaching practice. After the analysis, we 
conducted a group interview with seven volunteers. 

Every single major student teaches 16 lessons during the last 
teaching practice, and double majors teach 8 classes per one subject. 
This would result in 552 lesson plans, but due to pandemic situations, 
the number of taught lessons was shortened to 10 and 5 respectively 
and substituted by more intensive work with supervising teachers. 
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Some lesson plans (the basic parts) were taught several times in 
different classes, which lowered the number of analysed lesson plans 
to 260, focusing only on the handouts and activities created by the 
learners. 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3: Selection of material for analysis  

 

Findings and discussion 

The activities students planned in their lesson plans and handouts 
can be divided into two categories - those designed to be used in (1) 
online and (2) in-class teaching. These were further subdivided 
according to the type of activity where creative elements were applied. 
The creativity could be observed mainly in (a) content and (b) material 
visualisation. The evaluation of invention can be perceived as 
subjective, and thus, ideally, at least two evaluators should evaluate 
the activities, and interrater reliability should be calculated. As this is a 
pilot study, there was just one person categorising the activities. Data 
indicate that students used their own materials and/or adjusted 
materials more frequently in in-class lessons compared to online 
classes. We found out that online lessons were prepared primarily 

Numbers of expected lesson 
plans and/or handouts 

(lessons taught) 
n=552 

Reduction of the lessons 
taught due to pandemic 

situation 
n=345 

Exclusion of the identical 
lesson plans 

n=260 

Number of taught lessons 
reduced  
n=207 

(SM - 6 lessons, DM-3 
lessons) 

Number of identical lesson 
plans 
n=85 
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using learners' textbooks based on the materials studied.  

The activities from the textbooks were not analysed. As many as 
602 activities were categorised and evaluated. 

Table 1 Categorisation of the activities 

Activity type online in-class total in % 

matching 48 154 202 33,55% 

mutiple choice 17 120 137 22,76% 

fill-in the gaps 15 74 89 14,78% 

transformation 9 37 46 7,64% 

free writing 13 17 30 4,98% 

arrange 5 17 22 3,65% 

true/false 2 17 19 3,16% 

crosswords 5 12 17 2,82% 

Songs 10 6 16 2,66% 

guided writing 0 13 13 2,16% 

error correction 2 7 9 1,50% 

Riddles 0 2 2 0,33% 

Total 126 476 602 100,00% 

 

The majority of those over 600 activities were done by copying and 
possibly adaptaing materials from different books or internet. Some of 
them were even copied in relatively lousy quality. 

What needs to be highlighted is that English as a foreign language is 
taught worldwide, and thus there are plenty of activities available 
online. The free books, methodology guides, and handouts categorised 
according to skills, functions, and levels in pen-and-paper and digital 
versions are available for use and download. 

The sample of the creative visualisation can be seen in the following 
figure. The author supported the text with the picture and the type of 
the letters and background. Therefore, the learners can easily associate 
it with the ice and cold weather (the text and activities are about the 
animals on ice). 
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Figure 3: Sample of the teacher trainee work 1 

 
Another interesting activity led students to experiment and 
interconnect their knowledge in physics and English language. 

 

Figure 4: Sample of the teacher trainee work 2 

 

A sample of the nice visually prepared activity that also involved 
critical thinking is displayed below. The activity focuses on food 
vocabulary and learners have to decide which is healthy and which is 
not. 
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Figure 5 Sample of the teacher trainee work 3 

 

An interesting transformation of the traditional true/false activity 
was done by a student who asked learners, instead of writing true/false 
or tick/cross to answer the question by drawing a smile/frown on a face 
(see the figure below). 

 

Figure 6 Sample of the teacher trainee work 4 

Freewriting activities usually involve certain creativity. The 
following tasks were evaluated as creative What reform of Maria 
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Theresa do you like most? Try to think and write down what reform you 
would adopt.  

Just one person used self-drawn pictures. 

   

Figure 7 Sample of the teacher trainee work 5 

 

Generally speaking, out of 602 activities, only 213 were evaluated as 
creative, which might seem to be a relatively high number (more than 
30%), but we have to realise that we dealt only with those activities 
which were not directly from the textbooks äWhat was the majority of 
the activities). 

Some reasons for using ready-made materials have been already 
mentioned above. The discussion we had with the students led us to 
conclude that students felt not confident in teaching online and 
generally teaching. Similarly, almost two years living in an online space 
changed the way they study and prepare for the lesson and exams: S3: 
"Well, being online, every question that needed to be answered could 
be easily googled; we used google even for brainstorming." S1: 
"Honestly, almost never I was fully concentrated on my teachers. Once 
I realised I spent more time surfing than paying attention, I decided not 
to open new windows and then I realised I was messaging with my 
friends… There are so many distractors … You really need to be self-
disciplined… S3 adds: "That's true, we were chatting quite often and 
then if in panic we googled, it was faster compared to thinking." 

Students also mentioned that even though they knew how to work 
in MS Teams (the system used for video lecturing at the university), 
they had to use different systems during the teaching practice (Google 
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Meet, Zoom, Webex). And even though they were using MS Teams they 
knew how to operate it from the students' perspective, but it was much 
different when they had to manage the work. S4: What's more, the 
learners were used to working with i-tools, and it really took time to 
learn how to manipulate it. It was easy in a class where kids were willing 
to help, but I really tried to minimise the risks and threats in online 
mode. 

 

Conclusion 

There are some authors who label the students of the 21st century 
as "copy and paste" students. The analysed material support this idea 
to a large extent. Even though it may be time-efficient just to copy and 
paste, it does not reflect the particular group's needs and does not 
allow for personalisation. As mentioned above, it can be understood 
that students were in a difficult situation. They were not familiar with 
the technologies; they were not trained to manage an online class, 
create a positive and cooperative atmosphere, or build interactions. 
This led them to "safe" way of teaching in the form of "doing" the 
textbook. 

We perceive it as an important signal that teacher trainers have to 
bear in mind – we have to prepare teacher trainees for online teaching 
and not only because of a possible pandemic, but because it proved its 
benefits and advantages and what more, it will take some time to force 
learners and teacher trainees rely on their own notes (rather than 
copied presentation), preparing their material (even though inspired by 
the material available, e.g. online) rather than simply copying and using 
them. 

Our teachers and teacher trainees have to create materials that are 
prepared and /or adjusted to the needs of their learners; they should 
allow for personalisation, development of cognition, creativity and 
critical thinking. 
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Abstract 

The issue of language transfer has been extensively studied 
amongst FL researchers in the last decades from various perspectives. 
The present paper focuses on the aspect of negative transfer that 
derives from mother tongue influence and has subsequently a negative 
impact on Slovak EFL students writing performance. This study 
examines the written compositions of 7th and 8th year elementary 
school students (n=44) collected during their EFL lessons in terms of 
interlingual negative transfer in four selected categories (morphology, 
orthography, syntax and lexicology). The results show that the 
phenomenon of negative language transfer from Slovak to English 
exists and that students often opt for their mother tongue as a resource 
when using English as a foreign language. This fact influences the 
accuracy of their EFL compositions indicating these two conclusions. 
First, it requires further research which would shed light on the 
frequency of such errors amongst the school years and state the most 
susceptible areas that require special attention. Second, consequently, 
it indicates a need for intervention from the teachers who should 
systematically point out these areas within EFL classrooms. 

Key words: Interference. Slovak. English. Mother tongue. Transfer. 

 

 

Introduction 

In the Slovak FL education context, the English language has a 
significant role. Although no longer compulsory as a first foreign 
language, it is still the most frequent choice amongst Slovak students. 
Therefore, it is important to constantly give attention to the areas 
which cause difficulties to Slovak students. The present paper aims its 
interest to the area of language interference (negative transfer), which 
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is regarded as one of the sources of errors of FL learners based on the 
interrelation of two (or more) languages – in this case Slovak and 
English (Thornbury 1999; Pavlenko and Jarvis 2008). In order to 
understand the reason why such errors may appear, it is essential to 
mention factors that influence the likelihood of transfer. These factors 
can be divided into two groups: universal and language-specific. As for 
universal factors, they do not directly relate to the languages learned 
or acquired but can be applied to all FL learners such as individual 
characteristics of the learner (Ringbom 1987) suggesting that since 
each learner is different, the likelihood of this transfer depends on the 
learner himself – how resistant is in his mind towards these influences 
(learner’s psychotypology – Ringbom (2006)) which is related to 
another factor – age explained by Arabski (2006) for every 
developmental stage brings different challenges depending on 
numerous factors such as the experience of the learner with various 
language systems. The language-specific factors are related to the 
languages involved – for example, according to Pavlenko and Jarvis 
(2008), we can assign there cross-linguistic similarity or difference that 
is closely connected to the specific language typologies of languages, 
such as the case when learners study or already know more than one 
foreign language as well as the importance of the order of learning of 
these languages. Therefore, especially with the first factor – cross-
linguistic similarity or difference, it is important to have a closer look 
into the basic typologies of Slovak and English to understand how these 
languages function.  

When it comes to morphologic typologies of English and Slovak 
language, Slovak is regarded as synthetic (inflectional) language and 
English as analytic (isolating) language (Moravcsik 2013; Körtvélyessy 
2017). In this sense, Slovak is a highly inflected language and uses a lot 
of derivation and declension whereas English uses for these to happen 
prepositions. This fact influences their syntactic typologies - word order 
which can be due to the inflectional nature of Slovak relatively free 
while English sentences have restricted word order. The issue that is 
crucial to mention is also the presence of the obligatory subject. In 
Slovak, in some cases, there is no need to use a subject while in English, 
it is always obligatory. Another area related to the morphological 
feature of these languages is the aspect. Both languages have 



  LLCE2021  
Conference proceedings 

 

25 

perfective and imperfective aspect, but it is expressed through 
different means. Since Slovak is a flectional language, it is performed 
by inflections. The English language has for this situation perfective and 
continuous forms of present, future and past. In the area of word 
classes to be found in sentences of both languages, the Slovak language 
does not have the word category of determiners (a subtype of articles) 
but in English is this category one of the crucial when composing a 
sentence. Regarding lexical typology of these languages, it is not as easy 
as with the previous two categories because to discuss for instance 
semantics within languages cannot be approached so universally as 
with the more strict rules of sentence composition or the 
morphological characteristics of the words. However, amongst 
examples of lexical transfer one can find different word choices in 
languages’ collocations, variations in idiomatic language, or interlingual 
false friends between Slovak and English languages as the possible 
source of these differences. When looking at this short comparison of 
Slovak and English from the view of their basic language typology, it is 
clear that there are some areas which may cause problems (negative 
transfer) to Slovak EFL students originating from the differences 
between these languages.  

An assumption that the typological differences amongst languages 
often causes negative transfer errors has been extensively studied in 
the last decades. Concerning a variety of languages, the studies’ results 
agree on the fact that the negative transfer among languages exists, 
but its degree depends on the various factors which were mentioned 
earlier. When taking into consideration papers focusing on a more 
general view of written interlingual errors, it is possible to mention 
Cagla’s (2016) study of Turkish EFL students, Zafar’s (2016) study of 
Pakistani EFL students, Quin’s (2017) study of Chinese EFL students, or 
Aleeva’s (2012) and Seitova’s (2016) examination of Russian mother-
tongue interference of EFL students (which are typologically closer to 
Slovak language and therefore are especially significant for this paper 
research). Seitova’s research came with the conclusion that many 
students made this type of error in several aspects of their written 
production, such as in categories of pluralization, subject-verb 
agreement, omission/misuse of articles, wrong choice of words, 
omission/misuse of prepositions, and spelling. As for studies focused 
on more specific areas of written language production, it is for example 
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the large-scale corpus study of interlingual capitalization errors by 
Shatz (2019) aimed at various languages or studies that are concerned 
with Arabic EFL students and their troubles of adopting a new habit of 
using capital letters in English (a rule which cannot be found in their 
mother tongue) conducted by Smith (2002), Siddiqui (2015), Salamin, 
Farrah, Zahida, and Zaru (2016), and Sabbah (2016). Interlingual errors 
caused by misapplication of prepositions are for instance studied by 
Gvarishvili (2013), whose conclusion is that the main reason for such 
errors are the differences between Georgian and English demonstrated 
in several ways including different rules of using prepositions, the 
notion of overall spatial relationship and also by other means for 
expressing of prepositions, which is closely connected to language 
typologies of these languages (Georgian regarded as agglutinative 
flective language and English being synthetic language).  

As for the studies which are concerned with the relation of English 
and Slovak in this respect, it is possible to mention study by Eddy (2011) 
or thesis by Eliášová (2016), who examined university students and 
their abstracts with the conclusion that students make many lexical and 
grammar-related (word order and articles) errors. The most frequent 
error occurred in the category of grammatical errors (the article usage) 
within both groups of participants – students on bachelor and master’s 
degree. Several studies (Chovančíková 2013, Potičná 2020, and 
Skočejová 2021) address this issue from the perspective of 
translatological problems that may be faced when translating from 
English to Slovak and vice-versa. They all agree on the fact that very 
common interlingual errors are for instance literal translations from 
Slovak, errors in concord, copular verbs, incorrect usage of 
prepositions, articles, orthographical errors, or errors related to 
vocabulary – the so-called false friends. 

Methods 
Participants 

This pilot study collected writings of Slovak EFL elementary school 
students of lower secondary level with the selected two years - 7th and 
8th year. Students were not aware of the fact of being part of the 
research; written compositions were involved within their lesson plan 
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and lesson units. All the participants have a range of proficiency 
between A1 and A2, according to the Common European Framework 
of Reference for Languages (CEFR). What is essential to mention, 
however, is that even the level of each student may vary as it is based 
on their abilities.  

Research questions 

The study was designed to answer the following questions: 
1. What are the typical negative transfer errors of Slovak EFL 

students in 7th and 8th years’ written compositions? 
2. How does the frequency of errors vary between these two 

years?  
3. Why do these errors occur? 
4. What do these findings suggest for the teaching field? 

Data collection procedure 

The sample of written compositions was collected from 44 
students (22 from each year). The learners written compositions were 
marked and investigated for negative transfer.  

Their works were collected anonymously, only the year of their 
study was noted. As for the topics, most of the collected writings from 
the 7th year were on the description of life in the future in 2050 or 
students’ favourite season with a couple of narrations about their 
holiday experiences. The topics of 8th year were mostly descriptive 
writings about sports as well as narrations about retelling some holiday 
experiences. Learners’ compositions were read more than two times 
by the researcher herself. The attention was given only to the 
interlingual errors between Slovak and English languages and others 
were ignored. After identifying the interlingual errors, these errors 
were classified into categories according to their shared features.  

 
Results 

The following section discusses the findings of the study and 
answers the research questions posed: 

1. What are the typical negative transfer errors of Slovak EFL 
students in 7th and 8th their written compositions? 
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The results suggest that Slovak EFL students are influenced in their 
writings by their mother tongue in various ways. These errors can be 
classified such as: morphological transfer - misapplication of 
prepositions, absence or misuse of articles, transfer of verb tense and 
aspect; orthographical transfer – capitalization, punctuation, spelling; 
lexical transfer – word choice and word form; syntactical transfer – 
sentence elements and word order. 

2. How does the frequency of the found errors vary between these 

two years?  

The graph (Graph 1) below demonstrates the frequency of 
negative transfer errors of Slovak EFL students in 7th and 8th years. 

 
Graph 1: The frequency of negative transfer errors of Slovak EFL students in 7th and 8th 
years 

 

When looking at the chart, it can be said that both years evince 
similar negative transfer errors. The major problem is the usage of 
articles as they often either do not use them or use them incorrectly. 
Especially this category has not only the highest frequency amongst all 
categories but also 7th grade made two times more of these errors 
compared to 8th year, which is the most significant deviation in the 
presented results. The second major area is transfer caused by 
misapplication of prepositions and punctuation errors. This is followed 
by errors in the categories of transfer of verb tense and aspect, 
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capitalization, sentence elements. Important to note is that there are 
some categories that do not have representatives in both years, and 
these are categories of hyphenation, word choice and word order 
attributing all to be part of 7th year’s written production. This is not to 
say, however, that these errors may not be the component of 8th year 
or other years in general as for such conclusions this study should have 
been conducted on a larger scale. Nevertheless, it still suggests that 
some of these errors may appear in certain stages and later with more 
language skills attained, they may disappear.  

Suitable to mention is also the frequency of the above-mentioned 
errors in four major linguistic categories presented by the pie graph 
below (Graph 2). These errors affect morphological, orthographical, 
syntactical and lexical levels. The most significantly interfered category 
is the morphological category having 65% of the total identified errors 
of Slovak EFL students (in total 78 errors made). 

 

Graph 2: The frequency rate of negative transfer errors of Slovak EFL 
students in four categories 

 

3. Why do these errors occur? 

To answer the question of the reasons for such errors’ occurrence 
is rather intricate because it involves more variables. Apart from the 
explanation which has been mentioned earlier in the introduction – 
universal factors affecting the probability of transfer, such as age, other 
languages, language proficiency etc. it is important to discuss spotted 
errors in more detail to understand the interlanguage of Slovak EFL 
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students. Therefore, this section provides an insight into the actual 
interlingual errors of Slovak EFL students caused by interference with 
their mother tongue based on the conducted research. For a better 
overview, a description of each previously-mentioned category and the 
subsequent subcategory will be accompanied by the chart illustrating 
examples of such errors in the written compositions of Slovak EFL 
students, their suggested correct version and a short explanation of 
their possible occurrence. Also, it is suitable to mention that in each of 
these categories, foreign (or target) language would always refer to the 
English language whereas the mother tongue would mean Slovak 
language. 

 
1. Morphological category: 

a) Misapplication of prepositions suggests that the preposition 
learner used is the literal translation of a mother tongue 
collocation although in a foreign language the same expression 
would require a different preposition.  

 
incorrect 
expression 
(negative transfer) 

correct expression explanation 

on a walk for a walk 

It is the literal translation from 
Slovak ‘na (on) prechádzku’, 
which contains Slovak 
preposition ´on´.  

 
b) Absence or misuse of articles is associated with the fact that 

learners (Slovaks) do not have the English word category of 
determiners - articles in their mother tongue and so they are 
completely unfamiliar with their necessary presence with 
nouns in English. In this way, they often apply the rules of using 
articles incorrectly or do not use them at all.  
 

incorrect sentence  
(negative transfer) 

correct sentence explanation 
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We have a money. We have the money. 

This example relates to the 
countability of English nouns. 
Money is in English considered as 
uncountable; therefore, it is 
impossible to use the indefinite 
article with uncountable nouns. 
The student misapplied rules for 
using the article. Slovak language 
does not differentiate between 
countable and uncountable 
nouns. 

I will have big house 
with big garden. 

I will have a big house 
with a big garden. 

Indefinite articles are in this case 
needed to modify nouns.  

 
c) Transfer of verb tense and aspect implies that the learner used 

incorrect aspects of verbs due to the different ways how the 
aspect is expressed in a mother tongue and a foreign language. 
Therefore, Slovak students have problems differentiating 
between various aspects of English. 
 

incorrect sentence  
(negative transfer) 

correct sentence explanation 

I was in Prague 
once. 

I have been in Prague 
once. 

In this case, learner have not 
differentiated between simple 
and perfect aspect. As he writes 
about his experiences, it would be 
appropriate to use present 
perfect. In Slovak sentence, there 
would be always past tense. 

 
2. Orthography: 

a) Capitalization transfer refers to the capitalization of proper 
nouns and capitalization of the personal noun ‘I’ in the English 
language. 
 

incorrect sentence  
(negative transfer) 

correct sentence explanation 

In 2050 i will be 43 
years old. 

In 2050, I will be 43 
years old.  

English subject pronoun ‘I’ is 
always capitalized. In Slovak, it is 
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impossible to find such a rule. 
Only Slovak proper nouns are 
capitalized. 

The children will 
learn english and 
their national 
language.  

The children will learn 
English and their 
national language. 

The names of languages are in 
English always capitalized. Slovak 
language, by contrast, uses them 
without capitalization. 

 
b) Punctuation transfer describes the situation in which the 

learner misuses punctuation rules (in this case especially 
commas) from the mother tongue in a foreign language.  
 

incorrect sentence  
(negative transfer) 

correct sentence explanation 

The hint is, that the 
picture of this girl is 
pretty much small… 

The hint is that the 
picture of this girl is 
pretty much small… 

Dependent clauses are in Slovak 
separated from independent by 
subordinators and by a comma. 
Commas are in English used to 
separate these two clauses only if 
dependent comes as first; 
otherwise, commas are not used. 
This rule is very confusing for 
Slovak students and they overuse 
it. 

 
3. Lexicology: 
a) Word choice relates to the situation when the learner uses a word 

(or expression) from the mother tongue and uses it in a foreign 
language, but in a foreign language, it is not used with that meaning 
or in that context. Usually, it happens when the learner simply 
translates a word from the mother tongue to the target language. 
 

incorrect sentence 
(negative transfer) 

correct sentence explanation 

future is not pink future is not bright 
The student tried to use a Slovak 
version of an idiom through its 
translation into English. However, 
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in English, it is expressed through 
a different word choice. 

 
b) Word form transfer suggest that learners apply the rules of the 

mother tongue word form in a foreign language.  
 

incorrect sentence 
(negative transfer) 

correct sentence explanation 

photoalbum photo album 

The English version (photo album) 
and Slovak version (fotoalbum) of 
this word are very similar, which 
confused student and that is why he 
used this word as a one and have 
not separated it as it should be in 
English 

 
4. Syntax: 
a) Sentence elements transfer is related to the fact that there were 

not use all the elements needed in the English sentence (it is 
especially the obligatory presence of a subject element). As has 
been already mentioned, in Slovak sentences, it is possible to create 
a sentence without a subject (the subject is omitted) while the 
English sentence (in a majority of cases) always needs a subject.  
 

incorrect sentence 
(negative transfer) 

correct sentence explanation 

Had a birthday 
party. 

We had a birthday 
party. 

In Slovak, this sentence would be 
correct while in English it would 
require the presence of the subject. 
In this case, the subject pronoun 
‘we’. 

 
b) Word order transfer indicates the incorrect usage of mother tongue 

word order in a foreign language. 
 

incorrect sentence 
(negative transfer) 

correct sentence explanation 
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In room was Paul. Paul was in the room. 

If translated into Slovak, this 
sentence would be correct, but, 
in English, it would require 
changes in word order or adding 
of the subject element ‘there 
was’. (In this case, there are 
more options available. For 
example, this sentence can be 
modified - In room, there was 
Paul. However, this would 
require changes in sentence 
elements – Paul would be object 
and there would be subject.) 

 

It can be concluded that one of the major reasons for the negative 
transfer’s occurrence in Slovak EFL written compositions is using literal 
translations from their mother tongue. Although it is natural, especially 
in the first stages of their language learning, it subsequently interferes 
with their language production in areas such as usage of prepositions, 
word choice or word order. For example, English prepositions having 
only one equivalent in their mother tongue puzzles Slovak learners 
because they are not used to differentiate between more than one 
meaning of Slovak preposition ‘v’ depending on the context. Another 
important area to mention is the difference of the language rules 
between Slovak and English as a foreign language that is demonstrated 
for example in orthographical errors (punctuation, capitalization of 
proper nouns) or sentence elements errors. What binds a significant 
number of these above-mentioned errors is also the issue of 
crosslinguistic similarity or rather difference between Slovak and 
English (among others originating from language typology). The low 
relation (if not even zero relation as classified by Ringbom 2006) 
between these languages makes it difficult for Slovak learners to 
associate it to the language already learnt and in this way learning can 
prove to be more difficult and would require much more effort. A very 
frequent category of errors - misuse or omission of articles thus 
represents a good example of the area which cannot be found in the 
mother tongue and therefore Slovaks need far more time to become 
accustomed to using them. A similar situation can be observed with the 
aspectual form of the verbs in Slovak and English. The differences 
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between these languages also interfere with Slovak FL students’ 
production in terms of spelling of the words and the written word form 
because of the considerable word similarity arising from the origin of 
the word (word etymology). Although it is important to state the areas 
which are susceptible to transfer, even more crucial is to discuss what 
does these results brings for the FL classrooms and subsequently for 
teaching field.  

 
4. What do these findings suggest for the teaching field? 

These findings suggest that since these types of errors negatively 
affect students’ performance they need appropriate attention from the 
teachers within FL class. First, the teachers need to provide as much 
exposure to the English language as possible which would naturally and 
gradually prevent the negative transfer to happen. This should be then 
subsequently reinforced by including all the susceptible areas into their 
teaching plan and so point out the differences between Slovak and 
English more systematically (through various handouts or specifically 
designated tasks).  

 
Conclusion 

It can be concluded that Slovak EFL students face a lot of troubles 
in their written production due to the mother tongue interference. The 
reasons or factors which determine this occurrence may vary according 
to the variables involved, such as age, other languages, the order of the 
languages learnt, and language proficiency but also differences 
between language typologies. Since Slovak and English languages are 
typologically different, this fact significantly interferes with students’ 
utterances in the foreign language on several levels. The most 
frequently affected was the morphological level where Slovak EFL 
students make interlingual errors in using prepositions, tense, aspect 
or articles. Orthographical level resembles mostly errors related to 
incorrect use of punctuation or capitalization. Slovak EFL students have 
trouble also at the lexical level as they often opt for an incorrect word 
choice or word form as well as in syntactical level where they use Slovak 
word order. The findings suggest that major reasons for such errors’ 
occurrence is mostly due to literal translations from Slovak as their 
mother tongue, incorrect analogies originating from different language 
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rules between Slovak and English as well as due to impossibility to find 
certain areas such as aspectual forms or articles in both languages 
which makes it more complicated for Slovak FL students to learn these 
structures. As these errors significantly affect students’ performance 
within FL classroom, they need to have appropriate attention that 
should be manifested through systematic addressing of all susceptible 
areas for example in form of handouts or specifically designated tasks. 

As for limitations, it is crucial to note that the results do not 
attempt to make general conclusions about this matter but rather 
provide the foundation for further research. In this way, to make more 
general conclusions, it would be appropriate to base the research on a 
larger scale of students, which will make the research more complex, 
reliable and applicable. 
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Moderne Medien und Fremdsprachunterricht 

Tomáš Godiš 

Trnavská univerzita v Trnave 

 

Abstrakt 

Die Zeit der geschlossenen Schulen zeigt uns wie bedeutend 
digitale Kommunikationsmittel für den Bildungsbereich sind. Der 
Prozess der Implementierung digitaler Technologien in den 
Fremdsprachunterricht ist aber nicht neu. Schon im letzten 
Jahrhundert wurden Versuche vorgenommen den Unterricht zu 
digitalisieren und so realitätsnäher, effektiver und motivierender zu 
machen. Heute kann man sich den Unterricht ohne Einsatz von Radio-, 
Computer-, Video- oder Präsentationstechnik kaum vorstellen. Doch 
der technologische Fortschritt schreitet voran und neben 
Standartmedien wie Radio, Fernseher, Beamer oder interaktive Tafel 
gibt es neue Technologien - vor allen das Lernsoftware also 
Sprachprogramme oder mobile Apps. Diese finden immer öfter den 
Weg in den Fremdsprachunterricht. Auch aus diesem Grund wollen wir 
uns im folgenden Beitrag mit dem Einsatz neuer Medien in den 
Fremdsprachunterricht befassen, wobei wir unser Augenmerk auf 
tutorielle Programme richten und diese ausführlich beschreiben. Wir 
präsentieren auch das in der Slowakei sehr beliebte online Portal 
Vydavatelstvoklett.sk näher und beschreiben seine Funktionen. 

Kľúčové slová: E-Learning. Call-Learning. Jazykové programy. 
Médiá vo vyučovaní. Online portály cvičení. 

 

In der Zeit der Pandemie – in der wir gerade leben – hat sich die 
Wichtigkeit der digitalen Kommunikationsmedien im vollen Maß 
gezeigt. Bei geschlossenen Schulen und dem sog. Social-distancing ist 
der Unterricht nur dank den elektronischen Kommunikationsmitteln 
überhaupt möglich. Einsatz moderner Technologien im Unterricht ist 
jedoch keineswegs ein neues Phänomen, denn schon in 60-ger Jahren 
des zwanzigsten Jahrhunderts wurden Versuche gemacht, (damals) 
neue Medien (Radio-, Fernseh- und Videotechnik) in den Unterricht zu 
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implementieren und so neue Formen und Methoden des Unterrichts 
zu entwickeln. In 90ger Jahren kamen dann die ersten Lernsoftware auf 
Datenträger und E-Learning Angebote per Internet (vgl. Arnold, P. & co. 
2018. S.9). In der Slowakei begann dieser Prozess gleich nach der 
Wende (nach 1989) und ist heute im vollen Gange – die Pandemie hat 
ihn jedoch wesentlich beschleunigt. Dank der Pandemie haben sich 
jedoch und auch zwei gravierende Probleme, die mit dem Einsatz 
moderner Technologien in den Unterricht zusammenhängen gezeigt.  

Das erste Problem liegt in der technischen Infrastruktur der 
Bildungsinstitutionen. Viele dieser Institutionen (Schulen, 
Universitäten und anderen Bildungsstätten) verfügen nämlich über 
mangelhafte technologische Ausstattung, zu welcher alte Radio-, 
Fernsehe-, Präsentations- oder Computertechnik mit veralteter 
Software gehören. Sehr problematisch zeigt sich auch die schwache 
Internetverbindung, die besonders in ländlichen Gebieten überwiegt. 
Eine gute Internetverbindung ist dabei die wichtigste Voraussetzung 
nicht nur für den Computer-gestützten Unterricht (CALL) sondern auch 
für den Distanzunterricht. Die Europäische Union versucht diese 
Mängel zu beheben indem sie die schulische Infrastruktur der EU-
Mitgliedsstaaten und auch EU-Beitrittskanditatstaaten (z.B. der Türkei 
oder Nordmazedonien) finanziell durch verschiedene Projekte 
unterstützt. Zu solchen Projekten gehört auch das Projekt „Renew 
Europe“ oder regionalspezifische Projekte der Europäischen 
Kommission und des Kohäsionsfundes, die die finanzielle Mittel für 
technische Ausstattung der Bildungsinstitutionen freigeben1. Das 
zweite Problem stellt die mangelnde mediale Kompetenz einiger 
Pädagogen dar. In der Pandemie musste man den Präsenzunterricht 
von einem Tag auf den Anderen auf Distanzunterricht umstellen. Einige 
Schulen schafften diese Umstellung ohne weitere Probleme, bei 
einigen traten jedoch Schwierigkeiten auf. Die Pädagogen hatten 
nämlich im Laufe ihrer Lehrtätigkeit keine (oder nur mangelhafte) 
Erfahrung mit dem Distanzunterricht gesammelt. Aber sie mussten sich 
innerhalb von Tagen auf solche Form des Unterrichts umstellen, was 
ihnen natürlich Schwierigkeiten bereitete. Doch dank den staatlichen 
Institutionen wie MPC (Metodicko-pedagogické centrum) konnten 

 
1 Informationen über EU-Projekte auf der Plattform: 
https://ec.europa.eu/commission/presscorner/detail/de/IP_12_78 
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diese Lehrer Schulungen absolvieren und ihre mediale und didaktische 
Kompetenz erweitern oder verbessern. Die schnelle Umstellung zum 
Distanzunterricht werten wir jedoch als hervorragend, denn sie zeigte 
den Lehrern und auch den Bildungsinstitutionen, die die künftigen 
Lehrer ausbilden, wie wichtig es ist, sich auf verschiedene 
Unterrichtssituationen vorzubereiten. So wird es auch in die Zukunft 
hinaus eine wichtige Aufgabe der Bildungsinstitutionen sein mehr 
Kurse zur Erweiterung der medialen und medial-didaktischen 
Kompetenz anzubieten. Viele Universitäten so auch die Universität in 
Trnava bieten schon heute Kurse und Seminare an, wo künftige Lehrer 
genau diese Kompetenzen erlernen und perfektionieren können.  

 

Digitale Medien und Fremdsprachenunterricht 

Die allgemeine Didaktik unterscheidet im Zusammenhang mit dem 
Einsatz elektronischer Medien im Unterricht mehrere Fachbegriffe – 
das E-Learning (auch E-Teaching), Blended Learning und CALL 
(Computer asisted language learning). Das E-Learning definiert Michael 
Kerres „als eine Form des Unterrichts, bei welchem elektronische oder 
digitale Medien zur Präsentation und/oder Distribution von 
Lernmaterialien und zur Unterstützung zwischenmenschlicher 
Kommunikation zum Einsatz kommen“(Kerres, M. 2001 online). E-
Learning wird dabei auch als elektronisches Lernen oder 
Distanzunterricht verstanden, das komplett auf elektronischem Wege 
stattfindet, was u.a. auch Seyfried betont (vgl. Seyfried, K. 2011. S.1 
online). Das Blended Learning ist „eine Mischform aus präsentischem 
Lernen und digital-gestütztem Fernlernen (E-Learning)“ (Kergel, D. 
Heidkamp-Kergel, B. 2020. S. 2 ). Die Didaktiker Kilian und Arnold 
verstehen darunter auch „Lernen mit digitalen Medien in virtuellen 
Lernräumen ergänzt oder verbunden mit Lernen in 
Präsenzveranstaltungen“ (Arnold, P. & co. 2018. S. 23). Bei Blendend 
Learning werden die effektivsten Lehrmethoden beider genannten 
Formen kombiniert um den Unterricht so effektiv und motivierend wie 
möglich zu machen. Im Zusammenhang mit dem 
Fremdsprachenunterricht wird der Begriff CALL verwendet – also ein 
mit Computer unterstütztes Lern- und Lehrverfahren einer 
Fremdsprache.  
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Standardmedien und neue Medien im FSU 

 Der Fremdsprachenunterricht profitiert aus dem Einsatz 
elektronischer Medien enorm. Dank Radio-, Fernseher- oder 
Computertechnik ist es möglich reale Sprache und Sprachsituationen 
ins Klassenzimmer zu holen. Dank ihnen ist es möglich auditives, 
audiovisuelles aber auch visuelles Material im Unterricht einzusetzen 
und so realitätsnahe Sprachsituationen zu simulieren. So kann auch der 
Student besser lernen wie er sich in konkreten Sprachsituationen 
sprachlich korrekt verhalten sollte, was das eigentliche Ziel des 
Fremdsprachenunterrichts ist. Der Einsatz digitaler Medien wie Radio, 
Fernsehen, Video, Beamer oder Interaktive Tafel ist jedoch nicht neu, 
sondern schon ein fester Teil des Fremdsprachenunterrichts. Ohne 
diese Medien kann man sich den heutigen Fremdsprachunterricht nicht 
mehr vorstellen. Es ist unserer Meinung nach auch nicht mehr 
angebracht, die erwähnten Medien als „neu“ zu bezeichnen, sondern 
vielmehr als „Standardmedien“. Einige Didaktiker – unter ihnen auch 
die Didaktikerin T. Summer verwendet den Begriff „klassische Medien“ 
(vgl. Burwitz-Melzer & co. 2016. S. 449). Der technologische Fortschritt 
schreitet voran und bietet immer mehr Möglichkeiten den Unterricht 
digital zu gestalten, sowie computerbasierte Formen und Methoden zu 
entwickeln. Es sind vor allem Computerprogramme und mobile Apps, 
die heute immer wieder den Weg in den Unterricht finden. Im nächsten 
Kapitel möchten wir uns mit diesen Programmen und Apps näher 
beschäftigen.  

 

Computerprogramme und mobile Apps im 
Fremdsprachenunterricht 

Heute ist es schwer ein didaktisches Lehrbuch zu finden, der sich 
allein mit dem Einsatz der Sprachlern- und Sprachlehrprogrammen im 
Unterricht didaktisch befassen würde. Wir empfehlen jedoch das 
didaktische Werk von deutschen Didaktikern L. Kilian, P. Arnold & co. 
„Handbuch – E-Learning“, welches eine gute Abhilfe bei der Planung 
des Computergestütztes Unterrichts schaffen kann. Wie es die Autoren 
betonen wollen sie in dem Handbuch „eine den jeweiligen 
Bildungsprozessen angemessene effiziente Implementierung der 
digitalen Medien in allen Dimensionen unterstützen“ (Arnold, Kilian 
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2018. S 13). Es muss jedoch betont werden, dass das erwähnte Werk 
sich auf allgemeinen Unterricht fokussiert, Spezifika des 
Fremdsprachunterricht werden hier nicht berücksichtigt. Ein 
Fremdsprachenlehrer muss also vor allem von seinen pädagogischen 
Fertigkeiten und Erfahrungen ausgehen und selbst Wege finden, wie er 
die Sprachprogramme oder Apps am besten in seinen Unterricht 
integriert.  

Heutzutage stehen dem Lehrer diverse Sprachlernprogramme und 
Applikationen zu Verfügung, die er in seinem Unterricht einsetzen 
kann. Es liegt an seiner fachlichen Erfahrung und Entscheidung, welche 
Programme er für seine Studenten wählt. Summer betont: „Der Lehrer 
muss Qualität abgebetener interaktiver Übungen einschätzen, 
ausgewählte Materialien in den Unterricht adaptieren und an die 
Bedürfnisse der Lerngruppe anpassen“ (Burwitz-Melzer & co. 2016. 
S.451). Es gibt verschiedene Typen der Sprachlernprogramme. Eine 
allgemein gültige Typologie gibt es jedoch nicht, denn mit dem 
technologischen Fortschritt entstehen immer neue Formen der 
Sprachlernprogramme mit neuen Lehr- und Lernmöglichkeiten. Eine 
Klassifizierung finden wir aber beim renommierten deutschen 
Didaktiker J. Roche. Er teil Programme nach dem Aufbau und 
Funktionenwie folgt: (vgl. Roche. 2008. S. 247):  
1. Tutorielle Programme: sind Archive interaktiver Übungen, mit 

welchen der Student verschiedene Strukturen der Sprache oder 
Sprachfertigkeiten üben kann. Einzelne Übungen sind didaktisch 
nicht verknüpft und dienen lediglich zur Festigung konkreter 
Sprachstrukturen oder Fertigkeiten. Sie richten sich nach keinem 
Lehrplan – nur der Lehrer selbst entscheidet, welche Übungen er 
für seine Studenten (z.B. nach ihren Lernbedürfnissen) wählt und 
im Unterricht nützt. Zu dieser Programmgruppe gehören online 
Portale mit interaktiven Übungen oder Programme mit 
interaktiven Aufgaben oder Materialiensammlungen. Mit 
tutoriellen Programmen werden wir uns ausführlicher im nächsten 
Kapitel befassen, wo wir auch konkrete Beispiele nennen.  

 
2. Komplexe Programme: sind komplex aufgebaute Sprachkurse, mit 

definiertem Lehrplan der zu konkreten Lehr- und Lernzielen führt. 
Ein wichtiges Merkmal der komplexen Programme ist, dass der 
Unterricht sich nicht an konkrete Zeit oder Raum bindet. Er ist Zeit 
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und Raumunabhängig. Nur der Benutzer selbst entscheidet wann, 
wo, was und wie lange er lernen möchte. Die einzelnen Übungen 
und Aufgaben sind hier didaktisch zusammen verknüpft und 
fokussieren auf alle Sprachstrukturen sowie Sprachfertigkeiten. 
Weil komplexe Programme für Selbstlerner entwickelt wurden, 
wird hier der Lehrer durch den sog. elektronischen Lehrassistenten 
ersetzt. Dieser Assistent leitet den Unterricht und begleitet den 
Benutzer durch alle Lehreinheiten und kontrolliert auch seinen 
Sprachprogress. Ein großer Nachteil sehen wir jedoch darin, dass 
ein Lehrassistent dem Benutzer keine individuellen Erklärungen 
geben kann und dessen Bedürfnisse nur beschränkt reflektiert. Das 
kann nur ein Lehrer mit seinen pädagogisch-didaktischen 
Erfahrungen und Fertigkeiten. Zu dieser Programmgruppe gehören 
z.B. Programme wie Lingvist, Duolingo oder Rosetta Stone.  

 
3. Konstruktive Programme: sind Instrumente für korrekte 

Verarbeitung des schriftlichen Textes oder stilistische und 
orthographische Assistenten des schriftlichen Ausdrucks. Diese 
Instrumente sind integraler Teil bestimmter Schreibeditoren (z.B. 
Grammatik- oder Rechtschreibassistent bei MS Word oder Open 
Office). Sie können jedoch auch als unabhängige Programme 
vorkommen wie z.B. das Programm Grammarly.  

Wie schon früher erwähnt wurde, wollen wir uns im nächsten 
Kapitel mit tutoriellen Programmen befassen, weil es sich um 
Programme handelt, die an den slowakischen Schulen im Unterricht 
immer mehr genutzt werden. Wir wollen mit dem Leser auch unsere 
persönliche Erfahrung mit diesen Programmen teilen.  

 

Tutorielle Programme 

Tutorielle Programme sind - wie wir es schon erwähnt haben - 
elektronische Archive mit interaktivem Übungsmaterial, welches es 
dem Studenten ermöglicht verschiedene Strukturen einer 
Fremdsprache zu üben. Zu Hauptmerkmalen tutorieller Programme 
zählt, dass die einzelnen Übungen voneinander didaktisch unabhängig 
sind und verfolgen lediglich das Ziel konkrete isolierte Sprachstrukturen 
(lexikalische, grammatische oder stilistische) sowie Sprachfertigkeiten 
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(Hörverstehen, Leseverstehen, Schreiben) und andere sprachlichen 
Phänomene (z.B. Rechtschreibung, Aussprache) zu üben. Online 
Übungsportale, Programme oder mobile Apps mit interaktiven 
Sprachübungen sind typische tutorielle Programme. Der deutsche 
Didaktiker Roche definiert sie auch als elektronischen Ersatz für 
klassische Übungen in gedruckter (Papier- oder Buch-)Form (Roche 
2008 s.246). Jedes online Portal bietet eine Vielzahl von Übungen und 
Aufgaben an, von denen der Lehrer solche wählen sollte, die die 
didaktischen Ziele, den Lehrstoff, das Sprachniveau, individuelle Lern- 
und Lehrbedürfnisse sowie Interessen der Studenten reflektieren und 
zugleich motivierend sind. Hier muss bemerkt werden, dass ein Lehrer 
beim Einsatz digitaler Medien im Unterricht eine neue Rolle gewinnt – 
nämlich die des Tutors. Er begleitet die Studenten bei der Erarbeitung 
von konkreten Übungen instrumentell und erklärt ihnen wie das 
Programm (oder die App) technisch gehandhabt wird.  

In Zusammenhang mit der deutschen Sprache als Fremdsprache 
gehören in der Slowakei die online Sprachportale vom Goethe Institut 
- goethe.de, vom Huber Verlag - hueber.de , online Portal von Verlag 
Klett vydavatelstvoklett.sk, lingua.com und mein-deutsch.de zu den 
bekanntesten. Einige der genannten Portalen sind monothematisch 
d.h. sie orientieren sich nur auf eine ausgewählte Struktur der Sprache, 
die geübt werden soll - z.B. Portal Lingua.com bietet Hörgespräche zum 
Üben der Fertigkeit Hören an, wo der Benutzer nur die von 
Muttersprachlern erstellte Texte hören und Übungen dazu erarbeiten 
kann. Ein anderes monothematisches Portal ist Mein-deutsch.de, das 
Aufgaben zum Üben von morphosyntaktischen Strukturen (also 
grammatische Übungen) anbietet. Multithematische Portale bieten 
interaktives Übungsmaterial an, wo alle Sprachstrukturen (lexikale, 
morpho-syntaktische, stilistische, orthographische) sowie alle 
Fertigkeiten (Hören, Lesen, Schreiben) geübt werden können. So bietet 
z.B. das Portal Goethe.de verschiedenes Übungsmaterial für alle 
Sprachstrukturen unter einem Dach. Diese Plattform bietet ihren Inhalt 
auf einer Internetseite, dessen Aufbau aber sehr kompliziert ist und es 
ist schwer sich zu konkreten Aufgaben durchzuklicken. Trotzdem ist das 
Angebot sehr wertvoll und empfehlenswert. In folgender Abbildung 
(Abb 1.) präsentieren wir die Logos einiger der erwähnten 
Sprachportale. 
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Der Einsatz tutorieller Programme im Fremdsprachunterricht 
ermöglicht dem Lehrer die individuellen Bedürfnisse seiner Studenten 
besser zu reflektieren und den Unterrichtsprozess effektiver, 
autonomer, motivierender und letztendlich auch kreativer zu 
gestalten. Ein online Portal bietet eine Vielzahl von Übungen an, doch 
nur ein erfahrener Lehrer, der seine Studenten gut kennt, weiß welche 
Übungen die passendsten sind und ihre Lernbedürfnisse, definierte 
Lern- und Lehrziele am besten reflektieren. So spielt der Lehrer auch 
eine wichtige Rolle des Planers, der die Arbeit mit den Programmen im 
Fremdsprachunterricht einplanen muss.  

Online Plattformen ermöglichen aber auch dem Studenten selbst 
sein Lehr- und Lernprozess aktiv zu beeinflussen. Er kann nach seinen 
individuellen Bedürfnissen selbst entscheiden, welche Übungsformen 
er erarbeiten möchte, wie viele Übungen, wie viel Zeit er für die 
Übungen braucht, welche Themen (Sprechsituation) ihn interessieren 
und sie näher bearbeiten möchte oder welche Übungen er 
wiederholen oder überspringen möchte. So ist der Student ein 
Mitgestalter seines eigenen Lehr- und Lernprozesses und für sein 
Sprachprogress mitverantwortlich. Auch durch diese Möglichkeiten, 
die tutorielle Programme anbieten wird der Fremdsprachunterricht viel 
autonomer als das klassische Unterricht und für den Studenten 
motivierender, weil er seinen Lernerfolg auch teils selbst steuern kann. 
Zu Portalen, die solchen autonomisierten Unterricht anbieten gehören 
auch die online Portale Vydavatelstvoklett.sk und Hueber.de (Abb.2), 

 

In den slowakischen Schulen werden heute vor allem die Portale 
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Mein-deutsch.de, Hueber.de oder Vydavatelstvoklett.sk eingesetzt. Es 
handelt sich um Übungsportale, von größten Verlagen, die die 
Lehrbücher und verschiedene Materialien für den Unterricht der 
deutschen Sprache anbieten. Diese online Portale enthalten interaktive 
Übungen, Aufgaben oder anderes digitales Lehr- und Lernmaterial (Z.B. 
Hörtexte, Videos, Spiele, Materialien zum Ausdrucken…), das eine 
Ergänzung zum Inhalt in den Lehrbüchern darstellt. In folgenden Zeilen 
möchten wir das Portal Vydavatelstvoklett.sk näher vorstellen, mit 
welchem wir auch persönliche Erfahrung im Laufe unserer Lehrpraxis 
gemacht haben. Das Portal ist multilingual und bietet Lern- und 
Lehrmaterial nicht nur für Deutsch als Fremdsprache, sondern auch 
Französisch, Russisch und Spanisch an.  

 

Alle interaktiven Übungen und Aufgaben sind von Fachdidaktiker 
entworfen und leicht in den Unterrichtsprozess einzusetzen, weil sie 
eine Ergänzung zum Inhalt in konkreten Lehrbüchern darstellen. Es gibt 
sogar direkte didaktische Empfehlungen, wann und in welcher 
Unterrichtsphase welches Material an besten einzusetzen sei. Wie 
schon erwähnt wurde werden diverse morpho-syntaktische sowie 
lexikalische Sprachstrukturen geübt.  

Zu typischen Übungstypen gehören Multiple-choise Übung, 
Ergänzungsübung, Zuordnungsübung, Kreuzworträtsel, Ja-nein-Übung 
oder Richtige-Reihenfolge-Übung aber auch Spiele. Konkrete Beispiele 
präsentieren wir in der Abbildung 4 unten (Abb.4) 
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Das Portal ist einzigartig darin, dass es den Studenten die 
Möglichkeit bietet nicht nur beliebte Übungstypen, sondern in einigen 
Fällen auch den Inhalt zu wählen. Die Studenten sind hier also nicht nur 
Rezipienten der online-Inhalte, sondern können aktiv an deren 
Gestaltung mitarbeiten und so ihr Lehr- und Lernprozess aktiv 
beeinflussen (Abb. 5). Diese autonomen Elemente sind für die 
Studenten motivierend und übertragen ein Teil der Verantwortung für 
den Sprachprogress auf die Schulter der Studenten.  

 

 

Zu wichtigen Merkmalen des Portals und vieler tutorieller 
Programme gehört auch das sofortige Feedback und 
Richtigkeitsprüfung. Gleich nach der Erarbeitung der gewählten Übung 
wird die Richtigkeit der Antworten kontrolliert. Der Student bekommt 
sofortige Information, welche Antworten fehlerhaft und welche richtig 
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sind. Im Falle einer falschen Antwort wird die richtige Antwort 
präsentiert und es kann auch eine Erklärung folgen. Der Student 
bekommt also einen Überblick über Niveau seiner Kenntnisse und wird 
hingewiesen, was er schon gut kennt und was er nochmals wiederholen 
sollte. In folgender Abbildung (Abb.6) präsentieren wir Visualisierung 
des Feedbacks beim Portal Vydavatelstvoklett.sk  

 

 

 

Bei einigen weiteren Portalen – wie z.B. bei dem Portal des Hueber 
Verlags Hueber.de gibt es sogar zweistufiges Feedback. Neben 
Richtigkeit jeder konkreten Antwort erscheint auch 
zusammenfassendes Feedback. Dieses zeigt in prozentuellen Angaben 
die Erfolgsamkeit des Studenten bei Erarbeitung einer komplexen 
Übungseinheit. 

 

 

Das zusammenfasende Feedback enthält auch 
Motivierungssprüche, die den Studenten zu weiterem Lernen 
auffordern soll. Bei richtigen Antworten erscheinen Floskeln wie 
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„Richtig“, „Super! Alles richtig“ und bei falschen „Leider falsch“ oder 
„Das nächste Mal wird es besser“ (Abb. 7). Diese Floskeln sind sehr 
wichtig, weil sie einen Motivationselement für den Studenten 
darstellen.  

Fassen wir also zusammen. Welche Vorteile bringen online Portale 
für den Lehrer und den Studenten? Der Lehrer kann seinen Unterricht 
effektiver und kreativer gestalten, neue Lehrmethoden einsetzen, 
seine medial-didaktische Kompetenzen und somit auch seine 
Lehrerfahrungen erweitern. Er gewinnt eine neue Rolle – Rolle des 
Tutors (Betreuers), der nicht nur die digitale Medien in den Unterricht 
(nach didaktisch-pädagogischen Zielen, Lehrplan, Motivation oder 
individuellen Lehr- und Lernbedürfnissen der Lerner) einplanen, 
sondern den Studenten auch erklären muss, wie man die Programme 
technisch manipulieren kann. Von Lehrern wird also neben 
didaktischen und Sprachkompetenzen auch eine mediale Kompetenz 
gefordert (vgl. Godiš. 2021. S. 4). Leider gibt es auch heute noch Lehrer, 
dessen Kompetenzen schwach sind. Daher müssen Institutionen, die 
die künftigen Lehrer ausbilden mehrere Kurse anbieten um die mediale 
Kompetenz der angehenden und aktiven Lehrer zu verbessern.  

Der Student (Lerner) bekommt, dank des sofortigen Feedbacks, 
schnelle Übersicht über seinen Wissensstand. So weiß er genau, welche 
Sprachstrukturen er schon gut beherrscht aber auch wo er noch 
Wissenslücken aufweist und also was er noch nachlernen muss. Online 
Portale bieten ihm auch die Möglichkeit seinen Lehr- und Lernprozess 
nach seinen Bedürfnissen oder Interessen zu gestalten. Es kann so nicht 
nur die Übungsform, sondern auch das Thema und Inhalt der Übungen 
wählen und seinen Sprachprogress kontrollieren – z.B. Übungen mit 
Sprachstrukturen, die er schon gut beherrscht überspringen und die, 
wo er Wissenslücken hat nochmals üben. Das ist für motivierend. Der 
Einsatz der Programme oder Apps bring dem Studenten einen 
modernen, motivierenden und qualitätvollen 
Fremdsprachenunterricht und bessere Kenntnis der Fremdsprache.  

 

Fazit 

Von der Zeit des enormen technologischen Fortschritts, profitiert 
der Bildungsbereich enorm. Dank neuer digitaler Technik ist es möglich 
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reale Sprachsituationen im Klassenzimmer zu simulieren und das 
eigentliche Ziel der Fremdsprachunterrichts – die kommunikative 
Sprachkompetenz - viel effektiver und qualitätvoller (verglichen mit 
klassischem Unterricht ohne Einsatz digitaler Medien) zu erreichen. Die 
Nutzung neuer digitalen Technologien bringt viele Vorteile aber auch 
Nachteile mit sich – es ist also kein unproblematischer Prozess. An 
vielen Schulen mangelt es an moderner technischer Ausstattung und 
an guter Internetverbindung, die eine Voraussetzung für Nutzung der 
Technologien darstellt. Die Europäische Kommission versucht dieses 
Problem zu beheben und bietet direkte Finanzierung oder Finanzierung 
durch diverse Projekte an. Das andere Problem sind hohe Forderungen 
an die Lehrer, die eine perfekte mediale und didaktische 
Fachkompetenzen verfügen müssen. Wenn die genannten Probleme 
jedoch behebt werden, bekommt der Student einen Unterricht, wo er 
eine realitätsnähe kommunikative Kompetenz entwickelt und der 
Lehrer die Möglichkeit seine Lehrerfahrungen zu erweitern.  

 

Acknowledgement: Dieser Beitrag wurde im Rahmen des folgenden 
Projekts erarbeitet: VEGA č. 1/0262/21 „Umelá inteligencia 
v cudzojazyčnom a literárnom vzdelávaní“. 
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Anglofónne literatúry a kultúry na terciárnom 
stupni vzdelávania študentov anglického jazyka 

Jakub Hriňák  

University of Trnava, Slovakia 

 

Abstrakt 

Predkladaný príspevok predstaví úroveň vzťahu k literatúre 
z hľadiska aktuálnych postojov študentov učiteľstva anglického jazyka 
a literatúry (jednoodborové štúdium alebo štúdium anglického jazyka 
v kombinácii s iným aprobačným predmetom) a študentov anglického 
jazyka a anglofónnych kultúr. Cieľom príspevku je priblížiť výučbu 
anglofónnych literatúr, konkrétne americkej literatúry v rámci 
terciárneho vzdelávania študentov anglického jazyka. Pre 
skvalitňovanie výučby v intenciách terciárneho stupňa a pre účinné 
edukačné pôsobenie vyučujúceho je potrebné poznať vedomosti 
a schopnosti študentov, ale aj ich čitateľské návyky, schopnosti 
pracovať s textom, či zameriavať sa na podstatné informácie a tvoriť 
rezultáty na základe prečítaného. Príspevok na základe prieskumu, 
ktorý bol realizovaný prostredníctvom dotazníka, poukáže na čitateľské 
návyky študentov a ich postoje k literatúre, ktorá tvorí významnú časť 
ich vysokoškolskej prípravy. 

Kľúčové slová: Anglický jazyk a literatúra. Anglofónne literatúry. 
Anglofónne kultúry. Didaktika. 

 

Úvod 

Anglický jazyk je ako lingua franca využívaný miliónmi ľudí po 
celom svete. Výučba angličtiny ako cudzieho jazyka preto zohráva 
v slovenskom vzdelávacom systéme významnú úlohu. Jej podstata však 
nespočíva len v osvojení si cudzieho jazyka. Dôležitá je aj recepcia 
literárneho dedičstva a kultúrnych osobitostí krajiny či krajín, ktorých 
jazyk žiak spoznáva, a to aj napriek tomu, že v Slovenskej republike nie 
je v rámci aktuálnych kurikulárnych požiadaviek pre primárne 
a sekundárne vzdelávanie literárna výchova explicitnou súčasťou 
takejto výučby. Dôležitosť poznania anglofónnych literatúr a kultúr je 
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spätá najmä s konštruktivizmom, s rozvíjaním kritického myslenia, ale 
aj porozumením dejinných udalostí a kultúrnych konceptov krajiny. 
S predmetným názorom sa v súčasnosti stotožňuje viacero autorov 
(Khan & Alasmari, 2018; Mathews & Reddy, 2019; Paran, 2008; 
Pokrivčák & Pokrivčáková, 2006).  

 Slovenský systém vysokoškolského vzdelávania, vychádzajúci zo 
zákona o vysokých školách (Zákon č. 131/2002), tieto aspekty reflektuje 
a v rámci študijných programov na pedagogických či filozofických 
fakultách, pripravujúcich budúcich učiteľov anglického jazyka, 
zastrešuje okrem lingvistickej aj literárnu zložku a prostredníctvom nej 
pars pro toto aj kultúrne a interkultúrne aspekty. Ako uvádza Blight 
(2018), významnú úlohu v intenciách literárnej zložky zohrávajú 
v jednotlivých študijných odboroch najmä dejiny britskej a americkej 
literárnej tvorby, predovšetkým tvorba 19. a 20. storočia, ale aj súčasná 
anglofónna literatúra.  

Literárne diela, a v nich obsiahnutý obraz vývinu jazyka, ale aj 
kultúrnych a spoločenských fenoménov, zohrávajú, a to nielen v rámci 
sekundárneho, ale aj v rámci terciárneho vzdelávania a budúcej 
prípravy učiteľov cudzieho jazyka, významnú úlohu z hľadiska 
konštruovania nového poznania, rozvíjania metakognitívnych 
zručností, ako aj kritického myslenia. Odovzdávanie hotových 
poznatkov a ich pasívne nekritické prijímanie a absorbovanie 
nepredstavujú bázu efektívneho procesu učenia sa. Učenie je aktívnym 
procesom, ktorý musí aktivovať čo najviac neurónových prepojení, 
vďaka ktorým sa spájajú už existujúce poznatky s tými novými 
a vytvárajú tak nový zmysel toho, čo sa jedinec učí. Práve vďaka 
aktivizácii veľkého množstva spojení a konštruovaniu nového zmyslu 
získava jedinec trvalé poznatky, s ktorými je schopný operatívne 
pracovať.  

V súvislosti s konštruktivistickým modelom je potrebné uvedomiť 
si, že daný model „je založený na tom, že jednotlivec aktívne konštruuje 
a rekonštruuje vlastnú realitu s cieľom dať zmysel svojim skúsenostiam. 
Nové skúsenosti sú filtrované cez mentálne štruktúry (schémy) a sú 
zahrnuté do predchádzajúcich vedomostí, presvedčení, koncepcií, 
predpokladov a želaní. Ak je nová informácia konzistentná 
s existujúcimi štruktúrami, môže byť do nich zahrnutá – naučená, 
uložená dlhodobo. Ak nie, môže byť naučená účelovo naspamäť, napr. 



  LLCE2021  
Conference proceedings 

 

55 

na test a rýchlo zabudnutá“ (Tomengová, 2012). Trvácnosť poznatkov 
je úzko spätá s ich aktívnym prijímaním, z čoho vyplýva potreba 
aktívnej úlohy žiaka v procese vzdelávania, ktorá mu umožní integrovať 
znalosti z jednotlivých tém pri stimulovaní vyšších kognitívnych 
procesov. 

Schopnosť pracovať s textom, a to nielen literárnym, determinuje 
aj schopnosť jedinca pracovať s informáciami, selektovať dôležité 
aspekty a vyjadrovať vlastné postoje k prečítanému, čim dochádza aj 
k rozvoju kritického myslenia. D. Sieglová (2019) charakterizuje kritické 
myslenie ako schopnosť kultivovanej argumentácie a logického 
úsudku, podmienenú rozumným skepticizmom, ktorú je možné rozvíjať 
čítaním, počúvaním a pozorovaním okolitého diania, úvahami, 
a prezentáciou vlastných myšlienok i zážitkov, doplnenou o diskusiu. 
Východisko kritického myslenia spočíva v slobode myslenia 
a schopnosti zaujímať vlastné názory, ktoré sú výsledkom kritickej 
analýzy a objektívneho hodnotenia získaných informácií, pričom 
v procese smerujúcom k cieľovému stavu je potrebné rozvíjať 
komunikačnú kompetenciu a schopnosť spolupráce, ale aj dispozíciu 
efektívneho kladenia otázok I využívania racionálnych argumentov, 
predstavujúcich bázu pre kvalifikované rozhodnutia a efektívne 
riešenia aktuálnych problémov. 

Rozvíjanie kritického myslenia žiakov predstavuje jednu 
z kľúčových oblastí modernej didaktiky, ktorej progresia je zakotvená 
v Európskom referenčnom rámci pre kľúčové kompetencie 
v celoživotnom vzdelávaní z roku 2006, v dokumente Svetového 
ekonomického fóra Nová vízia pre vzdelávanie: Podpora sociálneho 
a emočného vzdelávania pomocou technológií (New Vision for 
Education: Fostering Social and Emotional Learning through 
Technology) z roku 2016, v dokumente Unesca z roku 2017 s názvom 
Ciele vzdelávania pre udržateľný rozvoj (Education for Sustainable 
Development Goals: Learning Objectives), ale aj v dokumente OECD 
s názvom Globálna kompetencia pre inkluzívny svet (Global 
Competency for an Inclusive World) z roku 2016.  

Úlohou učiteľa anglického jazyka je reagovať na tieto potreby 
žiakov a vzdelávacieho systému 21. storočia. Učiteľ anglického jazyka 
musí mať vysokú úroveň jazykovej i literárnej kultúry, komunikačnej 
kompetencie a sociálnej interakcie. Tieto schopnosti sa rozvíjajú už 
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počas jeho primárneho a sekundárneho vzdelávania, nemenej 
významnú úlohu však predstavuje aj jeho terciárna príprava na 
povolanie. Je potrebné uvedomiť si, že pozícia učiteľa anglického jazyka 
nespočíva v odovzdávaní hotových poznatkov, ktoré je potrebné naučiť 
sa naspamäť. „Úlohou učiteľa je naučiť žiakov samostatne, tvorivo 
a logicky myslieť, rozlišovať podstatné od nepodstatného, vštepiť 
žiakom správne základy získavania potrebných informácií a naučiť 
žiakov komunikovať. Pripravujeme ich tak na samostatné získavanie 
vedomostí potrebných pre život“ (Porubcová, 1996).  

Definícia dobrého pedagóga neexistuje. Učiteľ by však mal 
disponovať siedmimi kľúčovými kompetenciami, ktoré uvádzajú viacerí 
autori (M. Vašutová, 2001; J. Maňák a kol., 2008; M. Beláková, 2017). 
Z hľadiska klasifikácie M. Belákovej (2017), na ktorú sa zameriavame, 
by mal mať učiteľ tieto kompetencie: 

• predmetová kompetencia – vedomosti a zručnosti v oblasti 
obsahovej a procesnej zložky predmetu; 

• didaktická a psychodidaktická kompetencia – znalosť princípov, 
metód a pod.; 

• pedagogická kompetencia – vnútorný učiteľský potenciál 
rozvíjaný praxou a skúsenosťami; 

• diagnostická a intervenčná kompetencia – učiteľ dokáže odhaliť 
žiakov so špeciálnymi potrebami a prispôsobiť im vyučovací 
proces a pod.; 

• sociálna, psychosociálna a komunikatívna kompetencia; 

• manažérska a normatívna kompetencia; 

• odborná a osobná spôsobilosť. 

Metodológia 

V rámci odbornej prípravy učiteľov anglického jazyka prebiehajú 
neustále snahy o jej skvalitňovanie. Dôkazom sú v intenciách výskumu 
na Slovensku odborné štúdie z oblasti predmetnej problematiky, ako 
napríklad Blight (2018), Bérešová (2018), Magalová & Hriňák & 
Pokrivčáková (2020). Štúdia sa z uvedeného dôvodu bude venovať 
výučbe anglofónnych literatúr, konkrétne americkej literatúry v rámci 
terciárneho vzdelávania študentov anglického jazyka. Pre 
skvalitňovanie výučby v intenciách terciárneho stupňa a pre účinné 
edukačné pôsobenie vyučujúceho je potrebné poznať vedomosti 
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a schopnosti študentov, ale aj ich čitateľské návyky, schopnosti 
pracovať s textom, či zameriavať sa na podstatné informácie a tvoriť 
rezultáty na základe prečítaného. Z uvedeného dôvodu sa štúdia 
zameriava práve na tieto aspekty, ktorým zatiaľ nebola venovaná 
systematická pozornosť.  

Pre prieskum bol využitý neexperimentálny dizajn, ktorý v úvode 
kurzu americkej literatúry umožnil v rámci dotazníkového výskumného 
nástroja reflexiu dovtedajších čitateľských skúseností študentov 
v oblasti americkej literatúry, ako aj analýzu ich čitateľských návykov 
a stratégií, ktoré využívajú pri práci s literárnym textom. Dotazník bol 
administrovaný elektronicky na začiatku letného semestra 
v akademickom roku 2021/2022. Výskumnú vzorku tvorilo 105 
študentov učiteľstva anglického jazyka a literatúry (jednoodborové 
štúdium alebo štúdium anglického jazyka v kombinácii s iným 
aprobačným predmetom) a študentov anglického jazyka 
a anglofónnych kultúr.  

 

Výsledky 

Príspevok prináša krátku sondu do výsledkov prieskumu. Aby bolo 
možné zaoberať sa čitateľskými skúsenosťami a návykmi študentov, 
bolo potrebné získať informáciu, či študenti vôbec čítajú radi beletriu. 
V rámci dichotomickej uzavretej položky mali študenti reflektovať svoje 
čitateľstvo.  

 

Graf 1 Postoj študentov anglického jazyka a literatúry k čítaniu beletrie 

Áno
68 %

Nie
32 %

Čítate radi beletristické texty? 
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Už úvodná položka dotazníka naznačila, že postoje študentov 
k beletrii nie sú konzistentné. Pomerne prekvapivým zistením je, že až 
32 % študentov anglického jazyka a literatúry nemá pozitívny postoj 
k textom umeleckej literatúry. V nadväznosti na túto položku dotazníka 
sa pozornosť prieskumu zamerala na mieru a periodicitu čitateľstva 
študentov.  

  

 

Graf 2 Periodicita čítania študentov anglického jazyka a literatúry 

Z grafu číslo 2 vyplýva, že najväčší podiel predstavujú odpovede 
„čítam, keď mám čas“ a „čítam zriedka“. Ukazuje sa, že študenti síce 
čítajú, no čítanie nie je pravidelnou a prirodzenou súčasťou ich života. 
Potvrdzuje to aj 14 % odpovedí, ktoré zaznamenávajú čítanie len 
v rámci istej povinnosti, ktorá je v prípade študentov anglického jazyka 
a literatúry rámcovaná najmä štúdiom odbornej literatúry, ale aj 
dielami britských a amerických autorov, ktoré sú zahrnuté 
v informačných listoch predmetov ako diela, s ktorými sa musí študent 
pre úspešné absolvovanie disciplíny oboznámiť. Z prieskumu tiež 
vyplýva, že za skutočných čitateľov sa označilo len 9 % študentov, ktorí 
čítajú viac než 8 kníh ročne.  

Záujem prieskumu sa zameral aj na jazyky, ktoré študenti pri čítaní 
anglofónnej beletrie preferujú. Ako naznačuje graf č. 3, najpočetnejšie 
zastúpenie majú odpovede študentov, ktoré zachytávajú preferenciu 
výberu kníh v anglickom jazyku aj slovenskom preklade bez rozdielu. 
O niečo menšiu početnosť je možné pozorovať pri odpovediach, ktoré 
zaznamenávajú len preferenciu čítania titulov preložených do 
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slovenského jazyka. Najnižšie zastúpenie majú študenti, ktorí čítajú 
anglofónnu literatúru len v origináli.  

  

 

Graf 3 Preferovaný jazyk pri čítaní anglofónnej literatúry 

V poslednej časti prezentácie čiastkových výsledkov prieskumu sa 
zameriame na problematiku čitateľských stratégií, resp. metód, ktoré 
študenti pri čítaní, analýze a interpretácii umeleckých textov využívajú. 
Z dichotomickej položky dotazníka vyplýva, že čitateľské návyky 
študentov anglického jazyka a literatúry nie sú jednotné. Ukazuje sa, že 
iba 9 % študentov využíva pri percepcii umeleckých textov čitateľské 
stratégie či metódy, ktoré napomáhajú ich porozumenie a analýzu. 
V prípade týchto 9 % študentov sa v nadväzujúcej otvorenej položke, 
ktorá poskytovala dostatočný priestor pre vyčerpávajúcu odpoveď, 
vyskytli odpovede, ktoré je možné vidieť v grafe číslo 4 a z hľadiska 
metodológie kategorizovať ako myšlienkové a pojmové mapy, dvojitý 
denník, metóda PQRST.  
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Graf 4 Metódy, ktoré študenti využívajú pri čítaní a analýze umeleckých textov 

 

Závery a diskusia 

Literárne diela, a v nich obsiahnutý obraz vývinu jazyka, ale aj 
kultúrnych a spoločenských fenoménov, zohrávajú v rámci terciárneho 
vzdelávania a budúcej prípravy učiteľov cudzieho jazyka významnú 
úlohu z hľadiska konštruovania nového poznania, rozvíjania 
metakognitívnych zručností, ako aj kritického myslenia. Výsledky 
získané v rámci neexperimentálne zameraného prieskumu, ktorý bol 
realizovaný prostredníctvom dotazníkového výskumného nástroja, 
korešpondujú s výsledkami domácich i zahraničných výskumov 
v predmetnej oblasti.  

Sonda do čitateľstva študentov poukázala na relatívne výraznú 
obľubu čítania beletrie 68 %, zároveň však poukázala aj na to, že 32 % 
zo 105 respondentov nemá k beletrii vzťah. Takýto stav prirodzene 
determinuje i vysokoškolskú prípravu v rámci kurzov americkej 
literatúry, ktoré predpokladajú, že sa študent oboznámi 
prostredníctvom vlastnej čitateľskej skúsenosti s tvorbou popredných 
spisovateľských osobností. Predmetné dáta korešpondujú s predošlými 
výskumami v oblasti čitateľstva študentov sekundárneho stupňa 
vzdelávania, na ktoré čitateľstvo študentov terciárneho stupňa 
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kontinuálne nadväzuje (Miklovičová & Valovič, 2019; Gejgušová, 2020). 
Tieto výsledky sa zároveň zhodujú s výsledkami výskumov domácich 
i zahraničných autorov v oblasti terciárneho vzdelávania (Krakaya & 
Kahraman, 2013; Pokrivčáková, 2017; Magalová & Hriňák & 
Pokrivčáková 2020). Dáta zároveň korešpondujú aj s ďalšou položkou 
dotazníka, ktorá sa zaoberá frekvenciou a mierou čitateľstva 
študentov.  

Z hľadiska preferencií originálnych anglofónnych textov 
a prekladov je možné pozorovať istý rozptyl, pričom je potrebné 
zdôrazniť zaujímavý aspekt, poukazujúci na 28 % študentov, ktorí 
nečítajú texty americkej či britskej literatúry v origináli, ale siahajú 
zásadne po prekladoch do slovenského jazyka. Predmetné dáta môžu 
predstavovať podnetnú bázu pre ďalšie výskumy v oblasti anglického 
jazyka.  

V poslednej časti príspevku sme sa zamerali na problematiku 
čitateľských stratégií, resp. metód, ktoré študenti pri čítaní, analýze 
a interpretácii umeleckých textov využívajú, a to z dôvodu, že 
kompetentný čitateľ by mal poznať spôsoby, ktoré mu uľahčia nielen 
percepciu textu, ale aj následnú analýzu, syntézu a hodnotenie 
získaných poznatkov o tvorbe autora. To súvisí aj so schopnosťou 
celoživotného vzdelávania a v neposlednom rade so schopnosťou 
budúceho učiteľa pracovať s textom (nielen literárnym) v rámci výučby 
anglického jazyka na sekundárnom stupni vzdelávania. Prieskum 
v daných intenciách poukázal na nízku úroveň využívania predmetných 
metód (9 % respondentov). Získané výsledky sa významne nelíšia od 
predchádzajúcich zistení (Vančová, 2010; Hriňák, 2021). V týchto 
súvislostiach sa ukazuje potreba kontinuálneho prehlbovania 
metakognitívnych zručností študentov a ich orientácie v problematike 
čitateľských stratégií, a to v rámci seminárnych stretnutí, zameraných 
na štúdium tvorby autorov americkej literatúry prostredníctvom 
vlastnej čitateľskej skúsenosti študentov. 
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Abstract 

This paper studies the character of Poison Ivy as a figure of female 
empowerment in the DC Comic Book Universe. It explores her 
character’s history and impact on the DC universe, suggesting the 
importance of comic books in literary analysis. The first part shortly 
summarises the main points of the second, third and fourth-wave 
feminism, their main ideas, goals and evolution. The second part gives 
a brief history of female characters in comic books in the U.S., focusing 
on the characters hailing from the DC comic book universe. The third 
part consists of the analysis of Poison Ivy as a feminist character based 
on chosen comic books. A summary of the chosen comic books is given, 
followed by the analysis of Poison Ivy’s behaviour and character traits 
displayed, complete with a commentary on whether the character 
traits and behaviours comply with the goals and representation of the 
wave of feminism in which the comic book was written. The article 
concludes with the commentary on the importance of Poison Ivy as a 
representation of the feminist movement and the suggestion of the 
importance of comic books as a part of the broader literary base 
examined and accepted by women’s studies and literary studies as 
appropriate literature for analysis. 

Key words: Poison Ivy (DC character). Feminism. Female 
empowerment. DC comic book universe. Comics. 
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1 A short introduction to feminism 

Nowadays, feminism is generally regarded as a political, social, and 
philosophical movement that points to the numerous injustices women 
face and the various ways they are discriminated against, sexualised 
and demeaned. It also stands for equality amongst all people regardless 
of gender, sexuality, ethnicity and religion.2  

The feminist movement deals and has historically dealt with 
several main issues. The first which comes to mind is the issue of 
motherhood. One of the core beliefs of the feminist movement is that 
motherhood is a free and educated choice every woman should make 
for herself. The feminist movement seeks to expand on education 
about contraceptives and responsible parenthood and change the 
legislature of all countries to include free abortion rights for women 
since feminists believe that this choice should belong solely to women 
and they should not have their choices and agency taken away.  

Similarly, the issue of employment and education equality is 
essential in the feminist movement. There are various issues women 
face within the workforce. The most debated issues are the gender pay 
gap, lack of women in leadership positions and mistreatment of women 
of colour in their workplaces.  

Women’s safety and sexuality are also largely debated. In today’s 
society, especially in the Western world, ‘rape culture’ is widespread. 
Rape culture is the term for a setting in which rape is pervasive and 
normalised due to societal ideas and opinions about gender and 
sexuality. Behaviours commonly associated with rape culture include 
victim-blaming, slut-shaming, sexual objectification, trivialising of rape, 
denial of widespread rape, refusal to acknowledge the harm caused by 
sexual violence, denial of women rapists and male victims of rape and 
sexual assault or some combination of these.3 Rape culture is 
connected to male privilege, which is the set of rights and advantages 
available to men solely based on their biological sex. 

These issues have been addressed throughout the evolution of 

 
2 McAfee, N., (2018), Feminist Philosophy. Feminist Beliefs and Feminist Movements. 
3 Attenborough, F., (2014). Rape is rape (except when it's not): the media, 
recontextualisation and violence against women. Pg. 183 – 203. 
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feminism. Fundamental democratic rights, such as the right to vote or 
own property, were the main point of first-wave feminism. Second-
wave feminism, between the 1960s and 1980s, explored more topics, 
mainly legal obstacles and social inequalities.4 According to Betty 
Friedan, the main concerns were the issues of abortion and child care, 
employment equality, education equality, and the change of the 
deeply-rooted outlook on women and their place in society.5 Amongst 
the most significant struggles and accomplishments of second-wave 
feminism are the passing of laws in the U.S. promoting equality in 
education and workforce, the outlawing of marital rape and the 
protection of pregnant women in the workforce. However, the most 
significant change that second-wave feminism brought about was the 
change of social attitudes towards women.6 The main drawbacks are 
the lack of interest in lower-class women, women of colour, or 
transgender women.  

Third-wave feminism began in the U.S. in the early 1990s and 
continued roughly until the early 2010s, where it transformed into the 
fourth wave. The third wave focused on individualism and diversity, 
accepting different ideas, abolishing gender role stereotypes, fighting 
against violence against women, abuse, domestic violence, harassment 
and rape, also the opposition to the restriction on abortion laws, sexual 
liberation and sexual identity, expanding feminism to include women 
with diverse racial, cultural and sexual identities, social and ecological 
problems, and working towards not only legal equality but also societal 
reform.7 The third wave is often regarded as loud and radical. The bulk 
of the critique lies in the lack of cohesion. Another point of critique is 
that the third wave is too aggressive, with the ideas of misandry and 
female superiority surfacing amongst some groups.  

The beginning of the fourth wave might be placed somewhere 
around the year 2010.8 It focuses predominantly on equalisation of job 

 
4 Burkett, E., (2020). Women's rights movement 
5 Friedan, B. (2001) Life So Far. Pg. 221 – 224. 
6 Farber, D., (2004). The Sixties Chronicle. Pg. 395 – 408. 
7 Baumgardner, J., A. Richards, (2000). Manifesta: Young Women, Feminism, and the 
Future. Pg. 75 – 77. 
8 Grady, C., (2018). The waves of feminism, and why people keep fighting over them, 
explained 
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opportunities, resources and general expectations and standards the 
society has of men and women, abolishing rape culture and societal 
expectations for women to become mothers, and advocates for help 
for young mothers and respect for career women. It stands against 
abuse of power, assault, harassment, violence against women, body 
shaming, workplace discrimination, sexism and misogyny in media, 
public harassment and male privilege.9 It also puts into the spotlight 
mental health issues. It argues that society should overcome the 
traditional gender norms and allow for the expression of the individual 
rather than the expression of their sex.10 The goal of fourth-wave 
feminism is to create an inclusive society that would give all individuals 
the same treatment and opportunities and see the person rather than 
the gender.11 It accepts and empowers women of colour, LGBTQ 
women, non-binary people, and men who want to be involved in 
helping in women’s struggle for equality.12 The main critique of this 
wave is that many of the splintered sub-groups that are constantly 
being created tend to take on radical and extremist approaches, 
creating what is today known as toxic feminism.13  

 

2 A short introduction to the portrayal of women in 
comic books 

Feminism as a movement impacted most if not all areas of life. Its 
traces can be found in the legislature and societal changes, arts, 
literature and even comics. It changed and shaped the way female 
comic book characters and comic book characters, in general, are 
described and used within the storylines.  

In the Golden Age of comics, between 1938 and 195614, female 
characters were generally portrayed in secondary roles. The depiction 
of the women was very uniform; most were young women with blond 
hair, slim waists and accentuated chests. Female characters were 

 
9 Van der Gaag, N., (2014). Feminism and Men. Pgs. 6 – 12. 
10 Chamberlain, P., (2017). Introduction. In: The Feminist Fourth Wave. Pgs. 1 – 19. 
11 Van der Gaag, N., (2014). Feminism and Men. Pgs. 6 – 12. 
12 Van der Gaag, N., (2014). Feminism and Men. Pgs. 19 – 24. 
13 Duncan, J., (2019). We Need to Talk About Toxic Feminism 
14 Grand, A., (2016). The 8 Ages of Comic books. 
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mainly depicted as love interests, and their archetypes had little to no 
effect on the main male character.  

One notable female character who did not follow these norms was 
William Marston’s Wonder Woman, published by All-American 
Publications in 1940. While the first issues saw Wonder Woman as an 
empowered woman, she was created with the idea of enforcing 
submissiveness into girls by allowing them to identify with a heroine 
who is powerful and weak at the same time. As Marston wrote in the 
winter issue of 1943 American Scholar: “Not even girls want to be girls 
so long as our feminine archetype lacks force, strength, power. Not 
wanting to be girls, they don’t want to be tender, submissive, 
peaceloving as good women are. Women’s strong qualities have 
become despised because of their weak ones. The obvious remedy is 
to create a feminine character with all the strength of a Superman plus 
all the allure of a good and beautiful woman.” (Marston, 1943, pgs. 8 – 
9).  

After World War II, women who had assumed men’s jobs refused 
to give up their financial freedom and responsibility. Many 
psychologists named this phenomenon one of the reasons for the rise 
in juvenile delinquency, seeing as the women were now workers and 
not mothers. The other reason for this delinquency was said to be the 
growing freedom of comic books. With this in mind, the Comics 
Magazine Association of America created the Comics Code Authority in 
1954 as a form of self-regulation and censorship, thus starting the Silver 
Age of comics.15 The Code censored violence, sexuality and “abnormal” 
[homosexual] romance or romantic implications as to “emphasise the 
value of the home and the sanctity of marriage” (Lepore, 2014) and a 
re-enforcement of traditional gender roles.16 Due to this Code, various 
female characters were put on hold or completely forgotten. The roles 
of all female characters were limited to supporting characters and love 
interests to the respective male characters. 

Villain characters were given an even harsher treatment due to the 
Comics Code Authority, which stated that any criminal or crime-related 
activities were to be depicted as foul and never in a sympathetic 

 
15 Grand, A., (2016). The 8 Ages of Comic books. 
16 Lepore, J., (2014). The Surprising Origin Story of Wonder Woman. 
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manner. When they appeared in comics, they were shown as malicious 
and were always punished for their ambition to escape the proper lady-
like life. Most of the female villains created in the Silver Age had only 
minor roles and are still rarely used.  

Between 1970 and 1985, the Bronze Age of comic books reflected 
much of the feminist movement. The number of female characters 
increased substantially. In the light of the feminist movement, 
characters like Wonder Woman, Catwoman, and Supergirl were 
reimagined and given new powers and abilities and their own comic 
book series or storylines. Female characters were given backstories, 
more importance, careers and ambitions outside of marriage and 
family life. In this Age of comic darker, antihero type of characters and 
darker storylines gain popularity due to the emergence of small, 
independent publishing houses.17  

In the Modern Age, lasting from 1985 until now, there are 
increasingly more women creating comics, and the stories of women 
are more diverse and focus on different aspects of life.18 The 1990s and 
early 2000s brought more thought-through characters and stories 
where women did not conform to the prescribed social norms. Female 
villains were no longer punished for their ambitions to break the 
gender norms but rather for executing those ambitions. The Modern 
Age brought an influx of diversity into the comic. Demands for better 
representation came from the consumers, and most were answered by 
including more characters of colour, more female characters and 
characters with different sexualities. 

The Modern Age of comics has significantly improved in portraying 
women based on the readers’ experiences and ideas and the changing 
social norms and structures. Several new elements have been 
implemented in recent years, and some old storytelling techniques 
were left out. The narrative of a victim of circumstance, a character 
who does not control what happens to them and is fundamentally 
changed due to someone else’s doing, has been left out in many 
characters, as has the narrative of strength born of abuse, both of 
which were overused when writing women in comics. 

 
17 Grand, A., (2016). The 8 Ages of Comic books. 
18 Grand, A., (2016). The 8 Ages of Comic books. 
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3 Evolution and history of Poison Ivy in the light of the 
feminist movement 

Poison Ivy is a character appearing in the DC comic book universe 
predominantly as a Batman villain and later as an antihero, usually 
partnered with Harley Quinn. Her first appearance dates to June 
1966.19 Since her first appearance, she established herself as one of 
Batman’s rogues gallery members and a seductress-type character. 
After the Crisis on Infinite Earths storyline and the reboot of the DC 
universe, Poison Ivy was reimagined by Neil Gaiman and then again 
with the New 52 reboot; however, much of her character was kept and 
built upon. Her original seductress type of character was extended and 
only slightly altered. Ivy is a plant-human hybrid; however, her 
humanity and plant-self levels vary in different incarnations and 
sometimes in the same storyline. Throughout her entire story, Poison 
Ivy was shown in varying roles from the seductress to the caretaker to 
mother to warrior to eco-terrorist, most of which often overlap. Her 
evolution and the evolution of other female characters had been 
subjected to the Comic Code Authority, shifts in society, and 
oversexualisation. However, since her creation, Poison Ivy has been 
established as the first female-empowering villain who followed the 
ideas and ideals of the feminist movement. 

 

3.1 First appearances 

In her earliest incarnation, as portrayed in Batman vol 1 #181, 
Poison Ivy was tailored to the demands of the Comic Code Authority. 
She was academic studying botany whom her boyfriend manipulated 
into stealing rare plants. Her boyfriend used them to try to poison her, 
which changed her biology and gave her immunity to poisons and 
toxins. She was let go from the university as nobody believed she was 
manipulated. She developed an intense hatred towards men and 
decided to commit crimes to ensure she would never be ignored or 
overlooked by men again. She was not used as much as other Batman 
villains. However, when she was used in comics, she always had three 
signature characteristics: she used plants and toxins as her weapons; 

 
19 Kanigher, R., (June 1966) Batman volume 1 #181. “Beware of – Poison Ivy!” 
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she seduced men and outsmarted those who stood against her, and 
she wanted to make Batman fall in love with her. In a time when most 
women did not attend colleges, Ivy was written as an ambitious 
academic with a passion for knowledge and botany who fell prey to the 
manipulation of a vile man. According to the official DC site, even her 
earlier incarnation already had a doctorate in botany, making her the 
first female villain in the DC universe to hold an academic title.20 Later 
in her career as a criminal, she was able to put her knowledge of botany 
and chemistry to use and to use her genius21 in a time when women in 
comic books were supposed only to be pretty, caring and supportive, 
thus breaking the conventional roles of men and women in comics. 
Although her character adhered to the Comic Code Authority, Poison 
Ivy managed to be a feminist character per the second-wave feminism 
goals and interests by following her passions and desires for university 
education in a time when most women did not attend universities, and 
the feminist movement was focused on equalising the men and women 
in academia, and by being aware of her ambitions and following them 
with force unlike most women in comics.  

 

3.2 Post-Crisis on Infinite Earths 

In the story Pavane by Neil Gaiman, Ivy was established as a doctor 
of botany who had been betrayed and abused by her mentor, Jason 
Woodrue, who experimented on her and brought her to the brink of 
death several times. This damaged her psyche, making her suffer 
psychotic episodes, emotional detachment, anger issues, and hate for 
all humankind. She overcame the mental problems and trauma and 
used her powers to save the natural world. 

In a later installation, Batman: Poison Ivy, in which she isolates 
herself on an island that gets burnt down by powerful and wealthy men 
who want to test a new weapon, Ivy is a vicious killer driven by 
vengeance. However, it is also where the roots of her compassion and 
later motivation can be found. She decided to leave Gotham to be with 

 
20 According to Poison Ivy’s origin summary available on the DC universe character 
encyclopaedia.  
21 Haney, B., (September 1978). World’s Finest volume 1 #252. Wonder Woman: “A 
poison of the Heart.” 
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her plants and not hurt other people; she decided to help a young 
woman and her family before her island got burnt down; she decided 
to help and protect life. While she still hated humankind for what they 
did to plants and men for what Jason Woodrue did to her, she decided 
not to kill until provoked. It is also where her connection to the Green22 
was established and where she finally started to detach herself from 
Batman and create her own character outside of being his love interest. 
This focus on the environment reflects the emergence of eco-feminism 
in the third wave. The individualism of the third wave is also visible in 
Ivy’s character as she focuses more on what she wants and needs to 
balance her mental and emotional state after the violent mood swings 
and rage she felt as a result of her past trauma and post-traumatic 
stress.  

Between 1999 and 2005, the comic arcs No Man’s Land and Hush 
were published. In these comics, there is a shift in Ivy’s character. In No 
Man’s Land, Gotham gets hit by an earthquake which cuts it off from 
the rest of the U.S. Ivy decides to take over Robinson Park, and she 
gives shelter and food to children orphaned by the earthquake and 
later agrees to use her powers to produce food for the majority of 
Gotham citizens. The police apprehend her after Batman manipulates 
one of the orphans to touch her and get poisoned by the toxins Ivy’s 
skin secretes without her control. Hush takes place a few years after No 
Man’s Land and shows how Hush manipulated Ivy into believing that 
the orphans who stayed with her after the earthquake were dying. She 
decided to undergo another mutation that would take away her 
powers as she believed that would save the children. However, when 
she learnt she was only being manipulated so that she would not pose 
a threat to Hush and that only with her powers over plant life and her 
secretion of toxins can she save the children, Ivy undergoes the 
mutation that made her a plant-human hybrid in the first place, even 
when the chances of her survival are meagre.  

Whereas in the Bronze Age and at the beginning of the Modern 

 
22 The Green is energy which connects all plant life in the universe and one of the 
natural forces which create the balance between life and death. It has been used by 
several characters in the DC universe, most notably Poison Ivy, Swamp Thing and the 
Floronic Man. The Green, in: DC Universe Encyclopedaea. 
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Age, her primary motivation was her misanthropy stemming from past 
trauma and psychological and physiological changes that followed, in 
No Man’s Land and Gotham Knights, her primary motivation is her care 
for the park and maternal instinct. Despite her hate for humans, Ivy 
took in the orphans and taught them how to take care of plants and 
respect the Green. Her focus on protecting the park draws attention to 
the ecological interest of third-wave feminism. Her teaching the 
orphans how to care for plants stands for spreading awareness of these 
issues, which was one of the activities of eco-feminism. Furthermore, 
Ivy’s willingness to accept human children and care for them ties the 
ongoing fight of the feminist movement for abortion and maternity 
rights and the growing demands of same-sex couples for adoption 
rights. Later on, when she gives up her powers, and subsequently the 
privilege and protection they represent, and then takes them back to 
protect people who she supposedly did not care about, at first from 
herself and later from others, it establishes her as a caring and motherly 
character in the Post-Crisis DC universe and all other reboots which 
would follow.  

Much like early third-wave feminism was loud, angry and called for 
a radical change, so was Ivy suffering from violent mood swings and 
anger issues and set on her goals to help nature heal. However, the 
movement changed, and new issues and ideas were introduced and 
implemented with globalisation, and it seems that Ivy’s character 
matched these changes. While she is still vicious, ruthless, and a master 
manipulator, she shows much compassion and care for the children. 
Not only that, but she provides food, clothes and a place for them to 
stay, effectively taking on both the typically motherly and the typically 
fatherly role and thus fighting the construct of gender roles.  

 

3.3 The Harley Quinn comics 

Ivy’s caring nature is explored in a new light in the Harley Quinn 
comics series. In this series, she helps Harley break free from the Joker 
by constantly supporting her, empowering her and providing her with 
a place to stay. While No Man’s Land saw Ivy as a caregiver with 
powerful motherly instincts, she is more forceful and dominant in her 
support of Harley. Unlike the children whom she tried to teach, educate 
and care for, Ivy’s main goal was to instil a sense of female confidence 
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and self-worth into Harley and protect her from an abusive 
relationship. It is not clear why she decided to help Harley in this way. 
It can be speculated that Ivy merely identified with Harley’s trauma and 
wanted to help her deal with it. Another case might be made that Ivy 
wanted to empower women. While her motivations are uncertain, it is 
clear that Ivy cares for Harley as a person and as a woman, the proof of 
which is her constant willingness to help, her support and her calling 
Harley special in various issues of the comic. Whatever the reason 
behind Poison Ivy’s interest in Harley’s health and growth, be it 
compassion, female empowerment, hatred for Joker or a mix of all of 
these, it gave birth to one of the most famous female friendships in 
comic book history built on genuine affection, care and support. 

 

3.4 Cast Shadows 

Cast Shadows gives Ivy the ambition to help humans and make 
their lives easier by creating new and valuable plants. It explores a new 
side of Poison Ivy which has been previously only hinted at, and that is 
her wanting to save the planet and help the human race. Before this 
story, Ivy’s compassion only extended to children and abused women, 
such as Harley Quinn. Now, she is working on the plants to help humans 
and stop them from destroying the environment. Ivy and her plants 
fought to gain importance in the world of humans, to bring peace 
between what could be considered two warring nations where humans 
are the aggressor and nature and the Green are the victim. In this story, 
Poison Ivy might be understood as a symbol of feminism as a whole; 
she tries to establish a functional society and symbiosis between 
humans and plants, much like feminism pushes for equality and society 
without judgements, prejudice and danger between all sexes and 
genders. 

 

3.5 Gotham City Sirens 

In Gotham City Sirens, Ivy, Harley, and Catwoman join forces to 
deal with a number of their individual enemies together. Throughout 
the comics, Ivy is shown as the only one who has a job and supports the 
three women. She constantly empowers both Harley and Catwoman 
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and pays special attention to Harley, who still thinks she is in love with 
the Joker and has episodes where she wants to return to her abusive 
relationship. Later, Ivy has to break out Harley from Arkham Asylum 
after Harley tries to break out Joker. They have a confrontation in which 
Harley shows her mastery of psychology and uses her psychoanalysis 
skills to stun Ivy into silence. The comic series ends with them parting 
ways after a fight with Batman.  

Throughout the events of Gotham City Sirens, there are several 
instances when Ivy thinks about love and devotion and how, for her, 
both of those notions are closely connected with Harley, which 
ultimately results in their confrontation. It is clear that Ivy herself does 
not understand why she focuses on keeping Harley away from the Joker 
and helping her heal. “Oh, Harley. The only human I’ve ever called a 
friend. To what lengths will I go? Where are my own limits? She is the 
Strangler Fig. And I am the tree, choking underneath. Without me, she 
could never grow. But without her, I would fall if I grew too tall. […] 
What do I do? I could use pheromones, alter her brain chemistry. I 
could leave her behind, abandoning her to the wilds of her own mind. 
I could kill her right now. Show her how red Nature can be. There’s one 
other option. It would require patience. Even love. Maybe I’m more 
human than I want to admit.” (Dini, 2011, pgs. 11 – 15). From her inner 
monologue, it is easy to tell that Ivy cares for Harley on a level she does 
not fully understand. Ivy’s boundless determination and continuous 
effort to help and empower a woman who is a victim of abuse and does 
not realise the toxicity of her abusive relationship, especially without 
using her abilities to control people with toxins and pheromones, is in 
itself a statement of Ivy being a feminist character who exists to 
promote the ideas and ideals of feminism and to empower both female 
characters and readers.  

However, it is not only Ivy’s behaviour towards Harley that marks 
her as a feminist in Gotham City Sirens. She is willing to help Catwoman 
despite them not being on the best terms initially, showing compassion 
and acceptance. She helps other people and protects the people of 
Gotham from dying at the hands of a crazed murderer. She is trying to 
understand Harley and herself and her confusing feelings. She is also 
not afraid to point out Joker’s abuse of Harley and fight against it. In 
Gotham City Sirens, Ivy showcases her strength by conquering her 
enemies and fighting her own inner battle while also getting a job and 
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providing for the rest of the Sirens. Her dominant and decisive 
character puts her at odds with Catwoman, but they can work through 
their differences and join forces to empower and protect Harley and 
each other.  

 

3.6 New Origin Story 

In her previous two incarnations, Poison Ivy’s origin story was 
based on the victim trope where she was abused and changed by 
someone else against her will. However, with many women claiming 
that the narrative trope of a woman becoming stronger by overcoming 
past abuse and trauma is unhealthy, untrue and disrespects the victims 
of abuse or past abuse who never fully recover from the trauma, let 
alone grow strong, this narrative was widely left out in most new or 
recreated origin stories. Ivy was no different. Ivy’s mother was abused 
and later killed by her father in this incarnation. Despite this, she grew 
up to be a genious scientist in botany who created toxin-based drugs 
while at school, which allowed her to control the people around her. 
She later presented her research to Bruce Wayne, who was not 
interested and fired her for unethical research. While packing her 
things, Ivy accidentally spilt chemicals onto herself, which caused her 
mutation. Not only is Poison Ivy’s mutation as a result of her own 
actions less triggering to readers, but it also proves that she is a strong 
character with her agency intact and is accountable for her mistakes. 
The idea of her being a strong woman with full responsibility for her 
actions is thus promoted further.  

This origin story proves that Ivy is a strong and independent 
woman who owns her mistakes and establishes her as a sympathetic 
character who can relate to abuse victims as she has witnessed it and 
lost her mother to it. She is also shown standing up for a woman in 
need, which also establishes her as an empowering character despite 
the apparent lack of the supportive attitude from the Post-Crisis 
universe. 

 

3.7 The cycle of Life and Death 

In The Cycle of Life and Death, Ivy reclaims her civilian name and 



  LLCE2021  
Conference proceedings 

 

77 

academy titles, Dr Pamela Lillian Isley PhD, and starts working in 
Gotham Botanical Gardens. Through her research, she creates two 
sporeling daughters, thus fulfilling her life-long dream of having 
children, which her mutation prevented in all of her incarnations. Her 
research gets stolen by her superior, Dr Grimley, and two people are 
murdered until she finds the culprit and discovers that another 
sporeling girl was created through her research. Ivy then adopts the 
third child and raises her with the other two. Through her stolen 
research, Ivy gets a new adversary who, according to Ivy, stands against 
nature, and she and her daughters fight him. The comic ends with Ivy 
reconnecting with Harley and her daughters leaving for their own 
adventures.  

The comic shows parts of Ivy’s character established before; her 
desire to fit in and have a family she could care and provide for has only 
been hinted at in her previous stories, but this story highlights her 
motherly instinct and natural instinct protectiveness. Ivy creating her 
children in a lab, on her own terms, corresponds with the abortion 
rights movement and the movement for adoption and artificial 
insemination for same-sex couples, both of which are significant issues 
in fourth-wave feminism. The Cycle of Life and Death also shows Ivy as 
a strong and independent character, a single mother taking care of her 
daughters and a strict and caring parent, while also showing her as lost 
and uncertain in her newly acquired role of a mother despite her having 
wanted it so much, which corresponds with the fourth-wave feminism 
and some of its streams advocating planned parenthood and help 
forums and communities. Inserting this uncertainty into an otherwise 
powerful woman adds realism. It effectively breaks the strong female 
character trope, which many have argued is hurtful rather than helpful 
to feminism and women in general.  

The story also touches, relatively lightly, on other topics, such as 
misogyny in the workplace through the character of doctor Grimley, 
who only accepted Ivy’s application because he “thought that P.L.Isley 
PhD was a man” (Chu, 2016, pg. 8), or male entitlement through a 
minor character, Ivy’s colleague who constantly flirts with her until he 
ultimately follows her home in a very stalkerly fashion, where she kills 
him. While Ivy is not threatened by such behaviour because she can 
protect herself easily and nobody can touch her for too long or 
unexpectedly without her poisoning them, most women feel and are 
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threatened in such situations when they happen. It also touches on 
breaking the prescribed societal and gender norms by having Ivy act as 
the sole provider, protector and caretaker for her family, effectively 
taking on the role and responsibilities generally associated with men. 

 

3.8 Everyone Loves Ivy 

In Everyone Loves Ivy, Ivy feels guilty for all the death she and 
everyone else have caused. She decides humanity is too evil in its core 
ever to correct its mistakes, and she seizes control of every person on 
the planet through her connection to the Green and her pheromones. 
She establishes a totalitarian regime in each country where people are 
peaceful and nature-loving, all wars end, all children are cared for, 
politics are social-based and trade and economy flourish. Batman and 
Catwoman break free from the mind control, but when they cannot get 
to Ivy, they seek out Harley. Because of her love for Harley, Ivy 
subconsciously protects Harley from the full effect of mind control, 
thus allowing Harley to break out. Harley then finds Ivy, and because of 
their love and relationship, and with the help of her training in 
psychiatry, she helps Ivy realise that taking control is not the way to 
make amends.  

The entire story is a testament to Ivy’s changing allegiance from 
neutral to good. Furthermore, the story explores themes such as guilt, 
post-traumatic stress and the necessity of natural change. Ivy changed 
the world by taking control over it; she singlehandedly stopped all 
violence, world hunger, harassment, inequality, poverty and most of 
the world’s problems. While she was in control, both the ecology and 
society improved. However, the story points out that such change must 
come naturally and cannot be forced and instead draws attention to 
Ivy’s mental health and her need to heal from the accumulated trauma. 
Having a previously strong and dominant character affected so strongly 
by her past deeds adds to character development and the realistic 
portrayal.  

 

3.9 Harley Quinn and Poison Ivy 

In this comic, Ivy is weakened by the events of the Heroes in Crisis 
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event. Harley takes Ivy on a roadtrip to help her heal from it. They are 
attacked and have to run to Gotham City, where it is revealed that the 
Ivy who has been with Harley through the events of the mini-series was 
a clone and that the real Ivy was left behind. The real Ivy reverts into 
her anger because she had always saved and protected Harley, but the 
one time she needed help, Harley did not deliver. The clone then sends 
Harley away and says that she needs to merge with the real Ivy to help 
her heal. The mini-series ends with Harley running away as the clone 
lets Harley absorb her.  

In The New 52 and DC Universe continuity, Poison Ivy has always 
been the strong, empowered woman confident in her abilities and 
ready to take charge. Despite witnessing abuse as a child and going 
through painful and traumatic events, Ivy was never allowed to be 
anything but strong, whether because Harley depended on her or 
because she did not allow herself to feel the full extent of her emotions. 
Everyone Loves Ivy and Cycle of Life and Death explored her conflicting 
emotions and how she deals with them; however, she was never 
allowed to process them entirely, even in those stories. Harley Quinn 
and Poison Ivy deals with the emotional and mental trauma Ivy 
gathered over the years in a painful yet truthful manner. It also 
promotes the themes of balance, equality and fragility, as it reverses 
the usual dynamics of the pair, where Harley is the one who needs help 
with her past trauma and Ivy is the one who offers help, support and a 
safe place, who takes Harley in with all her struggles and allows, 
sometimes even forces her to be weak and to process her emotions 
and thoughts. The character who has always been strong is pushed to 
a breaking point and shows weakness and the importance of self-
reflection and getting in touch with one’s emotions on one’s mental 
health. Similar to the feminist stances against toxic masculinity, the 
mini-series calls attention to the harmful effects of detachment and not 
allowing oneself to feel the full extent of one’s emotions either for the 
sake of other people or for the sake of appearing decisive and in 
control. 

 

Conclusion 

As a literary character, Poison Ivy went through a significant 
development since her creation. The reader can see her evolution from 
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a hurt, bitter and man-hating woman into a compassionate and 
sympathetic character with many redeeming qualities. Throughout her 
evolution, her character stayed in line with the goals and ideals of the 
different waves of the feminist movement. She is not only an openly 
feminist character, with the writers being just shy of calling her such in 
the comic, but she is also one of the first feminist and female-
empowering characters within the span of the DC Universe canon 
continuity.  

The comics in which Ivy is featured as the main character offer 
many possibilities for further research in social sciences, psychology, 
feminism and other fields. It also provides a stimulating base for literary 
analysis, feminist literary analysis, and academic or in-class discussions. 
These comics provide valuable resources for teaching literature, social 
sciences and language in class.  
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Benefits and limits of integrating artificial 
intelligence into literary interpretation processes 
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Abstract 

Digitisation is undoubtedly one of the most important trends of our 
time. It manifests itself in almost all areas of our lives, but primarily in 
those where new technological and scientific knowledge is used most, 
i.e. in the areas influenced by natural sciences. It is less evident in social 
sciences and, it is safe to say, even less in the humanities. Literary 
studies belongs to the humanities, and thus we can expect that it may 
be a frontier that artificial machines will not cross, especially given the 
subject it studies. Indeed, its most “extreme” expression is romantic 
emotionality. And emotionality has never been the strong point of any 
technological creation. 

However, despite the supposed incompatibility between 
algorithm-based language and emotionality, we have to say that there 
have been several attempts to cross boundaries, especially in the field 
of science fiction literature. In almost all cases, the main idea behind 
the artistic depiction of artificial intelligence is the attempt to highlight 
the potential conflict between man and machine, the danger that 
threatens if a human creation gets out of control. In such cases, the 
theme of AI serves to rethink the nature of man and his being 
philosophically. The analysis and interpretation here are essentially no 
different from the interpretation of any other phenomena thematised 
by a work of art. What comes to the fore is the allegorical principle of 
the materialisation of spiritual values, which is also found, to a greater 
or lesser extent, in novels outside the genre of science fiction. 

A more prosaic example is the attempt to use AI not only in primary 
works of fiction but also in the processes of interpretation and analysis 
of literary works. In this area, literary scholarship is still floundering 
because it needs to make a radical leap - to move from working with 
and analysing data, usually culminating in the mapping of certain 
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motivic or thematic tendencies, or from the use of AI in the study of 
narratives, stories whose structural elements and their logical ordering 
can be relatively easily arranged into computer language algorithms, to 
aesthetic interpretation working not with data but with mechanisms of 
meaning-making on a semantic basis. 

This paper will deal specifically with discussing the relationship 
between the aesthetic plane, using emotionality as the dominant 
feature of human-made fiction and the potential aestheticism (or lack 
thereof) of texts created by artificial intelligence. The aim will be to 
answer whether AI is a real contribution to literary scholarship, 
reflecting the changing paradigm of human existence, or just a practical 
tool, or a fashionable trend. 

Key words: Digitalisation. Artificial Intelligence. Algorithm. 
Emotionality. 

 

There is no doubt that one of the most characteristic features of 
the present time is digitisation in its various forms. It affects all 
essential aspects of our private as well as professional lives. Literary 
studies is not an exception to this. Although it belongs to the human 
sciences, one would probably find computer screens in the offices of 
most contemporary literary scholars, maybe except for some 
conservatives who would still stick to, perhaps out of subconscious 
nostalgia, the pen or the typewriter. The same is true about the literary 
text, the primary object of literary theory and criticism, which has 
slowly left the materiality of printed books and assumed the digital 
virtuality, even though printed books have managed to survive in a 
much higher number than the typewriter, since we still have libraries 
full of printed artefacts in various forms (books, letters, all kinds of 
other documents, etc.) and for many people, this continues to be the 
primary source of information and learning.  

However, we also have an increasing number of scholars who 
consider books outdated and speak about the death of the book (Muri, 
2012), which could be regarded as one of the most characteristic 
signals of the shift towards the digital era. Other signals include the 
movement of texts to the sphere of computers, both in their 
production as well as reception stages, that is, using computers for 



   

 

 

84 

writing and e-readers for reading, improved handling of the text, 
adding pictures and sound, as well as the emergence of the Internet, 
and, last but not least, the new social networks. Also significant is 
storing texts in electronic archives, immediate access to them from 
most places on Earth, or their fast transporting and adapting to 
different media. We also see the appearance of new genres drawing on 
the specificities of new media and software solutions. There has been 
the emergence, literally a proliferation, of works with science-fiction 
themes, which are ideal for playing out and interconnecting a multitude 
of motifs and themes that go beyond the technical possibilities of the 
contemporary world and imaginatively anticipate the issue of the 
potential (both conflicting and harmonious) relationship between 
human beings and their creations. But all these may only be the 
outward, albeit significant, signs of a new paradigm in literature and 
literary studies in which texts are being handled through a different 
medium, with codex medium having been exchanged for the digital one 
in what Liu termed as their “encounter” (p. 3). However, the essence 
of literary studies, that is, the process of the interpretation of literary 
works, has remained unchanged if we still consider literature as 
primarily a verbal activity.  

It seems, then, that the basis of any analysis of the position of 
literary scholarship in the digital age is the clarification of the nature of 
literature, including its historical transformations within an acceptable 
deviation from the standard, which must significantly determine the 
procedures of its investigation. We must recognise that literature is 
first and foremost an internalised and subjective, i.e., non-scientific 
reflection (Aristotelian “mimesis”) of the external world and its 
subsequent creation in another, fictional reality. Therefore, the very 
nature of the mode of origin of this world implies that it will not be 
possible to describe it in terms of terminology and procedures of 
inquiry applicable to material nature. Nor may the procedures and 
methods of social sciences be acceptable. In fact, literary studies should 
probably not even be considered a science if by science we understand 
methods and procedures based on objectivity, repeatability, and 
rational justifiability. The well-known Czechoslovak-American literary 
scholar René Wellek had long ago pointed this out when he reflected 
on what the study of literature should be called: 
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I would try to defend the English term “literary theory” as 
preferable to “science of literature,” because “science” in English 
has become limited to natural science and suggests an emulation of 
the methods and claims of the natural sciences which seems, for 
literary studies, both unwise and misleading. “Literary scholarship” 
as a possible translation or alternative to “Literaturwissenschaft” 
seems also inadvisable, as it seems to exclude criticism, evaluation, 
speculation. (p. 2) 

 

The above citation implies that the research in literature is 
different from the research used in the natural sciences, which is not 
based on criticism or speculation. Literature is, and, therefore, by its 
very nature it can be set apart from the “sciences”.  

Returning to digitisation, it is obvious that its essence is a computer 
language based on algorithms, that is to say, on certain well-defined 
steps by which a goal can be achieved, which is undoubtedly a scientific 
procedure. How could such a scientific procedure shed light on the 
meaning of a work of art, which is traditionally ascertained through 
processes of interpretation, that is, by analysing the language of a 
particular artwork? Especially if in most works of art their meaning is 
expressed in emotional terms, as, for example, in the case of the 
Romantics, for whom poetry is a “spontaneous overflow of powerful 
feelings” (Wordsworth). It is clear, after all, that neither spontaneity 
nor feelings have ever been the domain of technological creations. 

There are already a number of approaches that attempt to solve 
this problem and thus also open up the space of literary interpretation 
to the methods and procedures of computer analysis. One of the best 
known attempts is Moretti’s method of distant reading. Its author 
starts from the assumption of the widest possible representativeness 
of the object of study, in other words, from the need to replace the 
drawing of conclusions on the basis of reading a single text, i.e. close 
reading, by the reading of a number of texts, or their components, 
motifs or themes. Moretti sees the method of distant reading as 
essential if we approach literature as a world system made up of a 
multitude of individual structures, which are made up of even smaller 
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themes or motifs. Conversely, “the trouble with close reading (in all of 
its incarnations, from the New Criticism to Deconstruction) is that it 
necessarily depends on an extremely small canon” (Moretti, p. 48).  

The distant reading approach is in line with the current dominance 
of statistical trends in almost all fields of scientific inquiry, which aim to 
identify regularities that can only be seen in a wide range of data taken 
from a wide range of texts. However, it immediately raises several 
questions: 1. how many texts can a person read in his or her lifetime? 
2. is such a method exploratory or merely identifying, i.e. only 
illuminating existing contexts? 3. Are we not losing something by 
approaching literature research not from the traditional perspective of 
working with the text, but from the perspective of data analysis? 4. 
Does the literary scholar come up with something new in this way, or 
does he or she merely draw our attention to what already exists? 

Moretti himself provides several arguments that cannot be ignored 
and that may inevitably enrich literary scholarship. The first is that he 
greatly enriches the never-ending debate about the nature and 
usefulness of world literature, potentially of the literature of smaller 
ethnic or regional areas. For if we map the distribution of certain 
phenomena over a larger area and concerning a large number of texts, 
we are talking about a greater representativeness than the views of a 
single scholar, even if he were a recognised scholar. The problem, 
however, is that here we are in the position of moving away from what 
has characterised literary studies from time immemorial, namely the 
reading of specific literary works. For a number of literary scholars, it is 
this reading that is the most important condition for professional work 
with literature. Guerin et al., for example, say that the so-called pre-
critical approach to a literary work, i.e. reading as an ordinary, common 
reader, without any focus on the important technical aspects of the 
text, is very important (pp. 1-2). The same can be found in Harold 
Bloom, one of the most famous literary critics and theorists of recent 
times, when he says that “[r]eading well is one of the great pleasures 
that solitude can afford you, because it is, at least in my experience, the 
most healing of pleasures. It returns you to otherness, whether in 
yourself or in friends, or in those who may become friends. Imaginative 
literature is otherness, and as such alleviates loneliness” (p. 19). So by 
introducing distant reading, for which Moretti says that we don’t even 
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need actual reading to map the distribution of individual characters 
over a larger space, the computer will do it for us based on the data we 
“feed” it, do we not lose the experientiality that should be a 
prerequisite of literary-critical analysis? And instead of that “[s]hould 
literary studies scholars produce data, code, and graphs” (Eve, p. 13)? 
This is inevitably an important aspect of questioning the adequacy of 
distant reading, but if, on the other hand, we wanted to question close 
reading, we could say, with Moretti, that it is a “theological exercise” 
(p. 48), and a highly subjective one at that.  

How, then, does artificial intelligence enter into this situation? It is 
certainly part of computational language, and can therefore be boldly 
spoken of in a similar way to computational methods of examining a 
literary text based on detecting its structurality, the distribution of 
stylistic markers, etc. Alternatively, it can also be done on a number of 
texts, as discussed above in relation to distant reading. Mani even 
argues that such an approach is not new at all as it is essentially a 
formalist and structuralist approach to text. It is much more difficult in 
the case of post-structuralist, post-modern approaches because in his 
opinion machines are not yet capable of reading context. They can 
identify the formal features of a narrative, e.g. time, space, characters 
and story, but they are not yet able to interpret them, precisely 
because of their weak orientation in context. Despite that, he says, “an 
automaton might one day be able to simulate, for itself, the feelings we 
have when we read a story” (Mani).  

In addition to the role of the literary critic, AI is many times placed 
in the role of the artist, i.e. the creator of literary texts. Despite the 
widespread opinion that “Art has long been claimed as a final frontier 
for automation—a field seen as so ineluctably human that AI may never 
master it”, it is a fact that “robots paint self-portraits, machines 
overtake industries, and natural language processors write New York 
Times columns, this long-held belief could be on the way out” (Zeiba). 
An area in which scholars are trying to transcend this boundary is 
poetry, because “it’s rooted in the inspirational and the comical—the 
deeply human—and yet, in many of its forms, it edges toward the 
computational and algorithmic” (Rockmore).  

The sonnet is a very good example of algorithmising a poetic form, 
because it has a fixed structure, i.e. it consists of 14 verses, which are 
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divided into octave and sestet in the case of the Petrarchan sonnet, or 
into 3 quatrains and a couplet. It also has a relatively fixed rhythm, 
usually iambic pentameter, and rhyme. Rockmore describes how one 
of his students created a computer program, Hafez, whose purpose 
was to generate sonnets. Some of them were indistinguishable from 
sonnets written by humans. In addition to sonnet-writing programs, 
there are also AI-based programs that, drawing on certain inputs, are 
capable of writing poetry in the style of famous American poets. 
Google’s Verse by Verse, for example, is such a program.  

However, as in the case of distant reading, the fundamental 
question here is what value do automatically produced poems have in 
terms of fulfilling the important characteristic of art, which is to create 
values that are formally and substantively beautiful and that create a 
meaningful emotional connection between the human being as an 
individual and his environment? Where does human emotionality and 
the perception of beauty reside? These are essential questions the 
resolution of which is necessary to advance the necessity of dealing 
with artificial intelligence, which might then be transformed from 
artificial intelligence to artificial humanity.  
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Abstract 

It is essential to accentuate that teachers should incorporate 
cognitively challenging tasks and appropriate language when applying 
Content and Language Integrated Learning. They should remember 
that it involves learning the academic language in which the content 
and language issues overlap. The academic language usually represents 
unknown language concepts for learners, even in their mother tongue. 
Thus, introducing new content via academic language should not be 
connected only with explanations in the target foreign language.  

Our research is based on quantitative data showing whether 
applying CLIL positively impacts written academic language 
development. It has commonly been assumed that CLIL exposure 
notably develops all language competencies. Thus, we believed the 
CLIL group would reach a higher writing level. The syntactic complexity 
in the research is understood as an ability to construct syntactically 
more complex sentences. We analysed the syntactic complexity of two 
corpora of CLIL and non-CLIL upper-level secondary level students 
groups from Presov. The corpora were made of an almost equal 
number of writings in the English language (nEGC=1,650; nCGC=1,406). 
The CLIL impact on syntactic complexity is examined utilising 
complexity measures calculated for each corpus. In general, the 
research outcomes signal that both groups notably develop the 
complexity of written language. Interestingly, CLIL exposure, as the 
data showed, did not significantly affect syntactic complexity 
development within the CLIL group. 

Key words: English language teaching. Content and Language 
Integrated Learning. Upper-secondary level. Academic language. 
Syntactic complexity. 
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Introduction 
The need for new methods has become the spotlight since the 

desire to learn foreign languages was raised throughout the years. The 
introduction of Content and Language Integrated Learning (CLIL) 
covered the need for methods that are not so conventional and highly 
motivational. Education constantly faces challenges at every level as a 
reflection of the outside world and permanent societal changes. 

Content and Language Integrated Learning is an approach in which 
a foreign language is used as a medium for teaching subjects from 
various areas. Although it may seem innovative, it is not a new teaching 
approach; researchers revealed that its origin could be traced decades 
ago. A characteristic example is the use of Latin in European 
universities, which was used as a medium for teaching medicine or law. 
CLIL is dual-focused while aiming to teach a foreign language and a new 
subject simultaneously. CLIL is based on another subject’s curriculum; 
English is usually the foreign language used as a teaching medium. Due 
to the active participation of the students, this approach is considered 
to be motivational and helpful for boosting learners’ confidence. 

It focuses mainly on fluency and not so much on the accuracy, which 
encourages students since they can participate actively in the learning 
process without being afraid of making crucial grammatical or 
vocabulary mistakes. Content and Language Integrated Learning uses 
the foreign language as a medium for teaching, which is also one of the 
distinctive characteristics of this approach. CLIL is essential in the 
school environment since it promotes not only fluency but also 
accuracy in a foreign language, and while we live in an era of constant 
globalisation, it is vital to be proficient foreign language users. 

 

Language importance and its complexity 

Though language departments try to enhance foreign language 
learning, it does not seem to bear the expected fruit. Conversely, the 
CLIL approach seems more productive in developing students’ foreign 
language skills. Since the European Commission introduced the 
acronym CLIL (Eurydice 2006) as an approach that integrates content 
and language, it is necessary to distinguish it from immersion. 
Misunderstanding these two terms may lead to confusion, such as 
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unrealistic aims set in CLIL programmes; students may be required to 
achieve objectives beyond their current cognition, or teachers may be 
under too much pressure. While in immersion programmes, 
instructions are in the language spoken locally, and students are 
familiar with it; in CLIL programmes, students face the foreign 
language. Moreover, the language is also crucial in teaching because, 
in immersion programmes, the vast majority of teachers are native 
speakers giving instructions in a mother tongue, but when it comes to 
CLIL programmes, teachers use a target foreign language and the 
mother tongue, too.  

A language in CLIL has two aspects. It is a communication tool; at 
the same time, this language is taught to learners. Language of learning 
represents the language learners need to understand, new knowledge 
chosen content. Teachers must analyse the needed vocabulary, related 
phrases, and grammatical demands of the topic and determine the 
most effective way of teaching the language of learning. Language for 
learning is the language learners need to communicate in the class, e.g. 
asking and answering questions, arguing, project work, or writing a 
research report. The role of teachers here is crucial as they need to add 
and provide the necessary strategies to make the most of a CLIL lesson. 
Language through learning is the language that arises during the 
learning process, including using feedback and extending presentation 
skills or discussion skills. The challenge here for teachers is to apply this 
language for further development. 

Ball et al. (2015) differentiate between “peripheral language”, 
which is a language taking the level of basic interpersonal 
communication skills (BISC). Next is “subject-specific language”, which 
includes new terms and structures. The last is “general academic 
language”, which includes more sophisticated terms. It emphasises 
cognitive academic language proficiency (CALP). Therefore, it is not just 
the understanding of content area vocabulary (Cummins 1984). It 
includes skills such as comparing, classifying, synthesising and 
evaluating. Ball et al. (2015) also state that the term content includes 
concepts, procedures and language, which should be identified and 
maintained when implementing the CLIL.  

Second language development, particularly FL complexity 
development, is seen as a dynamic process that sometimes proceeds 
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gradually and may also be characterised by stages of stagnation or even 
regression. Many scholars (e.g. Larsen-Freeman 2009; Larsen-Freeman 
and Lynne 2008; Verspoor et al. 2008; Yang and Sun 2015; Ortega 2009) 
have studied linguistic complexity from various perspectives. There has 
been used a variety of methodological approaches. Syntactic 
complexity has been measured as a dependent variable in target 
foreign language (FL) research designs, where it has been used as an 
indicator of FL performance, and FL proficiency or development. As for 
syntactic complexity, a sentence or a unit with a structural definition, 
the so-called t-unit has been analysed. T-units were most commonly 
used in the field for both written and spoken data (e.g. Norris and 
Ortega, 2009), even though they originated to analyse the syntactic 
complexity of written texts. A t-unit was initially understood as an 
independent clause with all dependent clauses attached (Hunt 1965), 
but it was too vague and revised and taken as one independent clause 
superordinate to any subordinate clause or non-clausal structure 
attached or embedded into it (Hunt 1970). Syntactic complexity based 
on length (words per t-unit) is commonly used in writing research at all 
levels of proficiency, from elementary school to university, with most 
finding that the mean length of t-unit is correlated with assessments of 
writing quality.  

When dealing with factors affecting the written performance of 
students, it is crucial to consider the fact that traditional teaching 
methods, which have been oriented on textbooks and focused on rules 
of language use, are still present in our educational context and do not 
allow students to create an appropriate environment for natural, 
internally motivated use of language. As some innovation, the 
introduction of Content and Language Integrated Learning in Slovak 
schools may increase the authenticity and efficiency of language 
learning. However, the extent of this impact in upper secondary 
education is relatively low and sporadic rather than systematic. 
Therefore, it is necessary to consider other possibilities leading to an 
enhanced learning environment and stimulating language production. 

Methodology 

The assumption that CLIL can foster language proficiency is 
supported by much research. Some researchers have reported the 
effectiveness of language learning between CLIL and non-CLIL groups 
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in terms of morphosyntax in writing (Lasagabaster and Sierra 2010; 
Llinares and Whittaker 2010; Ruiz de Zarobe, 2010). The results showed 
that CLIL created a better context for language learning than non-CLIL 
classes.  

The research aims to study the writing development within a CLIL 
intervention at the upper secondary level by examining the density of 
particular syntactic patterns, word types, and phrase types. Research is 
quantitative. Data management and analysis were performed using the 
online computational tools, Coh-Metrix version 3.0 and TextInspector. 
It attempts to explain whether applying CLIL positively impacts written 
academic language development. As mentioned earlier, it has 
commonly been assumed that CLIL exposure notably develops all 
language competencies. Accordingly, the CLIL group were expected to 
reach a higher writing level. Two corpora of CLIL and non-CLIL upper-
level secondary level students were analysed. The corpora were made 
of an almost equal number of writings in the English language when 
eight students attended CLIL classes and EFL lessons (nEGC=1,650 
words), and nine students attended regular classes and EFL lessons 
(nCGC=1,406 words). The students were asked to write a short 
argumentative essay covering an area of education and their place in 
it. Exploratory research question guided the current study: 

Does a CLIL group increase their syntactic complexity as measured by 
the total number of words/paragraphs and sentences, the number of 
phrases, and syntactic tree structures for sentences throughout the 
intervention? 

Findings and discussion 

In research, we are usually interested in a group’s performance 
rather than an individual learner’s score. What was essential for 
research was to determine to what extent the results of the control and 
experimental groups differ. Sentences with complex syntactic 
composition are structurally dense, are syntactically ambiguous, have 
many embedded constituents, or are ungrammatical (Graesser et al. 
2004). In order to compare the writings of the control and experimental 
groups and to find out whether the difference in their progress was 
statistically significant, three indices from the Coh-Metrix 3.0 were 
chosen, namely descriptive, syntactic complexity and syntactic pattern 
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density.  

Here, an overview of the vocabulary and complexity of both control 
and experimental group corpora is presented in Table 1 to have an 
excellent overall impression of their lexical diversity, complexity and 
readability. The most visible differences between the corpora were 
within scores of usage of unique tokens, 42 more in EGC. As for the 
ratio of the number of different words (types) against the total number 
of words (tokens), it can be seen that it was almost the same. This 
measure has been considered necessary in evaluating the difficulty of 
a text. When discussing the complexity of the texts in both corpora, the 
difference in the score of words with more than two syllables was 
0,95%. It is apparent from this table that almost no differences were 
found between the other measures indicating the complexity and 
readability, namely average syllables per sentence 1.08, pre word 0.04, 
and syllables per 100 words was 4.51.  

 SCORES CGC EGC 

SENTENCE COUNT 102 117 

TOKEN COUNT (EXCLUDING 
NUMBERS) 

1406 1650 

TYPE COUNT (UNIQUE TOKENS, 
EXCLUDING NUMBERS) 

413 455 

AVERAGE SENTENCE LENGTH 13.78 words 14.10 words 

TYPE/TOKEN RATIO 0.29 0.28 

SYLLABLE COUNT 1939 2350 

WORDS WITH MORE THAN 2 
SYLLABLES 

117 153 

WORDS WITH MORE THAN 2 
SYLLABLES - PERCENTAGE  

8.32 9.27 

AVERAGE SYLLABLES PER 
SENTENCE 

19.01 20.09 

AVERAGE SYLLABLES PER WORD 1.38 1.42 

SYLLABLES PER 100 WORDS 137.91 142.42 

Table 1 Statistics and readability scores of both corpora 
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It can be seen from the data in Table 2 that there were reported more 
words, paragraphs, and sentences in the EG corpora. As for other 
measures, no significant differences were found in the mean length of 
words, paragraphs and sentences within the texts. 

 

label CGC EXG 

DESPC 31 44 

DESSC 102 117 

DESWC 1406 1650 

DESPL 3.355 3.318 

DESPLd 2.360 2.249 

DESSL 13.260 13.253 

DESSLd 8.247 8.038 

DESWLsy 1.360 1.407 

DESWLsyd 0.687 0.767 

DESWLlt 4.361 4.485 

DESWLltd 2.279 2.365 

Table 2 Descriptive Index 
 
 
Syntactic complexity is positively correlated with formality, as formal, 

academic texts tend to be characterised by diverse language (Biber and Gray 
2016). In less formal texts, sentences are short, have a simple syntax that 
follows a S-V-O syntactic pattern, have few embedded clauses, and have an 
active rather than passive voice. Complex sentences have embedded syntax 
that potentially places heavier demands on working memory. From this data 
(see Table 3 above), we can observe a 0.3 difference in the mean number of 
words before the main verb of the main clause in sentences.  
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label CGC EGC 

SYNLE 0.490 0.456 

SYNNP 0.869 0.803 

SYNMEDpos 3.067 2.767 

SYNMEDwrd 0.518 0.548 

SYNMEDlem 0.702 0.713 

SYNSTRUTa 0.915 0.915 

SYNSTRUTt 0.893 0.885 

 
Table 3 Syntactic Complexity 
 

As for the density of particular syntactic patterns, word types, and 
phrase types, the data on the frequency of noun phrases, verb phrases, 
adverbial phrases, and prepositions were compared (see Table 3 
below). The relative concentration of the mentioned phrases can be 
expected to affect the difficulty of a text. Interestingly, there were 
more differences in the ratios of syntactic pattern density compared to 
other previous indices. One unanticipated finding was that CG had 
higher preposition and adverbial phrase density ratios and agentless 
passive voice density. On the other hand, the most striking observation 
to emerge from the EG data comparison was negation density and 
infinitive density. The most striking result from the data is that CG had 
a slightly higher noun and verb phrase density, assuming that if a text 
has a higher noun and verb phrase incidence, it is more likely to be 
informationally dense with complex syntax. 
 

label CGC EGC 

DRNP 0.108 0.096 

DRVP 0.102 0.083 

DRAP 354.605 350.904 

DRPP 267.585 253.747 

DRPVAL 39.159 31.525 

DRNEG 80.493 84.238 
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DRGERUND 4.351 4.134 

DRINF 15.954 18.088 

 
Table 4 Syntactic Pattern Density 
 

Turning now to the occurrence of academic words in an academic 
setting, they are not often found in everyday texts. It makes them more 
frequently used in more complex writings. The results of academic 
words in the corpora are presented in Graphs 1 and 2.  
 

              

Graph 1 Academic words and phrases CGC  Graph 2 Academic words and phrases EGC
      

WORD LIST TYPES TOKENS CUMUL% 
TYPES 

CUMUL% 
TOKENS 

CGC EGC CGC EGC CGC EGC CGC EGC 

AWL Total 21 (4.81%) 35 
(7.46%) 

43 (3.25%) 71 
(4.47%) 

- - - - 

AWL 1  5 (1.14%) 3 (0.64%) 9 (0.68%) 6 (0.38%) 1.1% 0.6% 0.7% 0.4% 

AWL 2  3 (0.69%) 7 (1.49%) 4 (0.30%) 9 (0.57%) 1.8% 2.1% 1.0% 0.9% 

AWL 3  2 (0.46%) 5 (1.07%) 3 (0.23%) 6 (0.38%) 2.3% 3.2% 1.2% 1.3% 

AWL 4  3 (0.69%) 3 (0.64%) 7 (0.53%) 7 (0.44%) 3.0% 3.8% 1.7% 1.8% 

AWL 5  3 (0.69%) 3 (0.64%) 4 (0.30%) 3 (0.19%) 3.7% 4.5% 2.0% 2.0% 

AWL 6  3 (0.69%) 6 (1.28%) 5 (0.38%) 9 (0.57%) 4.4% 5.8% 2.4% 2.5% 

AWL 7  2 (0.46%) 6 (1.28%) 11 (0.83%) 29 
(1.83%) 

4.8% 
7.0% 

3.2% 
4.4% 

AWL 8 - 1 (0.21%) - 1 (0.06%)  - 7.2% - 4.4% 
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AWL9 - 1 (0.21%) - 1 (0.06%) - 7.5% - 4.5% 

K1  12 (2.75%) 1 (0.21%) 18 (1.36%) 1 (0.06%) 7.6% 8.9% 4.6% 5.5% 

K2  10 (2.29%) 1 (0.21%) 18 (1.36%) 1 (0.06%) 9.9% 10.4% 6.0% 6.1% 

K3  9 (2.06%) 7 (1.49%) 13 (0.98%) 17 
(1.07%) 

11.9% 
11.5% 

7.0% 
6.6% 

K4  3 (0.69%) 7 (1.49%) 5 (0.38%) 9 (0.57%) 12.6% 12.4% 7.3% 6.9% 

K5  1 (0.23%) 5 (1.07%) 1 (0.08%) 8 (0.50%) 12.8% 12.6% 7.4% 6.9% 

Unlisted  381 
(87.19%) 

4 (0.85%) 1225 
(92.59%) 

4 (0.25%) ~100% 
~100% 

~100% 
~100% 

Table 5 Frequency and occurrence of academic words and phrases in 
CGC and EGC 

 
As detailed frequency and occurrence can be seen in Table 5, the 

significant differences were confirmed in the lists AWL2, AWL3, AWL6, 
and AWL 7. The list 8 and 9 were identified only within the 
experimental corpus. It can be stated that the CLIL group texts 
consisted of more academic words. It might result from exposure to 
academic language during the CLIL classes.  

The research outcomes signal that both groups develop the 
complexity of written language. Overall, these results indicate that CLIL 
exposure, as the data showed, did not significantly affect academic 
language development within the CLIL group. Given that our findings 
are based on a limited number of words in corpora, the results from 
such analyses should consequently be treated with the utmost caution. 
Our results were below expectations. Although the results were not 
optimal, we still believe that Content and Language Integrated Learning 
is an approach a teacher should apply. 

 

Conclusion 
 

As we live in the era of globalisation, the need for learners proficient 
in languages is vital. CLIL approach helps learners to perceive language 
as a whole. It also includes writing development by recognising aspects 
of linguistics such as lexicology, morphology, syntax, and stylistics 
because writing cannot be separated from other competencies. 
Learners automatically deal with words and expressions, grammar, 
patterns, and rules in writing. 



   

 

 

100 

To conclude, these findings add to a growing body of literature on 
CLIL and substantially to our understanding of whether it has such an 
enormous impact on academic language development. However, given 
the small sample size, caution must be applied. The findings might not 
be transferable to other socio-educational environments because they 
differ from country to country. The picture is thus still incomplete. This 
research has thrown up many questions that need further investigation 
in examining language development in connection with Content and 
Language integrated learning. 
 
Acknowledgement: This study has been supported by VEGA grant 
1/0768/21, Facilitation of transfer of development of critical thinking 
in foreign language education. 
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Abstract 

Education has been facing many challenges in the last decade as 
a reflection of societal changes, globalisation, and technological 
development. These changes generate the need to implement and 
incorporate new elements into education to help the young generation 
to function to their highest potential and to equip them with those skills 
their future employers will require. However, teachers to teach for the 
future need to reconsider not only how they approach their students 
but also the subject matter and the ways their students handle it. This 
cannot remain without consequences at the level of pre-service 
teacher training and new skills and areas need to be implemented into 
the core syllabus of teacher preparation. This study presents the results 
of a survey conducted via questionnaire among teacher trainees in 
their final year of pre-service training. It aimed to measure the level of 
their confidence in developing global skills in their lessons as well as 
their opinion on the implementation of content and language 
integration into teaching and teacher training. The results indicate that 
although trainees feel clear about what global skills are, they feel a high 
level of uncertainty about how to create conditions for their 
development. The results indicate that they expect a higher level of 
support during their pre-service training so that they are better 
prepared to face the challenges of fine-tuning their teaching to the 
needs of their future students. 

Key words: Global skills. Critical thinking. Intercultural 
Competence. Teacher Training. 21st century skills in education. 
Sustainable Education.  
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Education constantly faces challenges at every level as a reflection of 
the outside world and permanent changes in society. Teachers as core 
representatives of these changes are the front-line agents in 
incorporating the necessary modification, adaptation or even rejection 
of teaching approaches, methods, and techniques that used to serve 
well in the past but miss the aim of education in the present or the 
future. They need to constantly review and reconsider the real needs of 
their students who will function as active citizens in the future and 
abandon the approach of “what was good for us will sure serve them as 
well”. The rapid transformation of every sphere of society brings due to 
enormous technological development new challenges that the 
generations before never had to cope with and thus have no prior 
experience with them. Thus, education no longer represents mainly 
knowledge but the focus shifts more to gaining a set of skills that help 
citizens cope with all those challenges. 
Curriculum renewal taking place in Slovakia at present takes into 
consideration changes happening in the society and suggests 
modifications necessary for the implementation of new visions and 
missions for educational institutions. One such novelty should be the 
implementation of transversal development of skills that seem to be 
crucial for future active citizens: critical thinking, collaboration, 
creativity, digital skills, well-being etc. These skills are not to be 
addressed separately, which would not make any sense. Instead, these 
skills are to be incorporated into every school subject which necessarily 
leads to a discussion about how teachers can modify their approach, 
interaction modes and techniques they have used so far. Moreover, it 
opens space for consideration of how future teachers are being in 
contact with these trends already during their pre-service teacher 
training and how self-confident they feel in teaching future generations.  

Literature review 
 
The syllabus of foreign language teacher training traditionally embraces 
classical classroom teaching skills together with specific skills focusing 
on language development. Understanding how language develops, how 
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it needs to be organised, scaffolded, and supported has always 
represented an intersection with many other areas, not just classical 
teaching methodology such as e.g. classroom management. Since 
foreign languages have in general mainly been taught by non-native 
teachers, there has always been this need to continuously develop their 
language proficiency besides typical teacher development areas or to 
be fully aware of how and when to use the target language. Another 
aspect of entering foreign language teaching territory is the content – 
usually defined by the textbooks, yet open for inclusion of other fields 
where learners can profoundly deepen their insight into subjects such 
as geography, biology, history etc. Besides all these considerations that 
s foreign language teacher has to make, there´s a new area that is being 
highlighted in recent years and is becoming an imperative in the light of 
pandemic times. Skills for the 21st century have been advocated for by 
all major organisations focusing on education (UNESCO, 2017; OECD, 
2016) as well as professional organisations focusing on teaching foreign 
languages (IATEFL, TESOL, JALT). These skills have been sometimes 
addressed as global skills and have been connected to sustainable 
education (e.g. Klieme, Hartig & Rauch, 2008; Wiek, Withycombe & 
Redman, 2011, Díaz-Pérez, 2013) which once again widens horizons of 
foreign language teaching. 
Foreign language teaching thus needs to incorporate all these aspects, 
including global skills and global issues, because teachers will be 
expected to include them in their syllabi. As educators, they will be 
expected to reflect on the changes happening in the outside world (Paul 
& Elder, 2002). Even though teaching foreign languages offers eminent 
space for including the development of global skills, especially 
communication, creativity, collaboration, or even the development of 
critical thinking (Petek, Bedir 2018), it anticipates an appropriate 
training and pre-service preparation of teachers for the future 
(Bassendowski, Petrucka, 2013; Darling-Hammond, 2006). It cannot be 
taken for granted that teachers can develop these skills particularly 
once they have not experienced that kind of teaching as learners. 
Research in this area (e.g. Novotná, Petrasová, 2021) suggests that 
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there is a lot of space for fine-tuning the pre-service training syllabus in 
this area.  
This study focuses specifically on critical thinking as one of the global 
skills identified as key for active citizens of the 21st century (Mercer et 
al, 2019). Pre-service teacher trainees are expected to develop the skill 
of critical thinking in all areas during their university studies. However, 
the experience shows that it cannot be taken for granted that students 
will do it on their own and many courses still anticipate that students 
have learnt how to think critically in their prior learning experience. 
Language learning seems to offer a genuine space for practising global 
skills such as collaboration, communication, development of critical 
thinking etc., however it requires full awareness and understanding of 
how to make it a legitimate part of foreign language teaching. 
 

Methodology 
The study was set up to find out how trainees can respond to the 
expanded requirements on implementation of the transversal skills 
referred to as skills for the 21st century or global skills as well as open 
the boundaries of their teaching content (foreign language) to other 
areas of education (CLIL). The data has been collected at the level of 
training where the trainees would have concluded both the general 
pedagogic and specific EFL teacher training with 4 weeks of school 
placement experience. All trainees who were at that level became 
research participants (n=54). The method used in the study was a 
questionnaire with questions using a 5-point Likert scale focusing on the 
worries that trainees feel towards specific areas or acts. Individual 
statements are formulated as a worry and respondents are asked to 
indicate whether the statements are very untrue of themselves (1), 
partly true (3) or very true of themselves (5).  
 

Findings and discussion 
The data collected from the trainees can be categorised into several 
categories which were identified based on the prime research focus. 
The first category Global skills and active learning comprises the data 
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focusing on the ability of trainees to support the development of global 
skills, such as creating conditions for supporting the self-worth of 
learners and positive climate, tolerance and respect, ability to notice 
discrimination and intolerance among pupils, ability to encourage the 
integration of outcasts and manage disruptive behaviour as well as the 
ability to support and develop intercultural communication and 
understanding, to promote respect to cultural traditions, identity and 
diversity. As can be seen from graph 1 below in general the trainees do 
not feel sufficiently confident in developing global skills with their 
potential students since they opted to indicate the middle parts of the 
scale expression that the statements are partly true of themselves. In 
many subcategories, their responses comprised of all scale options 
which might mean that the group of trainees is rather heterogeneous, 
and the influence of their other major subject may be reflected in how 
they feel about global skills. For instance, trainees who major in English 
and Civics may demonstrate a higher level of readiness to incorporate 
global skills into their teaching than other trainees. What seems to be 
interesting, however, not surprising, is that trainees indicated a high 
level of readiness in developing intercultural competence (N5=2,43). 
This skill, even though it has recently become a part of the global skills 
cluster, has always been a part of foreign language teaching since 
teaching a language without culture is not possible. Trainees in general 
indicated that they feel confident enough to build their learners' ability 
to understand cultural diversity and show respect towards other 
cultural traditions. The highest level of worrying has been expressed on 
the level of classroom management (N11=3,49) and the ability to 
incorporate even students who might feel rejected or not fully accepted 
(N10=3,48) which seems to be very important for creating a positive 
learning climate. This is a clear indication of a gap they have in their 
training programmes, and it suggests the attention from the subject 
matter or subject content needs to be shifted towards the support of 
cooperative learning. 

 

Graph 1 
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  Legend to graph 1 
  1 enriched learning environment 
  2 conditions for supporting self-worth 
  3 sensitivity to discrimination and intolerance among pupils 
  4 positive climate, tolerance, respect 
  5 intercultural communication 
  6 respect to cultural traditions and identity 
  7 assessment of cultural diversity 
  8 intercultural enrichment 
  9 strategies supporting positive classroom climate 
  10 encourage integration 
  11 manage disruptive behaviour 

 

The second category delved deeper into global skills and focused on the 
conditions for the development of critical thinking and critical 
discussions. Statements used for testing trainees´ level of certainty 
surprisingly scored mainly within values 2 and four with the occurrence 
scattered through all values. This unified tendency to select the middle 
values raises questions about whether trainees were clear on how 
certain they felt in this area. It might also be connected to the lack of 
experience with tasks developing critical thinking and although they 
might seem at first sight easy to carry out e.g. running a discussion 
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(N4=3,18), letting learners express themselves (N3=2,78), or clarity of 
the classroom communication (N1=3,04) the trainees may doubt how 
successful they might be in reality. Only in two cases (N7 and N9) the 
selection range was limited to values 2 and 3 which could indicate a 
higher level of certainty. The statements were focused on activities 
supporting thinking, reflection, and visualisation (N7=2,67) and on the 
ability of trainees to guide their learners toward active listening and 
responding to questions asked with clear arguments (N9=2,61). This 
comes as a surprise since active listening is not one of the most 
commonly practised skills e.g., in discussions. There is very often a 
tendency to say what the learner wants to say and not consider what 
comes after that interaction and at the same time, clear argumentation 
might not be a common sign of classroom discussions. However, the 
results suggest this is where trainees feel stronger than in other areas.  
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2 

Graph 2 

  

 Legend to graph 2 
1 Clarity of language and communication 
2 Guidance toward problem solutions 
3 Encouragement of self-expression  
4 Sufficient space for discussion and communication  
5 Opportunities to consider different points of view and to formulate 
questions 
6 Opportunities to try out new ideas, thoughts and skills 
7 Support of thinking, reflection, and visualisation 
8 Exchanging of ideas and guidance towards evidence-based 
discussion 
9 Guidance towards active listening and argument-based responses 

 

The third category Conditions for content and language integration was 
oriented on the ability of trainees to interact with global issues via 
connection to the content of other educational areas. From graph 2 
below it can be concluded that trainees consider the least worrying the 
selection of appropriate topic (N2=2,24). This can be given by the fact 
that EFL textbooks often offer a wide variety of topics already focusing 
on CLIL typical areas which can be connected also to global issues. 

 

8 9 7 
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Again, it can be seen that trainees opted for the middle values which 
can indicate a lower level of confidence while choosing the middle. 
What seems to be particularly interesting is that the area of using 
cooperative learning and creativity does not demonstrate higher scores 
since cooperation has been deeply embedded in foreign language 
teaching for many decades. Thus, it is rather disappointing to see that 
their confidence in encouraging cooperation and creativity in CLIL 
remained in the middle values (N4=2,90). As most problematic seems 
to be for the trainees to identify appropriate language focus in dealing 
with a content area (N1=2,96) which can be caused by their 
stereotypical learning experience in which the language was considered 
as an end product rather than a tool. 

 

Graph 3 

 

 
Legend to graph 3 

1 Identification of content area and connections to language 
components 

2 Selection of appropriate topics  
3 Application of active learning in CLIL 
4 The support of collaboration and creativity in CLIL 

5 
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5 Creating a stimulating environment for meaningful use of 
the language  

 

A separate category of data focused on the ability of trainees to apply 
innovative ways in using teaching materials in CLIL. As can be seen from 
graph 3 the least worries seem to be connected to the willingness to 
listen and work with information coming from learners and 
acknowledge them as a legitimate source of learning (N5=1,88). This 
seems to be a crucial condition for creating a climate of trust and 
acknowledging partnership with learners. It is interesting to notice that 
the scores occurred only within values 1 and 3 and the majority of 
respondents scored within values 1 a 2 which points to their positive 
attitude towards this statement. The scores for this statement 
corresponded closely with another statement focusing on willingness to 
allow students´ material brought into the lessons (N3=2,24). This might 
indicate that trainees realize that students´ choices can raise their 
motivation for learning and that students will very probably bring the 
material they like, thus increasing their level of engagement. Authentic 
materials are very important to keep the learning up-to-date, however, 
teachers have a tendency to avoid them for various reasons e.g., they 
would have to design activities, they would not be sure about the 
answer key, they might consider authentic material too difficult for their 
learners, etc. That is why the attitude of trainees who do not express 
many worries (N2=2,76) seems to be rather surprising considering their 
inexperience with teaching and designing tasks. On the other hand, 
trainees, as being digital natives, are much more used to using authentic 
material such as Youtube, podcasts, etc. on daily basis and would find it 
motivating if such material is a part of learning. However, the range of 
scores in this statement varied from 1 to 5 i.e., a higher level of 
scattered scores can indicate a higher level of worries felt in this area. 
For the statements focusing on critical thinking (N1=3,21) and the ability 
to cope with unknown (N4=3,22) especially when it comes to 
vocabulary, we can see the same level of uncertainty which might 
indicate a lower level of confidence when it comes to facing various 
topics from outside of their expertise. 
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Graph 4 

 

Legend to graph 4 
1 Appropriate selection of the material to support critical 

thinking skills 
2 Use of authentic materials  
3 Allow students´ choice of materials  
4 Be able to cope with unknown 
5 Be willing to learn from students 
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Conclusion 
This study aimed to find out how confident foreign language teacher 
trainees feel when implementing skills for the 21st century. It 
specifically considered and focused on the development of critical 
thinking in a foreign language lesson by applying content and language 
integrated approach. It measured via questionnaires how confident 
trainees feel and the level of anxiety they feel in developing individual 
areas.  
Searching for the level of confidence of near graduates is crucial to find 
out how successfully the programme managed to prepare future 
teachers for the roles they are going to execute in the educational 
context. If trainees do not feel confident enough or if they opt for mid-
scale options, it may indicate that they do not feel prepared well enough 
and, in the future, they may rely on the old beliefs they have created as 
learners in the past while observing their teachers teaching.  
The decision-making process in the classroom is frequently influenced 
by the level of certainty the teachers feel towards the application of 
specific techniques, methods or approaches. The higher level of 
certainty they feel indicates the higher possibility that they will apply 
them in their classroom. Uncertainty in how to develop skills of the 21st 
century of learners, how to develop their critical thinking, how to widen 
the horizons of foreign language teaching by integrating other 
education areas as main topics, can result in restricting the instruction 
to the textbook context and viewing a foreign language as an end 
product rather than an active tool for self-development. 
The results of this study suggest that educators and teacher trainers 
need to reflect on their practices and reconsider how their teaching 
programmes help trainees become equipped with all skills they need for 
their future profession, as has also been suggested by similar research 
studies e.g., Novotná and Petrasová (2021). The need to envisage and 
incorporate new roles future teachers need to execute will necessarily 
lead to reconsideration of what they are being prepared for today. 
Equipping trainees with skills of critical thinking and other 21st century 
skills will result in sustainable dissemination and development of 
learners in the schools as well as in the future. 
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Abstract 

One of the main ideas presented in CEFR (2001) is the plurilingual 
approach which should be implemented in language education. In our 
study, we carried out a critical analysis of seven current studies related 
to plurilingual approach in higher education. The analysis showed that 
plurilingual education is still not widely spread. However, it can have 
positive impact on both language skills and cultural sensitivity of 
students. 

Key words: Plurilingualism. Pluriculturalism. Pluralistic 
approaches. Higher Education.  

 

1 Introduction 

In today’s world, globalisation plays a very important role. The 
membership in the European Union has enabled people not only to 
travel across the whole Europe and get to known other countries and 
cultures with ease, but it has also opened new opportunities when it 
comes to the world of work. Many international companies have their 
seats in different European countries. What is more, a high number of 
companies from the USA, which is a global economic leader, have their 
subsidiaries in Europe. The employees of these companies in different 
countries are expected to be able to communicate with each other. 
This relates not only to their management teams. Ordinary workers are 
expected to share their knowledge and professional experience. For 
this reason, the ability to speak foreign languages and understand 
cultural differences seems to be crucial. 

Many university students decide to spend at least one term at a 
foreign university. This is possible mainly thanks to Erasmus 
programme, the EU’s programme for education, training, youth and 
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sport. Students need to follow lectures in a foreign language, mostly in 
English, but they also need to communicate with other students from 
all across the globe. University campuses are places where a great 
variety of languages is spoken and where a great variety of cultures 
coexist.  

Another factor which points on the importance of language 
knowledge and intercultural awareness is migration and multicultural 
society. In many European countries, with Germany being a typical 
example, there is an increasing number of migrants from both 
European and non-European countries. Many people from the third 
world countries migrate to Europe or northern America either because 
of prosecution and wars or simply because of economic reasons. 
Whatever the reason, to support a peaceful coexistence of different 
cultures, cultural sensitivity and mutual respect are necessary. 

The above-described examples clearly show that language 
knowledge has become more important than ever before. Taking the 
current situation in the world into consideration, the current approach 
to language teaching promoted by the Council of Europe is plurilingual 
approach. As compared to multilingualism, plurilingualism stresses the 
fact that different languages which a person knows are not stored in 
“strictly separated mental compartments”, but they all contribute to 
the overall language competence in which all languages interrelate and 
interact (CEFR, 2001). This includes the mother tongue of a person as 
well as all foreign languages which a person has a command of, 
regardless the level of the language. Plurilingual approach leads to a 
certain flexibility which enables the speaker to switch between various 
languages. As the CEFR (2001, p. 5) emphasises, the aim of language 
education “is no longer seen as simply to achieve ‘mastery’ of one or 
two, or even three languages, each taken in isolation, with the ‘ideal 
native speaker’ as the ultimate model. Instead, the aim is to develop a 
linguistic repertoire, in which all linguistic abilities have a place.” 

1.1 Basic Principles of the Plurilingual Approach 

The concept of plurilingual and pluricultural competence was 
firstly introduced in CEFR (2001, p. 134), emphasising that “experience 
of plurilingualism and pluriculturalism:  

• exploits pre-existing sociolinguistic and pragmatic 
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competences which in turn develops them further;  

• leads to a better perception of what is general and what is 
specific concerning the linguistic organisation of different 
languages (form of metalinguistic, interlinguistic or so to 
speak ‘hyperlinguistic’ awareness);  

• by its nature refines knowledge of how to learn and the 
capacity to enter into relations with others and new 
situations.“ 

 

The supplementary document CEFR Companion Volume (2020) 
adds descriptors in 3 scales: building on pluricultural repertoire, 
plurilingual comprehension, and building on plurilingual repertoire. 
These descriptors are designed to help curriculum developers and 
teachers to set realistic and relevant goals in relationship to the 
language level (A1 – C2) of the students. 

The introduction of pluralistic approaches and the development of 
plurilingual and pluricultural competence can be viewed as “a major 
paradigmatic change” (Candelier et al., 2012) which is still in progress. 
This change includes abandoning of a “compartmentalised” view of 
linguistic and cultural competences. As far as linguistic competences 
are concerned, mostly in languages within the same branch of a 
language family, both lexical (e.g. English father vs. German der Vater) 
and grammatical (e.g. perfect tenses both in English and German) 
similarities can be observed. What is more, even in languages from 
different branches, similar words can be found (e.g. Slovak klavír vs. 
German das Klavier). When learning second foreign language, learners 
can build on their knowledge in their mother tongue and their first 
foreign language to bridge the gap between these two languages. On 
the other hand, there are some similar words with different meaning 
(the so-called false friends) which can cause confusion and which 
learners need to be aware of (e.g. Slovak promócia vs. English 
promotion).  

In plurilingual education, also pluricultural competence has to be 
developed. As CEFR (2001) emphasises, plurilingual competence is just 
one of the components of pluricultural competence and it interacts 
with its other components. For this reason, plurilingualism has to be 
viewed in the context of pluriculturalism. Pluricultural repertoire 
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includes knowledge and accepting the fact that different cultures have 
different practices and norms (e.g. greeting, turn-taking in a 
conversation, way of measuring distance, use of gestures, etc.).  

Apart from production, reception, and interaction, the skill of 
mediation plays a very important role in plurilingual education. When 
mediating, “the user/learner acts as a social agent who creates bridges 
and helps to construct or convey meaning, sometimes within the same 
language, sometimes across modalities and sometimes from one 
language to another.“ (CEFR CV, 2020) 

In order to find out if these theoretical principles are implemented 
into education and what their impact on language learners is, we 
decided to focus on the use of plurilingual approach to language 
teaching in higher education, critically analysing the already published 
studies. 

 

2 Methods 

As the impact of plurilingual approach both on language skills and 
cultural sensitivity is generally presented in a positive way, we centred 
our research around two basic research questions: 

a)  What is the impact of plurilingual approach in higher education 
on language knowledge? 

b)  What is the impact of plurilingual approach in higher education 
on cultural sensitivity? 

In our critical analysis, we decided to focus on the most current 
studies published between 2018 and 2021. We searched for these 
studies using the scholarly databases such as ResearchGate or 
Academia.edu. We extracted only such articles whose abstract or key 
words included the word plurilingual, focusing exclusively on articles 
written in English language. Consequently, we selected only such 
studies which were related to higher education. 

We did not limit our choice only to the countries within the 
European cultural region. We decided to include studies also from 
other regions which are characteristic by their cultural and linguistic 
diversity (Canada, Israel). The experience from these countries can help 
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Europeans in developing their own plurilingual curricula. 

All of the studies were coded into 6 categories – country, method, 
sample, type of school, subject/ study programme, aim. These codes 
were organised in a chart (table 1) using Microsoft Excel. 

 

3 Results 

All of the studies which we decided to analyse deal with plurilingual 
approach to language teaching in higher education. For this reason, all 
of the studies are related to universities. The sample in the majority of 
studies are university students (Galante, 2020, Polyakova – Galstyan, 
2021, Straková, 2021, Khalyapna – Shostak, 2018, Broido – Rudin, 
2020). The number of students who participated in the studies varies 
from 10 (Broido – Rubin, 2020) to 118 (Straková, 2021). Aside from 
students, Broido – Rubin (2020) included also 2 teachers into the 
sample. The research carried out by Duarte – van der Ploeg included 54 
university lecturers in English medium instruction programmes. Freitas 
(2018) analysed solely audio and video recordings from university 
lessons.  

As far as methods are concerned, the majority of the analysed 
studies relied on qualitative methodology rather than on quantitative 
one. Questionnaire/ survey were used in 5 of the 7 analysed studies 
(Duarte – van der Ploeg, 2019, Polyakova – Galstyan, 2021, Straková, 
2021, Khalyapna – Shostak, 2018). In 3 studies, the questionnaire was 
used alongside with other methods: semi-structured interviews 
(Duarte – van der Ploeg, 2019), literature analysis and observation 
(Khalyapna – Shostak, 2018), analysis of student’s diaries and 
classroom observation (Galante, 2020). In one study (Broido – Rubin, 
2020), the methods of in-depth interviews and content analysis were 
used. One study (Freitas, 2018) was based on observation of audio- and 
video-recorded interviews and classroom observations. 

Galante (2020), who investigated the effects of plurilingual 
instruction on creativity in an English for Academic Purposes (EAP) 
programme, carried out her research on the sample of 28 adult EAP 
students aged 18 - 21. This sample included participants from different 
countries, such as China, Turkey, Ecuador, Japan or Taiwan. These 
students were exposed to plurilingual instructions based on the 
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theoretical framework provided by CEFR (2001), CEFR CV (2018) and 
other sources of literature promoting the plurilingual approach. To 
collect the data, the following methods were used: a demographic 
questionnaire, analysis of Language Portraits and student diaries, and 
classroom observations. 

As the results of this study show, all of the participants were 
plurilinguals, they had experience with more than two languages. 
However, they had not realized this fact before they were exposed to 
plurilingual education. Plurilingual approach to education also lead to 
the practise of translanguaging, which is helpful for meaning-making. 
What is more, students started to write in their notebooks using mix of 
languages. The study also focused on building on pluricultural 
competence. All of the students who took part in the study agreed that 
plurilingual tasks helped them to learn about other cultures and to 
realize how important mutual respect and understanding is.  

The challenges which plurilingual novice academic writers have to 
face were analysed at Tel Aviv University, Israel (Broido – Rubin, 2020). 
The study included 12 students attending graduate writing courses 
with whom in-depth semi-structures interviews were conducted. The 
students came from different countries (Israel, China, Ethiopia, Spain, 
Venezuela). The interviews were recorded, transcribed and then 
analysed using a qualitative content analysis method. The study 
stresses the fact that the majority of contributions in the academic 
publish world are expected to be written in English.  

The results show three major areas: barriers to writing in English 
for plurilingual writers, gains from writing in English for plurilingual 
writers, contribution to the academic community from plurilingual 
writers. Since the proficiency level in English is usually lower than in the 
mother tongue of the students, some of them admitted to writing their 
contributions in their mother tongue and then translating them (or 
having them translated) into English. This practice is, however, 
oftentimes counterproductive. What is more, their limited knowledge 
of English makes the students feel less self-confident, which can affect 
the whole writing process. On the other hand, some students described 
academic writing in English as a very beneficial activity which enhances 
their language skills and gives them greater confidence in English. 
Furthermore, thinking in English helped some of the participants 
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understand the concepts they were investigating better. The authors 
of the study emphasise also the positive impact of plurilingual writers 
on the scientific community both on the linguistic and factual levels. 
A very interesting strategy is using words in different languages which 
do not have exact translation in English. Instead of their translation, 
a short explanation is provided. 

Khalyapina – Shostak (2018) investigated the principles of 
professional plurilingual training with the aim to find out what the 
principles of multilingual and polylingual training are and how to 
implement them into language teaching. 98 students and alumni were 
questioned by means of a questionnaire about the way how foreign 
language should be taught. Observation of English language lessons 
(for students of non-linguistic study programmes) were carried out. 

The results of this study show the positive impact of plurilingual 
education. The perception of plurilingual education in this study is, 
however, different from how it is described in the majority of relevant 
sources of literature. The authors stress the fact that “two languages 
should not be practiced within one lesson under any circumstances, 
especially when a student does not demonstrate stable language skills 
in either of the languages.” 

Polyakova – Galstyan (2021) conducted a study with the aim to 
improve students’ plurilingual and pluricultural competence using 
telecollaboration. The sample included 20 university students from 
Spain and Finland. These students were divided into groups including 
both Finnish and Spanish students. Consequently, they were involved 
in 4 meetings via the online platform Zoom, which has been widely 
used in online education since the beginning of the coronavirus 
pandemics. These meetings included the so-called icebreaker activities 
in which the students familiarized themselves with each other, 
collaborative tasks in which they discussed various topics, and 
reflection activities including a questionnaire focusing on various 
aspects of the session. 

The research included a pre-project questionnaire related to the 
intercultural acknowledgement of the plurilingual and pluricultural 
competence collaborative online international learning experience. At 
the end of the research, the participating students were asked to 
complete a final questionnaire. This questionnaire showed that the 
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plurilingual approach to education resulted in better understanding of 
partners’ culture and traditions, as well as it helped to achieve better 
fluency in English language of the students. What is more, nearly all 
participants agreed that this unique type of education was highly 
motivational. They rated it as a highly positive experience.  

Another research was carried out in Slovakia, at the University of 
Prešov (Straková, 2020). In comparison to the previously mentioned 
studies which work with student of non-linguistic study programmes, 
this one focuses on students studying English language teaching. Its aim 
is to identify the attitudes of future English teachers towards 
plurilingualism and plurilingual approach to language learning. The 
sample included 118 randomly selected students, which is the largest 
sample size from all the analysed studies. The method which was used 
was a questionnaire based on the Special Eurobarometer 386 
questionnaire conducted by EU in 2012 which enabled the researcher 
to compare the results and observe the development in language 
awareness and language proficiency over the period of time.  

The results show that 100% of participants are able to speak at 
least one other language than their mother tongue. This is obviously 
influenced by the fact that the respondents were university students of 
English language. However, a very interesting fact is that 95% of the 
respondents are able to communicate in 2 languages other than their 
mother tongue. Nearly 80% of participants are able to communicate 
even in 3 foreign languages. The study presents also several other 
characteristics. For our purposes, the most important ones are those 
related to the opinions on plurilingualism and its applicability in Slovak 
context. Majority of the respondents believe that mastery of one 
language can help when learning another language and that learning 
strategies can be used irrespective of the language being studied. 
Almost three quarters of the respondents think that plurilingual 
approach should be part of their pre-service training. This study clearly 
shows the positive attitude of future Slovak English teachers towards 
plurilingualism. 

Freitas (2018) investigated the way how future English as a second 
language teachers are trained at university. In her qualitative research, 
she analysed audio- and video-recorded interviews and classroom 
observations, lesson plans, lesson plans evaluations, post-lesson 
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reflections and diaries. In this study, strictly monolingual approach as 
opposed to plurilingual approach was observed. 

Another study carried out in the Netherlands focused on lecturers 
in English medium instruction (EMI) study programmes (Duarte - van 
der Ploeg, 2019). Its aim was to find out (a) what type of plurilingual 
resources Dutch-speaking and plurilingual lecturers use, (b) to what 
extent there are differences between Dutch-speaking and plurilingual 
lecturers when it comes to the use of plurilingualism in EMI, (c) how 
Dutch-speaking and plurilingual lecturers make use of the students’ 
plurilingualism in class within EMI programmes. 54 lecturers took part 
in the study. Both quantitative and qualitative data were analysed.  

The study shows that implementing plurilingual principles has 
several benefits, for example broadening of academic opportunities by 
being able to work with sources of literature written in various 
languages, or social benefits such as being more approachable. What is 
more, plurilingual practices can be used when overcoming language 
barriers. On the other hand, some arguments against the use of 
plurilingual approach were identified, like exclusion of some students 
who do not speak a certain language. 

To sum it up, most of the studies rate plurilingual approach very 
positively. They describe its positive impact both on language skills and 
cultural sensitivity. However, in none of the studies the results could 
be generalized. The sample size in all of them was too small for making 
generalizations. These limitations are mentioned also by the authors 
themselves (Galante, 2020; Straková 2021). However, it seems to be 
difficult to include larger number of randomly selected students into 
research. Another limiting factor is that all of these studies lack a long-
term perspective.  

The prevailing approach to investigating plurilingual education is 
qualitative one, based mostly on surveys, observations or interviews. 
We suggest that an experiment with experimental and control group 
be carried out. This could clearly show the differences between 
monolingual and plurilingual approach to education.  

 

  



   

 

 

126 

4 Discussion and Conclusion 

In spite of the fact that the Council of Europe promotes plurilingual 
approach to language teaching, its implementing into education has 
been progressing quite slowly. The aim of our critical analysis was to 
find out if there is sufficient experience with plurilingual approach in 
higher education and if it has positive effect of students’ language skills 
and cultural sensitivity. The number of relevant studies on this topic 
available online is quite limited which mirrors the fact that this topic 
has still not been examined thoroughly. In response to our research 
questions, we can conclude that the impact of plurilingual approach on 
both language knowledge and cultural sensitivity is clearly described as 
positive, the use of plurilingual activities in foreign language education 
is beneficial to learners.  

Although the studies depict plurilingualism in a positive way, it is 
obvious that plurilingual way of teaching is not a common one and that 
it is mostly used in an experimental form for the purposes of research. 
To support introducing plurilingual approach to teaching into practice, 
sources of literature related to this approach and education for pre-
service and in-service teachers would seem to be useful. Teachers, who 
were pushed into using exclusively the language they taught in their 
classes and into avoiding the mother tongue of their students, should 
be explained how implementing other languages into education can 
help their students in learning a new language. They should also be 
taught the methodology to use plurilingual approach correctly. 

From the insights of our critical analysis, we recommend further 
research on plurilingual approach and its impact on language skills and 
cultural sensitivity. The research should be longitudinal and should 
include larger sample size. This type of research could be generalized 
and interpreted in a more precise way which could lay theoretical 
foundations for implementing plurilingual approach into education. 

Based on the results, our recommendation for foreign language 
teachers is to implement at least some of the plurilingual practices into 
their teaching. This can help students learn the target language in an 
easier way, make them aware of their plurilingual repertoire and 
broaden their horizons in terms of intercultural awareness. 
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