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Uvod

Recenzovany zbornik Cudzie jazyky a kultiry v $kole 10 vychadza uz po desiatykrat
ako vystup zkonferencie, ktora Katedra lingvodidaktiky a interkultiirnych Studii
Pedagogickej fakulty Univerzity Konstantina Filozofa v Nitre zorganizovala v dioch
5. a 6. aprila 2013. Na organizacii konferencie sa spolupodiel’ala aj Pedagogicka fakulta MU
v Brne a obcianske zdruZzenie SlovakEdu Nitra.

Predkladana publikacia obsahuje mnozstvo zaujimavych a podnetnych vedeckych
prispevkov ucastnikov konferencie, predovsetkym =z oblasti lingvodidaktiky a didaktiky
cudzich jazykov (spomenme prispevky Marwana Al-Absiho a Evy Al-Absiovej, Heleny
Bélintovej, Evy FarkaSovej Ci Petry Jesenskej); cudzojazyného vzdelavania pre Specifické
ucely a vyucovania cudzieho jazyka pre ziakov so Specidlnymi edukacnymi potrebami
(prispevky LPudmily Hurajovej, Renée Grenarovej, Evy Homolovej, Jany Pecnikovej a.i.)
a prispevky venované problematike za¢inajuceho ucitel’a (Zdenka Gadusovéa, Jana Hart'anska,
Eva Mala, Daniela Miiglova, Beata Hockickova). V neposlednom rade treba spomenut
aj ¢lanky tykajuce sa literarnych a kultarnych aspektov didaktiky cudzieho jazyka. Osobitna
kapitola zbornika je venovana vystupom z workshopov, ktorym bol venovany druhy deii
konferencie. Do desiateho ro¢nika zbornika sme zaradili aj nova sekciu, 12 Questions for...
(12 otdzok pre...)\V ktorej budi vyznamné osobnosti z oblasti pedagogiky a odborovej
didaktiky odpovedat’ na nase otazky tykajice sa problematiky vyucovania cudzich jazykov.
V prvom ro¢niku sme sa rozpravali s prof. PhDr. Evou Tandlichovou, CSc.

Touto cestou by som sa v mene celého organizacného vyboru chcela podakovat
autorom za inSpirativne prispevky, ako aj vSetkym ucastnikom za zdujem a Cas, ktory
venovali desiatemu ro¢niku konferencie. Dufam, ze v predkladanom zborniku najde tvorivé
podnety na rozmyslanie nielen vedeckd obec, ale aj ucitelia z praxe a Studenti didaktiky
cudzieho jazyka.

TeSime sa na d’alSie stretnutia poc¢as buducich ro¢nikov konferencie.

V mene organiza¢ného vyboru,
Editorka
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Prispevok analyzuje proces vyucovania arabského jazyka ako priestor, kde dochadza ku
kontaktu dvoch odlisnych kultirnych prostredi. Predstavuje koncepciu vyucovania arabciny
prostrednictvom osvojovania si vedomosti o arabskych kultirnych $pecifikach.

KrPiacové slova: cudzojazyéné vzdelavanie, arabsky jazyk, arabska kultura, kultrne
nedorozumenia

The paper deals with the process of teaching Arabic in the context of the intercultural
dialogue. It also introduces the conception of a specialized educational material used during
Arabic courses with the emphasis on the issues of Arab history and culture, as well as
geography and tourism.

Key words: learning Arabic, Arabic language, Arab culture, cultural misunderstandings

*

Autorka sa Vtexte zaobera vyucbou cudzich jazykov inovativnou kulturologickou
koncepciou, ktora akcentuje cudzi jazyk ako prostriedok. Kulturne paradigmy sa stavaju
vychodiskom takto ponimanej technologie vyucby a sposob prezentacie lingvistickych
pravidiel ma aplika¢ny charakter. Vyber foriem, metod a koncepcie cudzojazyénej edukacie
ma reflektovat’ potreby a poZiadavky Studenta uciaceho sa a vychadzat’ z potrieb profesijného
profilu.

KPucové slova: kulturologicka koncepcia, metédy vyucby cudzieho jazyka, kulturna
paradigma, enkulturacia

The author focuses on foreign language teaching through the medium of innovative
culturological concept which emphasizes foreign language as a tool. Cultural paradigms
represent starting point for such an understood technique of teaching and the way of
presenting linguistic rules has got applied character. The selection of forms, methods and
concept of foreign language education should reflect student’s needs and demands and it
should also draw on the needs concerning professional profile.

Key words: culturological concept, foreign language teaching methods, cultural paradigm,
enculturation

Proces zamerného ucenia cudzieho jazyka deti na konci predskolského a v zaciatkoch
Skolského veku v Struktrovanych podmienkach vyzaduje od vyucujuceho ovladat’ nielen
jazyk samotny a mat’ pedagogicku pripravu, ale nutné je kvalitne sa pripravit’ na pracu
S malymi detmi, rozumiet' ich vekovym osobitostiam a moznostiam, tvorivo pristupovat
k vyberu a vyuzivaniu materidlov. Zahranicné inaSe vydavatel'stva ponukaju viac alebo
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menej ucelené podnety akonkrétne materialy, ktoré vsak treba selektovat’ a pritom
zohladnovat’ konkrétnu skupinu deti/ ziakov, aktualnu situdciu a d’alSie faktory. Prispevok
analyzuje jednotlivé didaktické postupy v suvislosti s psychologickymi poznatkami, ktoré
pomahaju riesit’ tazkosti v nadvdznosti na vyvinové Specifika deti vo veku 5-8 rokov.
Kracdové slova: vyucCovanie cudzich jazykov, kognitivne schopnosti najmladSich Ziakov,
Specifika v eduka¢nych postupoch a metodach

Teachers involved in a process of intentional foreign language learning of children at the end
of pre-school age and at the beginning of school age in structured conditions, have to master
the language, to have pedagogical background together with a quality preparation to work
with small children, to understand their age specialties and possibilities, to have a creative
approach toward the selection and utilizing learning materials. Foreign publishers as well as
Slovak ones offer more or less integrated stimuli/ suggestions and materials though these need
to be classified and re-assessed while accepting a concrete group of children/ pupils, a current
situation, atmosphere and other factors. The paper analyses particular didactic practices in
relation to the psychological cognitions which help to solve difficulties connected with
developmental specifics of children aged 5-8 years.

Key words: teaching foreign languages, cognitive abilities of young learners, specifics in
educational procedures and methodologies

Prispevok je zamerany na status arolu uvadzajuceho ucitela a z tejto tlohy vyplyvajuce
kompetencie, ktoré by mu mali byt’ vlastné. Prezentované poznatky su zaloZené na vyskume,
ktory realizuje tim pracovnikov FF UKF v ramci projektu VEGA 1/0677/12 KIacové
kompetencie uvadzajiuceho ucitel'a nevyhnutné pre Gispesné vedenie zacinajuceho ucitela.
Kracové slova: uvadzajuci ucitel’, zacinajuci ucitel, ulohy a kompetencie uvadzajiuceho
ucitel’a

The paper deals with the status and role of mentors and their professional competences which
should match this position. The presented knowledge is based on the research which has been
carried on by the team of researchers from the Faculty of Arts, Constantine the Philosopher
University in Nitra within their research project VEGA 1/0677/12 Key Competences of
Mentors Necessary for Successful Mentoring of Novice Teachers.

Key words: mentor, newly qualified teacher/novice teacher, mentor’s tasks and competences

*

-------------------------------------------------------------------------------------------------------------------------------------------------------
..........................................................................................................................................................
------------------------------------------------------------------------------------------------------------------------------------------------------

This paper is focused upon a debate which is very current in Macedonian education — should
mother language and literature be separate curriculums in high schools. In the current
curriculum called Macedonian Language and Literature, world literature (foreign literatures)
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takes the biggest part. So the current debate in Macedonia is about dividing roles and
responsibilities between the linguists and professors of literature. There are three departments
in the Faculty of Philology in Skopje: Department of Macedonian Language, Department of
Macedonian Literature and Department of General and Comparative Literature, and
combinations of two studies are also possible. This fact makes troubles and unresolved
problems in the employment of graduated students. This text focuses upon analyzing the
advantages and disadvantages of having separate curriculums.

Key words: education, language, literature

V prispevku sa zaoberame problematikou vzdeldvania v Macedonsku - konkrétne tym, ¢i by
mal mat’ materinsky jazyk a literatira oddelené kurikuld na strednych Skolach. V aktudlnom
kurikulu, ktoré ma nazov Macedonsky jazyk a literatara, je obsiahnuta predovsetkym svetova
literatira. Z toho Cerpa pretrvavajica polemika tykajuca sa oddelenia pozicii a zodpovednosti
medzi lingvistami a profesormi literattry. Na Filologickej fakulte v Skopje su tri katedry:
Katedra macedonskeho jazyka, Katedra macedonskej literatury a Katedra vSeobecnej
a komparativnej literatiry, kde je moznd kombinacia Studijnych programov. Tieto vysSie
uvedené fakty spdsobuju stale nevyrieSené problémy tykajice sa nezamestnanosti absolventov
danych odborov. Clanok sa zameriava na analyzu vyhod a nevyhod zavedenia oddelenych
kurikul do praxe.

Kruadové slova: vzdelanie, jazyk, literatira

.......................................................................................................................................................
-------------------------------------------------------------------------------------------------------------------------------------------------------

Studie se zabyva vyzkumnym Setfenim, jez bylo uskutecnéno v rdmci vyzkumného zaméru
Specialni potieby zakti v kontextu Rémcového vzdélavaciho programu pro zakladni
vzdélavani MSM 0021622443, Vyzkumna sonda realizovand v akademickém roce 2008/2009,
2009/2010, 2010/2011, 2011/2012 a 2012/13 analyzovala specifika pozitivniho a negativniho
jazykového transferu ve vyuce rustin€ jako druhého ciziho jazyka u Zakl se specifickymi
poruchami uceni. Zkoumadme problematiku vlivu matefStiny na osvojovani a uzivani ciziho
jazyka a klademe si otazku, jakou mérou ovliviiuje osvojovani ruského jazyka jako ciziho
jazyka. Utastniky vyzkumu byli Z4ci se specifickymi poruchami uéeni na 2. stupni zakladnich
$kol v Jihomoravském kraji Ceské republiky.

KPucové slova: vyzkumné Setfeni, vyuka ruského jazyka, jazykovy transfer, rusky jazyk,
cesky jazyk, Zak se specifickymi poruchami uceni

The study focuses on experimental research that took place within the research project Special
Needs of Pupils in the Context of the Framework Education Programme for Basic Education
MSM 0021622443. The research carried out in academic year 2008/2009, 2009/2010,
2010/2011, 2011/2012 and 2012/13 analysed particularities of positive and negative transfer
between the Czech and Russian language in Russian language teaching as second foreign
language to learners with specific learning difficulties at lower-secondary schools in Czech
Republic. We focus on the influence of mother language on learning and using of a foreign
language, we ask the question in what degree it influences the teaching of Russian language
as a foreign language. The participants of the research were pupils with specific learning
difficulties at lower-secondary schools in the region of South Moravia of Czech Republic.
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Key words: experimental research, Russian language teaching, language transfer, Russian
language, Czech language, pupil with specific learning difficulties

*

Ciel'om c¢lanku je predstavit’ moznosti a spdsoby, ako pracovat’ na hodine anglického jazyka
so ziakom s vysokofunkénym autizmom. Strucne charakterizujeme diagnézu autizmu
s dérazom na silné stranky Ziaka-autistu, pretoze prave tieto je mozné vyuzit' pri pripravnej
a realizacnej faze hodiny anglického jazyka. Bez poznania silnych stranok a limitov, ktorymi
diagnoza obmedzuje ich fungovanie v spoloc¢nosti, nie je mozné Uspesne integrovat’ autistov
do beznej triedy a vzdelavat’ spolu so zdravou populaciou. V ¢lanku zdoéraznujeme vyznam
informacnych technoldgii ako prostriedku, pomocou ktorého je mozné rozvijat’ jazykovl
kompetenciu ziaka.

Klacdové slova: pervazivna vyvinovd porucha, autizmus, metddy a pristupy vyucby
anglictiny, individudlne potreby, informacna a komunika¢na technika

The aim of the article is to point out some specific aspects of teaching English to a learner
with high-functioning autism. We provide basic characteristic of the diagnosis stressing
strong features of an autistic learner. Knowing what we can base our teaching on, creates
a useful “spring board* for choosing suitable methods, approaches and learning tasks. By
respecting their individual traits, abilities and pace of work the teacher can develop some
English language competences.

Key words: pervasive developmental disorder, autism, teaching and learning English,
individual needs, information technology

Hlavnou témou tohto ¢lanku je skory zaciatok cudzojazyného vyucovania na predprimarnom
stupni vzdeldvania. Jeho charakteristika, metody a pristupy su vybornym prikladom
efektivneho zavedenia metdédy CLIL do pedagogickej praxe, hoci v podmienkach naSich
slovenskych $kol sa tato metdda spomina predovsetkym v kontexte zakladnych $kol. Napriek
viacerym pokusom o vyuzitie tejto metddy v procese cudzojazyéného vzdeldvania, nebol plny
potencial tejto metddy vo véacsine pripadov doteraz vyuzity.

Krucové slova: cudzi jazyk, skory zaciatok cudzojazycného vzdelavania, CLIL, vyucovacia
metdda a forma

In der vorgelegten Arbeit beschéftigen wir uns mit den Parallelen zwischen der Anwendung
der CLIL-Methode im Primarbereich und der Umsetzung des sogenannten Angebotsmodells
in die fremdsprachliche pddagogische Praxis im Elementarbereich. Die Methoden- und
Formenvielfalt des frithen Fremdsprachenlernens sind ein hervorragendes Beispiel davon, wie
man die CLIL-Methode im Unterricht effektiv einsetzen kann, denn bis zu dieser Zeit wurde

10
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das volle Potenzial der CLIL-Methode auf dem Gebiet des Fremdsprachenlernens nicht
vollstindig ausgenutzt.

Schliisselworter: Fremdsprache, frilhes Fremdsprachenlernen, CLIL, Unterrichtsmethode,
Unterrichtsform

................................................................................................................................................

Prispévek se zabyva trovni cizojazycnych feCovych dovednosti u zakt ¢tvrtych a patych tid,
u téch, ktefi zacali s ranou cizojazy¢nou vyukou od 1. tfidy a zakt, ktefi si zacali osvojovat
anglicky jazyk az od 3. tfidy zakladni Skoly. Hodnoceni trovné cizojazycné vyuky je
zalozeno na standardizovanych jazykovych testech anglického jazyka Cambridge Young
Learners na urovni deskriptoru A1 Spolecného evropského referencniho ramce. Tento test byl
zaméfen na vSechny Ctyfi cizojazycné feCové dovednosti: na praci s cizojazyCnym textem (na
gramatickou a lexikalni stranku), na psani, mluveni a na porozuméni slySenému slovu. Test
Cambridge Young Learners, ktery byl pouzit pro ziskavani hodnot, byl formulovan pro zaky
od 7 do 12 let. Testovani jednotlivych fecovych dovednosti probihalo ve tfincti vybranych
skolach v Ceské republice ve Gtvrtych a patych roénicich; pavodni vzorek mél &itat kolem
800 respondentt.

KPlucové slova: tecové dovednosti, standardizovany test, deskriptor Al Spole¢ného
evropského referenniho ramce, Rdmcovy vzdélavaci program

This paper deals with the level of foreign language speaking skills in the fourth and fifth
grade pupils who started to learn a foreign language at an early age, i.e. in the kindergarten or
the first grade, and in pupils who began to learn English in the third grade. The evaluation of
the foreign language teaching level is based on standardized English tests Cambridge Young
Learners that refer to A1 of the Common European Reference Framework level descriptors.
This testing focused at all four foreign language skills: ability to work with a foreign language
text (grammar and vocabulary), writing, speaking and listening comprehension. The
Cambridge Young Learners Tests, which were used for data acquisition, have been specially
formulated for children from seven to twelve years of age. The testing of particular language
skills took place at thirteen selected schools in the Czech Republic and the sample of
respondents consisted of about 800 fifth graders.

Key words: language skills, standardized test, descriptor Al of the Common European
Reference Framework, General Educational Programme

*

Obsahovo a jazykovo integrované vzdelavanie (CLIL) nie je nezndimym pojmom Vv oblasti
vzdelavania ani na zakladnych ¢i strednych Skolach na Slovensku. Téma CLIL je casto
diskutovanou témou na vedeckych semindroch a konferencidch. Zaciatky pilotnych
programov postupne strieda snaha o systematizaciu v procese aplikacie metodiky CLIL,
vV nastavovani CLIL vzdeldvacieho prostredia. Jednym =z hlavnych aktérov CLIL
vzdelavacieho prostredia je ucitel, ktory je zodpovedny za efektivne nastavenie CLIL
vzdelavacieho prostredia. Ktoré kompetencie povazuji CLIL ucitelia na zédkladnych Skolach
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na Slovensku za potrebné posililovat’ arozvijat, aké pozitiva a negativa vnimaju v CLIL
vzdelavacom prostredi, som skiimala vo svojej dizertaénej praci.

Kracové slova: CLIL, CLIL uditel ajeho kompetencie, CLIL vzdelavacie prostredie,
autonomia Studenta, ucitel-vzdelavaci vodca a sprievodca, jazykové vzdeldvanie

CLIL content and language integrated learning is not a new term in the field of education in
primary schools in Slovakia. CLIL is a topic that is often discussed at conferences and
workshops. It seems that the era of pilot CLIL application is being replaced by an aspiration
to systemize the process of establishing CLIL learning environment at schools. Teachers are
the main stakeholders in establishing CLIL learning environment into education. They are
responsible for effective way of CLIL learning environment establishment. Which teacher
competences are perceived to be forced and enhanced by CLIL teachers at Slovak primary
schools, mainly at the first grade, and what positives and negatives the CLIL teachers see in
CLIL learning environment — these questions were studied in my thesis.

Key words: CLIL, CLIL teacher and his competences, CLIL education environment,
learner’s autonomy, teacher-education leader and guide, foreign language learning

*

Prispevok predstavuje sposob, akym mozno posluchd€om 2. rocnika na vysokej Skole
vysvetlit’ priblizne 250 frazovych slovies pocas semindrnych 13 stretnuti, pretoZe semester ma
len 13 tyzdnov. Frazové slovesd nie si medzi Studentmi obl'ibené prave preto, Ze je nutné
ucit’ sa ich naspamit’. Spdsob, akym je mozné naucit’ frazové slovesa mozno nie je objavny,
ale urcite je ucinny. Prispevok bude prezentovany v slovenskom jazyku.

KPucové slova: frazové slovesa, sémantika, Student, test

An article introduces the way which helps to explain approximately 250 phrasal verbs to the
2nd year university students in the course of 13 seminar appointments, because a term has
only 13 weeks. The phrasal verbs are not very popular among students also because it is
necessary to learn them by heart. The way how to teach phrasal verbs may not be innovative,
but definitely effective. The article is to be presented in the Slovak language.

Key words: phrasal verbs, semantics, student, test

*

Na zéklade vysledkov ziskanych z dotaznika a polostrukturovaného interview autorky
popisuju pozitivne i negativne faktory, ktoré ovplyvituji prvy rok podsobenia zacinajucich
ucitel'ov v skole. Uz pocas tejto adaptacnej fazy sa kreuje ich potencidlny profesijny rozvoj,
apreto je vel'mi dolezité definovat’ oblasti, ktoré vo svojej pedagogickej praxi potrebuju
zlepsit', ako aj zamysliet’ sa nad spdsobmi rieSenia vzniknutych problémov.

Krucové slova: zacinajtci ulitelia, pozitivne a negativne faktory, pedagogicka prax

On the basis of the results obtained through a questionnaire and a semi-structured interview,
the positive and negative factors impacting the first year of novice teachers’ teaching are
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described in the paper. The novices” potential professional development is already being
created during this adaptation phase, and this is why it is extremely important early on to
define the spheres for improvement in their teaching practice, and to carefully think over the
ways of solving the raised problems.

Key words: novice teachers, positive and negative factors, teaching practice

*

Vedecky prispevok sa zameriava na identitu tzv. ,,zI€ho ziaka® a jeho participaciu na hodine
cudzieho jazyka. V prvej Casti prispevku venujeme pozornost” procesu vyucby v kontexte
humanitne orientovanej Skoly zameranej na ziaka; skimame charakteristické znaky tzv.
,»Z1ého Ziaka® a priblizujeme situaciu v kontexte diela D. Pennaca. V druhej ¢asti prispevku sa
zameriavame na vyuzivanie literatury vo vyucbe cudzich jazykov, ako aj na motivaciu ziakov
k ¢itaniu.

KPucové slova: ,,zly ziak®, humanitne orientovana skola, vyucba cudzich jazykov

The scientific paper is focused on the identity of a “bad“ student, and the participation of
student during lessons of foreign language. The aim of first part is to describe the foreign-
language learning process at a “humanistic” school orientated on the student, as well as to
depict the identity of “bad” student. In the second part of article, we would like to analyze the
use of literature during the lessons of foreign languages and the motivation of the student to
read.

Key words: “bad student, humanistic school, foreign language learning

*
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The paper discusses various issues strictly connected with the teaching of English to NNS
learners. The importance of approach (as seen from the perspective of the model offered by
Richards and Rogers, 2001) and its final evaluation in the lesson’s design pattern, as well as
its illustration in the quality of the teacher’s explicit knowledge directly connected with
his/her level of teacher language awareness (as seen by Andrews, 2007) are to be analyzed
and evaluated. The impact of TLA is to be given particular stress to as the answer concerning
the quality of the target language delivered to the learners will be dealt with. Finally, an
answer concerning the practical usability of the language delivered to the learners is to be
searched for.

Key words: ELFE, TLA, explicit/implicit knowledge, public/private stereotypes, message
formation, EIL core/non-core features, language usability

Predkladany ¢lanok rozobera roznorodé otazky tykajuce Ssa vyucovania anglictiny ako
cudzieho jazyka. Analyzuje a hodnoti vyznam konkrétneho pristupu (v sulade s modelom
Richardsa a Rogersa, 2001), jeho kone¢nt evaluaciu v ramci vyucovacej hodiny, ako aj
ilustraciu kvality explicitnej vedomosti ucitel’a, ktord je priamo spojena s jeho uroviiou
jazykového uvedomenia (Andrews, 2007). Osobitni pozornost’ venujeme vplyvu TLA, ked'ze
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sa zaoberame otazkou kvality cielového jazyka prezentovaného ziakom. Clanok taktieZ
rozobera problematiku praktickej vyuziteI'nosti jazyka pouzitého po¢as vyucovacej hodiny.
Krucové slova: ELFE, TLA, explicitnd/implicitnd vedomost, verejné/sukromné stereotypy,
tvorba odkazu, vyuzite'nost jazyka

The implementation of the situational principle, which is one of the principles of
communicative approach, is guided by two key notions — context and communicative
situation. It is especially communicative situations that have an important role to play since
they are the basic units of reality. A communicative situation is a complex psycho-socio-
cultural framework that delimits the current discourse space. Within this framework
participants in the process of communication assume specific communicative and social roles
and realize their pragmatic goals. All this, together with the basic classification of situations
into transactional and interpersonal ones must be taken into account by the teacher when
planning and then realizing the process of teaching. The teacher is supposed first to select
appropriate situations for the language classroom and on this basis to organize relevant
activities, for instance, activities raising students’ pragmatic and situational awareness and
activities focused on communicative practice (role-play, simulation, etc.).

Key words: communicative approach, situational principle, context, communicative situation,
pragmatics, discourse

Uplatnovanie situaéného principu, ktory je jednym z principov komunikacného pristupu, sa
riadi dvoma kldCovymi pojmami — Kkontextom akomunikativnou situaciou. Su to
predovsetkym komunikativne situdcie, ktoré zohravaju dolezita ulohu, pretoZe su to zakladné
jednotky reality. Komunikativna situdcia je komplexny psychologicky a socio-kultarny
ramec, ktory delimituje beZzny diskurzny priestor. V tomto rdamci ucastnici procesu
komunikacie vystupuji v Specifickych komunikaénych a socidlnych rolach a realizuji svoje
pragmatické ciele. VSetko toto, spolu so zakladnou klasifikaciou situdcii na transakcéné
a interpersonalne, musi ucitel brat’ do uvahy pri planovani aneskdr pri realizovani
vyu€ovacieho procesu. Predpoklada sa, Ze ucitel’ ma najskor selektovat’ primerané situacie pre
jazykovu triedu a na tomto zéklade organizovat’ relevantné aktivity, napriklad aktivity, ktoré
zvysuju Studentove pragmatické a situaéné uvedomenie a aktivity zacielené na komunikacnu
prax (hranie tloh, simulacie, atd’.).

KPlacové slova: komunika¢ny pristup, situaény princip, kontext, komunikativna situacia,
pragmatika, diskurz

---------------------------------------------------------------------------------------------------------------------------------------------------
.....................................................................................................................................................

--------------------------------------------------------------------------------------------

The positive effect of authentic materials on students” foreign language competence has been
supported by numerous researchers. According to them the main advantages of this type of
teaching aids is that students usually find them more enjoyable than typical textbook
materials. As a result students are more motivated to develop their language skills due to
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which they also perform better. In spite of this important role of authentic materials in the
process of acquiring a foreign language many students leave their schools and even pass their
matricular examinations without having experienced the real language inside their classrooms.
The purpose of the present paper was to examine the attention given to authentic materials in
teaching English as a foreign language at secondary schools in Slovakia. The questionnaire,
which was answered by 1-year students studying at Constantine the Philosopher University in
Nitra, focused on students” experience with authentic materials during their secondary school
studies. The paper also compares answers given by students of different specializations
attending the subject “English for Academic Purposes” with those provided by students of the
Department of Language Pedagogy and Intercultural Studies.

Keywords: teaching English as foreign language, authentic materials, non-authentic
materials, secondary education

Pozitivny vplyv autentickych materidlov na kompetenciu Studentov v danom cudzom jazyku
dodnes podporilo niekol’ko vyskumnikov, podla ktorych ich najvacsi prinos spociva v tom, ze
ich Studenti spravidla povazujl za prijemnejSie ako typické ucebnicové materialy. Vysledkom
toho je, ze Studenti s viac motivovani k rozvijaniu svojich jazykovych zruénosti, v dosledku
c¢oho podavaji lepSie vykony. Napriek tejto dolezitej funkcii autentickych materialov
v procese osvojovania cudzieho jazyka v§ak mnoho $tudentov odchadza zo Skoly, ba dokonca
zlozi maturitnu skisku bez toho, aby mali moznost’ pracovat’ s takymto materialom. Cielom
predlozeného prispevku bolo zistit, akd pozornost’ sa venuje autentickym materidlom vo
vyucbe anglického jazyka ako cudzieho jazyka na strednych Skolach na Slovensku. Dotaznik,
respondentmi ktorého boli Studenti Univerzity Konstantina Filozofa v Nitre, bol zamerany na
skusenosti Studentov s autentickymi materialmi pocas ich stredoskolskych §tudii. Okrem toho
praca porovnava aj odpovede Studentov rdznych aprobdcii, ktori navStevuju predmet
»Anglicky jazyk pre akademické ucely” s odpoved’ami Studentov Katedry lingvodidaktiky
a interkulturalnych stadii.

KPluacové slova: vyucovanie anglitiny ako cudzieho jazyka, autentické materidly,
neautentické materidly, stredoskolské vzdelavanie

The article deals with L2 implicit knowledge in spoken production. There are the main
characteristics and differences of implicit and explicit knowledge explained in its first part.
However, the main goal of the paper is to find out whether a selected L2 grammar feature was
acquired implicitly or not. For that purpose, a screening of students’ knowledge in spoken
production was conducted. Results of this examination are expressed in several graphs and
figures. Their analysis indicates an insufficient state of implicit knowledge of the monitored
grammar feature.

Key words: L2 implicit knowledge, spoken production, screening, grammar feature

Clanok pojednava o cudzojazyénej implicitnej vedomosti v hovorenom prejave. V prvej &asti
sa zaoberame hlavnymi znakmi a rozdielmi medzi implicitnou a explicitnou vedomostou.
Hlavnym cielom c¢lanku je zistit, ¢i bol vybrany cudzojazy¢ny gramaticky jav osvojeny
implicitne alebo nie. Za tymto ucelom sme realizovali skrining so skupinou Studentov
navstevujucich predmet anglicky jazyk pre akademické ucely. Analyza vysledkov ukazala, ze
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stav implicitnej vedomosti vybraného cudzojazyéného gramatického javu je u danych
Studentov nedostato¢na.
KPucové slova: cudzojazycnd implicitna vedomost’, hovoreny prejav, skrining, gramaticky

jav
*

The focal point of the article is Irish language teaching in the Republic of Ireland. Firstly, we
deal with the most significant documents in which the status of the Irish language is being
defined. In this respect, for the purposes of analysis, we have chosen the document titled
20 Year Strategy for the Irish Language which plays a crucial role in preservation and further
cultivation of the Irish language. Secondly, we discuss the new methods and devices used in
Irish language teaching. Specifically, we focused on CLIL which is not defined as such in the
Irish context. Last but not least, we also present new challenges that Irish language teachers
have to face in the 21st century.

Key words: Irish language, Irish language teaching, CLIL

Hlavnou témou ¢lanku je vyucba irskeho jazyka v Republike Irsko. V prvom rade sa
zaoberame najdolezitejsimi dokumentmi, v ktorych je zakotveny status irskeho jazyka. Pre
ucely analyzy sa klI'aicovym dokumentom pre nas stal dokument s nazvom 20 Year Strategy
for the Irish Language, ktory zohrava doleziti tlohu pri zachovani a d’alSom pestovani
irskeho jazyka. Neopominame ani nové metddy a prostriedky pouzivané pri vyucbe irskeho
jazyka. Konkrétne sme sa zamerali na CLIL, ktory pod danym pomenovanim nie je
v Republike Irsko uvadzany. V neposlednom rade poukazujeme na nové vyzvy, ktorym
ucitelia irskeho jazyka musia v 21. storo¢i Celit’.

KPucové slova: irsky jazyk, vyucba irskeho jazyka, CLIL

---------------------------------------------------------------------------------------------------------------------------------------------------

The paper discusses the importance of mother tongue in developing translation skills from
English into Slovak. It draws on the analysis of students™ translations of non-literary texts
made in the course of Translation Seminar 1 at the Department of Language Pedagogy and
Intercultural Studies at Constantine the Philosopher University in Nitra. The first part of the
text deals with theoretical aspects of equivalence, translational shifts and source language
interference while the second presents the most frequent translational shifts and lapses in
students™ translations completed either at home or in class. The paper suggests that
developing mother tongue plays an important role in building-up translation skills.

Key words: translation, translational shift, equivalence

Predkladany ¢lanok rozobera ulohu, ktort hrd materinsky jazyk pri rozvoji prekladatel'skych
zrucnosti. Vychadza z analyzy prekladov odbornych textov, ktoré urobili po¢as Prekladového
seminara 1 Studenti Katedry lingvodidaktiky a interkultirnych $tudii Univerzity KonStantina
Filozofa v Nitre. Prva Cast’ $tadie analyzuje teoreticky ramec ekvivalencie, prekladatel'ského
posunu a interferencie vychodiskového jazyka. Druhd Cast’ ¢lanku poukazuje na najcastejSie
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prekladatel'ské posuny a chyby v prekladoch, ktoré Studenti vytvorili doma alebo priamo na
hodine. Clanok v zavere vyzdvihuje vyznam materinského jazyka pri rozvoji
prekladatel'skych zru¢nosti.

Kracové slova: preklad, prekladatel'sky posun, ekvivalencia

*

....................................................................................................................................................
-------------------------------------------------------------------------------------------------------------------------------------------

Témou nasho prispevku je pristup k vyucbe jazykovych zrucnosti v anglickom jazyku
V suvislosti s réznymi vyucovacimi metddami. V tradicnom vyucovani sa hovorenie, Citanie,
pisanie a pocuvanie ponimali izolovane. Jednotlivé vyucovacie metddy boli charakteristické
aj preferenciou urcitych jazykovych prostriedkov. V stfasnom vzdeldvacom systéme je
hlavnym cielom vyucby cudzich jazykov komunika¢nd kompetencia. Je to schopnost
ponimana komplexne. Neznamena len vyjadrit’ sa v cudzom jazyku ustne a pisomne, ale
i porozumiet suvislostiam a interaktivne reagovat’ v spolo¢enskom a kultirnom kontexte.
Takyto pristup reflektuje prirodzené integrované pouzivanie jazykovych zru€nosti
a vedomosti v zmysluplnej komunikacii. Prinos integrovaného vyucovania jazykovych
zruénosti vidime v zefektivneni ich rozvoja, v pouZzivani aktivizujucich stratégii a tloh,
Vv priblizeni vyucovania kredlnym situdciam, anasledne aj v posilneni motivacie
a zainteresovanosti ziakov.

Kracové slova: integrovany pristup, komunikacna kompetencia, jazykové zrucnosti,
vyucovacie metody

The theme of this article is an approach to teaching language skills in English depending on
various teaching methods. In the traditional teaching of speaking, reading, writing and
listening they were perceived isolated. Individual teaching methods were characterized by a
preference for certain language means. In the current educational system, the main aim of
foreign language teaching is communication competence. It is the ability conceived
comprehensively, not only expressing oneself in a foreign language orally and in writing, but
also understanding the background and interacting in a social and cultural context. This
approach reflects the natural integrated use of language skills and knowledge in meaningful
communication. The contribution of integrated teaching of language skills we can see in
streamlining skills development, in the use of activating strategies and tasks, in approach of
teaching to real situations, and consequently in enhancing students’ motivation and
engagement.

Key words: integrated approach, communication competence, language skKills, teaching
methods

Halloween je jednym z najznamejSich a zdroven najkontroverznejSich sviatkov inej kultiry,
ktoré sa k nam vplyvom globalizacie a migracie obyvatel'stva dostali. V suvislosti s nim sa
objavuji rozne protichodné nazory — pozitivne aj negativne. Mnohé z tych kritickych sa
odvolévaji na jeho pohansky pdvod, avSak tvrdenia, ktoré v nich autori uvadzaju, su casto
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subjektivne a nezakladaji sa na faktoch. Absolvent $tudijného programu Anglicky jazyk
a literatura a Anglicky jazyk a kultara by vSak mal dostat’ a vlastnym samostudiom ziskat
pokial mozno o najobjektivnejSie informdcie o kultire krajin, ktorych jazyk Studuje.
Prispevok sa preto venuje vyznamu a povodu tohto sviatku, snazi sa objasnit’ malo zname
fakty avyvratit nepravdivé ,myty”, ktoré v suvislosti s Halloweenom na Slovensku
pretrvavaju.

Krucové slova: Halloween, Samhain, pohania, krest’ania, kritika

Halloween is one of the most famous and at the same time most controversial holidays of a
foreign culture that is, due to the globalization and greater migration of people, also
celebrated in Slovakia nowadays. Various opposing opinions have appeared in relation to
Halloween — both positive and negative. Many of those critical opinions refer to the holiday’s
pagan origins; however, the assertions that their authors give out as truth are often subjective
and are not based on facts. The graduates in the study programme English Language and
Literature and English Language and Culture should be given and by the means of self-study
should acquire unbiased information about the culture of the countries the language of which
they study. This paper deals with the meaning and the origins of Halloween, tries to explain
the little known facts and rebut the Halloween related “myths” that linger in the minds of
many people in Slovakia.

Key words: Halloween, Samhain, pagans, Christians, criticism

*

18



Vedecke prispevky konferencie



Nitra 2013
Cudzie jazyky a kultary v Skole 10

KONTAKT DVOCH ODLISNYCH KULTURNYCH PROSTREDI
V PROCESE VYUCOVANIA ARABSKEHO JAZYKA

CONTACT OF TWO DIFFERENT CULTURES IN THE PROCESS OF
TEACHING ARABIC

Al-Absi Marwan, Al-Absiova Eva, Slovenska republika

Abstrakt

Prispevok analyzuje proces vyucovania arabského jazyka ako priestor, kde dochadza ku
kontaktu dvoch odlisnych kultirnych prostredi. Predstavuje koncepciu vyucovania arabciny
prostrednictvom osvojovania si vedomosti o arabskych kultirnych $pecifikach.

Abstract

The paper deals with the process of teaching Arabic in the context of the intercultural
dialogue. It also introduces the conception of a specialized educational material used during
Arabic courses with the emphasis on the issues of Arab history and culture, as well as
geography and tourism.

Kricové slova
cudzojazycné vzdeldvanie, arabsky jazyk, arabska kultara, kultirne nedorozumenia

Key words
learning Arabic, Arabic language, Arab culture, cultural misunderstandings

UvOD

Jazyk ako nositel' kultiry nam umoziuje spoznavat iné narody aich kultarne
Specifika. Eurdpa si postupne zvyka na SirSie kultirne a jazykové kontakty, pretoze vzdjomna
interakcia s okolitym svetom je Coraz intenzivnejsia. Tieto interakéné procesy maju vplyv na
vyucbu cudzich jazykov, ktora v sucasnosti presahuje ramec ,klasického* eurdpskeho
jazykového prostredia. Dovod spociva v poziadavke pripravit eurdpskych Studentov na
jazykovy kontakt s celym svetom. Preto sa postupne zacalo etablovat’ na akademickej pode
Stadium arabského jazyka a kultury. Tisicky Eurdpanov ziju a pracuju v arabskom svete,
napriek tomu este stale je zriedkavostou stretnat’ takého, ktory je schopny sa dorozumiet’
arabsky a disponuje relevantnymi vedomost’ami z arabskych realii. Dnes patri arab&ina medzi
vyznamné svetove jazyky. Od 70. rokov ziskala postavenie jedného zo Siestich oficidlnych
jazykov pouzivanych v institiciach OSN, FAO a v d’alSich medzinarodnych organizaciach.
Medzi 6smimi najpouzivanejSimi jazykmi sveta zaujima Sieste miesto (Kropacek, 1999). Je
uradnym jazykom pre viac ako 300 milionov Arabov, a tiez ho viac-menej ovladaju sta
miliony moslimov inej ako arabskej etnickej prisluSnosti. Vyu€ovanie tohto jazyka ziskalo
svoje pevné miesto v systéme akademickych Studijnych programov, ¢i ako hlavny Studijny
odbor, alebo ako sucast’ inych Studijnych programov. Zaujem o §tidium arabského jazyka vo
svete postupne rastie vzhl'adom na vyznam arabského kultirneho odkazu a na dolezité
postavenie arabského regionu v politickej, ekonomickej, socidlnej a kultirnej oblasti v rdmci
sucasného svetového diania.

VYUCOVANIE CUDZIEHO JAZYKA - KONTAKT DVOCH KULTUR
Jazykovy kontakt s arabskym partnerom predstavuje akysi mikropriestor, kde prebieha
dialég dvoch kultar — eurdpskej (v nasom kontexte konkrétne slovenskej) a arabskej. Dialog
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dvoch susediacich kultirnych svetov — eurdpskeho a arabského — mé korene v davnej
minulosti a urcite aj perspektivu do budtcnosti. Ciel'om tohto dialégu je navzajom sa spoznat’
aspravne sa pochopit. Na to vSak nestaci len ovladat jazyk partnera. Predpokladom
uspesného dialogu je znalost spoloCensko-kultirneho kontextu. Jazyk akultura su
neoddelitel'né, jazyk je nositelom kultury, ktord zahfna vSetky aspekty zivota. Lévi-Strauss
(2000) uvadza Tylorovu definiciu, podl'a ktorej je kultara ,,zlozitym celkom, zahffia nastroje,
institacie, viery, zvyky a, samozrejme, aj jazyk.”“. Cudzojazyéné vyuCovanie Sa teda stava
miestom dialoégu kultar. Studenti si osvojujii cudzi jazyk prostrednictvom medzikultirne;
komunikacie, t.j. prostrednictvom kultirnych hodndt vlastnej krajiny a krajiny Studovaného
jazyka.

Na pochopenie kultirnej inakosti vSak nestac¢i ,,mat* iba vedomosti o inokultirnych
Specifikach, ale treba si ich osvojovat’ v prisluSnom kontexte, ktory odhaluje podstatu
a vyznam ich obsahu. Kontextudlne osvojovanie si arabského jazyka paralelne
so sociokulturnymi Specifikami Studovanej jazykovej oblasti umoznuje Studentovi pripravit’ sa
na iné kultirne prostredie a myslenie a tym profesiondlne eliminovat pripadné kulturne
a jazykové nedorozumenia. Tento pristup k vyu€ovaniu cudzich jazykov predpokladéd tpravu
Studijnych osnov a Studijnych materidlov. Do obsahu stidia a ucebnych textov je vsSak
potrebné zaclenit' nielen informécie o interkultirnych rozdieloch, ale aj  informécie
0 niektorych spolo¢nych znakoch vlastnej kultary a kultury cielového jazyka. Eurdpska
a arabska kultira sa staro¢ia ovplyviiuji, prvd je postavend na krestanskych zakladoch
a druhda na principoch islamskej viery. Krestanstvo aislam vSak vznikli za podobnych
vychodiskovych situdcii na Prednom vychode, pricom islam prebral mnoho krestanskych
prvkov do svojho systému. Kropacek (2002, s. 17) v tejto stuvislosti uvadza: ,,Kdo zna Bibli,
rozpoznd v isldmu rozsdhle soubory totoznych nebo velmi blizkych vérou¢nych piedstav
i etickych pokynd.” Prilisné zdoraznovanie kultirnych odli$nosti prinasa riziko prehlbovania
vzajomnych rozdielov a podstvanie predstavy o neprekonatelnej priepasti medzi
jednotlivymi kultarami. Tato cesta moze viest k vzidjomnému odcudzeniu. Omnoho
ucinnejsie je hl'adat’ aj také hodnoty, ktoré su pre jednotlivé kultirne systémy spolo¢né.

STEREOTYPY AKO KOMUNIKACNE BARIERY

Vyucovanie arabského jazyka na Slovensku v sucasnosti Celi problémom nedostatku
vhodnych Studijnych materidlov. Sprostredkovanie pravdivych, neskreslenych informéacii
vyzaduje vel'mi seridzny vyber aktudlnych autentickych ucebnych textov, aby sa predislo
Sireniu zauZzivanych stereotypov a predsudkov, ktoré, Zial, médid do znacnej miery
podporuji. Je pozitivnym znamenim, Ze v poslednych rokoch mnoho slovenskych studentov
arabCiny vyuzilo moznosti absolvovat’ jazykové kurzy ¢i Studijné pobyty v réznych arabskych
krajinach. Mnohi z nich jazykové pobyty absolvovali viackrat, ¢o sved¢i o mimoriadnom
zaujme o Studium arabského jazyka. Na tychto zahranicnym pobytoch sa Studenti priamo
oboznamuju s arabskou kultirou a kazdodennym Zivotom arabskej moslimskej a krestanske;j
populacie, atak mdzu porovnavat svoje osobné skusenosti s medidlne sprostredkovanymi
informaciami, ktoré s Casto zavadzajuce. Svet sa ,,otvoril* a tym, ze prekracujeme hranice,
mame moznost’ si kvalitu tychto informécii osobne overit’.

Zaklad tspesnej komunikacie dvoch roznych kultirnych prostredi (v naSom kontexte)
zavisi vSak predovsetkym od vzdjomnej primeranej informovanosti. Znamena to nepodliehat’
predsudkom, zauzivanym stereotypom ¢i mytom, ale uprednostiovat’ objektivne informacie
odbornikov. Vyhybajme sa zovseobecniovaniu, pretoze v kazdodennom zivote komunikujeme
s jednotlivcami, a nie s typizovanymi predstavitelmi tej-ktorej kultiry. Neexistuje zaruceny
generalizovany sposob spravania sa vSetkych prisluSnikov urcitej spolo¢nosti. Prevencia
kultirnych nedorozumeni v eurdpskej multikultirnej spolo¢nosti sa stava skuto¢ne aktualnym
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problémom aje vyzvou pre vychovnovzdelavacie institicie, ktoré ako prvé by mali
reflektovat’ tiito spolocensku potrebu.

Ako uz bolo spomenuté, Student sa v procese cudzojazy¢ného vzdelavania
oboznamuje so $pecifikami kultiry nositel'ov cielového jazyka. Specifickost’ arabskej kultary
spocCiva v jej islamskom charaktere — arabsky jazyk je jej nastrojom a islamské ucenie jej
dusSou (Al-Absi, 2008). Stereotypizacia v tomto kontexte sa stava v sucasnosti aktualnym
problémom, ktory vyzaduje konkrétne rieSenia, ako napriklad zvySovanie interkultirnych
kompetencii v ramci takych odborov, ktorych absolventi maju realny predpoklad pracovného
pOsobenia v arabsky hovoriacich krajinach alebo pracovného kontaktu s arabskou klientelou
na domacom Uzemi. Cudzojazy¢né vyucCovanie je miestom interkultirnej komunikécie. Pri
kazdej komunikacii musime pocitat’ s existenciou komunika¢nych bariér, ktoré mézu mat’
roznu podobu, napriklad podobu obavy, neistoty, antipatie, xenofobie, pocitu nebezpecenstva
a podobne. Stereotypy patria medzi faktory vyrazne ovplyviiujuce interkultirny kontakt
nositel'ov dvoch odlisnych kulturnych identit. MéZeme ich zjednodusene charakterizovat’ ako
pausalizujuce a zovSeobeciujuce usudky o javoch alebo T'ud’och, spravidla dlhodobo
tradované (Vybiral, 2005). Stereotypy st charakteristické emocionalnostou a iracionalitou.
Maju znacnu zotrvacnost’ a menia sa len vel'mi pomaly. Ich vplyv na vedomie je vyrazny, ale
malo zjavny (Petrusek, 1996).

Stereotypy vztahujice sa k arabskému kultirnemu prostrediu sa najcastejSie tykaju
konfesiondlnej identity arabskej populacie a rodovej hierarchie uplatitujicej sa v arabskej
spolo¢nosti. Otazka arabskej religiozity a statusu arabskej Zeny podlicha pretrvavajicim
predsudkom, a to aj napriek tomu (alebo prave preto), Ze sucasny svet je globalne prepojeny
vd’aka modernym informacno-komunikacnym technoloégiam. Vedomosti, poznatky vyrazne
ovplyviluji  proces stereotypizacie, ¢i pozitivne (postupne eliminujeme stereotypy) alebo
negativne (prehlbuje sa naSe skreslené poznanie), to zalezi od doveryhodnosti a erudovanosti
zdroja naSho poznania. Masmedidlne stereotypizované produkty riadia naSe konanie
a spravanie, podsuvaji nam sympatie i antipatie.

KONCEPCIA VYUCOVANIA SOCIOKUKLTURNYCH SPECIFiK

Arab¢ina sa zaradila do Sirokého spektra cudzich jazykov, ktoré sa vyucuju na
europskych vysokych Skolach v rdmci cudzojazycnej pripravy aj Studentov nefilologickych
odborov. Interkultirna vychova sdorazom na sociokultirne Specifikd prostredia
vychodiskového a cielového jazyka predstavuje zaklad cudzojazycného vyucovania.

Ovladanie aj zloZitych gramatickych a Stylistickych Struktar a Siroky zaber slovnej
zasoby nie si zarukou vzdjomného porozumenia medzi komunikujucimi predstaviteI'mi
dvoch odlisnych kultarnych oblasti. Vzdjomné porozumenie predpokladd okrem dostatocnej
jazykovej kompetencie aj interkultiirne znalosti vo verbalnej i neverbalnej rovine. Prvky
neverbalnej komunikicie nesmieme podcenovat, pretoze su dolezitou zlozkou
komunika¢ného procesu, a preto by tiez mali byt’ sicast’ou cudzojazycnej pripravy.

Priprava mladej generacie na zZivot v multikultirnom prostredi predstavuje
V sucasnosti jednu z priorit vzdeldvacieho procesu v kontexte cudzojazyéného vzdelavania.
Studenti si osvojuju studovany jazyk a zaroveii sa oboznamuji so $pecifikami kultary, ktorej
tento jazyk je nositelom. Kognitivne realie a lingvorealie tvoriace sucast’ cudzojazycnej
pripravy umoziuju Studentovi vytvorit’ si obraz o Zivote krajiny cielového jazyka, orientovat
sa V kultarnych prvkoch, ktoré davaji danej kultare jedine¢ny a osobity charakter.

Na Filozofickej fakulte UKF v Nitre zabezpecuje vyucovanie arabského jazyka
Katedra manazmentu kultary a turizmu spolu s Jazykovym centrom. Zaradenim tohto
orientdlneho jazyka do bakalarskeho a magisterského Studijného programu katedra reagovala
na aktudlne poziadavky spolocenskej potreby, podnikatel'skej sféry a pracovného trhu.
Tazisko jazykovej pripravy spoéiva v $tadiu modernej spisovnej arabéiny, ktora spaja vietky
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krajiny  arabského sveta. Koncepcia ucebnych osnov  zodpoveda sucasnym
vychovnovzdeldvacim tendenciam v oblasti cudzich jazykov a interkultirnej komunikacie
v suvislosti s procesmi vychovy k interkultirnej a interetnickej tolerancii. Cielom nie je len
ovladanie jazyka tzv. slovom a pismom, ale aj ziskanie vSeobecnych poznatkov o hodnotovej
orientacii arabskej spolocnosti a spdsobe jej kazdodenného zivota. To nie je, samozrejme,
mozné bez znalosti Specifik historicko-kultirneho a politicko-spoloc¢enského prostredia
cielového jazyka.

Absolvent $tudijného programu manazment kultry a turizmu a blizkovychodnych
Stadii sa moéze uplatnit v mnohych profesiach v oblasti kultary a cestovného ruchu -
v kultirnych zariadeniach a inStitucidch na urovni Statneho, verejného alebo sukromného
sektoru, v zariadeniach cestovného ruchu a pod. Podla stanoveného profilu absolventa (ako
interkultirneho mediatora) sa predpoklada, ze suCastou jeho pracovnej naplne bude aj
propagacia Slovenska ako destinacie cestovného ruchu. Pocas §tadia si Studenti osvojuju
vedomosti z geografie, historie, kultury, ekonomiky a politiky Slovenska. Cudzojazy¢na
priprava (Vv ramci prvého a druhého cudzieho jazyka) je koncipovana tak, aby Student ziskané
vedomosti 0 slovenskych realiach dokazal prezentovat’ aj v cudzom jazyku.

Pri cudzojazycnom vzdelavani orientovanom na rozvoj interkultirnych kompetencii sa
vyucovanie realizuje spravidla metodou komparacie sociokulturnych Specifik z realii
vychodiskového a cielového jazyka. Vyucovanie arabského jazyka v tomto kontexte znamena
porovnadvat redlie jednej krajiny (Slovenska) s redliami arabsky hovoriacich krajin (22
Statov). Arabsky svet zahfna Staty leziace na azijskom a africkom kontinente, ktoré zd’aleka
nepredstavuji homogénny celok. Ich historia a kultira ma spoloéného menovatel’a — islam,
ale miera sucasného uplatiovania islamskych zakonov v praktickom zivote nie je vo vSetkych
Statoch rovnakd. Aj politicky aekonomicky tvoria pestru paletu tUtvarov. Z hl'adiska
geografickych charakteristik sa vyznacuju rozlahlymi pustami a polopustami (Saudska
Arébia, Libya), ako aj vysokymi horami (Libanon, Omén) ¢i rodnymi niZinami v blizkosti
vodnych tokov.

Koncepcia vyucovania arabskych realii pre S$tudentov spominanych Studijnych
programov vychadza z uvedenych skuto¢nosti a sustreduje pozornost na realic nielen
vSeobecne znamych a frekventovane navstevovanych arabskych krajin. So sociokultirnymi
Specifikami arabského regionu sa Studenti oboznamujt prostrednictvom nasledujticich tém:

geograficky ramec arabského regionu,

arabsky vzdelavaci systém (jeho modifikéacie v jednotlivych arabskych Statoch),
z historie europsko-arabskych kulturnych kontaktov,

arabské kultirne dedi¢stvo/historické pamiatky,

rozvoj turizmu v arabskom svete (obl'ibené turistické destinacie, turistické atrakcie —
napr. tavie dostihy v Omaéane a pod.),

islamské a krestanské sviatky uplatiiované v arabskej spolo¢nosti,

postavenie arabskej Zeny,

beduini a ich tradicie,

arabska gastronémia (jedla a napoje nepovolené z hl'adiska islamskej viery),
vyznamny arabsky spisovatel’/basnik (struény Zivotopis, uryvok z diela),
osobnosti suc¢asného arabského umenia,

arabské média.

Uvedené tematické okruhy pomdhaju Studentom ziskat zakladny prehl’ad
0 fenoménoch spolocenského a kulturneho Zivota arabskej spolo¢nosti s upozornenim na
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pripadne odliSnosti podla jednotlivych Statov. Koncepcia cudzojazyéného vyucovania
zalozena na komparacii sociokultirnych Specifik slovenského a cielového/arabského jazyka
vedie k prehibeniu a zdokonaleniu nielen jazykovych kompetencii, ale aj k ziskaniu
interkulturnej kompetencie s cielom predchadzat’ kultirnym nedorozumeniam, ktoré z vacsej
Casti pramenia znedostatoénych vedomosti o sociokultirnom prostredi krajiny/krajin
Studovaného jazyka.
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FIXACIA KULTURNYCH PARADIGIEM PROSTREDNICTVOM
VYUCBY CUDZICH JAZYKOV

FIXATION OF CULTURAL PARADIGMS THROUGH THE MEDIUM
OF FOREIGN LANGUAGE TEACHING

Bdlintova Helena, Slovenska republika

Abstrakt

Autorka sa Vtexte zaobera vyucbou cudzich jazykov inovativnou kulturologickou
koncepciou, ktora akcentuje cudzi jazyk ako prostriedok. Kulturne paradigmy sa stavaju
vychodiskom takto ponimanej technoldgie vyucby a sposob prezentacie lingvistickych
pravidiel ma aplikaény charakter. Vyber foriem, metod a koncepcie cudzojazycnej edukacie
ma reflektovat’ potreby a poziadavky Studenta uciaceho sa a vychadzat’ z potrieb profesijného
profilu.

Abstract

The author focuses on foreign language teaching through the medium of innovative
culturological concept which emphasizes foreign language as a tool. Cultural paradigms
represent starting point for such an understood technique of teaching and the way of
presenting linguistic rules has got applied character. The selection of forms, methods and
concept of foreign language education should reflect student’s needs and demands and it
should also draw on the needs concerning professional profile.

Kricové slova
kulturologicka koncepcia, metody vyucby cudzieho jazyka, kultiirna paradigma, enkulturacia

Key words
culturological concept, foreign language teaching methods, cultural paradigm, enculturation

Vyucba cudzich jazykov (dalej len CJ) zaznamenala v ostatnych dvoch dekéadach
nebyvaly rozvoj, ¢o stvisi s politicko-ekonomickymi transformaciami a zaélenovanim
Slovenska do eurdpskych Struktar. Dynamika rozvoja spolo¢nosti sposobila jazykovy boom,
implantadciu mnohych cudzich vyrazov a slov do materinského jazyka, ¢o si vyZziadalo novy
pristup k vyucbe CJ. Dovtedy fungujuce Studijné programy, ktoré pripravovali ucitel'ov CJ
a tlmoc¢nikov nestacili pokryvat’ dopyt po kompetentnych uzZivatel'och CJ a vznikaji nové
inStitucie, aby tento deficit zaplnili. V akademickom priestore vznikli nové humanitne
orientované vysoké Skoly, jazykové inStituty, katedry. Mimo tohto priestoru vznikaji pocetné
jazykové Skoly sukromného 1 Statneho charakteru, vyucba CJ sa infiltrovala do vSetkych
urovni vzdelania od elementdrneho po celozivotné. Na kniznom trhu sa vytvorila velka
ponuka alternativnych ucebnic roznej kvality aucebného materidlu (textového, audio-
oralneho, vizudlneho atd’.) Student stal asto pred dilemou spravnej a vhodnej vol'by obsahu
i metdd vzhladom k jeho cielu, ktory si stanovil. Zakladnym vychodiskom musi byt
zodpovedanie otazky dovodu a ciela stiidia, ako aj orientdcia na profil absolventa Studia/
frekventanta kurzu. Premenlivd dynamika vztahov v spolo¢nosti vygenerovala potrebu
a nevyhnutnost’ ovladania aspont dvoch CJ. V nasledujicom texte sa venujeme didaktickym
problémom vyucby CJ, ak tento nie je ciel'om, ale prostriedkom.

Zvladnutie problematiky vyucby CJ z hladiska obsahu imetodiky predpoklada
orientaciu v pluridisciplinarnom prostredi — poznanie umeleckej i materialnej kultary naroda,
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ktorého jazyk je predmetom osvojenia, ovladanie didaktiky vyucby CJ, ovladanie
psychologickych, socidlnych a individualnych zakonitosti, ale aj schopnost’ aplikécie zasady
bez poznania vlastného neporozumies cudziemu, ¢o, pochopitel'ne, plati aj naopak. Pri vyucbe
CJ plati potreba akcentacie/akceptacie kultarnych rovin — vlastnej (rodnej) i cudzej, ako aj
reSpektovanie kultirnej diverzity.

., Kulturou rozumieme akekolvek ludské dielo a vsetko, co clovek vytvoril a vytvara
materidlne, mentalne i duchovne. (...) Vzdelanie je potom vzhladom na kulturu enkulturaciou,
vstupovanim do kultury urcitého spolocenstva, osvojovanim si a prijimanim ich obsahoV,
symbolov, noriem a pravidiel “ (Chodéra, Ries, 1999, s. 108). Za edukacne relevantné sa
povazuju tie zlozky kultary, ktoré stimuluju Studenta a veda ho k sebapoznaniu, /-prezivaniu
a /-utvaraniu. Enkulturacia je potom spoluzazitkom a spoluprezivanim. Zlozky kultiry, ako
antropologické konStanty, sprevadzaju Cloveka pocas jeho existencie. lde predovsetkym
0 jazyk, umenie, nabozenstvo, filozofiu avedu s technikou. Vyu¢ba CJ je disponovana
poskytnut’ vSetky zlozky kultiry vo vyvazenej komplexnosti a rovnovaznosti, aby obsah
cudzojazy¢nej edukacie tvoril koherentnii kulturu. Jazyk je nastroj komunikécie, ktory
uvedenu kultaru sprostredkiva, uchovava a rozsiruje. Zo vsetkych aspektov kultiry sa v CJ
vyucbe uplatiuje diachronia, ktora je chapana a prezentovana ako rez kulturou Vv historickej
postupnosti. V nasom pripade ide 0 sprostredkovanie kultary umeleckej a materialnej od
najstarSich pisomne podlozenych a vedecky zdovodnenych zdrojov.

CJ ako prostriedok akcentuje predovSetkym aktivne recové zrucnosti, t.j. schopnost’
pisomnej a verbalnej komunikicie, preto sa vyucba musi zameriavat na osvojovanie
praktickych poznatkov z cudzojazyénych kultar, pretoze cielom je komunikacia pri vykone
povolania. Predpokladame, ze Student/udiaci sa bude po Stadiu sposobily uplatnit’ sa
v kultirnej sfére, preto jeho cudzojazy¢nd kompetencia musi byt nasmerovand na oblast’
kultary. Takymto $tudijnym programom disponuje FHV UMB v Banskej Bystrici — Europske
kultarne Studid. Realizdcia tohto programu je cudzojazy¢nd edukdcia s aplikiciou jej
kognitivnych, axiologickych a komunikativno-€innostnych aspektov verbalnej a neverbélnej
komunikacie. Profil absolventa je orientovany na pracu

e Vo verejnej sprave vo funkcii samostatného, odborného alebo hlavného radcu/poradcu,
kompetentného metodicky usmeriiovat’ a kontrolovat odborni ¢innost, ako aj
vykonavat’ koncepcnu a koordina¢nu Cinnost’ §tatnej spravy na tseku kultary;

e ako odborny pracovnik v zdujmovych, politickych a humanitnych organizaciach
a Vv kulttirnych institiciach;

e ako odborny pracovnik v tretom sektore;

e ako jazykovo a kulturologicky pripraveny odborny pracovnik so zameranim na
poskytovanie informacii a na public relations a affair relations;

e ako viacjazy¢ne kompetentny hovorca turadov, firiem, institlicii a zariadeni.

Vstup SR do eurdpskych Struktur, ako i reformy verejnej spravy, suvisi so spolocenskou
potrebou vysokosSkolského S$tudia tohto typu, ktorého cielom je pripravit komunikacne
kompetentnych a kulturologicky profilovanych zamestnancov, schopnych kvalifikovane
posobit’ v multidimenzionalnej oblasti kultary.

Didaktické postupy pri priprave takéhoto pracovnika v kulture akcentuju interakciu
vedeckych vychodisk s praktickymi skisenostami. Prvoradou podmienkou vSak ostava
dokladna a vSestrannd pripravenost pedagodga, jeho ochota a schopnost’ celozivotného
vzdelavania z oblasti didaktiky, kultiry, literatary. Historia nam predostrela mnozZstvo viac
alebo menej uspeSnych koncepcii, technologii, systétmov a metod vyucby CJ, aby prakticki
ucitelia i didaktici skonStatovali, Ze niet ucinnej univerzalnej metddy, ktora by zarucovala
univerzalny efekt. Existuje len pragmaticky ciel' v pedagogike, ktory si vytyCuje
zefektiviiovanie prace ucitel'a CJ, a tym je dosiahnutie findlneho vysledku za ¢o najkratsi cas
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a za ¢o najmensiu vynalozenu ndmahu. ,,Ciel’ je primdarnym regulatorom vyberu ucebného
materialu a celkového vyucovacieho procesu. Na zdklade vymedzenych cielov sa konstituuje
vyucovact proces, volia sa primerané metody, formy a postupy prace. (...) Vysoké naroky sa
kladu na findalne vysledky v podobe cudzojazycnej komunikativnej kompetencie (...) —
komunikativne ciele. Tie maju svoju redlnu podobu vo forme praktickych recovych zrucnosti,
zabezpecujucich plynulé vyjadrovanie myslienok v cudzom jazyku “ (Rohal’, 1996, s. 25).

Prave vyber u¢ebného materidlu a vhodnych motiva¢nych metéd ma relevantny vyznam
pre spominant efektivnost’ ucenia. ,, Vyucbu CJ chdpeme ako otvorenie okna do druhého
sveta, do druhej kultury, do historie a sucasnosti zivota druhého ndroda, vzdajomné vplyvy,
vzdjomné vztahy, vzajomnd percepcia, vzajomny dialog kultur* (Kollarova, 1996, s. 3). Texty
musia mat  komunikativno-kulturologicki orientdciu s vyraznym interdisciplinarnym
kontextom. Ziadna kultira neexistuje izolovane, iba sama pre seba, ale je si¢astou kultirnych
vztahov v zmysle tézy vSetko so vsetkym suvisi. Ani pedagdg sam nevystai SO Svojou
prezentovanou cudzojazy¢nou kultarou, ale je nuteny kooperovat’ v zmysle pedagogiky
spoluprace (Amonasvili) s kolegami, ucitelmi inych CJ. Tak dochadza k rozsirovaniu
kompetencii o prvok interkulturality a interdisciplinarity. V ramci SP $tudenti ziskavaju
znalosti a osvojuju si zru¢nosti z cudzojazycnych kultar, konkrétne z anglickej, ruskej,
nemeckej a franctzskej. Uvadzame priklad kooperacie v rdmci dvoch kultar. Zlaté (19.)
storoCie ruskej kultury je, okrem iného, prezentované tvorbou F. M. Dostojevského, pricom
ucitel” stavia interaktivnu prednaSku na ziskanych vedomostiach zo strednej skoly. (Sucast'ou
maturity zo slovenského jazyka bola aj ruska literatura). Staviame na encyklopedickych
poznatkoch o slovenskom a eur6pskom realizme, dotkneme sa precedentnych literarnych diel.
Na francuzskych kultirnych $tadiach bola tvorba Emila Zolu uz prezentovana, vyuZzijeme
tento poznatok na porovnanie jeho Zabijaka so Zlocinom a trestom Dostojevského. Oblikom
(prof. Kollarova hovori mostikom) sa dostavame k porovnaniu socialnych, ekonomickych,
kultarnych a spolocenskych rozdielov ruskej a franctuzskej spolo¢nosti prostrednictvom
cudzieho jazyka (ruského), na franctuzskych Studiach sa to deje prostrednictvom francuzskeho
jazyka. Pritom nie je doleZitd dokonala lingvistickd exaktnost, pretoze jeden z principov
kulturologicky orientovanej didaktiky je vediet viac prijat, pochopit a zvnutornit. Z uvedengj
ilustracie vyplyva pouZitie inSpirativnej komparativno-analogickej metoédy. Ak pridame prvky
narodnej kultury, v tomto pripade literatlry, k takto ponimanému obluku kontinuity, ploSne
obsiahneme Siroko koncipovany priestor prienikov kultur.

Pri prezentovani kultirneho javu je nevyhnutné pouzivat autentické texty, ktoré su
nositelmi vSetkych znakov aprejavov daného kultirneho prostredia. Samotny text
Z jazykového hladiska musi spinat’ tieto poziadavky, pretoZe prostrednictvom neho prenikame
do redlnych situécii, je teda prostriedkom, ale prostriedkom potrebnym, nie cielom. Zaujem
0 zahrani¢nu mobilitu Studentov vyuzijeme a aplikaciou motivacnej metddy v cudzojazycnej
vyucbe dosiahneme skutocnost’, Ze svoje CV, motivacny list i celtl agendu si Student pisomne
pripravi sam, ucitel’ mu je poradcom a koordinatorom.

Problematikou kulturologickej koncepcie vo vyucbe sa zaobera aj Lencova, ktora velky
potencial vidi vo vizualizacii. ,, Kulturologické nasmerovanie v didaktike cudzich jazykov,
akcentovanie estetickej orientacie vo vyucbe ponuka novy pristup k Ziakovi v ¢innostnom
vyucovani. Obrovsky potencidl, ktory obsahuje obrazovy material (vizualne médium) sa moze
mnohostranne vyuzit, a tak prispiet kvyssej efektivite hodiny. (...) Prdca s obrazovym
materialom vytvdra priestor na komplexny rozvoj Ziackej osobnosti prepojenim kognitivneho
s emocionalnym* (Lencova, 2012, s. 27). Svet, ktory nds obklopuje, je svetom obrazov.
Pomocou nich vnimame realitu, pamétame si, fixujeme javy avztahy. Je didakticky
zelateI'né, aby akykol'vek text bol sprevadzany obrazom. V kultire a vyucbe orientovanej
kulturologickym smerom sa s obrazmi stretdvame ¢asto. Maju silny motiva¢ny ucinok, ktory
sa aplikaciou zazitkovej metddy moze zmenit’ na hlboko emocionélne prezivany stav. Nielen
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na zaklade Fridmanového postulatu sa domnievame, ze zazitkové ucenie je vysoko efektivny
fenomén. Pri prezentacii kultary ztoho ddévodu uprednostiujeme viacerymi zmyslami
vnimanu skuto¢nost’. Vidiet, zazit a prezentovat’ je najefektivnejsi spdsob ucenia, cudzie
jazyky nevynimajuc. S tymto fenoménom sme sa v praxi stretli po absolvovani 1. stupna
vysokoskolského $tadia, ked’ po absolvovani kurzov ruskych kultarnych studii, ktorych
obsahom je umelecka a materialna kultara Ruska, absolvovali Studenti poznavaciu exkurziu
V Petrohrade. Pocas cesty do ciela im exkurz do ruskej kultirnej historie sprostredkoval
ucitel, ale jednotlivé architektonické pamiatky, sochy, kultarne inStiticie a iné
pamaitihodnosti na mieste sprostredkovali Studenti. Ich prezentacia bola redlna, situécia,
okolnosti a podmienky tiez. Poc¢uté, videné, osvojené poznatky boli (bez simulacie) pretavené
cez zazitok osobného kontaktu s artefaktom, umocnené zodpovednostou (za obsahovu
spravnost, formu prezentacie, mieru vyvolaného zaujmu) a stali sa trvalymi. Zazitkova
metoda (u niektorych autorov ide o formu) je z hl'adiska trvacnosti najucinnejsia, pretoze ju
sprevadzaju pozitivne emocionalne stavy a do vel'kej miery boli eliminované neziaduce javy,
ktoré vyucbu CJ sprevadzaji. Pobyt v cudzojazyénom prostredi je akceptovatelny z hl'adiska
efektivnosti vyucby CJ aj z dovodu praktického. Za administrativny 1 sebaobsluzny proces
V cudzej krajine je Student zodpovedny sam za seba. CJ, ktory aj v redlnom Zivote je
prostriedkom, pomocou ktorého ziskava vyhody, benefity, informécie, preto nemusi byt
gramaticky ani lexikalne dokonaly, sluzi na dosiahnutie Zelaného stavu.

Pri sprostredkovani cudzojazycnej kultury sa ucitel mdze opriet’ o situacni metddu,
ktora ma formu pripadovej Stadie, a dava priestor pre ulohy, typu zhodnotte, doplnte,
dokoncite, rozhodnite, preneste dej do sucasnost, navrhnite rieSenia, ako by reagoval
sucasnik, zhrite problém, atd.

V celkovom resumé v osvojovani kulturnych poznatkov a vedomosti prostrednictvom
kultary zhrnieme metddy, ktoré s pre vyucbu najefektivnejsie:

komparativno-analogicku;
Mmotivacnu;

zazitkovu;

situacnul.

.....

atributy generuju tvorivo-zazitkova vyucbu, v ktorej Studenti ziskavaju nielen poznatky,
vedomosti, ale aj pozitivne precituji tizbu po poznani, radost’ z objaveného a prezitého, co
ma za nasledok:

kognitivizaciu (poznavanie),

emocionalizéciu (citovu pritomnost’ z ucenia);

motivaciu (snaha o sebarealizaciu);

socializaciu (schopnost’ komunikovat’ v CJ, tvorit’ progresivne interakéné vztahy);
axiologizéciu (osvojenie si pozitivnych hodnot a produktivnych spdsobov myslenia);
kreativizaciu (tvorivo mysliet’ a tvorivo zit') (Turek, 1997).

Suhlasime s M. Machovcom (In Ries, Kollarova, 2004), ktory tvrdi, ze dnesna skola nie
je dielitou ludskosti, ale dieliiou pouzitelnosti. Ziada sa nam dodat’, aby v definicii ostal aj
zmieneny prvy atribit, aby humanizacia, empatia a zazitkové ucenie boli sucastou edukécie.
Cudzi jazyk ma vytvarat’ priestor slobody, ktorym sa Student dostdva do vzt'ahu socializacie,
vstupuje do sveta kultiry a jazykovou formou i obsahom sa podiela na akulturacii. To je
cielom snazenia na vyucbe CJ, ak tento nie je cielom, ale prostriedkom. ,,Svet jazyka
Vdialogu kultur, vjeho kontaktnych ikonfliktnych situdciach vytvara nové dimenzie
osobnosti. (...) Jednotkou obsahu osvojovania si cudzej kultury je kulturna udalost v podobe
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precedentnych kulturnych textov je aj obraz, filmové dielo, hudobny fragment, divadelna hra,
Pokrovsky chram... “ (Kollarova, in Ries — Kollarova, 2004, s. 37, 38).

Uplatnenim asociativnej metddy ziskame prvotny obraz o mysleni a ndzoroch Studentov
na krajinu, ktorej jazyk si osvojuju. Vo vztahu k ruskému jazyku sme ocakavali prevahu
negativnych konotécii. Pozitivnym javom bolo, Zze mladi l'udia vnimaji tato krajinu cez
vyznamné uspechy Sportovcov, cez aktudlne prezentované diela, napr. najnovsie uvedeny film
anglickej proveniencie Anna Kareninovd, cez uvedenie Bratov Karamazovovcov' na
bratislavskej divadelnej scéne, lIdiota v Astorke, Zlocinu a trestu v Mestskom divadle
v Ziline, cez stbor Alexandrovovcov. Velku tlohu pri vnimani kultiry zohriva vizudlne
médium. ,, Vizudlne podnety najréznejsieho druhu, intenzity a hibky sa nam ponikajii der ¢o
den,( ...) reagujeme na ne rozne, vyvolavaju v nas pocit radosti, potesenia, uspokojenia, (...)
su tym médiom, ktoré aktivizuju nase zmysly a intelekt, su tym médiom, voci ktorému
nezostavame lahostajni* (Lencova, 2002, s. 5). Odportic¢ame preto efektivne vyuzivat’ tento
novodoby fenomén. Citovana autorka sice odmieta termin vizudalna civilizacia, neubranime sa
vSak tvrdeniu, Ze spolo¢nost’ je obklopend obrazmi, nimi sme konfrontovani pocas celej
existencie a v dennom kontakte na kazdom mieste. Sme si vedomi vel’ke;j sily a u¢inku médii.
V didaktickej praxi sa v§ak zamerajme na ich kladné vyuzitie.

Uvedieme priklad ako dobru ilustraciu vplyvu média aprace so Studentmi. V ramci
vysielania RTVS na Dvojke ,,Z televizneho archivu‘ uviedla dvojica moderatorov televizny
film z roku 1967 , Krotka“, natoceny podla predlohy F. M. Dostojevského, ako priklad
excelentnej prace televiznych tvorcov. Nie bezdovodne ziskal tento film viaceré ocenenia,
preto mu moderatori venovali niekolkominutovu sekvenciu. Tato informdcia mala natolko
inSpirativau a motivacnu hodnotu, Ze si Studenti vyzZiadali analyzu diela, ktoré pévodne
nebolo zaradené do vyucbového obsahu. Film vyrazne zaujal a nazorovo roztriestil skupinu
najmd jeho odkazom na sucasnost, na moralku, na hodnotovi hierarchiu.

Druhy priklad uvedieme z predstavenia , Eugen Onegin®. Operné nastudovanie
prazskym suborom Narodného divadla bolo ponaté v modernom aranzZmane. Predstavitelia
ruskej aristokracie mali na sebe reflexné vesty, vlasy upravené do dredov, pili pepsi colu.
Minimalisticky upravenad scéna vobec nedavala tusit, ze divaka caka klasicka opera. Obavali
sme Sa, ako mlady Student prijme a zvnutorni posolstvo A. S. PuSkina prostrednictvom
moderného nastudovania témy a obavali sme sa aj reflexii studentov. Tvorcovia vSak vsadili
»ha vyssi u¢inok zmyslovych modalit, na polysenzoricki percepciu® (Kole€ani-Lencova,
2012), ktord funguje najméd u mladych l'udi, nezat'azenych formou. Ponuknuté spracovanie
opery Studenti uvitali, pretoze véaznost témy a problémov dostali odlahfenou formou.
Spracovanie témy im zaroven poskytlo na Uvahy arieSenie cely rad aj dnes aktudlnych
problémov.

Komunikativno-¢innostny charakter vyucby CJ musi so sebou niest’ aj pritomnost’
gramatickych pravidiel, znalost' vynimiek a aplika¢nti schopnost’ pouzit’ ich v komunikacii.

! Pozn.: Citujeme z recenzie Juraja Kugnierika: ,,... s jasne itatelné tri vrstvy Dostojevského majsterstyku. Ta
prvu tvori pribeh akoby poskladany z bulvarnej tlace: zhyraly otec, jeho Styria synovia, z ktorych kazdy je pripad
sam osebe (...) manipulativna manzelka, synom aj otcom zvadzand milenka, mudry otec Zosima, perverzny
mnich Rakitin a ndbozensky fanatik Ferapont, intrigy, laska, sex a nakoniec vrazda. O Cosi hlbSie je vrstva,
povedzme, ,,antropologickd®. Teda l'udia a ich komplikované vztahy. Nedostatok lasky, boj s vlastnymi génmi
a prostredim, v ktorom sa kultivuju, temné tiene v dobrych a prekvapujiuce zablesky dobra v zlych T'udoch.
A pravda, spravodlivost, odpustenie, pokanie. A nakoniec to, ¢im je Dostojevsky znamy: Je ¢i nie je Boh? Ak je,
tak preco trpia nevinni? Ak nie je, skuto¢ne je vSetko dovolené? Ak je Boh vSemocny a vSeveduci, kde je
sloboda a zodpovednost ¢loveka? (Tyzden, 17/2013 z 22. aprila 2013, 5.55)

Fragmenty recenzie su dobrym materialom na vstup do zlozitého osudu i tvorby F.M. Dostojevského (nielen), su
inspirativnou myslienkou pre zaciatok diskusie o spoloc¢nosti druhej polovice 19. st. (pozn. H.B.)
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Nedeje sa tak formou akademickych gramatickych priruciek, poznania celych paradigiem,
teoretickych vyvodzovani, ale aplikatnou metodou priamo v komunikacii. Jednotlivé slovné
druhy uéime vzdy v spojitosti s kulturologicky zameranym textom, priCom pozornost
sustredime na vSetky javy s akcentom na jeden, ktory je cielovy, napriklad na cislovky.
Z hladiska kulturologického obsahu nie je pre nas doélezity rok narodenia, resp. umrtia
vyznamnych precedentnych personalii, ale z hl'adiska ciela konkrétnej vyucovacej jednotky
akcentujeme spravne pouzitie ¢isloviek, napr. otdzkami:

- Kedy bolo prijaté krestanstvo v Rusku?

- Korlko rokov sa dozil Mark Chagall?

- Odkedy dokedy trvali Ruské sezony v Parizi?

- Kolko vyznamnych osobnosti ma rodostrom Michalkovcov-Koncalovskych? Kto
su to? Kedy zili?

Vhodne zvoleny text, otazky a tlohy fixuju osvojeny a prezentuji novy material tematickych
(kulturologickych) okruhov. Nemo6zeme ponechat nepovSimnutymi kIaové problémy
V poloZenych otdzkach, a to su:

e rozvoj kultary v Rusku v dosledku prijatia krest'anstva;

e rozmanitost’ tvorby Marka Chagalla, jeho vitebskeé, pariZzske a americké obdobie;

e export ruskej kultiry do Francuzska, svetova turoven baletu, hudby, kooperacia
S eur6pskymi osobnost’ami;

e rezisérsky, literarny, filmovy, vytvarny potencial rodiny Michalkovcov.

Morfologicko-syntaktické a lexikalne javy sprievodne prezentujeme na jazykové prijatie, nie
Jjazykové pouzitie (Kollarova, 2008, s. 20), s nas§im dovetkom na komunikativne pouZzitie.
Autenticky material, Studentské mobility, tematické exkurzie, dotyk s pdovodnym
precedentnym textom, kontakt s native speakrom vytvara slobodny priestor pre spolo¢nt/
spolo¢ensku diskusiu o aktudlnych otazkach, aj ked’ maji korene v historii.

Zuveden¢ho vyplyva, Ze konkrétne ciele pedagdégovho pdsobenia maji tri rozmery —
vyu€ovanim CJ ako prostriedku sa priblizujeme snahe posilnit’

e Kognitivnu domému, t. j. vediet’ a poznat’ kulturu naroda, ktorej jazyk si osvojujeme,
rozoznat’ kulturny aspekt od nekultirneho, porovnat’ jednotlivé kultiry, osvojit’ si
kultirne vzorce sprévania, vysvetlit, zdovodnit, tolerovat’ kultirne odliSnosti,
vyriesit vzniknutd situaciu, prameniacu z odliSnosti kultar, uviest argumenty,
vyhodnotit, podrobit’ kritike, vediet’ posudit’ a vyzdvihnit’ pozitiva;

e afektivnu doménu, t. j. vediet’ pocivat’ a porozumiet’ vypocuté, vediet’ selektovat
relevantné a odsunut’ menej dolezité, naucit sa vnimat’ a posudzovat’ estetickl
hodnotu, vidiet’ a rozliSovat’ moralne hodnoty a odsudzovat’ amorélne prejavy;

e psychomotoricki doména, t. j. zmyslové vnimanie a koordinidcia vnemov
zmyslovych, pohybovych, citovych ai. Znamena to vediet’ a dokazat sa pohybovat
v sfére spolocenskej, kultirnej, diplomatickej, porozumiet’ nevypovedanému a vidiet
neukédzané, napr. vediet prist’ nacas, schopnost’ viest' komunikéciu bez zadania témy,
porozumiet’ nonverbalnym prejavom, vediet’ ,, citar’* paraverbalne symboly, vediet
prist’ do cudzej spolocnosti a kultury, ale vediet’ z nej aj odist’.

, V sucasnej dobe travia mladi ludia (generdcia mladych) coraz viac volného casu
v online prostredi/iach. Populacia je vo velkej miere ovplyvnend digitalnymi médiami.
Socidlne siete a blogy vytvaraju novy sposob komunikacie medzi predstavitelmi (nielen)
mladsej generacie. Preto aj vyucba cudzich jazykov by mala reflektovat nové potreby
mladych ludi v edukacnom procese (Slatinskd, 2012). Obsah a spdsob vzdelavania musi byt
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kompatibilny s eurdpskymi $tandardmi krajin Eurdpy, sthlasime so Stulajterovou (In
Javorcikova, Homolova, 2013), Ze Student sa mé slobodne rozhodnut’, akym spdsobom sa
vzdelavat’ aj v oblasti CJ, aké predmety, metddy a formy si vybrat, reSpektovanie jeho
psychickej, vykonnostnej a charakterovej individudlnosti, i potrieb ucenia. Inovacia vyucby
CJ, moznost’ ich volby, ale aj volby metdd a foriem su sprevadzané novymi potrebami
spolo¢nosti, trhom prace, novymi technoldgiami ucenia i aplikdciami technik ucenia, ktoré
zvysuju samostatnost’ a zodpovednost’ Studenta/uciaceho sa za ich profesionalny rozvoj.
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CUDZIi JAZYK PRE NAJMLADSICH ZIAKOV

FOREIGN LANGUAGE FOR YOUNG PUPILS

Farkasova Eva, Slovenskd republika

Abstrakt

Proces zamerného ucenia cudzieho jazyka deti na konci predSkolského a v zaciatkoch
Skolského veku v Struktarovanych podmienkach vyzaduje od vyucujuceho ovladat’ nielen
jazyk samotny a mat pedagogicku pripravu, ale nutné je kvalitne sa pripravit na pracu
S malymi detmi, rozumiet' ich vekovym osobitostiam a moZznostiam, tvorivo pristupovat
k vyberu a vyuzivaniu materidlov. Zahrani¢né inaSe vydavatel'stva ponukaji viac alebo
menej ucelené podnety akonkrétne materialy, ktoré vSak treba selektovat’ a pritom
zohl'adiiovat’ konkrétnu skupinu deti/ ziakov, aktualnu situdciu a d’alSie faktory. Prispevok
analyzuje jednotlivé didaktické postupy v stvislosti s psychologickymi poznatkami, ktoré
pomahayju riesit’ tazkosti v nadvaznosti na vyvinové Specifika deti vo veku 5-8 rokov.

Abstract

Teachers involved in a process of intentional foreign language learning of children at the end
of pre-school age and at the beginning of school age in structured conditions, have to master
the language, to have pedagogical background together with a quality preparation to work
with small children, to understand their age specialties and possibilities, to have a creative
approach toward the selection and utilizing learning materials. Foreign publishers as well as
Slovak ones offer more or less integrated stimuli/ suggestions and materials though these need
to be classified and re-assessed while accepting a concrete group of children/ pupils, a current
situation, atmosphere and other factors. The paper analyses particular didactic practices in
relation to the psychological cognitions which help to solve difficulties connected with
developmental specifics of children aged 5-8 years.

Kricové slova
vyuCovanie cudzich jazykov, kognitivne schopnosti najmladSich Ziakov, Specifika
V edukacnych postupoch a metéodach

Key words
teaching foreign languages, cognitive abilities of young learners, specifics in educational
procedures and methodologies

UvOD

V praxi sa vel'mi Casto stretdvame s tym, Ze ucitelom nie sl zname a jasné mnohé
poznatky z oblasti psychologickych vied, ktoré by mali, resp. ktoré je nevyhnutné aplikovat’
vo svojej edukacnej Cinnosti. To sa deje napriek tomu, Ze psychologické predmety sa
nachadzaju v Studijnych programoch pedagogickych fakult. D4 sa predpokladat, Ze pri¢in je
viacero asu v niekol’kych smeroch — moéze to byt prili§ teoreticky alebo formalny obsah
prednaSok a semindrov a/alebo nizke poziadavky na zvladnutie poznatkov. Nedostatky moézu
byt tiez na strane Studentov ¢i ucitel'ov — priliSny doraz sa kladie na zvladnutie odbornych, t.j.
predmetovych znalosti ako aj na didaktiku, ktord vSak priamo vychadza zo psychologickych
zékonitosti. Istd rolu tu moézu zohrdvat' aj naSe tradi€né pristupy s prehliadanim az
bagatelizovanim ,,nehodiacich sa“ informacii. Spolupdsobi tieZ osobnostné nastavenie
a vlastnosti jednotlivcov (ucitelov), prip. atmosféra v Skole, medzi kolegami (napr. snaha
prispdsobit’ sa vacs§inovému ndzoru, postojom ¢i pristupom vo vyucovani).
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Pozornost’ sustredime na najmladSich ziakov, t.j. ziakov v prvom adruhom roc¢niku
zakladnej skoly (ZS).

Zaradenie cudzieho jazyka (CJ) od 1. roénika ZS sa povazuje za naroénej§i postup vo
vyucbe. V praxi sa osvedcila urcitd forma ,,vyberu“ deti do takejto ,,jazykovej* triedy, a to
eSte pred zacCiatkom Skolskej dochadzky. Pri tomto postupe sa pouzivaji psychologické
metodiky — testy 8kolskej pripravenosti, ktoré realizujii psycholégovia (CPPPaP, VUDPaP).
Do ,,jazykovej“ triedy sa potom odporucia deti, ktoré preukdzu dostato¢nu pripravenost’ po
stranke pozndvacej a osobnostno-emocionalnej, a ktorych socializdcia dosiahla potrebnt
uroven pre pracu v skupine (napr. pripravenost’ prevziat’ rolu ziaka — akceptovanie autority
ucitela, primerané nadvdzovanie kontaktov, veku primerand samostatnost, schopnost
spolupracovat’ v ramci zadanych uloh a.i.). S vysledkami uvedeného postupu mame vyborné
sktsenosti: odporucené deti dosahuju vel'mi dobré vysledky pocas celej Skolskej dochadzky —
nestava sa, ze by boli netspesné, nezvladali poziadavky, prip. ze by museli byt z takejto
triedy preradené¢ do beznej v dosledku tazkosti v rdznych, osobnych ¢i edukacnych
oblastiach.

V d’alsom texte sa dotkneme aj vyvinovej situacie vtomto veku a edukacnych
a didaktickych postupov pri vyucovani prvého cudzieho jazyka, ktoré ztejto situdcie
vyplyvaji. Mnohé poznatky, ktoré sa v prispevku uvadzaji, sa tykaji aj deti na konci
predskolského veku, nakol'ko uz v materskych Skolach sa ponukaju rdzne formy
oboznamovania sa s CJ a postupy by mali byt podobné tym, ktoré sa odporii¢aji na zaiatku
vzdelavania v ZS. Pritom budeme mat’ na zreteli aj vyuzivanie metoédy CLIL.

PSYCHOLOGIA V PRAXI

Pri praci s detmi v Skolskych aj mimoskolskych podmienkach (ako pri praci s l'udmi
vobec) je nevyhnutné akceptovat individualne osobitosti, danosti v schopnostiach,
Vv emociondlnej a osobnostnej sfére a do Gvahy treba brat’ aj r6zne aspekty vo vSeobecnejSie
ponimanej socialnej oblasti, napr. faktory rodinného a vychovného prostredia. V edukacnom
prostredi to okrem iného znamend, Ze potrebné je mat dostatok poznatkov z vyvinovej,
pedagogickej a socialnej psycholégie, a to aspon tych konkrétnych oblasti, ktoré sa tykaju
ziakov daného veku, t.j. veku Ziakov, s ktorymi pracujeme, pricom si treba uvedomovat
stvislosti medzi jednotlivymi faktormi, skuto¢nostami, premennymi.

Takéto poznatky s dolezité najma preto, Ze v beznych edukacnych situdciach sa pomerne
Casto stava, Ze deti a ich schopnosti v§eobecne preceiiujeme alebo podceniujeme, napriklad:

e Pripravime si uebné materiadly a nevedomky zvolime postupy, ktoré su prili§ narocné
pre dany vek a ktoré deti nezaujmu (v CLILe: pre prvakov ¢i druhdkov zvolime prili§
abstraktné pojmy v novo preberanych témach — pri téme Stavba tela sa deti mali
naucit’ pojem ,,hrudny ko6s*). Tym sa zniZzuje ich pozornost, aktivny pristup, ochota
spolupracovat, motivacia. Dosledkom je horSie a menej trviace zapamitanie si
prezentovanych informacii.

e A naopak — ustarSich ziakov maly zaujem vyvolaju aktivity, ktoré vyzaduju
mechanické opakovanie, resp. dlho sa opakujtca aktivita — hoci tato bola pre ziakov
spociatku celkom zaujimava.

Z didaktického hladiska je vel'mi dolezité prisposobit’ postupy predovsetkym dosiahnute;j
vyvinovej urovni deti. Pozornost’ preto upriamime na etapu v psychickom vyvine 5/6-7/8-
ro¢nych deti, t.j. na koniec predskolského a zaciatok Skolského veku.

Popri tom, ze existuji velké interindividudlne rozdiely vo vyvinovej urovni deti,
Vv jednotlivych fazach ¢i vekovych obdobiach nachddzame urcité spolo¢né znaky.
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Charakteristika urovne vyvinu -
niektorych psychickych funkcii, tj. poznavacich schopnosti. Pridfzat sa mozeme
,klasického* oznacovania podl'a J. Piageta:

Uroveii rozvoja myslenia, ktoré je uzko prepojené s rozvijanim rei, sa nachadza v etape
predoperac¢ného myslenia (deti 2-7-rocné) — myslienkové operacie su intenzivne previazané
na aktudlne vnimané objekty alebo prezivanu situdciu alogické uvazovanie je iba
v zaciatkoch. Deti kontinudlne prechadzaju do etapy konkrétnych operacii (7-11 rokov),
V ktorej sa postupne rozvija logické myslenie.

Dosiahnuta vyvinova uroven limituje mozZnosti deti v suvislosti s ich kapacitou pre
chapanie a osvojovanie si poznatkov, zvladanie poziadaviek v edukacii. NereSpektovanie
tychto hranic staZuje edukaény proces, priniSa maly efekt vzhPadom na vynaloZenu
namahu ziakov i vyucujucich.

Aj pri vysokych narokoch v kurikulach existuji postupy a metddy, ktoré ulahcuju
pochopenie predkladanych poznatkov vich suvislostiach. Na zreteli treba mat vekové
a vyvinové charakteristiky psychickych funkcii:

e pozornost’ (spoCiatku je eSte do znacnej miery netimyselna, ma maly rozsah, je
kratkodobd — 5-10 min.; deti sa 'ahko rozptyl'uju vonkaj$imi podnetmi) — Gcelné je
podporovat’ jej zameranost’ a koncentraciu, na ¢o vplyva zaujem deti o predkladané
poznatky;

e pamit (rozliSujeme: kratkodoba/ pracovna a dlhodoba pamét) — posiliiovat
a ulah¢ovat’ proces zapamétavania je mozné vyberom a Struktirovanim ucebne;j latky;

e myslenie (oznaované ako obrazné, Cinnostné — az neskor sa rozvinie pojmové) —
dosledne zvazovat vyber, postupnost’, prepojenie a nadviznost’ jednotlivych prvkov
Vv uCebnej latke 1 v jednotlivych témach; doslednejSie zohladnovat’ a efektivnejSie
vyuzivat moznosti vyvinovych etap myslenia;

e myslenie: zaciatky logického myslenia sa spajaju s induktivnym pristupom, t.j.
zovSeobeciiovanie sa deje na zaklade podobnosti jednotlivych javov (na rozdiel od
deduktivneho pristupu, ktory sa objavuje v neskorSom obdobi — v etape formalnych,
logickych operécii) — deti lepSie pochopia pravidla (definiciu, vSeobecny pojem
a pod.), ak sa tieto vyvodia na zaklade poukazania na svislosti medzi prezentovanymi
prvkami;

e re¢ (aktivna a pasivna slovna zasoba v materinskom jazyku; za beZnych podmienok
ma dieta zvladnuté gramaticky spravne tvorenie viet a suveti) — dospelych mdze
pomylit’ pouZivanie abstraktnych pojmov det'mi, priCom si vSak treba uvedomit’, Ze
ich nemusia spravne chapat’; rozvijame kultivovany samostatny verbalny prejav,
vyjadrovanie myslienok a nazorov spolocensky prijatelnym/ Ziaducim spdsobom, ako
aj schopnost’ pretransformovat’ myslienky do pisanej reci;

e mySlienkové operacie (rozvijané a uplatiiované v etape konkrétnych operacii)

- Porovnavanie (viac/ menej/ rovnako/ vela/ malo..., postihnutie detailov -
zmien na dvoch obrazkoch...); prirad’ovanie;

- Triedenie a zoskupovanie — vytvaranie skupin so spolo¢nymi znakmi;

- Zovseobeciovanie — hl'adanie nadradeného pojmu;

- Zorad'ovanie (podl'a 1 alebo viacerych kritérii — vel’kost’, farba, tvar, mnoZstvo
apod.);

- Chapanie principu zachovania mnozstva (po¢tu, hmoty) a objemu (tekutiny) —
pocet kociek ostava rovnaky, aj ked’ st rozne usporiadané;

- Chépanie reverzibilnosti — uvedomenie si, Ze predmety alebo ¢isla moZzno
zmenit' a potom vratit' do povodného stavu (baléon mozno sfuknut a znova
nafukat’);
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- Kauzalita (pri¢innost’) — na zaklade pokusov, skusenosti: ¢o sa stane, ked’ ...
(vezmeme sneh do ruky, alebo ho ddme do miestnosti); a predvidanie: ¢o by sa
stalo, keby ... (sme jedli iba ¢okoladu);
- Rozvijame priestorové vyrazy (okolo, cez, medzi a. i. prostrednictvom hry,
skutoéného pohybovania sa, manipulacie s predmetmi — hracky, figurky,
mapka ako hraci plan); acasové pojmy (v€era, minuly rok, dni v tyzdni
v aktivitach: ¢o robite/ ste robili v stredu).
Vyssie uvedené operacie dieta dokaze pochopit a vykonat na zaklade konkrétnych
predmetov alebo situdcii. Nedokaze vSak rieSit hypotetické zadania a pouzivat' pritom
abstraktné pojmy. Preto treba dbat’ na to, aby vSetky informacie a poznatky vo vyucovani boli
sprevadzané konkrétnymi zazitkami — obrazky, predmety, ¢innost’, pohyb.
K uvedenym faktom treba eSte pripomenut’, Ze existuji rozne

Ucebné $tyly Ziakov,
ktoré tiez treba brat’ do tivahy pri koncipovani vyucovacich hodin:

a) vizualno-verbalny typ
- rozvinuté ma abstraktné myslenie, vie sa ucit’ samostatne;
- uprednostiiyje Citanie textu, I'ahko si zapaméta precitané,
- zapamétavanie sa podporuje pisanim poznamok;
- vhodné je ¢lenit’ pisany text (odseky, ¢islovanie) a/alebo farebne zvyraznovat
jednotlivé Casti;
b) vizualno-neverbalny typ
- ucivo si 'ahSie zapamita, ak je toto vizualne schematicky usporiadané (tabul’ky, grafy,
pojmové mapy), alebo ma k dispozicii aj obrazky, ilustracie, nazorné ukazky a pod.;
- ulohy, pri ktorych je uvedeny iba text, mu mozu robit’ t'azkosti;
- pri $tadiu a pisani pozndmok poméaha, ak pouziva symboly, piktogramy, farebné
¢lenenie;
- V neskorSom Skolskom obdobi uprednostiiuje pracu na pocitaci,

¢) auditivny typ
- pri u¢eni uprednostiiuje pocuvanie (vyklad ucitel’a, nahravky a pod.) — texty si rychlo
zapamita,
- pri vysvetlovani uc¢ebnej latky je vhodné pouzivat’ ,,dramatické* stvarnenie (menit’
vysku hlasu, doraz v slovach);
- Citanie a pisanie neprinaSa primerany efekt v u€ent;
- uprednostniuje hlasité ucenie (opakovanie uciva so spoluziakom);

d) kinesteticky typ
- s predkladanym uc¢ivom/ u¢ebnou latkou potrebuje manipulovat’ (vziat’ predmet do
ruky, robit’ pokusy, vyuZzivat’ pohybové didaktické hry);
- potrebuje osobnu skusenost’, uci sa ,,pokusom a omylom*;
- na hodinach nedokaze ticho sediet’ a len sledovat’ ucitel'ov vyklad — potrebuje pohyb
- V neskorSom obdobi mu mdze vyhovovat’ praca na pocitaci.

V eduka¢nom procese je potrebné snazit’ sa uplatiovat’ vSetky typy ucebnych Stylov, aby
sme Co najviac vySli v Ustrety réznorodym moznostiam a predpokladom Ziakov. Preto
vyuzivame akombinujeme rozne metoédy. U deti 5-8-ronych je to predovSetkym:
komunikacna metoéda, metdéda TPR, personalizacia, CLIL a spomentit’ mozno aj audio-oralnu
metodu. Uvedené metddy sa do istej miery prekryvaja, pricom mysliet’ treba aj na to, ze
charakter ¢innosti poc¢as hodiny sa ma v ramci kratSich ¢asovych tsekov menit’ (5-10 min.)
kvoli udrzaniu pozornosti a zaujmu.

Pri uceni malych Ziakov je najvyznamnejSou a najefektivnejSou stratégiou opakovanie.
Toto by nemalo byt’ mechanické alebo iba s drobnymi obmenami (pripomenieme gramaticko-
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prekladovii metddu a jej jednotvarne ulohy na precvicovanie urcitého gramatického javu
s mechanickym dosadzovanim urcité¢ho slova/ jeho tvaru do vetnej konstrukcie).

Naopak: Na opakovanie a utvrdzovanie uciva je vhodné vyuzivat’ réznorodé Cinnosti,
V ktorych sa dany jav vyskytuje a opakovanie tak podporuje zdujem a motivaciu ziakov,
posobi na rozvijanie myslenia a logického uvazovania — uvedomovanie si pouzivania urcitych
slov/ slovnych spojeni/ gramatickych javov v roznych situacidch — lepSie zapamétanie
a uchovanie.

NIEKTORE PEDAGOGICKE PRAVIDLA PRI VYUCBE S CLILOM

Pri priprave ,,CLILovych* hodin by si vyucujuci mal dobre premysliet, ktoré témy su
vhodné na spracovanie.

Pre efektivne vyuCovanie je dolezit¢ zachovanie kontinuity pri preberani uciva —
informacie maju na seba nadvdzovat, rozvijat' sa tematicky, obsahovo, ¢o tiezZ napomaha
K lepSiemu pochopeniu stvislosti a spol'ahlivejSiemu pouzivaniu CJ, tj. k zvySovaniu
zvladania jednotlivych jazykovych zruénosti. Preto je ziaduce, aby si vyucujici premyslel
a pripravil koncepciu hodin s CLILom dopredu na dlhSie obdobie, ak nie rovno na cely
Skolsky rok — ktoré témy vyberie, aby na seba obsahom nadvézovali, a teda aby sa mohli
opakovane vyuzivat’ ur€ité zvolené slova, vyrazy, vetné konstrukcie a pod.

V pripadoch, ked’ ide o ucenie najmladsich ziakov, vyucujuci/a, ktory/a bude pracovat
s CJ na zvolenom nejazykovom predmete, musi dostato¢ne dobre ovladat’ aj CJ, aspon na
urovni B2 podl'a Spolo¢ného eurdpskeho referencného ramca pre jazyky (pri realizacii
projektu CLIL v Nemecku sa stavalo, ze niektori kmenovi ucitelia odstipili, pretoze svoju
znalost’ CJ povazovali za nepostacujiicu — ako je to u nas?). V pripade, ak hodiny s CLILom
realizuje ,,jazykar, v spolupraci s kmeniovym ucitel'om ma pripravit’ obsahovu stranku takejto
hodiny tak, aby sa nenarusalo preberanie potrebného obsahu nejazykového predmetu k danej
téme.

Zahrani¢né skusenosti ukdzali, ze je uzitoné a namahu Setriace, ak na Skole pracuji
metodou CLIL viaceri ucitelia atak moZzu konzultovat svoje postupy, diskutovat
0 vzniknutych situaciach a spolocne riesit’ problémy.

Citanie a pisanie v CJ

V 1. ro¢niku nie je vhodné rozvijat’ alebo zapajat’ do vyucovania CJ zrucnosti ¢itanie
a pisanie. Pdsobilo by to zat'azujuco na ziakov, pre ktorych je prvoradé naucit’ sa Citat’ a pisat’
V materinskom (vyucovacom) jazyku. Stretdvame sa s tym, Ze niektoré zahrani¢né materidly
zarad’uju uvedené dve jazykové zrucnosti hned’ od zaciatku ucenia — treba si vSak uvedomit’,
ze pravdepodobne ide o ucebnice a u¢ebné materialy uréené ziakom od 8 rokov, ktori zaciatky
Citania a pisania v materinskom jazyku uz zvladli, alebo materidly jednoducho neakceptuju
vyvinové danosti malych Ziakov (nemoZno si mysliet’, Ze ak sa tak robi v zahrani¢i, je to
spravne a mozZeme to prevziat’ aj my...).

Obsah hodin aj z vyvinového hl'adiska treba zostavit’ tak, aby sa vyuzivali nazorné ucebné
materidly a pomocky. Pisané oznacenia, t.j. symboly (pismo) staci uviest’ a bude efektivnejsie
zavadzat’ az od druhého rocnika.

Priklady:

Roc¢né obdobia — neoznacCime slovom, ale obrazkom.

Co si obliekame v zime — deti oznaluju/ vyfarbia zimné obledenie: moZu sa naudit
pomenovanie niektorych veci, ale nie pisat’.

Porovnavanie: viac — menej — deti ozna¢ia mnozstvo podla instrukcie.

Porovnavanie: detaily — napr. hladanie odliSnosti na obrazkoch; precvi€ovanie
pozornosti.

Predlozky — zobrazenie prostrednictvom deja, pribehu, zaujimavych suvislosti.
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Co patri/ nepatri do $kolskej triedy (¢o mame v nasej triede a o nam v nej chyba) — deti
oznacuju predmety, ktoré sa v triede bezne nachadzaju, resp. humorné situacie — zobrazenie
veci, ktoré su v triede neprimerané.

Namety sa nachadzaji napriklad v publikaciach: E. Farkasova a kol. (2001), B. Menzlova
a kol. (2011).
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IDENTIFIKACIA KEUCOVYCH KOMPETENCII UVADZAJUCEHO
UCITELA

IDENTIFICATION OF MENTOR'S KEY COMPETENCES

Gadusova Zdenka, Hartanska Jana, Slovenska republika

Abstrakt

Prispevok je zamerany na status arolu uvadzajuceho ucitela a z tejto tlohy vyplyvajice
kompetencie, ktoré by mu mali byt vlastné. Prezentované poznatky su zalozené na vyskume,
ktory realizuje tim pracovnikov FF UKF v ramci projektu VEGA 1/0677/12 KIucové
kompetencie uvadzajiceho ucitel'a nevyhnutné pre uspesné vedenie zacinajiceho ucitela.

Abstract

The paper deals with the status and role of mentors and their professional competences which
should match this position. The presented knowledge is based on the research which has been
carried on by the team of researchers from the Faculty of Arts, Constantine the Philosopher
University in Nitra within their research project VEGA 1/0677/12 Key Competences of
Mentors Necessary for Successful Mentoring of Novice Teachers.

Kricové slova
uvadzajtci ucitel’, zacinajuci ulitel’, ulohy a kompetencie uvadzajuceho ucitela

Key words
mentor, newly qualified teacher / novice teacher, mentor’s tasks and competences

UvOD

Nastup do zamestnania a vykonu svojej profesie po nadobudnuti poZadovanej
kvalifikacie predstavuje pre kazdého jednotlivca jedno =z najtazSich asuCasne vel'mi
dolezitych obdobi v jeho kariérnom Zivote. Tyka sa to rovnako aj ucitela. Pre zacinajliceho
ucitela je to obdobie overovania si a rozvijania nadobudnutych vedomosti v praxi, obdobie
pociatocného experimentovania, oCakavani, nadSenia, ale aj kladenia si otdzok, véhania,
neistoty, obav a omylov. Zo Studenta ucitel'stva, ktorého pocas jednotlivych typov
pedagogickej praxe viedol zviacsa skuseny cviény ucitel’, sa stdva samostatny pedagog so
zékladnymi ¢i len minimalnymi praktickymi skusenostami. Po néstupe do pracovného
pomeru ziskava nielen vSetky profesijné kompetencie, ale musi prijat’ aj zodpovednost’ za
kvalitu vyucovacieho procesu, u¢ebnych vykonov svojich ziakov ako aj plnenie vychovno-
vzdeldvacich povinnosti. Je celkom prirodzené, Ze zaCinajuci ucitel’ potrebuje istll mieru
usmerfiovania a pomoci, ktort mu méze poskytnat’ len odborne kvalifikovany, sktiseny, ale aj
I'udsky zrely a empaticky kolega — uvadzajici ugitel’. Casto je to prave uvadzajuci uéitel, kto
ovplyviiuje rozhodnutie za€inajliceho ucitel’a zotrvat’ v Skole alebo v profesii vobec.

STATUS UVADZAJUCEHO UCITELA

Pedagdégmi dlho ocakavany oficialne zavedeny status uvadzajiceho pedagogického
zamestnanca je v tomto kontexte nespochybnitel'ny a nanajvys potrebny akt. Kariérna pozicia
,suvadzajuci pedagogicky alebo odborny zamestnanec je definovand zdkonom
¢. 317/2009 Z. z. SR ako pozicia ,,pedagogického alebo odborného zamestnanca Specialistu,
ktory ,,vykonava Specializované Ccinnosti sucasne s vykonom pedagogickej cinnosti®
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a zodpoveda za realizaciu adaptaéného vzdeldvania zainajuceho ucitel’a, ktoré priebezne
monitoruje. Podla tohto zakona poziciu uvadzajiceho pedagogického zamestnanca moze
vykondvat’ samostatny pedagogicky alebo odborny zamestnanec s prvou atestaciou. Zatial’ ¢o
Specifické pracovné cCinnosti a povinnosti uvadzajuceho ucitel'a zédkon c¢iastocne ramcovo
vymedzuje, pripravu potrebni na vykon tejto funkcie zdkon nestanovil. Empiricky sa
predpokladd, Ze niekolkorocnd prax aprva atestacia st dostatocnou pripravou na jej
vykondvanie.

Aké st vsSak redlne potreby uvadzajuceho ucitela, ktoré vplyvaji na formovanie jeho
kIaicovych kompetencii? Vieme tieto kompetencie identifikovat? Vieme ich nasledne
preniest do $tudijnych obsahov kontinualneho vzdelavania? Co od tohto vzdelavania
uvadzajici ucitel ocakdva aktora inStiticia mu ho dokaze kvalifikovane poskytnut'?
A vobec, existuju u nas formalne ¢i neformalne systémy, kurzy, Skolenia, ktoré by pomohli
uvadzajucemu ucitelovi zvladnut' tato poziciu? Ak ano, daji sa ich vzdeldvacie obsahy
preniest’ do iného vzdelavacieho kontextu? Dokazu uvadzajtci uditelia objektivne a odborne
hodnotit’ vykony im zverenych zacinajucich ucitelov? Na tieto otazky nevieme dosial
uspokojivo odpovedat’. Viaceri odbornici, ktori sa zr6znych pohladov vyjadruji jednak
k $pecifikam vyplyvajucich z modifikacie socioprofesijnej drahy ucitela pocas vykonu
povolania (Kollarikova, 1993; Kasacova, 2002; Cernotova, 2009), ako aj ti, ktori popisuju
analyzu a klasifikaciu profesijnych kompetencii ucitela (Spilkova, 1996; Kyriacou, 1996;
Vagutova, 2001; Belz — Siegrist, 2001; Svec, 2002; Blasko, 2009; Polok, 2009) zhodne
konstatujt, ze reSpektovanie potrieb ucitela je doposial mélo preskimané a eSte menej sa
zohladiiuje pri tvorbe obsahu i vV samotnom procese kontinualneho vzdelavania.

Povereni uvadzajuci ucitelia sa teda pocas adaptacného obdobia zacinajucich ucitel'ov
stretdvaju s dvoma skupinami problémov: ako formovat a hodnotit’” vykony zacinajucich
kolegov aako formovat’ a uplatnit’ svoje kompetencie uvadzajiiceho ucitela. Niektori ich
rieSia UspesSnejsie, ini tazko, d’al$i k nim zaujimaji indiferentny postoj. O tychto reakciach sa
dozvedame skor neoficialne, z rozhovorov, z internetovych diskusnych for, postrehov z praxe.
Coraz naliehavejsie sa ukazuje, e $pecifické kompetencie uvadzajucich ugitelov treba
cielene a systémovo formovat’.

Tim didaktikov FF UKF v Nitre sa vramci projektu VEGA 1/0677/12 Klucové
kompetencie uvadzajuceho ucitela nevyhnutné pre uspesné vedenie zacinajuceho ucitela
podujal ¢o moZno najuspokojivejsie a najkomplexnejSie zodpovedat’ rad otdzok tykajucich sa
potrieb uvadzajuceho ucitel'a a na ich zaklade identifikovat’ kI'i€ové kompetencie potrebné
pre uspesné vedenie zacinajiiceho ucitel’a.

Vyskumu sa zacastnilo 127 uvadzajacich ucitelov (d’alej UU) zrdznych typov
zakladnych a strednych §kol z celého Slovenska, pricom vySe dve tretiny z nich ma viac ako
desat’ rocnu vyucovaciu prax a takmer polovica je vo funkcii uvadzajuceho ucitel'a najmene;j
Sest’ rokov. Z vyskumnej vzorky boli oficialne vymenovani len 93 uditelia (75%) a okrem
dvoch ucitelov (98,43%) sa nikto z nich Ziadneho vzdeldvania zameran¢ho na odborné
vykondvanie tejto pozicie nezicastnil.

ULOHY UVADZAJUCEHO UCITELA

Analyzované vyskumné udaje ukazali, ktoré zo svojich uloh pri uvadzani zac¢inajuceho
ucitela (dalej ZU) povazujii uvadzajici uclitelia za vel'mi doélezité, resp. dolezité. Bolo
definovanych osem uloh, s ktorymi sa respondenti vyrazne stotoznili. Komentujeme ich
zoradené podl'a dolezitosti, ktort im UU pripisuju.

Takmer 100 % respondentov (UU) povazuje ulohu poskytovania profesionalnej podpory
za samozrejmost. Rovnako vnimaju aj ddlezitost’ poskytovania osobnej pomoci za¢inajucim
ucitelom, len 9 uvadzajucich ucitel'ov ju povazuje za malo dolezitu, 92,97 % ju vSak povazuje
za velmi dolezita alebo dodlezitl. Vyznamné je aj uvedomenie si potreby poskytovania
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poradenstva Vv zmysle navodov a informacii pri planovani hodin, pri pouziti ucebnych
pomocok, pri hodnoteni ziakov apod (96,09%). VysSe polovica opytanych uvadzajtcich
ucitelov (58,59%) chape tuto Glohu ako dolezita a viac ako tretina respondentov (37,5%) ju
vnima ako vel'mi dblezitu.

Obdobie adaptacie zacinajuceho ucitel'a na profesiondlnu drahu ucitel’a sa nezaobide bez
monitorovania jeho Cinnosti, bez identifikacie jeho silnych a slabych stranok. Tuto ulohu
vnimaju uvadzajuci ucitelia rovnako nastoj¢ivo. Za velmi doleziti ju povazuje tretina
respondentov (38 UU) a takmer dvojnasobok (82 UU) ju povazuje za dbleziti ulohu, ¢o spolu
predstavuje 97,65% respondentov. Poverenie ucitela byt uvadzajicim ucitelom so sebou
logicky prindsa aj ista mieru konfrontacie vlastnej profesionality, nazorov, didaktickych
postupov a pristupov k rieSeniu mnohorakych odbornych ¢i vychovnych problémov. Chtiac-
nechtiac sa tak uvadzajuci ucitel' stava pre zacinajuceho kolegu modelom, vzorom. Hoci
vacsina respondentov tto lohu povazuje za dolezita (57,81%), ba dokonca za vel'mi délezita
(32,81%), nazory sa tu viacej réznia: 11% UU tato ulohu povazuje za malo délezitqd,
a dokonca jeden ucitel’ ju nepovazuje vobec za potrebnu.

Od cias publikovania prelomovej prace Ch. Kyriacoua (1991) o kI'aiovych zru€nostiach
ucitel'a s dorazom na nutnost’ reflexie a sebareflexie ako nastroja ucinného odstrafiovania
chyb vo vyucovani, sa vysokoSkolski pedagbogovia, vedecki pracovnici, teoretici a didaktici
zaoberaju touto témou Coraz intenzivnejSie. Vo vSeobecnosti vS§ak mozno konStatovat’, ze
zrucnost’ reflektovat’ svoj ucebny vykon casto mnohym ucitelom chyba. Ani uvadzajuci
ucitel’, ktory by mal viest' k sebareflexii zacinajuceho ucitel'a, ju nemusi mat’ primerane
osvojent. V tomto kontexte sa javi uvedomenie si potreby podpory a rozvoja sebareflexie
zacinajuceho ucitel’a, ktort vyjadrilo vySe 92 % respondentov, ako signifikantny fakt. Tretina
uvadzajtcich ucitelov (31,25% ) povazuje tuto ulohu za potrebni a az 78 (60,94%) za
dolezitu.

Nel'ahka problematika hodnotenia zacinajiceho uditela je d’alSou ulohou, s ktorou sa
uvadzajuci ucitel stretava. Mal by vediet, ¢o je cielom jeho hodnotenia za¢inajuceho ucitel’a,
¢o, ako a kedy hodnotit’ a aké néstroje hodnotenia by si mal vytvorit’ ¢i pouzit'. Tato tlohu si
ako vel'mi doleziti uvedomuje necela tretina respondentov (29,69%) a za dolezita ju povazuje
viac ako polovica opytanych (57,81%), t.j. spolu 87,50% uvadzajucich uditel'ov si uvedomuje
jej naliehavost’. Iba necel4 desatina respondentov ju povazuje za malo ddlezita €1 nepotrebnu.

Otazky pristupu uvadzajiceho ucitela k zacinajicemu kolegovi, sposob komunikécie
s nim a poskytovanie konStruktivnej spitnej vazby su poslednou, i1 ked” nemenej dolezitou
ulohou, ku ktorej sa respondenti vyjadrili kladne. Vystupovanie v tlohe ,kritizujiiceho
priatel'a® povazuje za velmi ddlezité¢ takmer pitina opytanych (21,09%) a az 60,94% tuto
ulohu vnima ako dodleziti (spolu 82,03%). Ostatnych 23 respondentov ju povaZuje za malo
potrebnu alebo nepotrebnu.

Sucastou vyskumu boli aj polo Struktirované interview s vybranymi uvadzajicimi
ucitelmi (21) aich kvalitativna analyza, vysledky ktorej v zasade korelovali s dajmi
ziskanymi z dotaznikov. Aj z Gdajov interview vyplynulo, Ze uvadzajici ucitelia si zdvaznost’
svojej roly pri zaSkoleni zacinajicich ucitel'ov plne uvedomuju a zaklad tuspechu realizécie
tejto roly vidia predovsSetkym v aktivnej komunikécii medzi uvadzajicim a zacinajicim
ucitelom zaloZenej na vzijomnej dovere, bezstresového kladenia otdzok, vytvorenia
partnerského vztahu a ucenia sa jeden od druhého (,,Ddlezita je komunikdcia medzi
uvadzajucim a zacinajucim ucitelom. Je dolezité, aby zacinajuci ucitel mal doveru voci
uvadzajucemu ucitelovi a pytal sa ho i na tie zdanlivo najnepodstatnejsie veci. ). Za vel'mi
dolezité povazuju tiez to, aby uvadzajuci ucitel’ bol ochotny a vedel poskytovat’ zacinajucemu
ucitelovi svoje vedomosti a skiisenosti, formovat’ jeho zru¢nosti stivisiace s organizovanim
vyuCovacej prace, aby mu vedel poradit’ so Skolskou dokumenticiou a tvorbou planov,
hodnotenim Zziakov (,, Mézem mu poradit' v praktickych i teoretickych veciach, odovzdat moje
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skusenosti a pomoct mu  zorientovat' sa v novom prostredi.”, resp. “Zasvdtit ho do
fungovania a chodu Skoly, informovat’ o organizacii Skoly, poskytnut mu na prestudovanie
dokumentdciu potrebnu k vyucovaciemu procesu a hodnoteniu ziakov.‘). Mdzeme preto
konStatovat, ze viacSina uvadzajucich ucitel'ov si uvedomuje svoje ulohy, je si vedoma svojej
zodpovednosti za to, ¢i absolvent ucitel'stva bude chciet' zotrvat v Skolstve a vykonavat
ucitel'sku profesiu (ZU: ,, Bez vydatnej pomoci uvadzajuceho ucitela by mi asi praskli nervy
a odisla by som zo skolstva.”). Mnohi uvadzajtci ucitelia maju z prace dokonca potesenie
a pocit vnutorného naplnenia (,, Ak vidim, Ze moje rady niekomu pomdahaju, pripadne niekoho
oslovili, vidim, Zze moja praca ma zmysel. To je velmi uspokojujuce. ). Takito ucitelia ale
ocakévaju podobny zadujem a zanietenost’ aj od zacinajucich ucitelov .

Z odpovedi na otazku ¢i maju podporu zo strany Skoly, resp. aki podporu by pri vykone
pozicie uvadzajuceho ucitel’a privitali, vSak bolo zjavné, ze mnohi volaji po podpore vedenia
Skoly — ¢i uz moralnej alebo finanénej, po spolo¢enskom uznani a systémovom vzdelavani
(,,Aby uvadzajuci ucitel’ mohol profesionalne fungovat, mal by to mat’ zohladnené v uvdzku,
resp. pracu by mal mat’ ohodnotenu i financne, malo by sa mu poskytnut' vzdelavanie v tejto
oblasti, aby sa aj on mohol posivat a konfrontovat' svoje skiisenosti.*). Zial’, aktualne sa
uvadzajuci uditelia nemdzu spoliehat’ na cielavedomé zaSkolenie do tejto pozicie, musia sa
skor spolichat’ na vlastné vedomosti, sktsenosti a sily (,, Necitim podporu ani vyhody zo
strany vedenia Skoly. Uvadzanie beriem ako svoju pracovnu povinnost. ‘). Napriek vSetkému
vSak bolo poteSujuce zistit, ze vacSinu uvadzajucich ucitelov ,,bavi pracovat’ s mladymi
ludmi, ktori prindsaju nové podnety, napady a ozivuju stereotypné myslenie*, ze maji radi
,wpozorovania hodin, kedy mozu porovndvat Styly a spésoby vyucovania a aj sa nieco nové
dozvediet* a , spdtni vizbu povazuju tiez za velmi dolezZitu, pretoze cez nu v podstate
dochadza k formovaniu ucitela*.

POHLAD ZACINAJUCHO UCITELA

Identifikacia tloh uvadzajuceho ucitela a miery ich naliehavosti, ktoru jej oni sami
pripisuju, by vSak nebola dostatocna a komplexnad bez pohl'adu druhého subjektu tohto
procesu, zacinajuceho ucitela. Aku podporu ocakava zacinajuci ulitel od uvadzajiceho
ucitel'a? Do akej miery tato podporu ocakava? Su aj také, vo vyskume identifikované, tlohy,
ktoré zaCinajuci ucitel’ od svojho uvéadzajiceho ucitel'a neocakéva? Odpovede na tieto otazky
sme ziskali od vyskumnej vzorky 132 zacinajucich uclitelov z oboch stupniov zakladnych
a roznych typov strednych $kol na celom tizemi Slovenska. Analyza tdajov z dotaznika pre
zacinajucich ucitelov priniesla rovnako zaujimavé a podnetné skuto¢nosti a nazory, ktoré
napomahaji naplneniu ciel’a vyskumu, t.j. identifikécii kI'a€ovych kompetencii uvadzajuceho
ucitel’a.

Takmer vSetci zacinajuci ucitelia (99,48%) ocakavaji od wuvadzajicich ucitel'ov
predovietkym vysoka odbornost a profesionalnu skusenost’ (t.j. ,,CO*“ im UU poskytne),
ktoré sprevadza rovnako vyrazné ocakavanie profesionalneho pristupu charakteristické
priatel'skym a ustretovym spravanim (tj. ,,AKO“ im UU svoje skusenosti arady
sprostredkuje). Tuto Glohu od uvadzajiceho ucitela vyrazne ocakava 118 respondentov
(89,39%), ostatni 13 zacinajuci ucitelia (9,85%) jej naplnenie ocakavaju len do istej miery.
Ako wuvadzajuci, tak aj zacinajici ucitelia zhodne povazuji otazky profesionality
a ustretového, zZiclivého sposobu sprostredkovania skiisenosti za prioritné.

Na tretom mieste z hl'adiska dolezitosti uloh, ktoré zacinajici ucitelia ocakavaji od
svojich uvadzajucich ucitelov, vystupuje ochota uvadzajucich uclitelov riesit’ s nimi
problémy, s ktorymi sa poc€as adaptacného procesu stretavaju a najmé ochota ngjst’ si na ich
rieSenie dostato¢ny Cas. Naliehavost’ tejto ulohy uvadzajicich ucitelov vyjadrilo 92
zacinajucich ucitelov (69,7%) a takmer polovica respondentov (46,97%) plnenie tejto ulohy
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uvadzajacich ucitelov ocakava do istej miery. Iba dvaja zacinajici uclitelia ju od svojho
uvadzajuceho ucitel'a neoCakavaju.

Poradenstvo pri rieSeni problémov suvisiacich s hodnotenim ucebnych vykonov Zziakov
povazuju obe strany za jednu z najddlezitejSich uloh. Az 97,21% zacinajicich ucitel'ov
ocakava jej naplnenie zo strany svojho uvadzajuceho ucitela, priCom 71 ZU (53,79%)
vyrazne a 56 ZU (42,42%) do istej miery. Toto oCakdvanie je u zacinajicich ucitelov
zastipené o trochu v mensej miere (na 4. mieste) nez u uvadzajucich, u ktorych tato uloha
zaujala hned’ tretiu najddlezitejSiu poziciu.

Adaptacny proces zacinajuceho ucitela v sebe zahfiia nielen odovzdavanie a prijimanie
profesijnych skusenosti, ale aj spoznavanie prostredia Skoly a pravidiel jej chodu.
Poskytovanie informécii o rezime Skoly prekvapujuco od svojho uvadzajuceho ucitela
oc¢akava vo vicsej (57,58%), ¢i mensSej miere (35,61%) vyraznd vécSina zacinajlicich
ucitelov. Len deviati (6,82%) si plnenie tejto Ulohy zo strany uvadzajuceho ucitela
neoCakavaji. Je pritom zaujimavé, ze formulovanie tejto primarne ,,needukacnej* ulohy
Z pohl'adu UU absentuje.

Osobnostno-profesijné kvality uvadzajiiceho uditela predstavuje ocakavanie, ze bude
reSpektovat’ ndzory zacéinajiceho ucitel’a, Ze oceni a podpori jeho tvorivost’ a iniciativu. Ako
vel'mi doleZitu ulohu ju od uvadzajuceho ucitela ocakava polovica respondentov z radov ZU
(51,51%) a 46,97% opytanych ZU ju olakava do istej miery. Ulohu poradenstva pri rieSeni
nedorozumeni so Ziakmi a Vv komunikacii s ich rodi¢émi ofakéva vo véicSej ¢i menSej miere
zhodne po 45% respondentov, 12 ZU (9,9%) tieto ocakévania nedeklarovalo.

Z pohl'adu zadinajuceho profesionala je velmi dolezité ocenenie jeho prace, snahy
a kreativity. Silni mieru ocakévania pozitivneho pristupu uvadzajiceho ucitel’a pri hodnoteni
pouzitych inovativnych metdd a foriem prace zacinajliceho ucitela vyjadrilo 42,42%
respondentov a vyse polovica (53,79) ju ocakava do istej miery. ZvySok (3,79%) takéto
o¢akavania nema.

NajmenSie ocakéavania vyjadrili zaCinajici ulitelia vo vztahu k ochote uvadzajuceho
ucitela podelit’ sa s nimi o vlastné doplnkové materialy ako inSpiraciu pre pripravy na
vyucovanie. Ich poskytovanie neoCakdva 12, 88% respondentov. Zatial’ o tretina tito tlohu
povazuje za prirodzenu, az 53,79% ju od uvadzajticeho ucitel’a o¢akava len do istej miery.

Proces adaptacie v 8kole je teda charakteristicky zvySenym usilim naplhania tloh
a povinnosti, ktoré musi zacinajici ucitel’ v spolupraci so svojim uvadzajucim ucitel'om
zvladnut', pricom dolezitym faktorom je aj pravidelnost a systematickost ich naplnania.
Vicsina uloh je v kompetencii uvadzajuceho ucitela, niektoré ulohy vSak mézu od svojho
uvadzajiiceho ucitela vyzadovat samotni zacinajuci uditelia, napr. prejavenie zaujmu
uvadzajuceho ucitel'a o nové a inovativne didakticko-metodické postupy, ktoré na hodinach
pouzil za¢inajuci ucitel’.

Je potesiteI'né, ze najdolezitejSia tloha z pohl'adu oboch aktérov procesu, poskytovanie
profesionalnej podpory, sa vykonavala pravidelne a systematicky. Takto ju vnima 66,66%
zacinajucich ucitel’ov, Stvrtine respondentov sa podpora dostavala sporadicky a na poziadanie
a desiati opytani (7,58%) uviedli, Ze sa im dostavala v dlhSich intervaloch, nahodne. Aj druha
najdolezitejSia vo vyskume identifikovatelnd tloha, poskytovanie osobnej podpory, bola
realizovand pravidelne a systematicky. Tento nazor vyslovilo 65,66% zacinajucich ucitelov,
Stvrtine respondentov bola poskytnuta sporadicky, resp. na poziadanie, v dlhsich casovych
intervaloch ju dostavalo 10 ZU (7,58%). Jedna z dolezitych tloh uvéadzajiceho ucitela —
hodnotenie kvality vykonu za¢inajuceho ucitel’a, (¢i uz ju UU poskytuje priebezne, etapovo,
alebo len v zavere uvadzania ZU do praxe) ako aj poskytovanie spitnej vazby, konstruktivnej
kritiky zo strany uvadzajiceho ucitel'a, je z pohladu aktérov vnimana odliSne. Zatial' ¢o
uvadzajuci ucitelia ju vnimaja ako vel'mi ddlezita, resp. doleziti az na siedmom a 6smom
mieste, zacinajici ucitelia vnimaji tato Ulohu uvadzajuceho ucitela ako potrebnu ovela
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intenzivnejSie. Skusenosti s pravidelnym, systematickym poskytovanim spétnej vizby ma
63% zacinajucich uclitel'ov, sporadicky sa s fiou stretla Stvrtina respondentov a 7,58% ju
dostalo v dlhsich ¢asovych intervaloch a ndhodne. Doélezity faktor je aj frekvencia kontaktov
zaCinajuceho ucitela so svojim uvadzajacim ucitel'om. Systematicky a pravidelne sa s nim
stretavala len vyse polovica respondentov (58,33%), sporadické stretnutia uviedla priblizne
tretina a 9,9% (12) malo len niekol’ko, skor ndhodnych, stretnuti.

Medzi Glohy uvadzajuceho ugitela, s ktorych naplhianim sa zadinajtici u¢itelia stretli o Sosi
menej systematicky a casto, patri aj pomoc pri oboznameni sa s pedagogickou
dokumentéciou. Je zaujimavé, ze zatial' ¢o uvadzajuci ucitelia tuto svoju ulohu explicitne
neformulovali (pripominame, ze uloha poradenstva skor v zmysle navodov skvalitnenia
edukaéného procesu bola vnimand uvadzajucimi ucitelmi ako tretia najdolezitejSia),
zacCinajuci ulitelia ju povazuji za vel'mi ddleziti a jej naplnenie od uvadzajiceho ucitela
ocakavaju. Viacej ako polovica zacinajucich ucitelov (57,58%) sa s touto pomocou stretla
pravidelne, vySe tretiny sporadicky a 7,58% len ndhodne. Ako Sieste naplnené ocakévanie
uviedli zacinajuci ucitelia motivaénll rolu uvadzajiceho ucitela. Vyse polovica opytanych
(55,3%) uviedla, ze ich uvadzajuci ucitel’ pre pracu motivoval pravidelne, u Stvrtiny
respondentov bola motivacia realizovana sporadicky a 18,94% tvrdi, ze sa im dostavala skor
nahodne a nepravidelne.

Redlny obraz o profesijnom napredovani a zlepSovani edukacnych zrucnosti zac¢inajiceho
ucitel’a si moze uvadzajlci ucitel’ vytvorit’ len na zaklade systematickej a na konkrétne javy
zameranej hospitacnej Cinnosti. Prave pravidelnost’ a mnozstvo hospitacii sa z pohladu
zacinajucich uclitelov ukazuje ako mozny problém a menej naplnené¢ ocakdvanie. Len
polovica z nich sa pocas svojho prvého roku v Skole stretla s pravidelnymi a systematicky
vykondvanymi hospitaciami zo strany uvadzajiceho ucitel'a. Neceld Stvrtina (23,48%) ich
mala sporadicky a az patina respondentov (20,45%) v dlh$ich ¢asovych intervaloch.

Mozaiku ocakavanych uloh zo strany uvéadzajiceho ucitela a realne ulohy, s ktorymi sa
zaCinajtci ucitelia poCas adaptacného obdobia stretli a dokazali ich identifikovat, na zaver
dopiiia fakt, ktory mozno povazovat' za prirodzeny, kolegialny a vzajomne profesionalne
obohacujlici. Zacinajuci ucitelia totiz nielen prejavili zaujem o metddy a postupy svojho
uvadzajuceho ucitel'a, ale ocakavali od neho aj prejavy zdujmu o inovativne didakticko-
metodické postupy, ktoré na svojich hodinach pouzili. Aj zacinajuci ulitel’ totiz moZze
inSpirovat’ v praci skuseného kolegu. Tato uloha sa realizovala ako systematické a pravidelna
u vySe tretiny zacinajucich ucitel'ov (37,88%) a to isté mnozstvo respondentov uviedlo, ze
uvadzajuci ucitelia sa o ich inovativne postupy zaujimali sporadicky, Stvrtina zacinajlcich
ucitelov uviedla takyto zaujem zo strany svojich uvadzajacich ucitel'ov ako ndhodny.

Co si teda zaginajici u¢itelia najviac cenia na spolupraci s uvadzajicimi uéitelmi? Aké st
pozitivne aspekty tejto spoluprace? Odpoved na tito otazku tiez dotvéara ramec kliCovych
uloh a kompetencii, na ktoré by uvadzajtci ucitel’ mal byt pripraveny. Vyskumna vzorka 132
zacinajucich ucitel'ov najviac oceniuje (65%) schopnost’ uvadzajtcich ucitelov poskytnat’ im
konstruktivnu kritiku, 63% respondentov sa pochvalne vyjadruje k poskytovaniu navodov na
hodnotenie ucebnych vykonov ziakov a poradenstvo pri priprave na vyucCovanie kladne
hodnoti 62,12% zacinajtcich ucitelov. Identifikaciu svojich silnych a slabych profesijnych
stranok ocenuje polovica opytanych (50,75%), podobne polovica sa vyjadruje uznanlivo
k priebeznému, systematickému hodnoteniu svojich vykonov. Menej zacinajucich ucitel'ov
(44,7%) ocenuje navody na zhotovenie didaktickych pomdcok a iba 40,15% respondentov si
ceni poskytnuté moznosti rozvoja a sebareflexie.

Viécsina zaCinajucich ucitelov povazuje svoje adaptacné obdobie prvého roku v Skole pod
vedenim uvadzajuceho ucitela za pozitivnu skusenost, hoci ich vyjadrenia v polo
Struktarovanom interview, ktoré bolo d’al§im vyskumnym inStrumentarium nasho vyskumu, sa
pri hodnoteni tohto obdobia pohybuju v rozmedzi od ,,vyCerpavajuce, stresujuce” (,, Velmi

43



Nitra 2013
Cudzie jazyky a kultary v Skole 10

Stresujuce a vycerpavajuce, spavala som iba 5 — 6 hodin denne. Ostatny cas som bola v praci
alebo som sa venovala pripraviam.*), cez ,,zmie$ané pocity radosti, oakavania a prirodzenej
trémy* (,,Som vcelku spokojnd. Podarilo sa mi nadviazat dobry kontakt so Ziakmi — hoci to
spociatku nebolo jednoduché. Bola som milo prekvapena, ako ma prijali kolegovia. Mozno
spociatku som citila urcitu rezervovanost, ale boli to len moje pocity — konkrétnym slovom,
alebo skutkom mi to nikto nedal najavo.”), az po ,,uspe$ny prvy Start” (,, Bola som nadSend
Z ucitelskej prace, ale velmi sklamand zo stavu naSich $kol*). V interview respondenti
povazovali za problémové nasledujuce skuto¢nosti: ¢asovi naro¢nost’ pripravy na vyucovanie,
rozsiahlu pisomnt dokumentaciu, komunikaciu s rodi¢mi a vedenie ZRPS, prijatie a integraciu
do nového kolektivu, pracu s romskymi ziakmi, stav ucebni a inych Skolskych priestorov
a zariadeni.

Udaje z dotaznika tykajuce sa pomoci a poradenstva dopiiiaju aj vypovede zadinajucich
ucitelov v interview. Oceiiovali nielen pravidelnost a mnozstvo stretnuti s uvadzajicim
ucitelom (,, Pravidelne sme sa stretavali, UU bol na mojich hodinach, spolu sme hodiny
konzultovali, rozoberali.*”, ,,S uvddzajucim ucitelom si velmi dobre rozumieme ludsky aj
profesijne. Som rada, Ze mal pochopenie aj pre moje — podla vedenia neredlne predstavy -
podporil ma a nadchol sa pre moje myslienky. Nebrali sme sa ako UU a ZU, ale boli sme
Jjednoducho tim, ktory spolocne bojuje za dobru vec. Velmi to pozdvihlo aj moje nie prilis
velké sebavedomie a som mu zato ozaj vdacna. "), ale aj kontakty v ¢ase volna (,, Moj UU sa
mi venoval celou dusSou a srdcom, bol mi cely cas k dispozicii, za ¢o si ho velmi vazim.*),
alebo aj prostrednictvom internetovej koreSpondencie a telefondtov. Nasli sa vSak aj taki
uvadzajuci ucitelia, ktori urobili len to, ¢o bolo nevyhnutné, a skuto¢ny zaujem o uvadzanie
zacinajuceho ucitela neprejavili (,, Moja uvadzajuca ucitelka to brala skor tak formdlne ako
naozaj.“, ,,Myslim, Ze sa neda hovorit' o nejakej odborno-metodickej priprave. Ak som sa
nieco opytala, tak mi sice odpovedala, ale mala som pocit, Ze ju zdrzujem a zZe to robi
neochotne. ). Uvadzajuci ucitelia poskytovali za¢inajicim ucitel'om relevantnii pomoc najméa
pri problémoch s disciplinou, ustnym sktSanim Ziakov, Skolskou dokumentéciu a rieSenim
incidentov v triede.

POVINNOSTI A KOMPETENCIE UVADZAJUCEHO UCITELA

Ako sme uz uviedli v uvode, pozicia uvadzajuceho ucitela je definovana zdkonom
¢. 317/2009 Z. z. SR ajeho povinnosti st tieZ pomerne podrobne Specifikované v réznych
pedagogickych dokumentoch. Jedna z bezne dostupnych S$pecifikacii je napriklad na stranke
www.skolskyportal.sk, kde uvadzajici zamestnanec najde zoznam svojich povinnosti, t.j. za
¢o vsetko je zodpovedny, co vSetko v priebehu adaptacného vzdelavania zacinajiiceho ucitel'a
koordinuje, monitoruje arealizuje a ako tato Cinnost' ukoncuje. Su tam uvedené aj jeho
Specifické tlohy — na ¢om ma participovat, ¢o ma sprostredkovavat, viest, robit
a vyhodnocovat’, ale nikde nenijde névod, ako to ma robit. Ide teda skoér o zoznam
administrativnych aktivit a ¢innosti ucitel'a, ktoré musi pocas uvadzania zacinajiceho ucitel'a
realizovat’ a viest’ si 0 nich zaznam.

Poklad4d sa za samozrejmost, Ze pedagogicky zamestnanec s prvou atestidciou uz ma
potrebné poznatky a kompetencie a ze ich vie aj odovzdat. Ako ukazali vysledky nasho
vyskumu, nie je to vzdy az také samozrejmé, lebo na otazku (€. 16 v dotazniku) ¢i sa moze
dobry ucitel automaticky stat’ aj dobrym uvadzajucim ucitelom, len 42% respondentov
uviedlo ,,ano*“. Dovodov, preco to tak nie je, resp. nemusi byt, uviedli celé mnozstvo — od
osobnostnych predpokladov (,, Uvadzajuci ucitel’ by mal mat’ aj niektoré osobnostné vlastnosti
pre vykon takej funkcie, napr. ochota, empatia, ale aj niektoré psychologické vedomosti pri
hodnoteni ucitela, monitorovani jeho pokroku, postupu atd’“, ,, Ak niekto vynika vo svojom
odbore, este neznamend, ze vie citlivo usmernovat svojho nového kolegu. ), cez profesijné
zrucnosti (,, Nemusi vediet' v dostatocnej miere pretransformovat’ svoje poznatky a skiisenosti
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dalsiemu ucitelovi.“, , Pretoze nie kazdy dobry ucitel, ktory vyborne pracuje so Ziakmi,
dokaze dobre pracovat’ aj s dospelymi zZiakmi, ktorymi zacinajuci ucitelia do istej miery su.
Treba ich spravne viest, byt im vzorom nielen v pedagogickej prdaci — uceni, ale aj Vv plneni
dalsich povinnosti. ) az po ekonomické priciny (,, Nemusi to byt vzdy tak a hlavne v siucasnej
dobe krizy spolocnosti, ked' sa na pedagogov stile vyvijaju tlaky a neredalne poziadavky. Ak
nemdte z coho vyZit, budete nahdnat’ peniaze a ostatné veci pojdu bokom, ¢o mna osobne
velmi mrzi, ale nemdam na vyber. Nie su na to vhodné podmienky. *).

Kompetencie, ktoré by mali byt vlastné uvadzajicemu ucitel'ovi, teda nie su ucitelovi
dané len na zaklade dizky praxe a dobrych pedagogickych vysledkov so Ziakmi, nevznikajt
automaticky. Kompetencie teda nepatria do kategérie administrativnych Cinnosti, aj ked’ ich
kvalitu do znacnej miery ovplyvituju. Ide o cely komplex osobnostnych predpokladov,
schopnosti a zru¢nosti, ktoré je potrebné najprv identifikovat’ a definovat, vypracovat
stratégie a indikatory ich dosiahnutia a na zdklade tychto poznatkov ich aj uuvadzajicich
ucitelov rozvijat’ a formovat’. Proces osvojovania si kIicovych kompetencii je dlhodoby, ale
aj vysledok je, da sa povedat, celozivotny.

To, ze uvadzajuci ucitelia v mnohom tdpu a necitia sa sebaisto, vyplynulo tiez z idajov
realizovaného z dotaznika. Otazka ¢. 10, ktord bola zamerana na zistenie toho, do akej miery
sa citia sebaisto pri vykone svojich povinnosti vyplyvajucich z tlohy uvéadzajaceho ucitel’a,
mdzeme konStatovat, Ze najsebaistejSie sa citia pri poskytovani poradenstva, t.j. pri
poskytovani ndvodov a informécii, pri planovani hodin, pri pouziti pomdcok, pri hodnoteni
ziakov apod. Rovnako dobre sa citia aj vtedy, ked zacinajucemu ucitelovi poskytuju
profesionalnu alebo osobnu podporu. O dost’ horsie je to vtedy, ak maju zacinajiiceho ucitela
hodnotit’ — ¢i uz priebezne, etapovo alebo na zaver adaptacného obdobia. Urcité problémy
maji aj s monitorovanim pokroku zaéinajuceho ucitela a s identifikaciou jeho silnych
a slabych stranok ako aj pri vystupovani v ulohe vzoru. Najmenej sebaisto sa citia pri
poskytovani konstruktivnej spdtnej véizby pre zacinajuceho ucitela a pri rozvoji jeho
sebareflexie. S identifikaciou svojich silnych a slabych stranok uvadzajiceho uditel'a uzko
stvisi aj uvedomenie si toho, v com by sa mali, resp. chceli zlepsit, ktoré zru¢nosti by si
potrebovali rozvinut,, resp. sformovat’. Z udajov dotaznika vyplynulo, Ze najviac tito potrebu
pocituju v oblasti poskytovania konStruktivnej spétnej vdzby pre zacinajucich ucitelov
a identifikacie ich silnych a slabych stranok astym suvisiacej podpory arozvoja ich
sebareflexie a hodnotenia dosiahnutého pokroku.

Vidiet' tu teda dost’ priezratne, Ze v ,,opozicii® stoji to, ¢o uvadzajici ulitel’ na jednej
strane vie sam poskytnut’, a na druhej strane to, o musi pri praci so za¢inajucim ucitelom
odpozorovat’ a odkomunikovat’. Chybaji mu teda hlavne psychologické a interpersondlne
zruénosti. Nemozeme vSak povedat, ze by ich uvadzajici ucitel' nechcel nadobudnut’. Ako
Z dotaznikov, tak aj z interview jednoznacne vyplynulo ze uvadzajici ucitelia by privitali
d’alsie vzdelavanie ¢i uz kontaktnou (43%), e-learningovou (21%) alebo kombinovanou
(36%) formou. Pritom je zaujimavé, Ze ufebné materidly by v rovnakom pomere privitali
v tlacenej, kombinovanej, ¢i e-forme.

IDENTIFIKACIA KUCOVYCH KOMPETENCI UVADZAJUCEHO UCITECA

Klacové kompetencie, ako uvadza vo vSeobecnosti Blasko (2009), je zvnutorneny,
vzajomne prepojeny subor nadobudnutych vedomosti, zrucnosti, schopnosti, postojov
a hodnotovych orientacii, ktoré su dolezité pre kvalitny rozvoj osobnosti jednotlivca, jeho
aktivne zapojenie sa do spolocnosti, uplatnenie v zamestnani a jeho celoZivotné vzdelavanie.
Pre uvédzajiceho ucitel'a je vSak tento subor vedomosti, schopnosti a postojov ovela
Specifickejsi a pragmaticke;jsi.

Ak hovorime o kompetencii uvadzajiceho ucitel'a poskytnit’ zacinajucemu ucitel'ovi
relevantni profesionalnu podporu, bude sa tykat' predovsetkym jeho schopnosti v oblasti
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analyzy obsahu uciva, planovania hodin, prace s informaciami, pouZzitia u¢ebnych pomocok,
modernych interaktivnych metéod vyuCovania a spdsobov dosahovania cielov azamerov
vyucovania.

Dal$ou kI'i¢ovou kompetenciou uvadzajiceho ugitela je jeho schopnost’ vediet’ vystupovat’
v ulohe vzoru pre zacinajuceho ucitel'a a s tym suvisiaca schopnost’ rozvijat’ u zacinajuceho
ucitela jeho organizacné, komunikacné a interpersondlne zrucnosti.

Poradenska kompetencia uvadzajiceho ulitel'a uzko suvisi jednak s jeho schopnostou
vystupovat’ v ulohe , kritizujiceho priatel’'a® a schopnostou monitorovat’ pokrok zac¢inajiuceho
ucitela (vediet poskytovat konstruktivnu spitni vizbu a identifikovat' jeho silné a slabé
stranky, vyzdvihnat' jeho klady a citlivo poukazat’ aj na jeho nedostatky v praci a spravani),
ale sucasne ho viest’ aj k samostatnej kritickej sebareflexii a na druhej strane so schopnost'ou
vediet’ poskytnut’ zacinajucemu ucitelovi pomoc v oblasti administrativnych dokumentov
a ¢innosti, ako napr. ndvody a informdacie pri tvorbe Skolskych vzdelavacich programov
a ucebnych planov, pri hodnoteni Zziakov, sprostredkovat mu poznatky o rezime Skoly,
0 pedagogickej dokumentacii apod.

K osobnostnym predpokladom ucitel’a stat’ sa uvadzajucim ucitelom je mozné zaradit’
viacero kompetencii, a to schopnost’ citlivo a empaticky pristupovat’ k 'udom, schopnost’
vytvarat' si vztahy slud'mi zaloZzené na vzdjomnom reSpekte, schopnost’ byt ustretovy
a ochotny, spravne podavat’ informacie, usmeriiovat’, motivovat’ a pochvalit. Tento vypocet,
samozrejme, nie je Uplny, lebo subor osobnostnych predpokladov a kompetencii je zlozity
komplex, ktory sa v prelome s d’alsimi osobnostnymi charakteristikami ako uvadzajiaceho, tak
aj zaCinajuceho ucitela, s ktorym sa uvadzajuci ucitel’ dostdva do sucinnosti vzdy prejavi
inak.

Administrativne kompetencie su tiez sucastou zdkladnej vybavy kompetencii
uvadzajiceho ucitel'a, nakolko st jednym z dokladov uspesného vedenia zacinajuceho
ucitel’a. Jednou zo zakladnych kompetencii v tejto oblasti je schopnost’ uvadzajiaceho ucitel’a
realizovat’ s pouZzitim hospitatnych zaznamov alebo harkov Struktirované pedagogické
pozorovanie vyucovacich hodin zacinajiceho ucitela a robit' ich analyticky rozbor.
Nevyhnutnou sucast'ou tejto kompetencie je tiez schopnost uvadzajiceho ucitel'a hodnotit’
a vyhodnocovat’ priebeh adaptaéného vzdelavania, konzultovat’ ho so za€inajucim ucitelom
a viest’ o tejto ¢innosti zaznam.

Ako sme uzZ uviedli, pozicia uvadzajiceho ucitela ma svoje opodstatnenie a ddlezité
miesto pri zaskoleni zaCinajuceho uéitela: ,,Myslim, Ze na uvddzajucu ucitelku som mala
Stastie. Ziskala som od nej vela praktickych rad a metodickych “grifov”, ktoré by som
nenasla v Ziadnej odbornej knihe.” Na druhej strane vSak vidiet, Ze tato pozicia eSte stale
nemd také uznanie, aké by si zasluzila, ani moralne, ani finan¢né, nehovoriac o priprave na
tato poziciu vramci d’alSieho vzdelavania ucitelov. Stdle je to viacej zaleZitost' osobnej
zodpovednosti a svedomia ucitela, jeho ochoty ¢i neochoty tato funkciu vykonavat aj bez
predchadzajlicej pripravy a €asto aj bez podpory zo strany vedenia Skoly: ,, Ked’ ma zacinajuci
ucitel’ zaujem a schopnosti, je to radost robit; ked nemad zdaujem, da sa to bez povsimnutia
kompetentnych ,, odflaknut’”; s takym suverénom, ktory by tvrdil, Ze nepotrebuje poradit, som
sa vSak zatial nestretol. *

Pouzita literatura:

BELZ, H. — SIEGRIST, M. 2001. Klicové kompetence a jejich rozvijeni. Vychodiska, metody,
cviceni a hry. Praha : Portal, 2001. 376 p. ISBN: 80-7178-479-6.

BLASKO, M. 2010. Uvod do modernej didaktiky I. (Systém tvorivo-humanistickej vyucby). 2.
vyd. Kosice : KIP TU, 2010. 322 p. ISBN 978-80-553-0462-5.

46



Nitra 2013
Cudzie jazyky a kultary v Skole 10

CERNOTOVA, M. Dalsie vzdeldvanie ucitelov pre ziskanie kompetencii vo funkcii cvicného
ucitela. [online]. Dostupné na internete:
http://www.pulib.sk/web/kniznica/elpub/dokument/Cernotoval/subor/1.pdf.

CERNOTOVA, M. a kol. 2010. Cvicni ucitelia. PreSov : FHPV PU, 2010. 112 p. ISBN 978-
80-555-0154-3.

CERNOTOVA, M. 2009. Cviéni ugitelia — objekty vyskumu. In Rozvoj a perspektivy
pedagogiky a vzdeldvania ucitelov. Zbornik z medzinarodnej konferencie. PreSov : FHPV PU
a MPC PresSov, 2009. pp. 338- 343. ISBN 978-80-555-0064-5.

HARTANSKA, J. 2007. Vplyv pedagogickej praxe na rozvoj pedagogickych zruénosti
ucitel'a cudzich jazykov. In Pedagogicka prax. Sucasnost a perspektivy. Nitra : UKF, 2007.
pp. 107 -116. ISBN: 978-80-8094-145-1.

KOLLARIKOVA, Z. 1993. Fazy utvérania u¢itel'skej profesie. In Pedagogickd revue. Roé.
45, €. 9-10/1993. pp. 483-493. ISSN 1335-1982.

KASACOVA, B. 2002. Ucitel’. Profesia a priprava. Banska Bystrica : PAF UMB, 2002. 151
p. ISBN 80-8055-702-0.

KYRIACOU, CH. 1996. Klicové dovednosti ucitele. Cesty K lepsimu vyucovani. Praha :
Portal, 1996. 155 pp. ISBN 80-7178-022-7.

POLOK, K. 2009. When Teaching Matters... Bloomington : AuthorHouse, 2009. 240p. ISBN
978-1-4389-3519-5.

SLIMAK, V. 1996. K nicktorym aspektom hodnotenia pedagogickej praxe. In Uloha

pedagogickej praxe pri priprave ucitelov cudzieho jazyka. Lipovce : UPJS, 1996. pp. 30-36.
ISBN 80-88697-36-0.

SPILKOVA, V. 1996. Vychodiska vzdé&lavani ugiteldi primarnich $kol. In Pedagogika. Rog.
46, 2/1996, pp. 135-146. ISSN 3330-3815.

SPOUSTA\V. a kol. 1994. Teoretické zaklady vychovy ve volném ¢ase. Brno : PAF MU, 1994.
184 p. ISBN 80- 210-1007-X.

SVEC, S. 2002. Ugit’ sa byt a uspiet’. In Pedagogickd revue. Ro¢. 54, &. 1/2002. pp. 9-32.
ISSN 1335-1982.

SVEC, V. — TRNA, J. 1999. Osvojovani kli¢ovych kompetenci uéitele. In Medacta "99.
Ucitel pre tretie tisicrocie. Nitra : Slovdidac, 1999. pp. 168 — 171. ISBN 80-967746-3-8.

TUREK, I. 2008. Didaktika. Bratislava : lura Edition, 2008. 596 p. ISBN 978-80-8078-198-9.
Ucitelsky zpravodaj. 2007. Co jsou to ty klicové kompetence. Historie a genealogie

pojmu. [online]. 12.3.2007, ¢. 4, p. 8 [cit. 2008-01-20]. Dostupné na internete:
http://lwww.ucitelskyzpravodaj.cz/archiv/tabid/336/Default.aspx.

47



Nitra 2013 | 48
Cudzie jazyky a kultary v Skole 10

VASUTOVA, J. 2001. Kvalifikaéni pfedpoklady pro nové role uéitelii. In Walterova, E. (Ed.)
Ucitelé jako profesni skupina, jejich vzdélavani a podpiirny systém. 1. dil. Praha : PdF UK,
2001. pp. 19-46. ISBN 80-7290-059-5.

Kontaktna adresa

Prof. PaedDr. Zdenka GadusSova, CSc.
Doc. PhDr. Jana Hart'anska, PhD.
KAaA FF UKF

Stefanikova 67

Nitra 949 74

Slovakia

zgadusova@ukf.sk
jhartanska@ukf.sk



Nitra 2013
Cudzie jazyky a kultary v Skole 10

LANGUAGE AND LITERATURE - SEPARATED CURRICULUMS IN
MACEDONIAN HIGH SCHOOLS (PROPOSED CHANGE IN THE
CURRICULUMS AND ALLOCATION OF PHILOLOGISTS IN THE
EDUCATIONAL PROCESS)

JAZYK A LITERATURA: ODDELENE KURIKULA NA
MACEDONSKYCH STREDNYCH SKOLACH (NAVRH ZMENY
V KURIKULACH A ALOKACII FILOLOGOV VO VZDELAVACOM
PROCESE)

Gadzova Slavica, Macedonia

Abstract

This text is focused upon a debate which is very current in Macedonian education — should
mother language and literature be separate curriculums in high schools. In the current
curriculum called Macedonian Language and Literature, world literature (foreign literatures)
takes the biggest part. So, the current debate in Macedonia is about dividing roles and
responsibilities between the linguists and professors of literature. There are three departments
at the Faculty of Philology in Skopje: Department of Macedonian Language, Department of
Macedonian Literature and Department of General and Comparative Literature, and
combinations of two studies are also possible. This fact makes troubles and unresolved
problems in the employment of graduated students. This text focuses upon analyzing the
advantages and disadvantages of having separate curriculums.

Abstrakt

V prispevku sa zaoberame problematikou vzdelavania v Macedonsku — konkrétne tym, ¢i by
mal mat’ materinsky jazyk a literatira oddelené kurikula na strednych Skolach. V aktuadlnom
kurlkulu, ktoré ma nazov Macedonsky jazyk a literatura, je obsiahnuta predovsetkym svetova
literatura. Z toho Cerpa pretrvavajtica polemika tykajica sa oddelenia pozicii a zodpovednosti
medzi lingvistami a profesormi literatiry. Na Filologickej fakulte v Skopje su tri katedry:
Katedra macedonskeho jazyka, Katedra macedonskej literatiry a Katedra vSeobecnej
a komparativnej literatury, kde je moZna kombinécia Studijnych programov. Tieto vysSie
uvedené fakty sposobuju stale nevyrieSené problémy tykajiice sa nezamestnanosti absolventov
danych odborov. Clanok sa zameriava na analyzu vyhod a nevyhod zavedenia oddelenych
kurikul do praxe.

Key words
education, language, literature

Krucové slova
vzdelanie, jazyk, literatra

INTRODUCTION
Education is the basis of the socialization process of the individual, his preparation for
social life, in terms of several aspects and on several levels:
e Dasic orientation of the individual in the society and its discourses;
e adaptation of the individual in the society and its discourses;
e participation of the individual in the society and its discourses;
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e active participation accompanied by processes of constructive changing of the existing

social discourses and creating new ones.

Of course, the fourth aspect that was mentioned is the higher education’s issue (Bachelor,
Master and PhD degrees) in education of professionals who will directly participate in the
processes of creating social changes throughout their research and teaching activities.

The first, second and third aspect are issues connected to the primary, and above all,
secondary education.

Thus, the basis of all bases and the starting point of all processes is the mother tongue
curriculum. At the same time, according to the student’s age and educational-upbringing
process, literature (national and foreign) is incorporated in the curriculum.

In this study, | will explain the arguments for separating the curriculums of language and
literature in high schools, with special emphasis on the gymnasiums: why is this change
useful and where we can find advantages and disadvantages of such a separation.

My interdisciplinary insight will move through the areas of linguistics, linguo-
didactics and literature teaching, seen from a perspective of a comparatist, theoretician of
literature and culturologist. 1 will start from a broader framework, to get gradually to the
theses for and against such a change in the educational process.

THE SITUATION IN REPUBLIC OF MACEDONIA — LINGUISTS, LITERATURE
PROFESSORS, COMPARATIVE LITERATURE PROFESSIONALS, LITERATURE
AND LANGUAGE TEACHERS

At the Faculty of Philology “Blaze Koneski” — Skopje (UKIM) there are departments
of

e Macedonian Language;

e Macedonian Literature;

e General and Comparative Literature.

There are possibilities of A, B and C studies, where study A is the main one (four
academic years); study B can be studied at the same time, three years and it is not obligatory,
but offered as a possibility (any study offered by the faculty could be chosen and all
combinations are possible). Study C is the obligatory foreign language curriculum, two
academic years (four semesters), from which the third and the fourth semester are often taught
by a foreign lecturer (native speaker). Study C is obligatory for all students at the Faculty of
Philology, regardless weather the student has chosen just A, or combined A-B study module.

Future professors of the subject Macedonian Language and Literature in primary and
secondary education may be graduates of any department of those mentioned above, but in the
process of employment the philologists from the Department of General and Comparative
Literature are often discriminated. Until recently they were institutionally discriminated,
regardless of the fact that the department has existed since 1980. Recently, at the Pedagogical
Faculty in Bitola (UKLO) a new department was introduced, Department of Macedonian
Language and Literature, that is specialized in educating language and literature teachers for
primary education. At the Faculty of Philology, at the newly established University "Goce
Delchev", there is a Department of Macedonian Language and Literature, with the possibility
of studying applied or teaching direction. The fact of the existence of a diverse staff, leads to
many unresolved problems in employment of the graduates.

On this occasion | would like to bring out my position on the study of language and
literature in elementary and secondary schools, according to the situation in the Macedonian
educational system. This subject is crucial in further study and in the process of studying
foreign languages, literatures and cultures, which is the main theme of this international
conference.
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PROPOSED CHANGES IN THE CURRICULUMS OF LANGUAGE AND
LITERATURE IN ELEMENTARY AND SECONDARY EDUCATION IN THE
REPUBLIC OF MACEDONIA

The situation of the philologists in Macedonia is complex and | will suggest a solution
which will be described from several aspects. | suggest, in the selection process for subject
teachers in Macedonian language and literature in elementary schools, to be given the
preference of the graduates who have completed Macedonian language as the first major
subject at the Faculty of Philology "Blaze Koneski" in Skopje, as well as those in whose
combined study Macedonian language is the main subject (A); graduates from the
Pedagogical Faculty in Bitola, Department of Macedonian Language and Literature, and
graduates from the Department of Macedonian Language and Literature at the Faculty of
Philology at the University of Stip. For secondary education, | propose the following measure:
in vocational secondary schools the subject Macedonian language and literature to remain as
one subject and give preference to the candidates with Macedonian Literature or Comparative
Literature or as the first major subject (A). For gymnasiums | suggest separating of the
subjects: Macedonian Language and Literature and in this case employment priority will be
given to graduates from the Department of General and Comparative literature. My
suggestions arise primarily from the nature, sensitivity and significance of the study of
language and literature in elementary and secondary education, and on the other hand, the
perception of the current curriculums in primary and secondary education.

INTERDICIPLINARY EXPLANATION OF THE PROPOSED CHANGES IN THE
TEACHING OF LANGUAGE AND LITERATURE

FIRST LANGUAGE, NATIVE LANGUAGE, L1 IMPORTANCE

First language (native language, mother tongue, or L1) is the language which the
individual learns from birth, or during the critical period, or language that individual speaks
the best, and makes the foundation of his sociolinguistic identity. In this occasion, in
accordance with the purpose of the text, I would exclude the possibility of existence of two
first languages (children of mixed marriages) and bilingual opportunities arising from
situations of minorities speaking their own language and official language of the state. In any
case, the first two languages are adopted in parallel, whether this process will result in
balanced or unbalanced bilingualism. However, both languages have the same function to
form sociolinguistic identity and their learning differs from learning second or n - language.
Serbian linguist Ranko Bugarski, discussing the issue of mother tongue, says that the
acquisition of the first language is part of the single process of discovering the world and
himself in that world, and learning other languages is a process based on the foundation of
these acquired skills, which is primarily a linguistic operation. Hence the strong tie between
the first language learned and the personality, which is often manifested through warm
attitude towards the language " (byrapcku, 2007, 130). However, Bugarski emphasizes that
regardless of the fact from whom the mother tongue is inherited or taken, it is not necessarily
a unique and forever given category, but a variable and dynamic value, a subject to
replication. The phenomenon of bilingualism will be no more commented. Throughout a
theoretical compromise both languages of bilinguals will be considered as first languages and
special emphasis will be put on the language that is chosen as the main language of the
education. The choice of the education language of the bilingual is a combination of personal,
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family, and, above all, social, cultural and political factors.> This especially refers to the
process of primary education, while the choice of education language in higher education is
more individually motivated.® It must be emphasized that the learning of the two first
languages in the socialization and acculturation process of the bilingual, is a process that is
different from adoption, learning and studying the languages that are conceived as foreign. In
any case, the child's first language is part of his personal, social and cultural identity. One of
the most important influences of the first language is contributing to reflection and learning of
successful social patterns of acting and speaking. It is mainly responsible for the
differentiation of linguistic competence in action. First language is not only a part of the
children's school schedule. It is a necessary instrument for the development of the
intellectual, moral and physical aspect of education. It is a medium through which other
subjects may be considered, understood and transmitted. Clarity of thought and expression is
only possible if one has certain command over the mother tongue. Insufficient proficiency in
the first language can inhibit and paralyze thought and power of expression. Deep insights,
fresh discoveries and expansion of ideas are only possible when the individual understands
the subject through the ability to assimilate the subject and be inspired by its ideas. The
internal and external identification with language play perhaps the biggest role in the process
of socio-cultural formation. In this sense, the mother language subject in schools should
follow the following objectives:

e general understanding of the nature and function of language, as well as development

of language skills;

e language knowledge which will enable uninterrupted communication and motion

through the language on different levels;

e understanding and appreciation of language as an expression of a separate culture with

its own continuity and tradition.

Language carries the spirit, culture, history and philosophy of the people; reveals how
people think and how they see the world. On the other hand, language is the medium through
which the cultural patterns from one generation to another are being transmitted; therefore,
the educational process must emphasize the importance of building strong personal values and
positive attitudes towards language teaching in general, through the development and
implementation of solid educational programs concerning language. Apart from this crucial
cultural significance of the first language as the primary medium for the unfolding processes
of individuation, socialization and acculturation of the formation of socio-cultural identity,
thesis for emphasizing language teaching in primary schools will be supported by other
linguo-didactical arguments.

Gradual learning of the first language, in terms of literacy and oracy; systematic study of
language on phonological, morphological, syntactic and stylistic level, has a great importance
in learning other foreign languages. Gradual learning of language as a system is connected
with gradual extrapolation of grammatical structures and patterns, whose assimilation makes
mastering of every other language easier. In language classes, students spend their time in
speaking, listening and interaction, much more than in other classes. They take part in role-
plays, conversations, dealing with questions and answers, recitation, performance to the
audience and respond to a wide range of auditory stimuli. This emphasis on communication
and “education to the ear* forms the children's abilities in oracy, which is crucial for effective

2 For example, the Albanian minority in Macedonia has all the rights and opportunities for education in the
mother tongue at all educational levels. However, the Albanian minority can get education in Macedonian
language, if they decide.

® This process is increasingly highlighted in the era of academic mobility and cooperation between universities.
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communication, as well as a key foundation for literacy. Language skills (listening, speaking
and writing) acquired throughout a systematic process of education create the basis for
communication skills, without which the orientation and activities of the individual in the
society and its discourses are impossible. Systematically acquired knowledge in the field of
language from the earliest age helps students to use the language from simpler to more
complex contexts, and then allows them to use the language more freely, in more creative
ways. It also allows students to recognize the power of language and the impossibility of
human existence without language. Structures learned by acquiring the first language are
being used in learning every other language.* Systematic learning of the first language
contributes to the development of techniques for language learning, which can be used further
in learning foreign languages. Clear expression and the grammar included allows children the
best foundation and strategies in the study of each next language in the process of formal and
informal education.

From the explanations mentioned above that connect many social, cultural,
educational and didactic-methodical factors, | emphasize the importance of highlighting the
module mother tongue in primary schools in the Republic of Macedonia; hence my suggestion
for favoring graduate linguists (Macedonists) in the employment at primary schools.

LITERATURE, WORLD LITERATURE: CREATING SENSIBILITY OF
OTHERNESS AND INTERCULTURAL COMMUNICATION

Studying literature (the native language one and world literature) goes gradually, in
accordance with the age (development of the psycho-cognitive capabilities and psychosocial
development of the students) and in accordance with the level of language proficiency. Thus,
literary texts incorporated into the teaching process are ranging from simple in primary to
complex in secondary education. My opinion is that high school student’s psycho-cognitive
and psychosocial abilities are developed enough to separate the curriculums of language and
literature.® I will try to explain this proposal from several aspects.

Literature, in general, is the memory of the world. It absorbs, stores human experience
throughout history and packs it in books. Literature is an aesthetically sublime form of human
experience, critical corrective of the reality and discourses of power, enrichment of the reality,
aestethics, enjoyment. As a total code (Bakhtin), inclusive for all existing codes of culture,
which incorporates the history and development of humanity in general, deserves a special
place in the educational process. “Literary text is an act of culture par excellence. The
aesthetic act is a historical and cultural act (cultural event, cultural artifact). Literary text is
open towards cultural codes and performs multiple functions in society, as in the act of
creation represents a reaction/interplay of multiple socio-cultural motivations more®
(KynaskoBa, 2007, p. 38). Making literature a separate subject in high schools, will deepen
and sharpen the student's critical ability, given that literature enters in number of historical,
social and anthropological issues. What is most important, in the context of our conference, is
that through the separation of the literature curriculum, the represented content area of world

* Modern curriculums introduce foreign language instruction since early age (first or second grade at elementary
school), but according to the level of the child's psychological and physical development and education, it is just
auditive learning and employing memory techniques. Systematic study of foreign language/ languages, starts
later, when the student already acquired basic knowledge in first/ native language. In this sense, learning the first
language as a system, with its grammatical structures, is always one step ahead of learning a foreign language as
a system.

® The name of the curriculum can be Macedonian and World Literature, of course, other variations are possible.
World literature, according to the submitted proposal and concept must figure in title, regarding the percentage
of world literature into existing curriculum.
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literature® develops the awareness of foreign languages and their cultures, the diversity of
cultural contexts and linguistic and cultural diversity in the world. This is particularly
important in the 21st century, and especially important in our European cultural frames, in
historical conditions of increased mobility and especially epitomized cultural movement and
cooperation. At this point, | would especially like to highlight the importance of comparative
literature as a discipline that can be an undoubted contribution to the field. In this sense, the
famous French comparatist and literary theorist Jean Bessiere, defines the main functions of
comparative literature:

e cultural, literary identities and transfers;

e synchronous readings of various literary periods, different language zones and

different cultures;

e literary and cultural histories of different regions

(becuep, 2007).

Bessiere also stresses the role of comparative literature in overcoming the strict national
divisions of literatures and regions, as well as the importance of creating new transversal
cultural and metacritical models of literature, which take into account the diversity of cultures
and literatures, and allow us to move from one matter to another (becuep, 2007). Thus, the
introduction of comparatists in teaching literature, to whom, in my opinion, should be given
preference in the newly created curriculum Macedonian and World Literature, emphasizes
the importance of the principle of inclusiveness and cultural mobility, unlike classical
epitomizing of the national literature principle of exclusivity. It does not mean ignoring the
values of national literature as national cultural values but, on the contrary, the placement of
values in the wider context further reinforces their importance.

Separation of the curriculum dedicated to literature is particularly suggested and
proposed for gymnasiums (additional analyses for secondary vocational education can be
developed further) where students are mostly getting prepared for entry in the humanities and
social sciences. This separation can be done as an option of choice among students who plan
to continue their education in the field of humanities because, | will repeat, in the 21st century
the awareness and sensibility in terms of foreign cultures and languages is particularly
important. And their absolving, of course.

CONCLUSION

Of course, this proposal has flaws that can be further analyzed, as we analyzed its
advantages and strengths. What is most important in the educational process is the following:
Education in general has to follow the development of science and should be particularly
sensitive to the changes in the social context; highly adjusted according to the changes that
time brings. Developing a special attitude towards foreign languages and cultures is the
dominant feature of our social life, so teaching programs and plans must also be changed
according to the needs of this cultural dominance.
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JAZYKOVY TRANSFER MEZI CESTINOU A RUSTINOU VE VYUCE
RUSTINY U ZAKU SE SPECIFI?KYMI PORUCHAMI UCENI
NA 2. STUPNI ZAKLADNICH SKOL V CESKE REPUBLICE

LANGUAGE TRANSFER BETWEEN CZECH AND RUSSIAN
LANGUAGE IN RUSSIAN LANGUAGE TEACHING TO PUPILS
WITH SPECIFIC LEARNING DIFFICULTIES
AT LOWER-SECONDARY SCHOOLS IN CZECH REPUBLIC

Grenarova Renée, Ceskad republika

Abstrakt

Studie se zabyva vyzkumnym Setfenim, jez bylo uskutecnéno v ramci vyzkumného zaméru
Specialni potieby zakti v kontextu Rémcového vzdélavaciho programu pro zakladni
vzdélavani MSM 0021622443. Vyzkumna sonda realizovana v akademickém roce 2008/2009,
2009/2010, 2010/2011, 2011/2012 a 2012/13 analyzovala specifika pozitivniho a negativniho
jazykového transferu ve vyuce rustin€ jako druhého ciziho jazyka u Zzaki se specifickymi
poruchami uceni. Zkoumame problematiku vlivu matefStiny na osvojovani a uzivani ciziho
jazyka a klademe si otdzku, jakou mérou ovliviiuje osvojovani ruského jazyka jako ciziho
jazyka. Utastniky vyzkumu byli Z4ci se specifickymi poruchami u¢eni na 2. stupni zakladnich
$kol v Jihomoravském kraji Ceské republiky.

Abstract

The study focuses on experimental research that took place within the research project Special
Needs of Pupils in the Context of the Framework Education Programme for Basic Education
MSM 0021622443. The research carried out in academic year 2008/2009, 2009/2010,
2010/2011, 2011/2012 and 2012/13 analysed particularities of positive and negative transfer
between the Czech and Russian language in Russian language teaching as second foreign
language to learners with specific learning difficulties at lower-secondary schools in Czech
Republic. We focus on the influence of mother language on learning and using of a foreign
language, we ask the question in what degree it influences the teaching of Russian language
as a foreign language. The participants of the research were pupils with specific learning
difficulties at lower-secondary schools in the region of South Moravia of Czech Republic.

Kricové slova
vyzkumné Setfeni, vyuka ruského jazyka, jazykovy transfer, rusky jazyk, ¢esky jazyk, Zak se
specifickymi poruchami uceni

Key words
experimental research, Russian language teaching, language transfer, Russian language,
Czech language, pupil with specific learning difficulties

UvOD

Vyznamnou roli pii vyuce ciziho jazyka sehrdva kromé jinych faktort i jazykovy
kontakt v ramci jazyku, tj. vzajemné ovliviiovani jazykt, at’ uz mame na mysli vliv mezi
jazykem matefskym a cizim, popf. mezi dv€éma cizimi jazyky — prvnim cizim jazykem
a dalSim cizim jazykem (mezijazykovy transfer) ¢i plsobeni v ramci jednoho jazyka
(vnitrojazykovy transfer). Didaktika cizich jazykd je dnes rozSifena o didaktiku dalSiho
(druhého) ciziho jazyka. Odbornici na proces osvojovani si ciziho jazyka svou pozornost dnes
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soustied’uji na skutecnost, jakym zplsobem a do jaké miry osvojeny prvni cizi jazyk
ovlivituje proces osvojovani dalSiho (druhého) ciziho jazyka. V didaktice vyuky ruského
jazyka ma navic své misto i tradi¢ni zietel k matetskému jazyku, ponévadz rustina a CeStina
zéaroven predstavuji blizce ptibuzné jazyky.

K vyznamnym trendiim dnesniho Skolstvi patii Gsili o systtmovou zménu v samotném
pojeti, realizaci a organizaci vzd€lavaciho procesu, konkrétné o realizaci integrace
a inkluzivniho vzd€lavani. Pro nasi soucasnost je charakteristicka snaha o Skolu otevienou
vSem bez rozdilu, zaktim intaktnim i Zakim se specidlnimi vzdélavacimi potfebami, tj. détem
se zdravotnim postizenim, zdravotnim a socidlnim znevyhodnénim, k nimz fadime také zaky
se specifickymi poruchami uceni.

Zaci se specifickymi poruchami uéeni (ddle SPU) netvoii jednotnou monolitickou
skupinu déti se shodnymi potfebami a identickymi pozadavky. Je nezbytné vytvaret t¢mto
jedincim ve Skolni praxi vramci organizanich forem vyucovani, pouzitim vhodnych
vyucovacich metod, klasickych i alternativnich strategii, stylii uc¢eni a ptistupti i pii realizaci
mimoskolnich aktivit specialni podminky dle jejich potieb, jez jsou casto velmi
subjektivizované a jedine¢né. Dne$ni ucitel proto musi umét zvolit spravny, adekvatni,
individualni a diferencovany pfistup k zékovi s SPU. Kromé pozadavkill na vybavenost Skoly
modernimi technickymi a multimedidlnimi pomiickami (dataprojektor, interaktivni tabule,
e-learning, on-line internetové pfipojeni, tablety, software aj.) jsou kladeny zvySené naroky i
na odbornou pfipravenost pedagogickych 1 nepedagogickych pracovniki skoly, ktefi se vedle
vlastniho zohlednéni Zaka rozhodnou mérou podileji na utvareni podnétného a vstiicného
edukacéniho prostfedi, na naplnéni diferencovanych a individudlnich specidlnich vzdélavacich
potieb a na UspéSnou realizaci vzdélavaciho procesu. V kazdodenni edukaci ucitel
systematicky a programové usiluje o harmonicky rozvoj zaka, dba na osobnostni vyvoj
kazdého jedince se specialnimi vzdélavacimi potfebami i bez nich, podporuje jeho autonomii,
spoluodpovédnost, aktivni piistup i sebereflexi. Prostfednictvim inkluzivniho vyuc€ovani vede
ucitel zéka k potiebé celozivotniho uceni a sebevzdélavani.

Némi realizované vyzkumné Setieni se vénuje vlivu jazykového transferu, konkrétné
vyzkumu piedev§im mezijazykové a vnitrojazykové interference v pocatecni tazi vyucovani
rustiny jako blizce pfibuzného jazyka v porovnani s ¢eStinou. Cilem Setfeni bylo zjisténi,
s jakymi obtizemi zplsobenymi mezijazykovou a vnitrojazykovou interferenci se potykaji
zaci se specifickymi poruchami u€eni v pocatecni fazi studia rustiny ve spontannim ustnim
projevu. Vyzkum tvofi nedilnou soucast nasi védecké Cinnosti ve vyzkumném zaméru PdF
MU Specidlni potreby Zaku v kontextu Ramcového vzdélavaciho programu pro zakladni
vzdelavani (1d. €. VZ MSM0021622443). Vyzkum jazykového transferu jsme realizovali ve
Skolnich letech 2008/2009, 2009/2010, 2010/2011, 2011/2012 a 2012/13. Provedli jsme
analyzu dat v nami provedenych experimentélnich Setfenich a na zakladé¢ ziskanych vysledkt
jsme se pokusili zformulovat i né€kterd konkrétni doporuceni pro vyuzivani kladného
jazykového pienosu, a predevSim pak pro prekondvani mezijazykové a vnitrojazykové
interference v pedagogické praxi u zakl intaktnich i se specifickymi poruchami uceni na
2. stupni zékladnich kol (popt. v odpovidajicich niZSich ro¢nicich viceletych gymnazif).

VYZKUM KORELACE MATERSKEHO A RUSKEHO JAZYKA A JAZYKOVEHO
TRANSFERU V POCATECNI FAZI VYUKY RUSKEHO JAZYKA U ZAKU
SE SPECIFICKYMI PORUCHAMI UCENI

Pod terminem specifické poruchy uceni (SPU) pro nase potfeby rozumime zastieSujici
pojmenovani konkrétnich dysfunkci mozkové ¢innosti, tj. oznaceni pro dyslexii, dysgrafii,
dysortografii, dyskalkulii, dyspraxii, dysmuzii a dyspinxii. Jednotlivé zakladni typy SPU
strutné vymezime takto: dyslexie — specificka porucha cteni, dysortografie — specificka
porucha pravopisu, dyskalkulie — specifickd porucha matematickych schopnosti, porucha
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pocitani, dyspinxie — specifickd porucha vytvarnych schopnosti, dysmuzie —  specificka
porucha hudebnich schopnosti, dyspraxie — specificka porucha schopnosti vykonavat
manudlni, slozité utkony. Ve vyuce ciziho jazyka se setkdvdme nejcastéji s obtizemi
spojenymi s dyslexii, dysgrafii a dosortografii. Obecné Ize konstatovat, ze v pedagogické
praxi se SPU u téchto zakl projevuji v rizné mife a Cetnosti, popt. v kombinované podobé
navzajem, nebo spolecné s jinymi (specifickymi 1 nespecifickymi) poruchami.

Cicha v monografii Metodika ruského jazyka (1982) upozornuje, ze pii vyuce ruského
jazyka u Ceskych zaki ma velky vyznam, Ze pii osvojovani ruStiny u zakt dochazi
k neustalému kontaktu dvou jazykovych soustav v povédomi zakt, coz musi metodika mit
trvale na zfeteli ve vSech etapach vyucovaci hodiny (pfi vykladu nového uciva, pii
procvicovani, opakovani i zkouSeni). Cicha hovoii v tomto pfipadé o vyuce ruského jazyka
jako prvniho ciziho jazyka, ponévadz az do konce 80. let méla rustina u nas tento status
garantovany statni vzdélavaci politikou. V soucasnosti je tieba brat v ivahu pii osvojovani
rustiny zménu v jejim postaveni v ramci cizich jazyka vyucovanych ve Skolach.

Ucitel by mé¢l uvédoméle rozvijet Komenského princip pro osvojovani nového uciva —
postup uceni od zndmého k nezndmému, tj. pii vyuce ciziho jazyka je vhodné vyuzivat
dosavadnich jazykovych zkuSenosti, znalosti a dovednosti zakd. V nasem konkrétnim piipade
se jednd také o respektovani znalosti matefStiny a vyuZziti moznosti porovnavani matefStiny
a ciziho jazyka. Pokud budeme tuto tezi modifikovat, dojdeme k zavéru, ze vyznamnou roli
pii uceni se jakémukoliv cizimu jazyku sehrdva vzajemné ovliviiovani jazyka ¢i jazykd, a to
vcetné jazyka mateiského a ciziho, popt. dvou cizich jazykl navzajem.

Ve vyuce ruského jazyka se setkavame s vlivem mateiStiny a (viz vySe) v poslednich
dvaceti letech z logickych diivoda také s vlivem diive osvojovaného ciziho jazyka v piedmétu
»prvni cizi jazyk®, ponévadz po sametové revoluci se rustina uci na 2. stupni zékladni Skoly
jako ptedmét ,,dalsi cizi jazyk®. Mezijazykovym transferem rozumime vliv matetského jazyka
na jazyk cizi a také vliv osvojovaného prvniho ciziho jazyka na dalsi cizi jazyk.

POZITIVNI JAZYKOVY TRANSFER, NEGATIVNI JAZYKOVY TRANSFER

Mezijazykovy transfer rozliSujeme dvojiho druhu. Jednd se o pozitivni mezijazykovy
transfer a negativni mezijazykovy transfer, ¢asto oznacovany také terminem jazykova
interference. V rusistické metodice byla v 80. letech uvadéna jesté tieti moznost ovliviiovani
jazykd, a to vliv nulovy, jenZ nenapomaha ale ani nestéZuje uceni se cizimu jazyku (Cicha,
1982, s. 93), toto pojeti je v souCasnosti piekonano a metodika vyucovani ruského jazyka
operuje s pozitivnim ¢i negativnim jazykovym transferem.

U jazyki ptibuznych nalézame kladnych vlivii samoziejmé vice (Hendrich, 1988, s. 43—
45). Napt. ¢eskému Zakovi necini v rustin€ potize sklofiovani podstatnych jmen Zenského
rodu koncicich na samohlasku (v jednotném cisle je téméf totozné s Ceskym ekvivalentem).
Pozitivni jazykovy transfer mezi €eStinou a rustinou se projevuje i pii osvojovani nové slovni
zasoby, napf. v ucebnici Raduga po novomu 1 (Jelinek a kol., 2007) v prvnich lekcich
predstavuji nova slova s pozitivnim jazykovym pienosem jednu pétinu vyrazli z osvojované
nové slovni zasoby.

Pii vyuce ruského jazyka jako "dalSiho ciziho jazyka® dnes v pedagogické praxi
zaznamenavame v drtivé vétSing piipadd vliv anglictiny jako ,,prvniho ciziho jazyka® na
proces osvojovani si dal§iho ciziho jazyka.

Ptiklady pozitivniho transferu mizeme hledat pfedevSim v lexikalni jazykové roving, tj.
Vv oblasti piejimani jazykovych jednotek z angli¢tiny do rustiny coby vysledek prohlubujicich
se kulturnich, ekonomickych 1 politickych kontaktii mezi nositeli obou jazyk 1 jako disledek
potieby pojmenovat cizi ,,redlie®, sepéti s jinou kulturou, podminkami a odliSnou jazykovou
skute¢nosti. Pfejimani slov z angli¢tiny neni v rustiné nic nového, déje se tak po staleti, kdy
mezi ruStinou a anglictinou dochazi ke kontaktim v oblasti védy a techniky, v kulturni,
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politické, sportovni oblasti i v dalSich sférach lidské Cinnosti. Konkrétnim projevy jazykového
kontaktu jsou tzv. jazykové vypljcky =z pfislusSného ciziho jazyka. Jestlize v obdobi
sttedoveéku byly cizi jazyky nejvice ovlivilovany latinou a jejim prostiednictvim fectinou,
dnes je situace jina. Napfic cizimi jazyky mizeme registrovat silny vliv anglictiny, v mensi
mife pak francouzstiny, v rdmci evropskych jazyki pak v jesté mensi mife registrujeme vliv
némciny a italStiny a zcela ojedinéle vliv dalSich cizich jazykt evropské provenience. Napf.
nckteré jazykové vypijcky dnes v rustiné vnimame jako ,,star$i* a pln¢ funkéni v ruské slovni
zasob¢, takze pfi prvnim zkoumani je Rus nepovazuje ani za slova ciziho ptivodu — jedna se 0
vyrazy typu eapaoic, npoonema, awmeen apod. Jiné jazykové vypujcky oznacované jako
neologismy nemuseji byt vzdy plné ustdlené — napt. z hlediska pravopisu, takze existuji
soub&zné¢ jejich varianty, napt. ow aaiin, ow-nauin, OHAAUH, OUCK-OJCOKel, Ouddicell aj.
Ptipadné¢ u nich dochdzi k riznym aktualizacim jako napi. u slova xoge, jez pieslo
ze substantiv rodu muzského v rusting k rodu stitednimu — uepnwiii koge, uepnoe koghe. Anebo
je puavodné piejaté slovo nahrazeno novym moédnim piejatym vyrazem z ciziho jazyka
(a vtomto piipadé se ve vétsiné piipadi jedna o nahradu vyrazem z anglitiny) — napf.
06ymepoOpoO za CcoHOBUY/CeHO8UY, MaKUAdiC za metikan apod.

Ptikladem mezijazykového pozitivniho transferu mezi dvéma cizimi jazyky, tj. v nasem
ptipadé vlivu anglictiny jako prvniho ciziho jazyka na rusStinu osvojovanou jako druhy cizi
jazyk jsou vyrazy z angliétiny — napf. mumune, eéoxsan, noxaym (Zaza, 1999, s. 30), nebo
neologismy, tj. nov€j§i terminy — napt. catim, penpumm, cepeep, Oatiddcecm, ouiep,
@romacmep, poanepul, dpugune, oguc aj., jez se jako jazykové vypujcky plné€ a v kratkém
case v poslednich letech uplatnily v rusting.

Zna-li zak rozdil v uziti v ném¢iné mezi némeckym dort — hin, lze jej upozornit na obdobu
u ruského mam — myoa a zaroveil mu napomoci piekonat jinak nepiijemnou interferenci
s ¢eStinou. Obdobné je mozné upozornit na strukturalni shodu ve vété typu: Mot nadeemcs
yeudemo sac eénoeb. — \We hope to see you againe (Hendrich, 1988, s. 46). Napfi¢ cizimi
jazyky v lexikdlni roviné ruStiny lze najit Casto shodné vyrazy jako ptiklady pozitivniho
transferu jazykovych vypujéek, napt. kopuoop — le corridor, der Koridor; mapu — la marce;
oanem — le ballet; kypopm — der Kurort, apmucm — der Artist, mawuna — die Maschine;
ckynonmypa — sculpture; cmapm — start; ¢amunus — familia. Z ¢eského jazyka pak nelze
nezminit jako piiklad neologismu Capkiv vyraz po6om, dale pak napt. slova nomexa ¢&i
npanop.

Samoziejme v kazdodennim cizojazy¢ném vyucovani dochézi k situacim, kdy vliv prvniho
ciziho jazyka na druhy cizi jazyk je i negativniho charakteru. Zaci u lexika osvojeného ve
vyuce anglictiny automaticky pfedpokladaji, Ze se budou tato slova napt. stejné vyslovovat
i vrusting. Pfimym duasledkem tohoto chybného ptedpokladu pak mize byt skuteCnost,
VjejimZz ramci dochazi na zaklad€ zaporného jazykového prenosu k fadé konkrétnich
interferen¢nich projevli a chyb — napt. vyslovnost podstatnych jmen ptejatych z anglictiny
(napf. director, computer, airport, radio — Jupexmop, xomnviomep, asponopm, paouo),
aplikace pravidla o pevném slovosledu, tj. o stanoveném potfadku slov v oznamovaci véte,
z anglické na ruskou vétu a stejné tak i na vétnou intonaci (napf. You can study English at the
language school. — Bwi moowceme obyuamvces  anenutickomy s3blKy 6 sI3bIKOGOU WKOJe.
Obyuambcs aHeULICKOMY SA3bIKY bl MOJCeme 8 A3bIKOBOU WiKone. B sA3vikosoil wikone 6bi
Modxceme obOyuamovcs  anenutickomy s3viky.), vyslovnost slabik deé, té né ve slovech
slovanského piivodu bez mékceni, tj. [de, te, ne] misto [d€, t€ n€] — napt. dessamo, 6vl 3Haeme,
OH He yumaem aj.).
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NEGATIVNI JAZYKOVY TRANSFER NEBOLI JAZYKOVA INTERFERENCE,
JEJI KLASIFIKACE, TYPOLOGIE A PROJEVY V RUSKO-CESKEM
JAZYKOVEM PLANU

Novy Akademicky slovnik cizich slov (Kraus, 2001, s. 339) definuje v pedagogickém
smyslu slova interferenci jako ,,zdaporny viiv jiz ziskanych vlastnosti pri uceni se nécemu
novéemu (op. transfer): i. materského jazyka pri uceni se cizim*. Vesely (1981, s. 28)
vymezuje termin interference takto: ,, V teorii cizojazycného vyucovaini rozumime interferenci
narusovani normy pri uzivani ciziho jazyka, a to bud’ vlivem jevii materského jazyka, nebo
vlivem jinych jevit daného ciziho jazyka*. Stejného nazoru jako Vesely je i Liskar (1970, s.
10). Oproti Veselému dnesni odbornici chapou jazykovy transfer vesmeés v Sir§Sim kontextu, tj.
jako faktor negativni i pozitivni.

Interference je vyznamna interferujici proménna v procesu osvojovani ciziho jazyka. Napf.
Chodéra uvadi v publikaci Didaktika cizich jazyki (2006, s. 50) jeji ruzné podoby
a komentuje rozdilné nadzory na progresi interference. Zaroven konstatuje, ze ,, interference je
konstantni faktor osvojovani i uzivani ciziho jazyka. Jeji poznadni patii K zdkladnim
podminkdam vispésného Fizeni cizojazycného uceni* (2006, 51).

Mezijazykova interference vznikd nespravnym pienosem urcitého pravidla z jedné oblasti
do oblasti druhé, v niz vSak toto pravidlo neplati. Kromé& mezijazykové interference, k niz
muze dochazet jak pfimo v matefském jazyce, tak i v cizim jazyce, pfipomind Andrasova
(2011, s. 141) Jamesovo stanovisko formulované v 70. letech 20. stoleti k existenci jesté tzv.
backlash interference, kdy ,,cizi jazyk oviiviuje matersky jazyk a vysledkem je prejimani
novych slov* (viz vyse traktovana problematika jazykovych piejimek).

Cestina a rudtina jsou podle genealogického hlediska jazyky blizce piibuznymi,
v ramci indoevropské jazykové rodiny je fadime do slovanské jazykové vétve. Jazyky
v obdobném vztahu povazujeme za jazyky blizce piibuzné. Kromé slovanskych jazykt se
jedné napt. v romanské jazykové vétvi o koexistenci a korelaci francouzstiny a Spanélstiny ¢i
v germanské jazykové vétvi — angliCtiny a némciny aj. Vzajemna korelace blizce pfibuznych
jazykt (Bronec, 1982) je pfedmétem lingvistického badani jiz od éry mladogramatiki,
analyze byva podroben pozitivni 1 negativni transfer. Zatovkanuk (1979) v ramci popisu
vzajemného ovliviiovani CeStiny a rustiny pfi vyuc€ovani vyslovuje tezi, Ze blizka piibuznost
dvou jazykl puasobi kladné pti vyuce ciziho jazyka ¢i dalSich cizich jazykt, tj. usnadiuje
a zrychluje proces osvojovani.

Pii osvojovani rusStiny jako blizce ptibuzného jazyka vyuzivame kladného ptenosu,
konkrétné:

e transfer teoretickych znalosti o jazyce jako takovém, tj. zdkladnich lingvistickych
védomosti;

e transfer jiz dfive osvojenych dovednosti a zautomatizovanych navykil a postupt
z matefského jazyka do jazyka ciziho;

e transfer uzivani mateiStiny pfedevSim v oblasti gramatiky a lexika pfi vyuce
ruského jazyka.

Vzhledem k stanovenému cili vyzkumného Setfeni, tj. analyze projevii a obtizi
vyplyvajicich z mezijazykové a vnitrojazykové interference v pocatecni fazi osvojovani
rustiny jako blizce piibuzného jazyka v spontannim ustnim projevu zaka s SPU na 2. stupni
zékladnich Skol byla nase pozornost zaméfena na studium negativniho transferu, tj. jazykové
interference, tudiz 1 nyni kladny pfenos ponechdme stranou naseho zajmu. Ddle jsme se ve
vyzkumném  Setfeni zaobirali pouze negativnim transferem, tj. mezijazykovou
a vnitrojazykovou interferenci.

V nasi studii vychazime z klasifikace jazykové interference J. Veselého, tudiz konkrétné
rozlisujeme interferenci:

e Mezijazykovou a vnitrojazykovou:
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- Mezijazykova, napt.: Jlemom on nodwiean na Crosaxuu. misto Jlemom ou
noowisan ¢ Crogaxuu.

- Vnitrojazykova, napft.: konjugace sloves v prézentu typu manyesamo,
becedosams — chybné s manyesaro, s becedosaro misto spravné s mauyyro,

51 becedyio;
e Zjevnou a skrytou:

- Zjevnou, napi.: chybné uzity obrat vyjadiujici, ze ,,n¢kdo néco rad d¢la,
nécemu se rad vénuje, néco jej bavi“ — A pao uumaro xkuueu. na misté
v rustin€ spravném obratu A 060 yumams KHu2u.

- Skrytou, napt.: chybné¢ Mens 6oaum pyka. misto spravného vyjadieni frazi
Y mens 6onum pyxa.,

e Podle jazykovych plani:

- Zvukova — napi.: vyslovnost mé¢kkého «i»: manvuuk, demans, 6orvHUYA;

- QGraficka — napf.: zaména grafému, tj. ypsilonu z latinky do azbuky: pyoa
misto pwuida, myno misto mwiro, kpyuia misto kpwvlua,

- Pravopisnd — napf.: preneseni pravopisného pravidla pro psani ,,i —y “ po
souhlaskach ,,g, k, ch* z ¢eStiny do rustiny: chybné xnuewl, 100kb1, MyxDL
misto spravného xkuueu, 100ku, myxu;

- Morfologickd — napt.: chybné owu noxazaru omyosu, Ilemposu,
0s1010/u/06u misto spravné onu nokazanu omyy, Ilempy, 0s0e;

- Lexikalni — napt. pteklad slova cerstvy v slovnim spojeni cerstvy vzduch
jako chybné uepcmewiii 6030yx misto ceedcuti 6o30yx, Ceské souslovi
krasny Zivot do rustiny Spatn€ jako xkpacwwiti orcusom misto kpacusas
acuznw,; Cesky vyraz Skolnik do rustiny nespravné wxonvrux misto
spravného piekladu jako slovniho spojeni wkonsuwiii cmopooc (pficemz
rusky vyraz wixonvnux pak v ¢estiné znamena Zdk);

- Syntaktickd — napt. pti vykani, tj. v ¢estiné frdze Budte tak hodnd chybné
do rustiny byobme max 0obpa misto byoeme mak 00opbi.

Ve vyzkumné sondé se konkrétné vénujeme roli, pusobeni mezijazykové
a vnitrojazykové interference, tj. mezijazykovému a vnitrojazykovému negativnimu pienosu,
V spontannim Ustnim projevu V pocatecni fazi vyucovani rustiné jako blizce piibuznému
jazyku se zvlaStnim zfetelem k Zakim se specifickymi poruchami uceni.

CILE A METODY VYZKUMU, ZKOUMANY VZOREK A REALIZACE
VYZKUMNYCH SETREN{ K PROJEVUM SPU VE VYUCE RUSKEHO JAZYKA
Cilem experimentadlniho ovéfovani v akademickych letech 2008/2009, 2009/2010,

2010/2011, 2011/2012 a 2012/13 bylo zkouméni vlivu mezijazykové a vnitrojazykoveé
interference v pocatecnim vyucovani rustiné jako blizce pifibuzného jazyka se zvlastnim
zietelem k zZakiim s SPU, analyza ziskanych dat a na tomto zdklad€¢ formulace konkrétnich
doporuceni pro pfekondvani interference matetského a ruského jazyka ve vyuce rustiny.

Vyzkumné Setfeni bylo provadéno v prabéhu péti Skolnich let formou kvalitativniho
vyzkumu se zaméfenim na zkoumadani spontanniho ustniho jazykového projevu zaka
s diagnostikovanymi specifickymi poruchami u€eni v cizojazy¢ném vyucovani, tj. pfi vyuce
ruského jazyka. Jako metoda Setfeni byla zvolena porovnavaci lingvisticka analyza a rozbor
zékovskych chyb na zékladé¢ pozorovani zaktl, tj. sledovani ustniho projevu zaki se
specifickymi poruchami uceni pfi vyucovani, ndsledny porovnavaci jazykovy rozbor
interferencnich obtizi a provedeni analyzy interferencnich chyb v spontannim ustnim projevu
zéka s SPU zarazenych do béznych tfid 2. stupné zakladnich Skol (popt. v odpovidajicich
niZ8ich ro¢nicich viceletych gymndazii) v Jihomoravském kraji.
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Sledovano bylo po dobu péti let ctrnact zaki s diagnostikovanymi SPU (dyslexii, dysgrafii,
dysortografii, popt. kombinaci specifickych poruch uceni) v béznych tifidach 2. stupné
zakladnich Skol a v odpovidajicich nizSich roc¢nicich viceletych gymnazii v Brné
a v Jihomoravském kraji. Pozorovani bylo provedeno vzdy ve dvou etapach — na konci
prvniho pololeti pfislusného Skolniho roku a na konci druhého pololeti téhoz skolniho roku.
Ptepis ziskaného ruskojazycného zvukového zadznamu ustniho projevu zakt s SPU z MP3
ptehravace, porovnéavaci lingvistickd analyza spontdnniho ustniho projevu a rozbor
zékovskych chyb v stnim projevu byl proveden autorkou v pritbéhu mésicii inora a ¢ervna (s
vyjimkou Setfeni ve 2. pololeti $kolniho roku 2012/2013, kdy tyto cervnové vysledky budou
teprve zpracovany) piislusného Skolniho roku. Vysledky experimentalniho ovéfovani mapuji
spontanni cizojazy¢ny ustni projev zakti s SPU v ruském jazyce.

VYSLEDKY EXPERIMENTALNIHO OVEROVANI Z HLEDISKA JAZYKOVE
SPRAVNOSTI NA ZAKLADE PROVEDENI POROVNAVACI LINGVISTICKE
ANALYZY A ROZBORU ZAKOVSKYCH CHYB U ZAKU S SPU
A JEJICH INTERPRETACE

Experimentalni ovéfovani jazykové spravnosti spontanniho cizojazy¢ného ustniho
projevu zadkt formou lingvistické analyzy a rozboru zékovskych interferencnich chyb
metodou pozorovani bylo uplatnéno:

e Formalni hledisko;

e Sémantické hledisko;

e Valen¢ni hledisko;

e Funkcné-stylové a stylistické hledisko.

Projevy mezijazykové a vnitrojazykové interference ve foneticko-fonologické produkéni
oblasti v mluveném projevu zakti s SPU: Na zakladé experimentalniho Setfeni mluveného
projevu zaku s SPU byla zkoumana foneticko-fonologicka produk¢ni oblast zvukové stranky
jazyka — vyslovnost segmentalnich a suprasegmentalnich prvkd. Byly zjistény tyto nejcastéjsi
typy obtizi (viz Tabulka 1):

Interferencni 1. NerozliSovani vyslovnosti ruského mekkého a tvrdého ,,1“, napf.:
rozdily ve OonbUIOL, 80IHA, NIBLIMb, 201Y00L, O0Iemb.

vyslovnosti 2. Spatna vyslovnost (nedostate¢na tvrdost) v rusting vzdy tvrdych
ceskych konsonanttl ,,Z, §, ¢,” napt.: ocdams, JHcu3Hb, Kpbluia, muuie, YUpK,
a ruskych YbINIEHOK.

segmentalnich 3. Spatna vyslovnost (nedostate¢na mékkost) v rusting vzdy mékkych
prvki, konsonantt ,,¢, $¢, | napf.: yucno, yumams, Oopw, ewe, ceiuac,
tj. konsonantii bananaiixa.

a vokalt 4. Spatna vyslovnost (nedostate¢na tvrdost) tvrdych souhlasek ,.d, t, n,

m*, napt.: opyeoii, myoa, HbiHe, MbLIO.

5. Nedostate¢né ¢i chybéjici mekceni ve slabikach ,,de, te, ne“, popf.
jeho Uplna absence, napf.: demu, 6vi uumaeme, vl uoeme, si He
3HaI0.

6. Nedostatecna ¢i absentujici realizace korelace mekkosti a tvrdosti u
konsonanta “r, p*, napt.: pezams, pebsima, pviba, nimo, neibMeHU,
numo.

7. Nedostatetna nebo zadna redukce vokali v pfedpfizvucné a
popiizvucné slabi¢né pozici, napt.: copod, monoxo, badbyuixa.

8. NerozliSovani vyslovnosti v rustiné me¢kkého a tvrdého ,,i/y*, napt.:
coip, Obimb, OUMDB, CbIH, pUcosanue, puloa.

9. Spatna vyslovnost tzv. jotovanych hlasek (vyslovnost jako ,j“),
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napft.: msco, ewe, mens.
10. Nedostate¢né nebo zadné vazani predlozkové vazby, napt.: 6 amom
cyuae, OHU 2080puiu 000 MHe, 8 ag2ycme.

Interferencni 1. Nedostate¢na silovost/razenost/ostrost a intenzita ruského slovniho
rozdily prizvuku, napt.: or pabomaem, 2osopums, Kaparoaut, s3biK.

u slovniho 2. Nedostatecné, nespravné osvojeni a nedostateCna fixace
prizvuku pohyblivého piizvuku, napt. pyka — pyxu, eopoo — 2opoda, dom —

ooma, ciesa — cieswl.

Interferencni 1. Nedostate¢na realizace klesavé melodie v intona¢ni konstrukci K-
rozdily 1, napt.: Bue/pa/ met Oviiu ooma. /Mbei/ cmompenu menesusop.
v realizaci Tlomom mwi /cny/wanu my3viKy.

vétného 2. NedostateCna realizace intona¢ni konstrukce MK-2, oznamovaci
prizvuku vety se zdiraznénim, otazky s tdzacim slovem s klesavou intona¢ni
a intonace melodii, napt.: Bue/pa/ mvl Oviiu doma. Buepa /mwi/ 6viiu doma.

IKax/ mebs 306ym? Ky/da/ mot udeutv?

3. Nedostatecna realizace prudkého zvySeni ténu v intonacni
konstrukci UK-3, napt.: Omo ckazan /s/, a ne Ilasen. Knuea mo/al,
a He meosl.

4. Nedostatetna realizace dvou intonacnich vétnych center a
klenutého intonacniho melodického oblouku vypovédi v intonacni
konstrukci UMK-5, napt.: Ka/koii/ xkpacuswiii /ceu/mep! Ka/xa/s
xopowas /0e/sywika!l

Tabulka 1. Projevy mezijazykové a vnitrojazykové interference ve foneticko-fonologické produkcni oblasti
v mluveném projevu zakii s SPU

Projevy mezijazykové a vnitrojazykové interference v morfologii v mluveném projevu
zakl s SPU: Pfi experimentalnim ovéfovani mluveného projevu Zzaka s SPU byla zkoumana
morfologicka interference. U zakti s SPU byly zaznamenany ve zvySené mife tento typ obtizi

(viz Tabulka 2):

Podstatna 1. Nespravna zaména ruské koncovky za ¢eskou, napt.: omyosu, ons

jména WKOJLY, 0e0yuKosu, ¢ sxcusnei atd.

Zajmena 2. Zaména tvarG zajmen pro 2. a 4. pad stvary pro 3. a 6. pad
osobnich z4jmen, napt.: x mens, moi ee noxaszan, 6e3z mebe 51 myoa
He notidy atd.

Slovesa 3. Nedostatecna fixace spravnych slovesnych tvari pro casovani
ruskych sloves, dosazeni ¢eské koncovky ¢i slovesného tvaru podle
jiného vzorce, napt.: mama npenadasaem, si pucosaio, 8bl Xoueme
cKaszamv, A UWLA, 51 MOJCY, Mbl 0bedautb U 3HAUb, 0eOYUIKa
ympen, 6adywka ympena atd.

Ptedlozky 4. Nezadouci ptenos piedlozkové vazby z Cestiny do rustiny, napf.:

A ocuey na Mopasuu. A ocdy meoi omeem. Imo 0Jisi meoux
unmepecos. atd.

Tabulka 2. Projevy mezijazykové a vnitrojazykové interference v morfologii v mluveném projevu Zdaki s SPU

Projevy mezijazykové a vnitrojazykové interference v lexiku, tj. ve slovni zasobé,
Vv mluveném projevu zakl s SPU: V experimentalnim Setfeni mluveného projevu zéka s SPU
byla zkoumaéna oblast lexika — slovni zasoby. K nejcastéjSim chybdm v jejich spontdnnim
ustnim projevu fadime (viz Tabulka 3):

63



Nitra 2013
Cudzie jazyky a kultary v Skole 10

Slovni zasoba

Chybné uzivani lexikalnich jednotek, popf. jejich sémanticka zaména,
napft.: pocm — 8o3pacm, ek — 803pacm, 4ac — ypoxK, 4ac — 8pems, paHo
— ympom atd.

Homonyma Zaména homonym, tj. slov souzvuénych (stejné zné&jicich), avSak
odlisného pivodu a vyznamu, napi.: nedéle — neoens (nedéle — rusky
sockpecenve, Hedenss — Cesky tyden), zivot — ocusom (Zivot — rusky
orcusnsb, oicueom — Cesky bricho), magazin (ve vyznamu casopis) —
mazazun (magazin — rusky orcypuan, maeasun — Cesky obchod) atd.

Paronyma Nespravné uziti paronym, tj. slov vnéjsi podobou formdalné velice

podobnych ¢i shodnych, ale odlisného ptivodu a vyznamu, napft.:
rysovat — pucosamo, rysovat a rusky kreslit ve vyznamu malovat atd.

Tabulka 3. Projevy mezijazykové a vnitrojazykové interference v lexiku v mluveném projevu Zdikii s SPU

Projevy mezijazykové a vnitrojazykové interference v syntaxi v mluveném projevu zakt
s SPU: V pribéhu experimentalniho ovéfovani mluveného projevu u zaka s SPU byl zkouman
jazykovy syntakticky plan ruského jazyka. Jako vysoce frekventovany hodnotime vyskyt chyb

a obtizi (viz Tabulka 4):

Hlavni  vétné 1. Shoda podmétu s pfisudkem, napi. v konstrukcich pro vykéni

Cleny V rustin€ snaha ,,pfenést” cesky vétny vzorec do rustiny: Ymo 6wt
yuman? Bol umena npasdy. atd.

Vétné 2. Nespravné uziti vétnych modell typu, napi.: Boli mne hlava. —

konstrukce Mens 6oaum eonosa. Viera mi ukradli ucebnici. — Buepa mmue
ykpanu yueonux. Kolik je hodin? — Cxonvko uacos? atd.

Vyjadieni 3. Absence uziti genitivu zdporového v rustin€, misto néj je uplatnén

zaporu nominativ, napt.: V mensa nem epems. ¥V eac nem oemu? Cecmpa
Hem doma. atd.

Veéty 4. Ve shod¢ s ¢estinou zaci podmét ve vété nevyjadiuji, opomijeji tak

S nevyjadienym nutnost a (¢asto s€émantickou) zdvaznost jeho uZiti v rustingé, napft.:

podmétem Buepa cmompen noeuuii punom. Ysnan, umo npuedem nocne odeoa.
Pabomanu xopowo. atd.

Veéty 5. Chybné& uzity model véty ve vypovedi se jmennym piisudkem se

Se jmennym sponou misto ruského modelu jmenného ptisudku beze spony pro

pfisudkem bez vyjadieni v pfitomném Ccase, napi.. Mos mama ecmv xopowias

spony yuumenvhuya. Y nac ecmv Hosas mawuna. Y meus ecmv
cmapwas cecmpa. Y nac ecmo Hogwlil dom. atd.

Tabulka 4. Projevy mezijazykové a vnitrojazykové interference v syntaxi v mluveném projevu Zdakii s SPU

Celkové znasi analyzy a rozboru zakovskych chyb v ustnim spontdnnim jazykovém
projevu Vv rusting lze v ramci dil¢ich zavért konstatovat, Zze jazykova spravnost promluvy
u zaki s SPU je v pocatecni etapé vyucovani rustiné¢ kromé vseobecnych pravidel ovlivnéna
ve zvySené mife subjektivnim pfistupem Z4dka s SPU ke komunikaci v obecné roviné
I komunikaci v cizim jazyce (jeho ,,ochotou* komunikovat a jeho zajmem o cizi jazyk, popf. i
motivaci ku€eni se konkrétnimu cizimu jazyku spolu s fadou dalSich faktori), jeho
osobnostni individualitou (introvert, extrovert), dosahovanymi studijnimi vysledky (v prvnim
cizim a v mateifském jazyce) a stim souvisejici budouci profesni orientaci, dale zijmy
a konicky Zaka. V neposledni fadé vSak dle naSich zjisténi vyznamné ovliviiuje proces uceni
se cizimu jazyku pedagog.

Prekonavani interference napomuze jen dislednad prace zaka pod vedenim ucitele, dale
zvySené usili o spravnou fixaci dan¢ho jazykového jevu zdkem s SPU. Pro automatizaci
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uciva potiebuje zak se specifickymi poruchami uceni vétsi ¢asovy prostor, fizenou snahu
o potlageni tzv. vnitiniho piekladu. Usp&§né reedukaci napomahaji i riizné varianty lexikalng-
gramatickych cviCeni zalozenych na drilu, nacvik latky v nejriznéjSich komunikacnich
situacich, vyuziti hry ,v rolich”“ aj., déale aplikace vhodnych dramatiza¢nich prvka,
multisenzorického a diferencovaného piistupu systemati¢not aj.

Pokud ucitel ciziho jazyka pii vyuce rustiny u zdka s SPU s chybou promyslené pracuje,
muze se chyba z oblasti mezijazykové a vnitrojazykové interference stat i zdrojem poznani
a nasledného pouceni, nebo i vychozim bodem pro motivaci zakt k dal§i Cinnosti ve
vyuCovani, namétem pro samostatnou praci ¢i tématem pro domadci pifipravu. Jen plna
automatizace jazykovych prostfedkii a osvojeni komplexnich feCovych dovednosti umozni
zékovi s SPU realizaci cizojazy¢né komunikace s porozuménim.

Pii vyuce rustiny jako blizce pfibuzného jazyka musime mit neustdle na zfeteli
nejrazngjsi uskali, jez blizka piibuznost obou jazykl pfinasi, napi. zvladnout roli tzv. ,,faux
amis neboli falesnych a zradnych pratel” v ¢esko-ruském jazykovém planu, osvojovat si celé
jejich intaktni spoluzaky v bézné tiidé. Ucitel musi téz citlivé uplatnovat zietel k zakovi
(nejen s SPU), m¢l by volit vhodné principy, pracovni postupy a zasady (viz nize) a vést zaky
k aplikaci pro né vhodnych styld uceni, pifi zohlednéni dbat na rozvoj sebereflexe,
sebehodnoceni a hodnoceni, umoznit zakovi s SPU zazit dil¢i spéch, podporovat zakovskou

autonomii a vlastni spoluodpovédnost za vysledek uceni se cizimu jazyku.

DOPORUCENI PRO PREKONAVANI MEZIJAZYKOVYCH A
VNITROJAZYKOVYCH INTERFERENCNICH OBTIiZi V POCATECNI FAZI
VYUKY RUSTINY JAKO BLIiZCE PRiIBUZNEHO JAZYKA V POROVNANI S
CESTINOU

S ohledem na soucasné pozadavky praxe a na realizaci cizojazy¢ného vzdélavani je
vhodné i1 dnes v kaZzdodennim vyucovani prvniho 1 dal§iho ciziho jazyka uplatnit zdsady pro
tvorbu, organizaci a realizaci jazykovych cviceni k prekonani interference, jez jiz pied lety
nastinil Vesely (1979, s. 160—166), nicméné¢ které zlistavaji stale platné:

vvvvvv

Gradace obtiznosti osvojovaného jazykového materialu a jazykovych jevi;
Uplatnéni a vyuziti kontrastivniho ptistupu a porovnani jazykovych jevi;
Uplatnéni a vyuziti delsi casové perspektivy spolu se stimulaci dlouhodobé paméti
zaka a za pomoci opakovani a zautomatizovani jazykovych jevi v kontextu do
kontextu a v jazykovych souvislostech.

Tento vyCet zasad pro tvorbu, organizaci a realizaci ruskych a ceskych cviceni
k odstranovani interference je$té¢ rozSifime o potiebné zasady pro praci s zakem se
specifickymi poruchami uceni:

Individualni péce a snaha o Zdkovu integraci;

Empatie, trpélivost, zaujeti, diislednost a spravedlivost ze strany pedagoga;

Ocenéni a adresna pochvala ditéte za kazdé zlepSeni a pokrok, za tispé€Snou €innost;
Nepretrzité uceni se sebereflexi, autonomii i sebehodnocent;

Minimalizace ruSivych elementl ve vyuce i pii ndcviku, snaha o klidné prostredi,
soustiedénost a uvolnénou atmosféru ve tride;

Tvotivy a pozitivni ptistup vSech zicastnénych;

e Diilezitost motivace, ziskani zaujeti a udrzeni pozornosti ditéte;

e Kazdodenni spolecnd i samostatnd ,,prace* po malych davkach;

65



Nitra 2013
Cudzie jazyky a kultary v Skole 10

e Stanoveni etapovych cilil na zacatku reedukace, jejich jasna formulace;

e Neustala kontrola fixace uciva, cyklické opakovani ziskanych dovednosti a
jazykovych kompetenci;

e Pravidelnd vzajemnd komunikace vSech ucastnikii vzdélavaciho procesu, tj. ucitel —
zak — rodicCe;

e Znalost jazykového doméaciho prostiedi a rodinné situace zédka s SPU,

e Spoluprace asistenta ucitele, socialniho a specidlniho pedagoga a Skolniho
psychologa;

e Volba vhodného pfistupu, pracovnich postupii a strategii, metodickych pomucek,
specialné upravenych vyukovych materiall, diferenciace uciva, stiidani cinnosti aj.

V ramci procesu jazykové automatizace rozliSujeme tato stadia:

e Stadium nulové automatizace — typické pro pocatecni etapu vyuky;

e Stadium poloautomatizace — nékdy je tfeba pro spravné praktické pouzivani
jazykovych prosttedkll pfipomenout platné teoreticka pravidla;

e Stadium pIné automatizace — zak komplexn¢ ovlada cizi jazyk, védomée a adekvatné
uziva cizi jazykové prostiedky, je plné¢ kompetentni.

ZAVER

V pocatecnim vyuc€ovani rustin€ jako blizce pfibuzného jazyka je tieba projevy
mezijazykové a vnitrojazykové interference zohlediovat a priabézné s nimi aktivné dale
pracovat. Aby byl vyu€ovaci proces uspéSny, musi ucitel vést zdky s SPU kromé jiného
i k promyslené praci s chybou, jejiz soucasti je i pfekonavani interferenc¢nich obtizi pii vyuce
rustiny ve vétsiné ptipadu jako ,,dalsiho ciziho jazyka“.

Idealni by bylo interferenénim chybam zcela pfedchazet, nicméné v jazykové Skolni praxi
je to veskrze predpoklad nerealny. Proto je nanejvy$ zadouci, aby na zakladé analyzy chyb
a konkrétnich obtizi ucitel ruského jazyka umél cilené vést zaky s SPU spolu s zaky
intaktnimi k systematickému pfekondvani a k pribéZznému odstrafiovani interferencnich
pfekonavani zjevné interference by méli Zaci postoupit k pfekonavani interference skryté, tj.
ucitel by mél systematicky zaky vést k osvojovani a nésledné fixaci idiomatického zpisobu
vyjadiovani.

Za timto ucelem je vhodné metodicky oSetfit a vypracovat pro potieby zakt s SPU sady
pravopisnych, gramatickych, lexikalné-gramatickych a lexikdlnich cvi¢eni s vyuzitim
didaktickych jazykovych her v klasické 1 multimedialni podobé&, jez mohou byt vyuZity pfi
praci a vyuce ve Skole i v mimoskolni samostatné piiprave.

V edukaci zédki s SPU doporucujeme vzdy provadét citlivé diferenciaci uciva
a zohlednéni Zdka, pouzivat vhodné nazorné pomucky, umoznit Zdkovi multisenzoricky
piistup k ucivu a v neposledni fadé se k jiz probranému jevu cyklicky vracet v nejriznéjsich
,»prirozenych* komunikaénich situacich a pti vhodnych pfilezitostech. U zaki se specifickymi
poruchami uceni pii vyucovani prvniho a dalSiho ciziho jazyka musime mit jako pedagogové
neustdle na zfeteli 1 funkéni vyuziti matefského jazyka, v naSem piipad¢é pfi vyuce rustiny
jako blizce ptibuzného jazyka to plati dvojndsob. Jen tak je mozné dosahnout v osvojovani
jakéhokoli ciziho jazyka pozitivniho vysledku a docilit, aby ziskané dovednosti a jazykové
kompetence byly u jedince smysluplné uplatiiovany jako kompetence pro Zivot.
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ROZV0OJ JAZYKOVEJ EDUKACIE ZIAKA AUTISTU

DEVELOPING LANGUAGE COMPETENCES IN AUTISTIC LEARNER

Homolova Eva, Slovenska republika

Abstrakt

Ciel'om c¢lanku je predstavit’ moznosti a spdsoby, ako pracovat’ na hodine anglického jazyka
so ziakom s vysokofunkénym autizmom. Stru¢ne charakterizujeme diagnézu autizmu
s dérazom na silné stranky ziaka-autistu, pretoze prave tieto je mozné vyuzit' pri pripravnej
a realizacnej faze hodiny anglického jazyka. Bez poznania silnych stranok a limitov, ktorymi
diagnoza obmedzuje ich fungovanie v spolocnosti, nie je mozné Uspesne integrovat’ autistov
do beznej triedy a vzdelavat’ spolu so zdravou populaciou. V ¢lanku zdoéraznujeme vyznam
informacnych technoldgii ako prostriedku, pomocou ktorého je mozné rozvijat’ jazykovl
kompetenciu ziaka.

Abstract

The aim of the article is to point out some specific aspects of teaching English to a learner
with high-functioning autism. We provide basic characteristics of the diagnosis stressing
strong features of an autistic learner. Knowing what we can base our teaching on, creates
a useful “spring board* for choosing suitable methods, approaches and learning tasks. By
respecting their individual traits, abilities and pace of work the teacher can develop some
English language competences.

Kricové slova
pervazivna vyvinova porucha, autizmus, metddy a pristupy vyucby angliCtiny, individualne
potreby, informa¢na a komunika¢na technika

Key words
pervasive developmental disorder, autism, teaching and learning English, individual needs,
information technology

UVvOD

Expanzia angli¢tiny je v sucasnosti viditeI'na vo vSetkych oblastiach I'udskej ¢innosti
a odbornici sa zhoduju v tom, Ze spolo¢ny medzinarodny jazyk, akym sa angli¢tina stala, je
logickou poZiadavkou nasej doby, pre ktort je charakteristickd vymena informacii, rozvoj
obchodu aekonomiky. Aj to je dovod, preCo sa anglitina stala povinnym jazykom na
zékladnych Skolach. Hoci vitame takéto rozhodnutie, kvalitni vyucbu mézu zabezpecit' len
kvalifikovani ucitelia, ochotni sa stidle vzdelavat avyuCbu stavat na principoch
humanistického pristupu k Ziakom.

V stucasnosti sme svedkami toho, Ze v naSich Skoldch narastd pocet ziakov so
Specifickymi poruchami ucenia a Specidlnymi vychovno-vzdeldvacimi potrebami, ktori
VO vac¢sej miere potrebuji individualny pristup, ¢o samozrejme kladie zvySené naroky na
ucitela anglictiny. Kym odborna literatura na vyucbu ziakov s dys-poruchami je pomerne
dostupna, neexistuje mnoho zdrojov, ktoré by sa venovali integrovaniu Ziaka-autistu do
beznej triedy.

Koncom minulého storo€ia sa autizmus povazoval za diagnézu (poruchu jedinca),
ktora bola obyc¢ajne kombinovana s r6znou mierou kognitivneho postihnutia, ¢asto spolu
s mentalnou retardaciou s hodnotou IQ mensou ako 70. V ostatnom obdobi sa vsak prehibili
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poznatky o tejto diagnoze a lepSim diagnostikovanim sa zistilo, ze mnohi jedinci vykazuju
vysSie kognitivne schopnosti a jedna diagndza ,,autizmus™ sa rozc¢lenila na nizkofunkcny
autizmus, vysokofunk¢ny autizmus a Aspergerov syndrom.

Nakol'ko cielom nasho c¢lanku nie je skamat ,lekéarske* hl'adisko, budeme termin
»autizmus® pouzivat na oznacenie jedincov — ziakov, ktori aj napriek diagnéze vykazuju
schopnost’ ,,byt’ vzdelavani® a s vda¢Sou ¢i mensSou mierou individudlneho pristupu mézu byt
integrovani do beznej triedy.

CHARAKTERISTIKA AUTISTICKEHO ZIAKA

Aj napriek individualnym odliSnostiam, ziaci s touto diagnoézou preukazuju znaky
triady autistického spektra. Pre ucitela je nevyhnutné mat’ o nich vedomosti, pretoze su
podstatné pri planovani a realizacii edukacného procesu tychto ziakov.

Autisticka triada:
e Narusena spolocenskd komunikacia

Autista mysli primarne vizualne, prostrednictvom obrazov v mysli a nevnima krasu
jazyka — verbalnej aneverbalnej komunikacie sinymi l'ud'mi. Slova st pre neho malo
konkrétne (na rozdiel od obrazov), ma problém si ich zapamitat’” a nedokaze porozumiet
prenesenym vyznamom slov, ktoré v novych situdciach mézu znamenat’ nieco uplne iné. Tato
nejednoznacnost’ slov a neverbalnych prostriedkov (o¢ny kontakt, mimika, gesta) sposobuje
U autistu zmitok a neistotu. Aj preto na otazku odpovedaju opakovanim tej istej otazky.
V komunikacii autista nereaguje spontanne, neddva najavo radost’ z pritomnosti inych l'udi,
posobi 'ahostajne, a teda Gplne opacne ako zdravé deti (Boyd 2011).

Mnohi autisti maji bohati slovnti zasobu z tej oblasti, 0 ktort sa primarne zaujimaju,
pouzivaji neobvyklé slova, ale praktickd kazdodennd komunikacia im spdsobuje problémy.
Niekedy tvrdohlavo nastoja na ,,svojej* téme a ostatnych l'udi okolo potrebuji len ako
publikum.

Pre autistov je problematické pochopit’ zarty, metafory, obrazné pomenovania
a mnohokrat ich bert doslovne (napr. trhni si nohou; neviem, kde mi hlava stoji a pod.).

Casto neodhadni intenzitu hlasu aich Ustny prejav je neprirodzeny (Vosmik-
Bélohlavkova, 2010). Uspesnej komunikacii s inymi brani aj absencia abstrakcie. Za slovami
vidia len slovo anie myslienky ¢i emocie. Bez nadsazky moézeme tvrdit, Ze su
hyperrealisticki, co niekedy pdsobi provokacne, pretoZze sa nedokdzu pretvarovat a vzdy
povedia 100 % pravdu. Rajecova (2006) uvadza priklad slzy na tvari, ktora je pre autistu vzdy
len kvapka vody a nikdy nie vyjadrenie radosti, smutku, bolesti ¢i dosledku kréjania cibule.

e NarusSena socialna interakcia

Druhou oblastou autistickej triddy je neschopnost primeranej reakcie v spolo¢nosti
inych l'udi. Niektoré znaky, tykajice sa neschopnosti orientovat’ sa v pravidlach sluSného
spravania, sme uz spomenuli. Jednym z dévodov, preco nezvladaji pravidla slusnosti je to, ze
s niekedy vrozpore suprimnostou apravdou. Bezne pouzivame v interakcii s inymi
»polopravdy®, ktoré nikomu neuskodia. Toto vSak autista nedokdze, casto je nadmieru
uprimny a pravdovravny, ¢o posobi drzo.

Autista dava sdm seba do centra diania, vnima hlavne svoje potreby a neberie ohl'ad na
inych. Tym sa dostava do kruhu, z ktorého sa nedokaZe vymanit’ — nerozumie 'ud’om, nestoji
0 kontakt s nimi a pochopitelne ho ostatni vytesiiuju mimo kolektivu, povazuju ho za
neslusného a egocentrického a ¢asto sa mu vysmievaju ¢i Sikanuju. Autista sa zriedka zapéja
do spontannych triednych aktivit, nema rad, ked’ ho niekto vyruSuje a celkove ddva prednost’
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samote. Uzkost’, stres a prili§ vela podnetov, ktoré v priebehu socialnej interakcie zaZiva,
vedu cCasto k vysokému stupiiu vycCerpania, a preto sa cielene vyhyba akymkol'vek stretom
S inymi 'ud'mi a jeho osamelost’ nadobuda este vacsi rozmer (Vosmik-Bélohlavkova, 2010).
V triede si ziak potrebuje upravit’ svoje prostredie tak, aby mal nad nim kontrolu, ¢o ¢asto
robi bez ohl'adu na ostatnych spoluziakov.

e Narusena predstavivost’ a rigidné opakovanie ¢innosti

Jednym zo znakov, ktoré su dobre pozorovatelné, je prejav opakujtcich sa ¢innosti,
ktoré Casto nemaju suvislost’ so situaciou, v ktorej sa vyskytuji. Autista vytrvalo nastoji na
niecom, ¢o ostatni nepovazuju za dolezité ani podstatné, skor naopak — zda sa im to zbytocné
a nelogické. Moze to hranicit’ s posadnutostou vecami, ¢innostami a témami.

Vo vSeobecnosti autisti nemaju radi zmeny, nedokazu planovat’ a predvidat, a preto
uprednostinuju  rutinu. Téato nepruznost atizba po nemennosti byva zdrojom
nepochopitelného az otravného spravania pre okolie. Autistom vSak pravdepodobne dava
istotu v chaose okolitého sveta, ktory vnimaju ako nieo neorganizované a nepredvidatelné
(Boyd, 2011). Autisti preto uprednostiuju repetitivne aktivity pred spontannymi.

Pri celkovej charakteristike autistického ziaka musime eSte spomenut’ aj fakt, ze
autizmus sa Casto vyskytuje stiCasne s poruchami ucenia, reci, spanku alebo aj prijimania
potravy. Prave pre vysSie spomenuté charakteristiky st autisti ,,osameli bezci* uzatvoreni vo
vlastnom, ndm nepochopitelnom,* svete. Je narocné vstupit' don a pochopit’ ho. Pomocou
vzdeldvania je v§ak mozné malymi krokmi prekonavat’ prekéazky.

VSEOBECNE ZASADY VZDELAVANIA AUTISTOV

Medzi hlavné ciele vzdeldvania autistickej populdcie mozeme zaradit: nahradit
arozvijat' chybajice ¢i poskodené funkcie, ucit Zziakov to, ¢o budi pravdepodobne
potrebovat’ v zivote, zvolit' také metody, ktoré budu v zhode s moznostami ich rozvoja.
Medzi zakladné principy patri:

e Vizualizacia;
e Strukturalizacia;
e individualny pristup.

Niektoré predmety svojim obsahom a rozsahom tvoria vhodnej$i ramec pre rozvoj
urcitych oblasti. To, na com ulitel’ mdze budovat’ svoj edukacny proces st tie schopnosti,
ktoré vykazuju vo vicsej ¢i menSej miere vSetci autisti, ktori su vzdelavatelni.

Patri sem schopnost’ ucit’ sa rychlo, pretoze zvladaji mnozstvo informadcii, maja
vybornll pamét’ na ¢isla, datumy, fakty, slovné retazce, operuju rozsiahlou odbornou slovnou
zasobou z oblasti ich zaujmu, a maji dlhodobu koncentraciu a vytrvalost, ale len v oblasti,
ktora ich zaujima. Naopak, vykazuju nulovu sustredenost” a vytrvalost’ v tych oblastiach,
0 ktoré sa nezaujima;ju.

V nasledujucej tabulke uvadzame silné stranky l'udi s autizmom a bez autizmu a prave
Z tohto porovnania mdézeme vychadzat’ aj pri vyucbe cudzieho jazyka — angliCtiny.

Silné stranky Pudi s autizmom

Silné stranky Pudi bez autizmu

Doslovna interpretacia

Interpretdcia na zaklade kontextu

Analytické myslenie

Integrované myslenie

Cit pre detail Cit pre celok
Postupné spracovanie informacii Paralelné spracovanie informacii
Konkrétnost’ Abstraktnost’

Presné, logické pravidla

Nelogické pravidla

Zivot bez inStrukcii

Zivot medzi riadkami
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Fakty Myslienky

Pravidla Vynimky z pravidiel
Zobrazenie Predstavivost’
Kalkulacia Intuicia

Podobnosti Analogia

Absolutno Relativno
Objektivita Subjektivita
Perfekcionalizmus Flexibilita

Dedukcia Indukcia

Realizmus Surrealizmus

(Vosmik, Bélohlavkova, 2010, s. 59)

Uvedena tabulka ukazuje, Ze kazda silnd stranka zdravého Zziaka moze byt
kompenzovana inou, ale tiez silnou strankou autistu.

e Jazykové vzdelavanie autistov

Na prvy pohlad sa méze zdat’, ze ucit’ komunikovat’ v cudzom jazyku niekoho, kto ma
problém komunikovat a byt sinymi l'udmi, je nemozné. Pochopitelne, autista
nenadobudne taku uroven komunikacnej kompetencie ako zdrava populacia, ale aj napriek
jeho obmedzeniam moéze rozvijat’ svoje jazykové vedomosti a zru¢nosti. UCitel’ vSak musi
dodrziavat’ principy, ktoré sme uz spomenuli (vizualizécia, Strukturalizacia a individudlny
pristup) a stanovit’ si realne ciele.

Obsah jazykovej vyucby umoziiuje, ba priam vyzaduje, vizualizaciu informacii.
Slovni zasobu, gramatiku a vyslovnost' je mozné prezentovat a precviovat pomocou
vizualnych podnetov. Pre autistu je dolezité, aby aj pokyny k tlohdm boli v najvécsej moznej
miere vizualizované, pretoze v takejto podobe ich moze dlhSie vnimat’ a nie je odkazany
vyluéne na ,,prchavy* verbalny podnet. Autista si bez problémov zapamita tabulky, schémy
ale aj zoznamy nepravidelnych tvarov slovies, frazovych slovies a pod. Vhodné st aj drilové
cvienia, viacnasobné opakovanie kratkych dialogov ¢i fraz. Je dolezité, aby to, Ze nieco vie,
mohol dokazat® jednoduchym ukonom napr. zakriZkovanim z viacerych moznosti,
priradenim, spojenim obrazkov so slovom a pod.

Dalej uvadzame vhodné uéebné ulohy na hodine anglického jazyka:

e spajanie pomenovania a obrdzku (ziak méa k dispozicii karti¢ky
s viacerymi slovami);

e oznaCovanie cCasti obrazku slovom (napr. zariadend izba a ziak da

karti¢ku so slovom na prisluSny nabytok);

priradovanie kratkeho textu (opisu, definicie) k obrazku;

vyhladavanie a vymenovanie spolo¢nych/odlisnych javov na obrdzkoch;

spajanie slov, ktoré patria spolu (napr. synonyma, opozitd);

hl'adanie rozdielov na obrazkoch a ich vymenovanie alebo oznacenie;

zorad'ovanie obrazkov na zaklade precitaného textu (napr. postup

nejakej ¢innosti);

e oznaCenie obrazku, ktory zobrazuje dany jav (napr. he is happy, she is
surprised, she is tall);

e kategorizovanie ¢innosti podl'a obl'ubenosti | like/ I dislike, alebo podla
frekvencie vykonavania (always, often, seldom...);
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e dopinanie slov do pojmovych map napr. weather a ziak doplni rainy,

windy, pleasant, cold, hot atd’.;

dopifanie slov do viet z viacerych moZnosti alebo bez danej moznosti;

rekonStrukcia dialégu (vyber spravnej odpovede z viacerych moznosti);

dopifanie viet do dialégu podla vlastného uvazenia;

opis obrazku;

odpovede na zatvorené otazky (yes/no questions, alternative questions

a niektoré WH questions);

e oznacovanie vyrokov, s ktorymi ziak sthlasi/nesthlasi;

e klasifikovanie predmetov (food, drinks, school subjects, seasons of the
year, colours...) podl'a obl'ibenosti /neobl'ibenosti;

e vytvaranie novych slov z pismen daného slova (teacher: tea, the, teach,

her, cheat a pod.)

tvorenie slov z pismen na karti¢kach;

skladanie viet zo slov na karti¢kach;

hladanie informacii v texte a ich dopifianie do tabulky, schémy;

pamétové hry, krizovky a hlavolamy.

Vsetky ulohy, ktoré¢ uvadzame, je mozné robit’ na hodine alebo pri priprave doma na
pocitaci a ziak si moze spravnost’ hned’ overit’.

Ako sme uZz uviedli, autistovi robi problém vyrovnat sa so situaciami, ktoré¢ si
nahodilé, neplanované a vybocujice zo Struktiry. Preto aj hodina angli¢tiny musi mat’ svoju
»hemennu‘ Strukturu. Rovnako potrebuje vediet’, kol’ko ¢asu bude trvat’ aktivita, ucitel’ musi
dodrziavat’ stereotypné davanie inStrukcii, pretoze akakol'vek variabilita prinaSa autistovi
stres.

Kreativne a zaZitkové vyuCovanie nema miesto vo vyucovacich postupoch a metédach
pri autistoch. To isté plati o otvorenych otazkach, rieSeni problémovych tloh a tvorivych
ulohach. Ak je takyto ziak integrovany medzi zdrava populaciu, ktora si takyto pristup
vyzaduje, ucitel musi postupovat voci autistovi individudlne a vyvarovat sa tvorivym
podnetom a aloham.

Podl'a Wire (2005) aj autisti dokdzu zvladnut’ cudzi jazyk a komunikovat’ na zékladne;
urovni, pouzivat’ zdvorilostné frazy v jednoduchej komunikacii, mo6zu ziskat’ vel'mi bohatt
slovnu zasobu a aplikovat’ gramatické pravidla.

Pri rozvijani komunikativnej kompetencie maju pre autistov vyznam komunikacné
technolégie. Ako uvadza Ivancikové (2011), pocitace st idedlnym ,,spolo¢nikom®, pretoze st
logické, presné, bez emocii a ndlad. Obyc¢ajne nerobia nepredvidatelné ,,kroky*, komunikécia
snimi je jednoznatna a modze ju iniciovat, viest' aukonéit ziak. Ziak ma nad pocitatom
kontrolu, mdze robit’ chyby bez akéhokol'vek rizika, dostane spitnu vdzbu a Glohu moze
opakovat’ kolkokrat chce. Pri praci s pocitacom je ,pracovné prostredie” ohraniené
monitorom a rusivé podnety z okolia je l'ahSie eliminovat. Pocitatové vyucbové programy
ponukaji informacie v maximalne vizualizovanej a struktirovanej podobe a kombinacia
multisenzorickych podnetov podporuje Ziakovu schopnost’ zapamétat’ a vybavit’ si jazykové
prostriedky.

Praca na pocitaci rozvija aj ziakove sebavedomie, ziak vnima viditelné zmeny na
monitore, ktoré spdsobuje svojim konanim a zaroven rozvija jemnt motoriku. Pochopitel’ne,
tak ako aj pri zdravej populacii, aj pri autistoch je mimoriadne ddlezité urCit’ zdravi mieru
Casu stravenom pri pocitaci, aby sa nim Ziak nestal posadnuty.
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ZAVER

Integrované vzdelavanie autistu na zakladnej a strednej Skole je eSte stale ojedinelym
javom. Moézeme vSak predpokladat’, ze pocet takto postihnutych jedincov medzi zdravou
populédciou ziakov bude narastat. A to je dovod, preco by buduci ucitelia ale aj ucitelia
Vv praxi mali mat’ asponn zédkladné poznatky o tejto diagndze a moznostiach ich vzdeldvania
vSeobecne a konkrétne o rozvoji ich jazykovej kompetencie v anglickom jazyku.
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SKORE VYUCOVANIE CUDZIEHO JAZYKA NA PREDPRIMARNOM
STUPNI VZDELAVANIA AKO PRIKLAD EFEKTIVNEHO
ZAVEDENIA METODY CLIL DO PEDAGOGICKEJ PRAXE

FRUHES FREMDSPRACHENLERNEN IM ELEMENTARBEREICH
ALS BEISPIEL EINER EFFEKTIVEN UMSETZUNG DER CLIL-
METHODE IN DIE PADAGOGISCHE PRAXIS

Hromadova Katarina, Slovenska republika

Abstrakt

Hlavnou témou tohto ¢lanku je skory zaciatok cudzojazy¢ného vyucovania na predprimarnom
stupni vzdelavania. Jeho charakteristika, metddy a pristupy su vybornym prikladom
efektivneho zavedenia metody CLIL do pedagogickej praxe, hoci v podmienkach naSich
slovenskych $kdl sa tdto metdda spomina predovSetkym v kontexte zédkladnych $kol. Napriek
viacerym pokusom o vyuzitie tejto metddy v procese cudzojazyéného vzdelavania, nebol plny
potencial tejto metddy vo vicsine pripadov doteraz vyuzity.

Resiimee

In der vorgelegten Arbeit beschéftigen wir uns mit den Parallelen zwischen der Anwendung
der CLIL-Methode im Primarbereich und der Umsetzung des sogenannten Angebotsmodells
in die fremdsprachliche pddagogische Praxis im Elementarbereich. Die Methoden- und
Formenvielfalt des frithen Fremdsprachenlernens sind ein hervorragendes Beispiel davon, wie
man die CLIL-Methode im Unterricht effektiv einsetzen kann, denn bis zu dieser Zeit wurde
das volle Potenzial der CLIL-Methode auf dem Gebiet des Fremdsprachenlernens nicht
vollstdndig ausgenutzt.

Kricové slova
cudzi jazyk, skory zaciatok cudzojazy¢ného vzdelavania, CLIL, vyucovacia metoda a forma

Schliisselworter
Fremdsprache, frithes Fremdsprachenlernen, CLIL, Unterrichtsmethode, Unterrichtsform

UVvOD

Od Zéhrebskej rezolucie zroku 2001" sa v Eurépskej tnii Soraz viac dostiva do
popredia otazka viacjazy€nosti buducich generacii mladych Eurdpanov. Nielen odborna, ale
aj laickd verejnost’ si uvedomuje nutnost’ ovladdania viacerych cudzich jazykov pre potreby
vzdelavacieho a pracovného trhu, ktord koreSponduje s poziadavkou Eurdpskej Unie na

7 Uvadzame kratky citat: ,,zur Identitidt des modernen Europders gehort das Bewusstsein, auf einem kulturell
und sprachlich vielfiltigen Kontinent zu leben, auf dem die Kommunikation zwischen den verschiedenen
Sprach- und Kulturrdumen immer intensiver wird. Die entscheidende Voraussetzung fiir eine erfolgreiche
Verstindigung in Europa ist die Kenntnis moglichst vieler Fremdsprachen von mdglichst vielen Europdern.
Mehrsprachigkeit gehort zu den europdischen Grundwerten, da sie wesentlich dazu beitrdgt, dass der kulturelle
Pluralismus in Europa Bestand hat und als Teil eines gemeinsamen europdischen Bewusstseins bejaht und
geschitzt wird. Mehrsprachigkeit ist daher ebenso wie andere europdische Grundwerte wie Toleranz,
Pluralismus, Zivilgesellschaft und parlamentarische Demokratie zu fordern®. [http://www.kdv.hr/zagreber.htm]
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ovladanie minimalne dvoch cudzich jazykov na urovni materinského. Praktickéd realizacia
tejto poziadavky nie je neredlna, ale zial', slovensky Skolsky systém sa v oblasti jazykového
vzdeldvania k tejto méte zatial’ len priblizuje, aj ked’ prvé pozitivne vysledky su uz viditelné.
Jednym z tychto pozitivnych vysledkov je zavedenie povinného vyucovania cudzieho jazyka
na primarnom stupni jazykového vzdelavania od treticho ro¢nika zékladnych §kol. V snahe
o0 dosiahnutie ¢o najvyssej efektivity daného procesu, posuva vela $kol cudzojazycné
vzdelavanie az do prvého ro¢nika a zavedenie metdody CLIL poskytuje vyrazny priestor na
d’alSie zlepSenie.

SKORY ZACIATOK CUDZOJAZYCNEHO VYUCOVANIA

V podmienkach Statneho vzdeldvacieho systému na Slovensku je tento pojem totozny
so zaciatkom cudzojazy¢ného vyuCovania na primarnom stupni vzdeldvania. Ako sme uz
spomenuli vysSie, je tento krok vyraznym posunom vpred v skvalitneni procesu vyucovania
cudzich jazykov, ale neustale sa v Statnom vzdelavacom systéme zabuda na obdobie vyvinu
dietata, ktoré je pre ucenie sa cudzieho jazyka eSte vhodnejSie, atym je obdobie
predprimarneho vzdelavania.

Odbornici z oblasti didaktiky skorého ugenia sa cudzich jazykov®, rodigia, ktori
dlhodobo ucili svoje deti cudzi jazyk formou bilingvalnej, pripadne multilingvalnej V)’/(:hovy9
aj najnovsie neurolingvistické vyskumy™ poukazuju uz od 60-tych rokov minulého storodia
na velky vyznam co najskorSieho kontaktu deti s cudzim jazykom, ku ktorému radime
obdobie do priblizne 10. roku zivota dietata, ndzory odbornikov sa vSak v tomto ¢asovom
udaji diametralne rozchadzaju. V minulosti medzi vedcami a pedagogmi tol’ko presadzovana
teoria ,kritickej fazy* vo vyucovani cudzich jazykov, podla ktorej si uz dieta po priblizne
Stvrtom roku nie je schopné osvojit’ bezchybnll vyslovnost’ v cudzom jazyku, je uz zastarana.
Nad’alej vSak plati, ze ak si dieta neosvoji ziadny cudzi jazyk do obdobia puberty,
vyslovnostné a gramatické chyby sa len vel'mi tazko eliminuji, vplyv osobnej motivacie vSak
zohrava vyznamnu tlohu.

Z neurolingvistického hl'adiska je vek, v ktorom sa dieta zafina ucit’ cudzi jazyk,
absolutne signifikantnym faktorom pre uspeSnost’ tohto procesu. Prvotnym fyziologickym
predpokladom je plasticita detského mozgu a jeho schopnost’ ucit sa a zapamétavat' si
vytvaranim synaptickych Struktir prepojenim nervovych buniek v mozgu. VSetky pre jedinca
relevantné prepojenia ostavaji navzajom spojené v trvalych neuralnych sietach, nepotrebné
spojenia v priebehu zrenia osobnosti a u¢enia sa zanikaji. Zakladny problém vznika hned’
v rannom detstve a tyka sa poctu nervovych buniek, ktorym jedinec disponuje. Kym ,,embryo
Vv 21. tyzdni tehotenstva disponuje 1.000.000/mm3 nervovych buniek, u dospelého sa tento
pocet rapidne zniZzuje na 30.000/mm3, pricom proces zniZovania tohto poctu zac¢ina uz od
Siesteho roku Zivota dietata ™, ¢im dochadza k staZeniu celého procesu ucenia sa, vzhl'adom
na neskorsi nedostatok ,,stavebného materialu®.

Za rovnakych podmienok ako pri akomkol'vek inom type u€enia sa vytvara u dietata
aj jazykové centrum. Ak sa v tomto obdobi dieta dostane do kontaktu s viacerymi jazykmi
(minimalne dvoma) paralelne, pripadne sekvencne, vytvori sa jedno efektivne pracujuce
Jazykové centrum, do ktorého sa v pripade naucenia sa d’alSieho jazyka zaradi aj d’alsi jazyk.

® V tomto &lanku sa opierame predovietkym o nazory autorov Angelika Kubanek, Henning Wode, Patricia
Nauwerck a Traute Taeschner.

° Elke Montanari sa venuje vzdelavacim seminarom pre rodi¢ov a deti Zijucim v bilingvalnach a viacjazyénych
rodinach, sama vychovavala svoje deti v dvojjazyénom prostredi.

' OVERMANN, M.: Emotionales, transnationales, ... , 2005, 5.17-57.

' OVERMANN, M.: Emotionales, transnationales, ... , 2005, .31, preklad autorky.
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V pripade, Ze sa dieta v predskolskom, pripade skorom Skolskom veku stretne len s jednym
jazykom a s d’al$im az v starSom $kolskom veku, vytvoria sa dve jazykové centra, ktoré nie su
prepojené a v porovnani s predchadzajicim pripadom neefektivne.™

Prax rodicov s detmi zijicimi v bilingvalnych pripadne viacjazycnych rodinach™
ukazuje, ze dvoj- a viacjazyCne vyrastajice deti, ktoré boli v dospelosti porovnané s detmi,
ktoré sa zacali cudzi jazyk ucit’ v neskorSom veku, dokazali dosiahnut vel'mi podobnu
lexikalnu troveti, v gramatickej a fonetickej oblasti viak vyrazne zaostavali'®.

Tato fonetickt nedostatocnost’ je mozné vysvetlit' neschopnostou dietata rozliSovat
po prvom roku zivota iné hléskg/ ako tie prislichajuce materinskému jazyku a stratou
formovatel'nosti reCovych orgémovl

Stihrnne teda mozeme povedat’, ze medzi zakladné pozitiva skorého ucenia sa cudzich
jazykov patri:

— vyuzitie obrovského pamétového potencialu dietat’a vzhl'adom na pocet neuronov
pri narodeni a v rannom detstve;

— vytvorenie efektivneho asinymi jazykmi spolupracujuceho jazykového centra
VvV mozgu,

— ziskanie spravnej vyslovnosti;

— schopnost’ porozumiet’ aj rychlym cudzojazyénym vyjadreniam;

— eliminécia neskorsich gramatickych a lexikalnych chyb;

— skoré nadobudnutie komunika¢nych zru¢nosti v cudzom jazyku;

— prekonanie ,strachu znezndmeho* uz v pociatkoch vzdelavania, ktory tak
negativne ovplyviuje dosahované vysledky pri neskorSom jazykovom vzdeldvani;

— otvorenie sa novym kultiram;

— skoré uvedomenie si Struktirneho prepojenia medzi viacerymi jazykmi;

— ziskanie motivacie pre ucenie sa d’alSich cudzich jazykov.

Ak vSak rodina dietata nie je prirodzene bilingvalna, neZije v cudzojazy¢nom
prostredi, ¢i umelo nesimuluje pre diet’a bilingvalnu vychovu napriek faktu, ze nikto z rodiny
nerozprava cudzim jazykom ako svojim materinskym jazykomlﬁ, mal by tento zavdzok
prevziat’ na seba Skolsky vzdelavaci systém, do ktorého vicsSina deti vstupuje vo veku troch
rokov.

Dévody, preco sa tieto poznatky netransformuju do pedagogickej praxe na Slovensku,
st viaceré.

1. Faktor veku

Nie vSetky deti nastupuju na predprimarny stupen vzdelavania v rovnakom veku, hoci
tento fakt by bolo mozné ¢iastocne vykompenzovat takmer neobmedzenou schopnost'ou deti
rychlo sa udit, takze aj tie deti, ktoré by nastapili do materskej $koly s dvoj- pripadne
trojroénym oneskorenim by tento deficit urcite rychlo vyrovnali.

12 OVERMANN, M.: Emotionales, transnationales, ... , 2005.

B3V pripadovych stadidch sa spominaji deti, ktoré zagali s druhym jazykom hned’ od narodenia, aj deti, ktoré
s réznych dovodov zacali s oneskorenim az troch rokov.

“ MONTANARI, E.: Mit zwei Sprachen ..., 2010, s. 43.

> OVERMANN, M.: Emotionales, transnationales, ... , 2005, s. 32.
1® Tento spdsob vyugovania cudzich jazykov prinasa so sebou nevyhody vo forme vel’kej psychickej zataze
a ¢asovej narocnosti na sprostredkovatel’a cudzieho jazyka ako aj nie vzdy spravneho metodického pristupu.
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2. Personalne zabezpecenie

Nedostatok kvalifikovanych ucitelov cudzich jazykov pre materské skoly, ktorych
,heprodukuju® ani fakulty pedagogického zamerania na Slovensku, patri k vyraznym
nedostatkom Skolského systému na Slovensku. Absolventi vysokych $kol promuju
s kvalifikaciou pre druhy stupen a stredné Skoly, t.j. nie su metodicky ani jazykovo pripraveni
na posobenie v materskych Skolach.

3. Materialové zabezpecenie

Chybajice materidly, ktoré by tematicky suvisle pokryli obdobie minimélne troch
rokov ana ktoré by kontinualne nadvdzovali materialy pre primarny stupen vzdelavania
doplnaja celkovy nepriaznivy obraz vyuovania cudzich jazykov v tomto obdobi.

4. Cas venovany cudziemu jazyku

Nedostato¢na ¢asova dotacia venovana vyucbe cudzich jazykov v porovnani s inymi
aktivitami v materskych $kolach. Aby sa diet’a naucilo cudzi jazyk, musi byt’ s nim v kontakte
kazdy deit'’ minimalne po dobu 20 minut, samozrejme, &im je kontakt vAGi, tym
efektivnejSie vysledky sa udietata dosiahnu. Ak aj materska Skola dokaze zabezpecit
vyucovanie cudzieho jazyka (vo vidcsine pripadov formou doplnkovych a rodi¢mi platenych
kurzov, takze znova nie navStevovanymi vSetkymi detmi), tak jedna, pripadne dve polhodiny
tyzdenne, nemdzu prispiet’ k o¢akavanému vysledku.

Ak tieto vySSie spomenuté nedostatky moéZzeme sumarizovat, prideme k zdveru, ze
vacsina z nich mé spolo¢ny zaklad, ktorym je nedostato¢na metodicko-didakticka priprava
ucitel'ov pre materské Skoly.

V d’alSej kapitole ztohto dovodu struéne zhrnieme dva najefektivnejSic modely
sprostredkovania cudzieho jazyka na predprimarnom stupni vzdeldvania.

MODELY CUDZOJAZYCNEHO VZDELAVANIA NA PREDPRIMARNOM STUPNI

Odborna literatira (Nauwerck, Appeltauer, Taeschner, Kubanek) uvadza viaceré
metodologické postupy vhodné pre proces cudzojazyného vzdelavania na predprimérnom
stupni, ktoré je mozné rozdelit’ do dvoch zakladnych skupin, modelov.

Prvym z nich je tzv. imerzny model (z nemeckého Immersionsmodell, Sprachbad),
ktory vychadza zpodstaty doslovného ,,ponorenia sa“ do cudzieho jazyka. Vychadza
Z koncepcie bilingvalneho vzdeldvania a je dodrziavané (aj ked’ pri prirodzenom bilingvizme
uz nie vzdy aktualne) pravidlo ,,jeden Clovek — jeden jazyk®. Dietatu je ponikané mnozstvo
kvalitnych jazykovych podnetov po celu dobu pobytu v materskej Skole a pocas vsetkych
¢innosti, ktoré st s tymto pobytom spojené.

Kvalitné prevedenie tejto metddy v praxi predpoklada ako ucitel'a rodeného hovorcu
cudzieho jazyka, pripadne ucitel'a s vybornymi jazykovymi kompetenciami, ked’ze ucitel
musi s detmi zvladat’ aj spontdnne vzniknuté komunikativne situdcie na rozli¢né témy, nielen
tie, na ktoré je mozné sa vopred CiastoCne pripravit. Tento prvok spontannosti je vel'mi t'azké,
alebo takmer nemozné dosiahnut’ s ucitelom, ktory cielovy jazyk neovldda minimalne na
urovni C1, ked’Ze takyto pedagdg je zaroven aj vychovavatel'om.

Pre pomery slovenského Skolského systému povazujeme za vhodnejsi druhy model,
tzv. model ponuky jazykovych aktivit (z nemeckého Angebotsmodell), ktory je podobne
mozné charakterizovat’ ako zjednoduSeny bilingvalny model, ked’ze ucitel musi s detmi —
podobne ako pri imerznom modeli — zvladnut' rozne jazykové situacie vychadzajiace

Y TAESCHNER, T.: A developmental psycholinguitic ..., 1991.
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z autentickych komunikaénych situdcii, avSak len v obmedzenom case a poCas vybranych
aktivit v skolke, ktoré tato ponuka pod spoloénym nazvom cudzojazycné aktivity. Tieto
aktivity st viazané na urcité pravidelne sa opakujice casové tiseky, je teda mozné sa zo strany
ucitela na ne kvalitne jazykovo aj metodicky pripravit’.

Zavedenie prvého modelu do praxe slovenského vzdeldvacieho systému sme mohli
pozorovat’ len v sukromnych predskolskych zariadeniach, druhy model je Gispesne pouzivany
aj v Statnych materskych Skolach, napriklad aj formou cezhrani¢nej spoluprace.

Tento druhy model mo6Zeme v navéznosti na tému clanku oznacit’ za ekvivalent CLIL
metddy, ktora je pouzivana na primarnom stupni jazykového vzdeldvania. Je vSeobecne
zname, ze ,,CLIL classrooms are no typical language classrooms in the sense that language is
neither the designated subject, nor the content of the interaction, but the medium, through
which other content is transported*®. Tato definicia platna a vo vieobecnosti akceptovatelna
pre prostredie zakladnych $kol, je porovnatelnd s modelom ponuky jazykovych aktivit.
Presne tak, ako st pedagogovia v materskej Skole prostrednictvom cudzieho jazyka
sprostredkovatel'mi obsahu uréeného pre tento stupen vzdelavania.

V nasledujlicej Casti tejto prace uvadzame porovnanie aplikdcie metédy CLIL na
predprimdrnom a primarnom stupni jazykového vzdelavania.

MODEL PONUKY JAZYKOVYCH AKTIVIT VS. CLIL

Cielom tejto prace je poukazat na mnozstvo zhodnych charakteristik, ktoré tieto dva
koncepty vykazuju.

Tato kapitolu uvadzame zamyslenim sa nad chapanim oboch pojmov v odbornej
literature.

Jednym z prvych problémov, ktory nachddzame pri charakteristike tychto konceptov,
je terminologicka nejednoznacnost’, ktorou sa vyznacuju viaceré odborné prace na tuto tému.
Vo vSeobecnosti mézeme povedat’, Ze €o sa tyka média, vzdeldvanie na Slovensku moze
prebiehat’ v materinskom, alebo cudzom jazyku (nebudeme sa na tomto mieste venovat
skupine jazykovych menSin). V prvom pripade sa dieta dostava do kontaktu s cudzim
jazykom formou ponuky hodin cudzieho jazyka, v druhom pripade by s nim (teoreticky) malo
byt’ v kontakte v skolskom prostredi stale, t.j. mali by sme hovorit’ o bilingvalnom vzdelavani.

Je teda metéda CLIL jednou z moznosti bilingvalneho vzdeldvania, alebo len
roz$irenou formou tradi¢nych hodin cudzieho jazyka?

Odborna literatira casto akékol'vek jazykové aktivity mimo v rozvrhu urenych hodin
oznacuje sthrnne ako bilingvalne vzdeldvanie, dokonca aj oba vysSie spomenuté modely
cudzojazyéného vzdelavania na predprimarnom stupni spadaju do tejto oblasti. Ci jazykové
vzdelavanie prebieha formou celodennych, alebo len vyhradenych aktivit, nehrd v tomto
pripade ulohu. Odborna literatira sa vSak v podobnom duchu nie vzdy vyjadruje aj k téme, co
vlastne bilingvalne vzdelavanie v $kolskom prostredi je, dokonca nachadzame nezrovnalosti
aj v pripade rodinného, ¢i kultirne podmieneného bilingvizmu. Ak vSak za formu bilingvizmu
povazujeme to, ze diet’a sa uci cudzi jazyk v prirodzenom, alebo umelo navodenom prostredi
(tzv. intenény bilingvizmus), ¢i uz od tutleho veku (primarny bilingvizmus), alebo s odstupom
niekol’kych rokov (sekvencény bilingvizmus) a vysledkom takéhoto snaZenia je vlastna
komunikacia dietat’a v inom jazyku (aktivny bilingvizmus), alebo len schopnost’ porozumiet’
(pasivny bilingvizmus), potom je metoda CLIL tiez jednoznacne jednou z foriem
bilingvalneho jazykového vzdelavania.

1 PUFFER, CH.,D.: Discourse in Content ..., 2007, str. 3.
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Na zaklade pozorovania v predSkolskych zariadeniach, ktoré uspesne zaviedli model
ponuky jazykovych aktivit do praxe, mézeme konStatovat, ze aj napriek vySSie spomenute;]
terminologickej nejednoznacnosti, sa oba koncepty v pedagogickej praxi prelinaju.

Uvadzame vybrané zistené rozdielne a podobné Crty:

1. Cielova skupina

Metoda CLIL nebola historicky (latin¢ina ako vyucovaci jazyk uz v obdobi
stredoveku) ani v modernom ponimani urcenad pre deti predskolského veku, ale na druhej
strane, jej vyuzitie na sekundarnom stupni jazykového vzdelavania je v praxi tiez minimalne.
Medzi formami a metédami, ktoré pouzivaji ucitelia v procese jazykového vzdelavania na
predprimdrnom a primarnom stupni vzdeldvania vSak nie su az také vel'ké rozdiely (len za
niektoré uvadzame vyuzitie hry, pohybu, narativneho pristupu, nazornosti, obraznosti, ¢i
vylu¢ného pouzivania cudzieho jazyka).

2. Casovy faktor

Ucitel ma v pripade pouzitia tejto metddy k dispozicii nielen vopred ureny ¢asovy
usek (v predskolskych zariadeniach je to ¢ast’ dila, v Skole vyu€ovacia hodina), ale prakticky
cely cas, ktory dieta v Skolskom prostredi stravi. Napriek tomu vyuzivaji ucitelia v skolkach
na jazykové aktivity urCité Casové useky, ktoré sa pravidelne opakuji. Tento pristup je
jednoduchsi z hladiska pripravy ucitel’a, ale aj efektivity jazykového vzdelavania. Pri takomto
pristupe si dieta rychlejsie zvykne na jazykové aktivity, oCakava ich, tesi sa na ne a nie je
stresované nahodnym cudzojazyénym prostredim. Podobne aj uditelia na zakladnych skolach
zavadzaju metddu CLIL na urcitych vopred zvolenych hodindch (napr. na hodinach
matematiky, ¢i prirodovedy), alebo na pravidelnych castiach — fazach tychto hodin (ako
uvodnu Cast’, alebo fazu opakovania).

3. Zasada vylu¢ného pouzivania cielového jazyka

Ucitelia v materskych Skolach pouzivaju cudzi jazyk ako médium pri vSetkych
¢innostiach tykajucich sa cudzojazy¢nych aktivit, musia vSak citlivo rozliSovat medzi
pochvalami, inStrukciami, usmerneniami, ktoré tiez prebiehajii v cudzom jazyku a vychovne
Specifickymi situdciami (ak dieta place, lebo si velmi ublizilo pri pade), ¢i dokonca
problémami (hadze sa o zem od zlosti), ktoré si uz vyzaduju prechod do materinského jazyka.
Ucitel musi dokazat’ urcit’, ktoré aktivity aj v mimojazykovej oblasti su pre deti prinosné
a ktoré naopak nanutené a z tohto dovodu neprinasajuce Zelany efekt.

Aj ked’ ucitelia na primarnom stupni vzdeldvania nemusia riesit’ tol’ko vychovnych
aktivit a viac sa mozu sustredit’ na tie vzdelavacie, Casto dochadza k situaciam, ze ucitel
poziada ziaka v cudzom jazyku, aby vypocital priklad na tabuli, ale poziadavku, aby zdvihol
spadnutu kriedu, predostrie po slovensky. Na tomto mieste musime skonStatovat, Ze ndhodné
pouzitie cudzojazycnych vyrazov, alebo viet vsunutych do beznej, po slovensky prebiehajuce;j
hodiny, nie je spravnou metédou CLIL.

4. Roznorodost’ jazykovych impulzov a foriem

Tato charakteristika Gzko suvisi s ndzormi prezentovanymi v predchadzajicom odseku
tejto prace. Spravne pouzitie tejto metdody zabezpe€i dostatok rdéznorodych podnetov pre
rozvoj cudzojazyénych kompetencii v autentickych jazykovych situdcidch. Ked zbezne
prelistuyjeme ucebnice cudzieho jazyka, casto sme nuteni skonStatovat, Ze vela
prezentovanych komunikativnych situdcii je navodenych umelo a pouzité jazykové
prostriedky nereflektuju realne pouzitie jazyka v autentickych situaciach, a to aj napriek tomu,
ze zdanlivo zodpovedaju videniu sveta dietata. Ako ¢asto sme v dospelosti mohli vyuzit’ to,
ze vieme vymenovat’ zvieratka, ¢i Skolské potreby, alebo opisat’ vyzor osoby?

Ucitelka v materskej skole musi odpovedat’ na realne otazky diet'at’a tu a teraz, v jeho
realnom ponimani a videni, rovnako to umoziuje tato metdoda aj na zakladnych Skolach.
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Napriek tomu, ze otazky su zo strany deti ¢i ziakov Casto kladené po slovensky, pripadne
S chybami, su realne. V tom vidime d’alSiu z paralel medzi metédou CLIL.
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UROVEN CIZOJAZYQ\IYCHV RECOVYCH DOVEDNOSTI V
POCATECNI VYUCE

THE LEVEL OF FOREIGN LANGUAGE SPEAKING SKILLS IN
TEACHING PUPILS OF AN EARLY AGE

Hruskova Lenka, Ceskd republika

Abstrakt

Ptispévek se zabyva trovni cizojazycnych feCovych dovednosti u zaktl ctvrtych a patych tiid,;
u téch, ktefi zacali s ranou cizojazy¢nou vyukou od 1. tiidy a zaka, ktefi si zacali osvojovat
anglicky jazyk az od 3. tfidy zakladni Skoly. Hodnoceni urovné cizojazy¢né vyuky je
zalozeno na standardizovanych jazykovych testech anglického jazyka Cambridge Young
Learners na urovni deskriptoru A1 Spole¢ného evropského referen¢niho rdmce. Tento test byl
zaméten na vSechny Ctyfi cizojazycné fecové dovednosti: na praci s cizojazyénym textem (na
gramatickou a lexikalni stranku), na psani, mluveni a na porozuméni slySenému slovu. Test
Cambridge Young Learners, ktery byl pouzit pro ziskavani hodnot, byl formulovan pro zdky
od 7 do 12 let. Testovani jednotlivych fecovych dovednosti probihalo ve tfindcti vybranych
skolach v Ceské republice ve &tvrtych a patych roénicich; ptivodni vzorek mél &itat kolem 800
respondentd.

Abstract

This paper deals with the level of foreign language speaking skills in the fourth and fifth
grade pupils who started to learn a foreign language at an early age, i.e. in the kindergarten or
the first grade, and in pupils who began to learn English in the third grade. The evaluation of
the foreign language teaching level is based on standardized English tests Cambridge Young
Learners that refer to A1 of the Common European Reference Framework level descriptors.
This testing focused at all four foreign language skills: ability to work with a foreign language
text (grammar and vocabulary), writing, speaking and listening comprehension. The
Cambridge Young Learners Tests, that were used for data acquisition, has been specially
formulated for children from seven to twelve years of age. The testing of particular language
skills took place at thirteen selected schools in the Czech Republic and the sample of
respondents consisted of about 800 fifth graders.

Kruacové slova
feCové dovednosti, standardizovany test, deskriptor A1 Spole¢ného evropského referencniho
ramce, Ramcovy vzdélavaci program

Key words
language skills, standardized test, descriptor Al of the Common European Reference
Framework, General Educational Programme

UVvOD

., VSeobecné vzdelani, o které usiluje kazdy myslici ¢lovek, musi byt svétové. Ale to
neznamend tékat po svété, nybrz pochopit svét z naSeho ceského hlediska. Svétovosti
nedosahneme cizi pomoci, ale musime si ji dobyt vlastni praci.” T. G. Masaryk.

Z celého spektra témat, ktera se v soucasnosti nabizeji a jsou spojena s transformaci
pojeti primarniho vzdélavani, jsme svou pozornost zaméiili na pojeti cizojazycného
vzdelavani v primarni skole, pfi soucasné snaze o zduraznéni vazby mezi obecnou didaktikou
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— védou o vyucovani a vzdélavani a oborovou didaktikou — lingvodidaktikou. Primarni skola
a didaktika CJ (cizich jazyktl) maji idedlni vybaveni k tomu, aby fungovaly jako uspésny
katalyzator reforem na poli cizojazyéného vzdelavani. K hlavnim ukolim didaktiky CJ na
prvnim stupni vzdélavani patii vytvareni strategii a postupti na podporu jazykové rozmanitosti
a vicejazyc€nosti. Didaktika CJ rovnéz pracuje s nastroji této politiky, zejména se Spolecnym
evropskym referen¢nim ramcem pro jazyky a Evropskym jazykovym portfoliem.

Teoretickym vychodiskem oboroveé didaktického charakteru jsou feCové dovednosti
(language skills, communicative skills, the four skills) poslech, mluveni, Cteni a psani, které
se podileji na procesu a efektivit¢ komunikace. Jak uvadi Widdowson (2000), uceni se cizimu
jazyku probiha recepci a produkci fe¢i v mluvené nebo psané formé, proto je jazykovy projev
Casto vymezen v ramci Ctyf dovednosti. Osvojovani a rozvijeni Ctyt feCovych dovednosti je
jednak cilem, jednak prostfedkem k realizaci komunika¢niho cile. Osvojovani ciziho jazyka
probihd jednak na drovni osvojovani jazykového systému, jednak na trovni jeho uzivani
v komunikaci. Ve vyuce se feCové dovednosti projevuji Cinnosti v aktivitach, které mohou byt
nahlizeny na riznych urovnich (srov. VI¢kova, 2010, 2007). Sjednoceni piedstav
o vyucovani, hodnoceni a vytvofeni spolecné referencni stupnice ovladani jazykid je
zakladnim prvkem Spole¢ného evropského referencniho rdmce (SERR). Jestlize Ramcovy
vzdélavaci program stanovuje na konci devaté tiidy zvladnuti deskriptoru A2, je zdvazné pro
zéaky koncici paté tfidy ovladani ciziho jazyka na urovni Al.

Dle Mezinarodni standardni klasifikace vzdélavani ISCED 97, kterou vytvoftilo
UNESCO za ucelem srovnatelnosti udajii v oblasti vzdélavani, se prvni stupenn zakladniho
vzdélavani nazyva primarni a byva oznaGovan ¢&islici jedna. Zaci se obvykle uéi ve tfidach
s jednim ucitelem, ktery je primarné odpovédny za jejich vzdélani a prospéch v daném roce.
Tomuto uciteli asistuji ve ctvrtych a predevS§im v patych tfidach specializovani ucitelé
uréitych predmét, napt. jazykoveé vzdélani pedagogové. Konstituovani modelu Skoly pro
21. stoleti jako Skoly oteviené, dynamické a autonomni s sebou pfineslo vytvofeni nového
paradigmatu vzdélavani a proménu v pojeti Skolniho vzdélavani. VSechny inovacni zmény
vSak museji mit zaklad v legislativeé; v praxi to znamenalo nahrazeni Standardu zékladniho
vzdélavani Ramcovym vzdélavacim programem pro zakladni vzdélavani. Od roku 2005 az do
soucasnosti (Upraveny Ramcovy vzdélavaci program pro zékladni vzdélavani platny
od 1. 9. 2013) prochazi zakladni skolstvi revizi ramcovych vzdélavacich programi, které jsou
pro skoly voditkem, jak sestavit vlastni Skolni vzdélavaci program, tak, aby se v ramcovych
vzdélavacich programech odrazily zmény, ke kterym za poslednich sedm let v primarnim,
potazmo v celém zékladnim Ceském vzdélavani doSlo. Zakladnim principem a urcujicim
motivem v soudasnosti aktualniho Dlouhodobého zaméru (MSMT 2011) pro nasledujici
obdobi je ,,zvysit kvalitu a efektivitu ve vzdélavani,... a zaméfit se na zlepSeni kvality uciteli
a zaméstnancl Skol, zajiStovani kvalitniho vzdélavani® (s. 4). Dle ministra Skolstvi profesora
Petra Fialy je ,,dileZité nastavit standardy poZadavki na to, co maji Zaci umét a znat. Tyto
standardy pak mizeme ovéfovat formou testovani.® (Fiala 2012, s. 12). Ve svém tvrzeni se
opird o zahrani¢ni studie, které poukazuji na ,,problém* se snizujici kvality vzdélavaciho
procesu v Ceské republice (tamtéz, 12).

MATERIAL A METODIKA

V naSem vyzkumném Setfeni zjiStujeme, jakou uroven cizojazy¢nych dovednosti
vykazuji Zaci étvrtych a patych tiid rtznych typt zakladnich kol (ZS). Uroven fecovych
dovednosti u zakli nahodné vybranych tfid srovnavame. Zjistujeme, jak se 1isi nebo shoduje
uroven tii cizojazy¢nych dovednosti (bez mluveni) u jednotlivych Zakt v zavislosti na
pocatecnim osvojovani anglického jazyka. Vyzkum je =zaloZen na kvantitativnim
a kvalitativnim metodologickém pfistupu k vyzkumu problematiky pocatecni vyuky cizich
jazykt. Edukacni prostfedi rGznych zakladnich S$kol je vyhodnocovano na zakladé
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standardizované¢ho jazykového testu z anglického jazyka na urovni deskriptoru Al
Spolec¢ného evropského referenéniho ramce a besedy s jednotlivymi vyucujicimi.

H1: Zéci patych ro¢nikil vykazuji lepsi vysledky nez Zaci étvrtych roénika.

H2: Rozdil urovné teCovych dovednosti u zaki patych tiid, ktefi zacali s ranou
povinnou cizojazy¢nou vyukou od 1. tfidy, s trovni fecovych dovednosti u stejn¢ starych
zéku, ktefi si zacali povinné osvojovat anglicky jazyk az od 3. tfidy, je minimalni nebo
dokonce neni zadny.

ZAKLADNI SOUBOR A VYZKUMNY VZOREK

Ve vyzkumném Setieni, které slouzilo k ovéfeni platnosti obou hypotéz, byl komplex
podminek dan vymezenim populace zakd vékové kategorie 9-11 let (prvni stupen zakladni
Skoly), zakt 4. a 5. tfid zakladnich skol. Zakladni vyzkumny soubor tvofili zaci ze sedmi
zakladnich $kol (400 zak®) v krajich Ceské republiky. Ptivodné, na zaéatku vyzkumu, bylo
osloveno 13 zakladnich skol a vzorek m¢l ¢itat kolem 800 respondentti.

Byla provadéna dvé vyzkumna Setieni paralelné ve 4. a 5. tfidach. V prvnim kole byly
vSechny testy osobné rozvezeny do Skol 5. a 6. fijna 2010 (sbér testii probihal v obdobi: 29.
10. — 20. 12. 2010; odevzdalo sedm skol). Druha sada testi byla rozeslana postou dne 18. 3.
2011(odevzdalo pouze 5 zékladnich skol v ¢ervnu 2011).
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Obrazek 1. Grafické znazornéni vyzkumného Setieni: povinnad vyuka CJ/ Zdroj: autorka

DIDAKTICKE TESTY, JEJICH ADMINISTRACE (KVANTITATIVNI METODA)

V Setfeni byl pouzit standardizovany test anglického jazyka Cambridge Young Learners
na trovni deskriptoru A1 Spole¢ného evropského referenéniho rdmce. Tento test byl zamétren
na vSechny cCtyfi cizojazy¢né dovednosti: na praci s cizojazyénym textem (na gramatickou
a lexikdlni stranku), na psani, mluveni a na porozuméni slySenému slovu. Test Cambridge
Young Learners, ktery byl pouZit pro ziskavani hodnot, byl formulovan pro zdky od 7 do 12
let (test odpovida urovni Al Spole¢ného evropského referencniho ramce). Testovani
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jednotlivych jazykovych dovednosti probihalo ve vybranych Skolach ve 4. a 5. tfidach.
V kazdé¢ skole testovani probihalo v libovolny den, tak aby nenarusovalo vyuku a vyhovovalo
ucitelim a jejich koncepci vyuky. Standardizované didaktické testy na urovni A1 SERR
zadavali pii hodinach anglického jazyka ucitelé jednotlivych zékladnich Skol — co do pohlavi
se jednalo vyjma jednoho muze o samé zeny. Ve vétSiné ptipadd byli ucitelé aprobovani
,elementaristé, nekteti s dodateCnou aprobaci anglického jazyka. V nékterych zakladnich
Skolach ale jiz ve ctvrtych a patych tfidach vyucuji ucitelé z druhého stupné, kteti maji
primarné aprobaci anglicky jazyk. Testovani probihalo dvakrat; vyucujici se neménili.

Instrukce k vyplilovani testu ziskali zaci od vyucujicich anglického jazyka. Zakladni
bodova zakladna byla 45 bodl a k tomu se pficitaly body, které méli pfifazovat ucitelé¢ zakim
za ¢ast Mluveni. Testovani zakt v této cizojazy¢né dovednosti se nekonalo na zadné zakladni
Skole z diivodu velké ¢asové naro¢nosti.

Test obsahoval 15 x A4 stranku. Vyhodnocovani testi provadéla autorka sama
s kolektivem zkuSenych nezavislych uciteli anglického jazyka. Kompletni test trva asi
45 minut a ma 3¢asti:

Délka cviéeni | Pocet Casti Pocet bodu
Poslech cca. 20 min 4 20
Cteni a psani | cca. 20 min 5 25
dle uvazeni
Mluveni cca. 5 min 5 ucitele

Tabulka 1. Komplexni test/Zdroj: standardizovany test Cambridge Young Learners (deskriptor Al)

Mluveni: tuto ¢ast testu zadna Skola nedélala z duvodu nedostatku ¢asu na komunikaci
s jednotlivymi zaky (5 tsek, které jsou individualné hodnocené).

BESEDA S VYUCUJICIMI CJ (KVALITATIVNI METODA)

Na konci méfteni, v priibéhu podzimu 2011, byla provedena s vyuc€ujicimi CJ extenzivni
kvalitativné vyzkumna metoda — beseda. Beseda jako varianta rozhovoru méla pro nas
vyhodu, Ze jsme ziskali vice stanovisek a nazortl. Slo o pfimy interpersonalni kontakt se
vSemi uciteli, ktefi se podileli na testovani Zakli v ramci vyuky anglického jazyka ve Etvrtych
a patych tfidach. Pti besed€ na jednotlivych Skolach dostaly ptednost oteviené a polooteviené
otazky. Beseda vedla ke zjisténi edukacni reality, kdy ucitelé sami pomohli pohovofit
o metodach a strategiich, které uptfednostiiuji pfi vyuce ciziho jazyka, hovofili o velikosti
skupin, o specifikach této vyuky. Velice pfinosné bylo 1 zpfesnéni pohledu na testovani: na
formu testu, Casovou zatéz, jazykovad synonyma odliSujici oxfordskou anglitinu od
cambrigské, atd. Vypovédi ucitelti byly nahravany a zpracovany kvalitativné jako popis, ktery
by m¢l dokreslit kvantitativni méteni.

VYSLEDKY: ANALYZA BODOVEHO HODNOCENI TESTU

Data pochazi od 395 Zaki ze sedmi, potazmo péti Skol, pohlavi F (feminum - divky)
a M (maskulinum - chlapci) bylo zastoupeno na vSech skolach, oba testy psaly jen Skoly MAL
(zékladni Skola Malonty), RUD (zékladni skola Rudolfov), S. U. (zdkladni Skola v Sezimové
Usti IT), SOK (zakladni $kola Sokolov), TAB (zakladni §kola v Taboie): soubor dat testy oba;
jen test 1 psaly na Skolach STR (zakladni Skola ve Strakonicich), VBR (zékladni Skola Vyssi
Brod). Testy u zakt ¢tvrtych i1 patych tfid psaly jen Skoly STR, TAB, VBR, RUD (soubor dat
testycpl2).

H1: Zaci patych roéniktl vykazuji lepsi vysledky nez Zaci &tvrtych roéniki.
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Graf 1Rozdéleni hodnoceni testu Zdkii - 4. tridy podle skoly/ Zdroj: autorka
Graf 2Rozdéleni hodnoceni testu Zdkii - 5. tridy podle Skoly/ Zdroj: autorka

Primérny pocet dosazenych bodua je 33,21 (median = 34), smérodatné odchylka je 8,60.
Statisticka data ukazuji, ze hodnoceni vyznamné ovliviuji faktory skola i t¥ida, ale i jejich
interakce. VSechny odhadnuté regresni koeficienty u umélych proménnych (maji vyznam
efektt faktor) byly statisticky vyznamné a modelem bylo vysvétleno 53,7% variability
hodnoceni. Velice piekvapivé zjisténi bylo, Ze Zaci ¢tvrté tfidy v zékladni Skole v Rudolfové
dosahli naprosto nejlepsich vysledkt v testech (srovnatelné vysledky méla jen specidlni tiida
v Sokolové, kde jsou vybirani nadani jedinci dle IQ nad 135 a pracuji v malych skupinkach
dle individudlnich plant). Tyto statistické udaje byly doplnény udaji z besedy s pani
ucitelkou, kterd je zaroven 1 tfidni ucitelka této tfidy. Jako ,,nadSena‘ angliCtinarka, ktera byla
i na stazi v anglicky mluvici zemi, v rdmci kompetitivnich strategii uplatiiovala velice
diisledné meziptedmétové vztahy (,,déti pii kresleni si opakuji anglicky barvy, pfedméty,
které¢ kreslime ¢i malujeme; pti hudebni vychové zpivame i anglické pisnicky, abychom
procvicili fonetiku a vyslovnost; ve svych hodinach diisledné uplatiiuji princip ndzornosti‘).

Pocet
zakladni
Skola Hodnoceni
Celkovy

Skola Trida |5-14 15-24 25-34 35-45 soucet
MAL P 5 8 14 27
Celkem
z MAL 5 8 14 27
RUD C 62 62

P 8 37 19 64
Celkem
z RUD 8 37 81 126
S.U. [P 1 19 34 54
Celkem y4
S.U. 1 19 34 54
SOK E 14 14
Celkem
z SOK 14 14
STR C 2 9 25 5 41

P 3 16 22 41
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Celkem

zSTR 2 12 41 27 82

TAB C 8 13 7 28
P 1 8 8 12 29

Celkem

Zz TAB 1 16 21 19 57

VBR C 6 9 3 1 19
P 8 5 3 16

Celkem

Z VBR 6 17 8 4 35

Celkovy

soucet 9 59 134 193 395

Tabulka 2. Rozdéleni poctu Zdkii v zavislosti na hodnoceni, Skole a tridé/Zdroj: autorka
Legenda:C = 4. Trida/P = 5. tFida

Jak z kontingen¢ni tabulky, tak i z nasledujiciho grafu 3 je patrné, ze kromé jednoho
ptipadu, Zaci patych tiid vykazuji lepsi vysledky, nez Zaci tfid ctvrtych.

Statistickd data potvrdila, ze nejslabsi vysledky vykazovali Zaci ze zdkladni Skoly
z Vys§iho Brodu jak ze ctvrtych, tak i patych tfid; 1 tam je vSak mezi Ctvrtou a patou tfidou
vidét progres. Jediny ptipad, ktery se vymyka této hypotéze, je tiida ,,ctvrtakt* ze zakladni
Skoly v Rudolfové, ktera vykazovala naprosto nadstandardni vykony v pisemnych testech.
Piekonala tak bodové nejen vSechny své vrstevniky, nybrz i zaky o jeden rok starsi. Jejich
vykony v jazykové vyuce byly dokonce srovnatelné s nadanymi, star§imi zZaky ze Sokolova
(viz. nasledujici tabulka). Tato vyjimka potvrdila pravidlo; hypotéza vSak byla statisticky
potvrzena.

Skola 4. tiida (0) 5. tiida (Q)
RUD 43.48387 31.40625
STR 27.07317 34.07317
TAB 29.32143 31.13793
VBR 19.15789 25.87500
MAL 32.55556
S. U. 35.42593
SOK 43.64286

Tabulka 3. Primérné body v jednotlivych tiidach/Zdroj: autorka

H2: Rozdil Grovné feCovych dovednosti u zakl patych tid, kteti zacali s ranou povinnou
cizojazy¢nou vyukou od 1. tfidy, s urovni fe€ovych dovednosti u stejné starych zakt, kteti si
zacali povinné osvojovat anglicky jazyk aZ od 3. tfidy, je minimalni nebo dokonce neni
Zadny.

Tato hypotéza byla potvrzena. Rana vyuka neméla signifikantn€ pozitivni vliv na znalost
ciziho jazyka, ktery byl testovan standardizovanymi testy. Zaci ze zakladni $koly v Rudolfové
se povinné ucili jazyk az od tieti tfidy a vykazovali jedny z nejlepSich vysledkt (hned za
ttidou nadanych zaki ze Sokolova, ktefi si osvojuji jazyk na bazi dobrovolnosti od prvni tfidy
v ramci krouzkl (povinné od treti tridy na zakladé viastniho planu). Jejich vysledky byly
i celkové lepsi v komparaci s zaky ze Sezimova Usti, kde jazykova vyuka anglického jazyka
je povinna od 1. tfidy, ¢i s zaky z Cirkevni zakladni Skoly Orbis Pictus (skon€ili vzdy na
poslednich dvou mistech), kde mezi nadstandardni sluzby patii rozSitena vyuka anglického
jazyka od 1. tfidy v poctu dvou hodin tydné¢ a v druhém roc¢niku se zvySuje na dvé hodiny
tydné. Stejné ¢i o néco malo lepsi vysledky vykazovali zaci z ptihrani¢nich kol v Malontech
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a Vys$sim Brodu, kde s vyukou jazykl zacinaji od tieti tfidy. S vysledky v jazykovém
standardizovaném testu zaka ze Sezimova Usti jsou srovnatelni (i kdyz o nékolik bodl horsi)
1 zaci se Zéakladni Skoly Podébradova Strakonice, kteti se uci anglictinu (az) od treti tiidy (viz.

nasledujici tabulka).

Body Cetnost

Rel.cetnost v
%

(0,5] 0
(5,101 2
(10,15] 11
(15,20] 22
(20,25] 42
(25,30] 60
(30,35] 84
(35,40] 83
(40,45] 91
Soucet 395

0,0
0,5
2,8
5,6
10,6
15,2
21,3
21,0
23,0
100

Tabulka 4. Rozdéleni cetnosti poctu dosazenych bodii ve vSech testech:/Zdroj: autorka

Pramér z hodnoceni trida
pohlavi |skola |c p Celkovy pramér
F SOK 43,75 | 43,75
F
Celkem 43,75 | 43,75
M | SOK 43,60 | 43,60
| M Celkem | 43,60 43,60 |
Celkem 43,64 | 43,64
F l 34,54 | 34,54
29,64 34,50 | 32,07
F
Celkem 29,64 34,52 |33,30
M l 36,38 | 36,38
29,00 28,00 | 28,48
| M Celkem [ 29,00 33,32 132,22 \
Celkem 29,32 33,93 32,77
F MAL 37,00 37,00
RUD |43,69 30,40 |37,91
STR (26,95 34,58 (31,21
VBR [19,88 2525 |23,10
F
Celkem 34,09 32,13 |32,99
M MAL 29,00 29,00
RUD [43,33 31,86 |37,03
STR (27,18 33,35 (29,87
VBR |18,64 27,75 21,07
| M Celkem |34,25 31,44 132,74 \
Celkem 34,18 31,76 32,85
Celkovy primér 33,27 33,17 | 33,21

Tabulka 5. Zdvislost hodnoceni na skole, pohlavi, tFidé 1Zdroj: autorka
Legenda: M: maskulinum; F: feminum/podmalovani: povinnd vuka CJ od 3. Tridy/BOUNGIOVGINE povinnd viuka

CJod 1. Tridy
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Neukézalo se (z rozhovoru s vyucujicimi), ze by zaky, kteti zacali s ranou cizojazycnou
vyukou v prvni t¥{dé ¢i dokonce v MS, jazyk vice nebo méné bavil ve srovnani s zaky, ktefi si
cizi jazyk zacali osvojovat pozd¢ji. Zajimavé zjisténi prineslo i srovnani zndmek z anglického
jazyka a vysledku v testech. VétSina testovanych zakt ¢tvrtych i patych tfid méla z anglického
jazyka jednicku, obcas dvojku. Vyucujici ,,p€kné“ zndmky obhajovali tim, Ze hodnoceni
slouzi k motivaci zakt v dalsi cizojazy¢né vyuce; nektefi i tim, Ze se zaci s jazyky teprve
seznamuji. Shrneme-li vSechna fakta, musime v pfipad¢ této hypotézy konstatovat, ze byla
potvrzena.
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UCITEL CLIL V MODERNOM VZDELAVACOM PROSTREDI

TEACHER CLIL IN MODERN LEARNING ENVIRONMENT

Hurajova Ludmila, Slovenska republika

Abstrakt

Obsahovo a jazykovo integrované vzdelavanie (CLIL) nie je neznamym pojmom v oblasti
vzdeldvania ani na zakladnych, ¢i strednych Skolach na Slovensku. Téma CLIL je
diskutovanou témou na vedeckych semindroch ¢i konferencidch. Zaciatky pilotnych
programov postupne strieda snaha o systematizaciu v procese aplikacie metodiky CLIL,
Vv nastavovani CLIL vzdelavacieho prostredia. Jednym z hlavnych aktérov CLIL
vzdeldvacieho prostredia je ucitel, ktory je zodpovedny za efektivne nastavenie CLIL
vzdeldvacieho prostredia. Ktoré kompetencie povazuju CLIL ucitelia na zakladnych Skolach
na Slovensku za potrebné posiliiovat’ a rozvijat, aké pozitiva a negativa vnimaju v CLIL
vzdelavacom prostredi, som skiimala vo svojej dizertanej praci.

Abstract

CLIL — content and language integrated learning is not a new term in the field of education in
primary schools in Slovakia. CLIL is a topic that is often discussed at conferences and
workshops. It seems that the era of pilot CLIL application is being replaced by aspiration to
systemize the process of establishing CLIL learning environment at schools. Teachers are the
main stakeholders in establishing of CLIL learning environment into education. They are
responsible for effective way of CLIL learning environment establishment. Which teacher
competences are perceived to be forced and enhanced by CLIL teachers at Slovak primary
schools mainly at the first grade and what positives and negatives the CLIL teachers see in
CLIL learning environment — these questions were studied in my thesis.

Krucové slova
CLIL, CLIL ucitel' a jeho kompetencie, CLIL vzdelavacie prostredie, autobndémia Studenta,
ucitel’ —vzdelavaci vodca a sprievodca, jazykové vzdeldvanie

Key words
CLIL, CLIL teacher and his competences, CLIL education environment, learner’s autonomy,
teacher — education leader and guide, foreign language learning

CLIL - METODIKA NA VYUCOVANIE CUDZICH JAZYKOV?

Obsahovo a jazykovo integrované vyufovanie nie je nezndmym pojmom VO
vzdelavani na Skolach rézneho typu v Slovenskej republike. Metodika CLIL je uz niekolko
rokov odporuc¢anou inovativnou metdodou, formou ucenia sa cudzieho jazyka. Ministerstvo
Skolstva SR aj pre buduci Skolsky rok 2013/2014 zaradilo metodiku CLIL v najaktuélnejSich
pedagogicko-organizacnych pokynoch (POP) medzi odporucané formy vyucovania v oblasti
cudzich jazykov. Sufasné vyucovanie cudzich jazykov na slovenskych Skoldch ma rozne
podoby a celi niekol'kym vyzvam a to najmi v oblasti personalneho obsadenia ucitel'skych
postov kvalifikovanymi profesiondlmi. Najviac poddimenzované v tejto oblasti je zédkladné
Skolstvo, ktoré dlhodobo zapasi s nedostatkom kvalifikovanych ucitelov pre vyufovanie
cudzich jazykov. Zmeny v spolocensko-politickej oblasti, najnovSie zistenia vedecko-
vyskumnych projektov ovplyvnili pohl'ad na vyucovanie cudzich jazykov . Hlavny ciel’ §tudia
cudzieho jazyka sa postupne presuva od vedomosti o jazyku na zrucnosti v jazyku. Vychadza
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najmi z komunikativneho $tylu vyucovania.

V zmenenom kontexte globalizovaného sveta sa vynaraji nové poziadavky na
pripravu suCasnej generdcie pre zivot. Ukazuje sa dolezitost multikultirneho
a multijazy¢ného vzdelania, aby bol jedinec pripraveny na trh prace s moznost'ou dlhodobo
udrzatel'ného statusu zamestnania. V novych podmienkach sa menia kritéria na rolu ucitel’a
a Studenta v ramci vzdeldvacieho procesu. Kladie sa doraz na autonomiu Studenta, na rozvoj
jeho ucebnych schopnosti, na koopera¢né schopnosti Studenta, upusta sa z autoritativnej
ulohy ucitel’a. V oblasti cudzich jazykov sa nepreferuje ziadna z metdd a vol'ba metddy ako aj
ucebného materialu je ponechand na Skole alebo na samotnom ucitelovi. Zarubova (2010)
konstatuje, Ze vyuCovanie cudzieho jazyka je umenie, a preto nie je mozné ho limitovat
pouzivanim len jednej metddy. Dodéva d’alej, ze neexistuje ziadna univerzalna metdda na
vyucovanie cudzich jazykov ako ani zla ¢i dobra metdda. Sthlasi s fiou aj Balintova (2003)
v tvrdeni, Ze neexistuje ziadna univerzalna metdda, ktord by bola najefektivnejsia.

Aj v slovenskych podmienkach sa v suvislosti s vyu¢ovanim cudzich jazykov zvysilo
percento pouzivania modernych technoldgii v ramcei procesu ucenia sa cudzieho jazyka, ¢o sa
odraza aj v prispevkoch na vedeckych konferenciach a v ¢lankoch v zbornikoch. Ako uz bolo
spominané, vyucovanie cudzich jazykov v stasnosti vychadza najméd z komunikativneho
pristupu, ktory harmonizuje tréning praktickych zru¢nosti jazyka s ucenim sa pravidiel
o Strukturach a systéme jazyka samotného. V praxi je mozné najst’ ucitel'ov, ktori su schopni
harmonizovat tieto dva hlavné ciele komunikativneho pristupu, niektori sa viac sustred’'uji na
pragmaticku stranku jazyka, ini na lingvisticki. Do vyucovania cudzich jazykov sa
implementuje aj interkultirny rozmer jazyka. Obsahovo a jazykovo integrované vyucovanie
vychadza z komunikativneho pristupu vyucovania cudzieho jazyka, ¢o umoziuje Studentom
vyuzivat’ cudzi jazyk v konkrétnych a praktickych situaciach, a tym sa ucit’ dany cudzi jazyk,
ale aj mimovolne ziskavat' nové poznatky, zru¢nosti, v nejazykovom predmete a rozvijat’
svoje ucebné zru¢nosti.

CLIL, co je skratka pre obsahovo a jazykovo integrované vyucovanie, sa v literatire
definuje ako metdda, metodika, dudlny pristup, vSeobecne zastreSujici pojem atd’. Ja osobne
povazujem CLIL za vyucovacie prostredie, ktoré ucitel’ vytvara pre svojich Studentov, ziakov,
aby im umoznil rozvoj obsahovych vedomosti daného nejazykového predmetu paralelne
s rozvojom kompetencii cudzieho jazyka, v ktorom vyucovanie alebo aktivity prebichaju.
V CLIL vzdelavacom prostredi nejde len o progres v cudzom jazyku, ale je to forma
vzdelavania, ktord prostrednictvom cudzieho jazyka napoméha Studentom, ziakom zapgjat
a rozvijat svoje ucebné stratégie, vysSie kognitivne funkcie a zaroven rozvijat’ akademicku
slovni zasobu daného nejazykového predmetu v cudzom jazyku simultanne s podporou
rozvoja komunikacnej kompetencie Studentov, ziakov v cudzom jazyku. Na dosiahnutie
rozvoja Studentovych kompetencii v menovanych oblastiach je potrebné “know-how”, ako
nastavit’ CLIL vzdelavacie prostredie efektivne. Té4to tloha leZi na pleciach ucitel’a.

CLIL UCITEL: A JEHO KOMPETENCIE

Vytvaranie CLIL vzdelavacieho prostredia si vyzaduje pripraveného ucitela. Aké su
pozadované kompetencie CLIL ucitela? Ktoré kompetencie ucitela su potrebné, aby bol
ucitel’ schopny vytvorit’ efektivne CLIL vzdelavacie prostredie?

Pistorio (2009) rozliSuje nasledovné kompetencie ucitela tykajuce sa CLIL
vzdelavacieho prostredia: jazykové kompetencie, teoretické kompetencie, metodologické
kompetencie, vyucovacie stratégie, ucebné stratégie, ucebné styly. Novotna, Hadj-Moussova
a Hoffmanova tvrdia, ze odporicané kompetencie novo kvalifikovanych CLIL ucitelov by
mali pozostavat z nasledujicich metodologickych kritérii: a) podpora: verbalna, vizualna,
metakognitivna, b) jednanie so Studentmi ako s rovesnikmi. Novotna, Hajd-Moussova
a Hoffmanova si myslia, ze CLIL ucitelia by mali preukazat’ pochopenie mnozstva a formy
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jazyka obsahu, ktory budu pouzivat' pocas hodiny, mali by byt schopni prezentovat’ jazyk
obsahu v zrozumite'nom kontexte pouzivajic kombinaciu sluchovych a vizualnych stimulov
alebo redlie. CLIL ucitel by mal mat na paméti, ze inStrukcie su zadédvané v pridavnom
jazyku, mal by hovorit’ jasne, zjednodusovat’ zadavané ulohy na sériu jednoduchsich poduloh,
myslienkovych zrucnosti a ucebnych stratégii Studentov. Pavessi a kol. (2001) sumarizuje
kompetencie potrebné pre CLIL ucitel'a nasledovnym sposobom: jazykové vedomosti
z jazyka L1, aby chapal obtaznosti Studentov, dobra znalost' vyucovaného nejazykového
predmetu, priprava planov na hodiny, organizacia a planovanie CLIL hodin. Marsh (2002)
udédva zoznam teoretickych a metodologickych kompetencii pre CLIL ucitel’a, ktory nie je ani
prirodzeny pouzivatel CLIL jazyka a ani troviiou svojich jazykovych kompetencii sa
nepriblizuje k prirodzenému pouzivatel'ovi CLIL jazyka. Z teoretickej stranky CLIL ucitel
musi, ako d’alej konstatuje Marsh (2002), rozumiet’ rozdielu medzi jazykovym ucenim sa
a jazykovou akviziciou.

Z metodického hladiska by CLIL ucitel mal byt schopny prekonavat vzajomné
posobenie prvého a druhého jazyka, aby bol schopny predstavit’ aktivity, ktoré spajaji jazyk
a predmet. Stidia (de Graaf a kol., 2007) uvadza, Ze existuje 5 hlavnych indikatorov
efektivneho vyucovacieho vykonu: 1) pouzivanie autentickych materialov na podnetnej
urovni, 2) vyuZzivanie jazykového a obsahového leSenia pre lepSie pochopenie uéiva, 3)
poskytnutie opravnej spitnej véizby, 4) ststredenie sa na spracovanie formy jazyka Studentmi,
5) ststredenie sa na spracovanie vyznamu jazyka /obsahu Studentmi. Pokrivéakova (2008)
nacrtava tri hlavné oblasti, v ktorych by sa mali CLIL ucitelia trénovat’, rozvijat’: 1) jazykova
kompetencia, 2) metodologickd  kompetencia, 3) manazérska  kompetencia.
Bertaux a kol. (2010) mapuje kompetencie CLIL ucitel'a aj s podrobnym popisom indikatorov
jednotlivych kompetencii v dokumente nazvanom CLIL Teacher’s competence grid.
Kompetencie v danom dokumente st rozdelené do dvoch hlavnych sekcii: a) zaklady CLILu,
b) nastavenie CLILu.

Niekol'’ko vedeckych stadii bolo realizovanych sustred’ujic sa na ucitelov aplikujuacich
metodiku CLIL vo vyucovani. Vac§ina tychto vedecko-vyskumnych projektov je zamerana na
postoje ucitelov k problematike CLIL a mapovanie problémov, ktorym celia pocas
nastavovania CLIL vzdelavacieho prostredia. NajcastejSie zistené problémy, ktorym CLIL
ucitelia Celia: a) nedostatok ucebnych zdrojov, materialov pre rozne nejazykové predmety, b)
chybajuce metodologické zrucnosti k tvorbe CLIL vzdelavacieho prostredia, ¢) nedostatok
CLIL tréningov. Hoci CLIL ucitelia sa len nedavno stali predmetom zaujmu vyskumnikov
(Curtis, 2012 ; Banegas, 2012; Corzo Zambrano&Robles Noriega, 2011; Pistorio, 2010; Wolf,
2012; Vézquez&Rubio, 2010; Luprichova, 2011; Novotna, Hadj-Moussova, Hofmanova;
Bertaux, Coonan, Frigols-Martin, Mehisto, 2010; Desar, van der Molen, van der Vinne, 2012;
Hillyard, 2011) dvihaju sa hlasy volajice po tréningoch pre CLIL ucitelov. Prvé
experimentalne overovanie efektivnosti metodiky CLIL uskuto¢nené na zdkladnych Skolach
na Slovensku v ramci projektu SPU Didaktickd efektivnost metodiky CLIL na prvom stupni
primarneho vzdelavania v cudzojazycnom vzdelavani zmapovalo okrajovo aj postoje ucitel'ov
k metodike CLIL a jej hodnotenie v suvislosti s vykonom ziakov uéiacich sa v CLIL
vzdelavacom prostredi. U¢itelia vnimajl pozitivny vplyv metodiky CLIL na rozvoj logického
myslenia ziakov, ich motivacie. Ako negativnu stranku metodiky CLIL ucitelia uviedli
nedostatok ucebnych materialov.

CLIL UCITELIA NA SLOVENSKYCH ZAKLADNYCH SKOLACH

Vo vyskumnej Casti mojej dizertacnej praci som sa zamerala na analyzu profesijnych
kompetencii CLIL ucitel'a na zékladnych Skolach v SR, najmé na prvom stupni primarneho
vzdelavania, ktori aktivne vytvaraji alebo vytvarali CLIL vzdelavacie prostredie vo svojej
praxi. Pre naplnenie hlavného ciel'a vyskumu som si zvolila tri vyskumné metody, ktoré boli
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realizované na troch réznych vyskumnych vzorkach. V zévere prace boli zistenia podrobené
triangulacii s cielom dopracovat’ sa k odporti¢aniam vyskumu pre prax. Dotaznik, obsahova
analyza metodickych listov a pripadova Stadia boli tri hlavné vyskumné metdédy vybrané pre
zber udajov na d’alSiu analyzu a spracovanie. V ramci pripadovej Studie boli pouzité d’alSie
techniky na ziskanie vyskumnych dat: obsahova analyza pedagogickych didrov, priprav na
hodinu, rozhovory, pozorovania. Popri analyze profesijnyCh kompetencii som si okrem iné¢ho
vytycila aj d’alSie ciele — zistit’ a) aké negativa a pozitiva metodiky CLIL ucitelia vnimaji vo
svojej praxi, b) akym problémom mézu celit' v rdmci CLIL vzdelavacieho prostredia.

Data boli ziskané¢ z dotazniku, ktory bol zodpovedany CLIL ucitelmi, ako aj
Z rozhovoru s CLIL ucitel’kou v pripadovej Stadii. 21 ucitel'ov odpovedajticich na otazky
dotaznika, malo realnu sktsenost’ s nastavovanim CLIL vzdelavacicho prostredia v ramci
edukacie. Vac¢sina CLIL ucitelov (44%) oceniuje metodiku CLIL kvoli vacSej motivacii ich
Studentov ucit’ sa cudzi jazyk, kedZe vidia praktické vyuzitie cudzieho jazyka v CLIL
vzdeldvacom prostredi. 40% CLIL ucitelov v dotazniku povazuje CLIL vzdelavacie
prostredie za podporné prostredie pre Studenta, v ktorom sa I'ahsie uéi cudzi jazyk, zaroven
ma lepSie vysledky v komunikécii v cudzom jazyku. 16% CLIL ucitel'ov povazuje aplikaciu
CLIL metodiky do vyucovania za aktivne a zaujimavé vzdelavacie prostredie pre Studenta. Na
druhej strane az 60% CLIL ucitelov pocitovalo prili§ vel'ké pracovné zat'azenie pripravou na
CLIL hodiny/aktivity. 12% CLIL ucitel'ov pocituje nedostatok uc¢ebnych materialov, knih a
8% CLIL ucitelov je neistych vo vytvarani CLIL vzdelavacieho prostredia. CLIL ucitelia
menovali aj d’alSie negativa CLIL metodiky: a) zat'azenie Studentov s CLIL jazykom, b)
ziadna moznost porovnavania vysledkov z CLIL vzdelavacieho prostredia, c¢) nejednotné
CLIL kurikulum, d) nedostatok ¢asu pokryt’ obsah predmetov vyuc¢ovanych metodikou CLIL.
CLIL ucitel’ka v pripadovej stadii povazuje za negativum metodiky CLIL: a) ¢asovo naro¢na
priprava CLIL hodin, b) komunikacia v CLIL jazyku, c) nedostatok casu na prejdenie
vSetkych napldnovanych tuloh, d) slabsi Studenti potrebujii vysvetlenie tém nejazykového
predmetu vyuCovaného metodikou CLIL v slovenskom jazyku. Ako pozitivum metodiky
CLIL povazuje CLIL ucitel’ka v pripadovej $tidii rozvoj slovnej zasoby (CALP, BICS) tak u
Studentov, ako aj jej samotnej.

CLIL UCITEL A PROBLEMY, KTORYM MOZE CELIT V CLIL VZDELAVACOM
PROSTREDI

Zistenia z mojej vyskumnej prace poukazuju na potencialne problémy, ktorym moze
CLIL ucitel’ Celit’ pocas, ale aj pred implementaciu metodiky CLIL do vyucovania. VicSina
CLIL ucitel'ov odpovedajucich na otazky v dotazniku uviedla, Ze neboli trénovani pred
samotnym zavedenim CLIL metodiky do vyucovania na ich Skole, ¢o sa ukazalo aj v ich
oznaCovaniach kompetencii, ktoré by mali byt posililované a rozvijané. Medzi najCastejSie
oznacované kompetencie patria aj teoretické vedomosti o metodike CLIL. Ucitel’ka
v pripadovej Studii, aplikujica metodiku CLIL, tiez potvrdila neistotu v teoretickych
vedomostiach o metodike CLIL aj napriek tomu, ze absolvovala tréning pred zavedenim
metodiky CLIL do vyucovania. Ako uviedla, ve'mi by jej pomohlo praktické prevedenie
implementécie principov metodiky CLIL.

Kvalitny pripravny tréning ucitelov z praxe, ale aj budtcich ucitel'ov, méZe ,,zjemnit’
problémy, ktorym CLIL ucitelia ¢elia v ramci nastavovania CLIL vzdelavacieho prostredia.
CLIL ucitelia vnimaju komunikaéné kompetencie v CLIL jazyku ako nedostato¢né. Podl'a
pozorovani CLIL hodin ucitel’ky v pripadovej $tadii, ako aj podla jej vlastnych slov
v rozhovore, CLIL ucitel’ka si uvedomuje nedostato¢ntl uroven jazykovej kompetencie CLIL
jazyka tak v CALP ako aj BICS oblasti. Tato nedostatocnost’ v komunikacnej kompetencii
modZe nepriamo vplyvat aj na planovacie kompetencie CLIL ucitel’a, ked’Zze vyhl'adavanie
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slovnej zasoby tak CALP ako BICS, nacvik vyslovnosti a vetnych konstrukcii v CLIL jazyku
zvysuje narocnost’ priprav na CLIL hodiny a predlzuje ich pripravny cas.

Prezentacné kompetencie neboli priamo identifikované vtomto vyskume, avsak
z rozhovorov s ucitel’kou v pripadovej stadii, s jej kolegyiou a riaditel’kou Skoly ako aj
z literatary je zrejmé, ze prezentacia metodiky CLIL pre rodicov, Studentov, kolegov, vedenie
Skoly moze pomoct’ ziskat’ ich podporu, ktora procesu implementacie metodiky CLIL do
vyuCovania moéze napomoct. V opacnom pripade prave nepriami ucastnici procesu
implementacie (rodicia, vedenie Skoly, niektori kolegovia), ale aj priami c¢astnici (Studenti)
mdzu spdsobovat’ neziaduce obt'aznosti v procese zavadzania metodiky CLIL.

Kurikuldrne kompetencie boli len okrajovo identifikované, a to vo vybere
nejazykového predmetu pre CLIL vzdelavacie prostredie. Vyber nejazykového predmetu
moze opat nepriamo ovplyvnit v negativhom alebo pozitivhom aspekte planovacie
kompetencie, a to najmi ¢o sa tyka pripravy hodin CLIL. Naj¢astejSie CLIL ucitelia volili
prirodovedu a matematiku pre CLIL vzdelavacie prostredie, a menej vychovné nejazykové
predmety (data ziskané z obsahovej analyzy 100 metodickych listov CLIL uéitel'ov). Myslim
si, Ze prave na prvom stupni primarneho vzdelavania by bolo vhodnej$ie vyberat’ si vychovné
predmety pre CLIL vzdelavacie prostredie, kedy CLIL ucitel moze automatizovat' najmi
BICS slovnu zasobu, kedze CALP slovnd zasoba nie az tak narocnd vo vychovnych
nejazykovych predmetoch (hudobna, vytvarna telesna vychova), ako napriklad v predmete
prirodoveda. V ramci vychovnych predmetov je aj viac ¢asu na aktivne ucenie sa a velmi
vhodnym obohatenim by mohli byt aj medzipredmetové témy z predmetov ako su
prirodoveda, vlastiveda, ¢i pracovné vyucovanie a angli¢tina.

Co sa tyka planovacej kompetencie CLIL uéitela, ugitel &eli najmi nedostatku
ucebnych materidlov na pripravu CLIL hodin/aktivit. Tak ako to uz bolo spominané, cCas
priprav CLIL hodin si CLIL wuditel moze pozitivne ovplyvnit vhodnym vyberom
nejazykového predmetu pre CLIL vzdelavacie prostredie, vyberom formy takéhoto prostredia
a tym aj vyberom rozsahu vyu¢ovanych tém v CLIL vzdelavacom prostredi. Co sa tyka
komunikacnej kompetencie v CLIL jazyku, CLIL uditelia sa citia neisti v pouzivani CLIL
jazyka v inStrukciach, pocas CLIL hodin/aktivit a v niektorych pripadoch chybnou
vyslovnost'ou, ¢i skladbou viet negativne mozu ovplyvilovat jazykovii kompetenciu
Studentov. Napriek tomu, CLIL uditel' by nemal byt zodpovednym za rozvoj jazykovej
kompetencie Studenta z hl'adiska lingvistického, to by mala byt’ uloha ucitelov — jazykarov.
CLIL ucitel’ by mal byt zodpovedny za efektivne nastavenie CLIL vzdelavacieho prostredia,
v ktorom si Student moze rozvijat’ svoje vedomosti v obsahu predmetu, jazykovu kompetenciu
z pragmatického aspektu jazyka, ako aj svoje ucebné stratégie. CLIL ucitel by mal mat’ na
zreteli svoju komunikaénu, jazykova kompetenciu v CLIL jazyku a tomu prisposobit’ aj
nastavovanie CLIL vzdelavacieho prostredia. Vhodne nastavené CLIL vzdelavacie prostredie
mdze byt prinosom aj pre rozvoj komunika¢nej kompetencie samotného ucitela.

RozlisSovacia kompetencia CLIL ucitela je potrebna k vhodnému nastaveniu CLIL
vzdelavacieho prostredia z hladiska rozsahu obsahu pripravené¢ho pre CLIL hodiny. CLIL
ucitelia vo svojich metodickych listoch (100) v mojej préci pripravili, podl'a mna prili§ vel'a
slovnej zdsoby, najmd CALP, pre jednu hodinu CLIL viac ako 5 slov, vychédzajic z tvrdeni
CLIL ucitelov, ze nestihaju prebrat’ pripravené a naplanované ulohy a nie je ¢as na
konsolidaciu prebratého uciva aj z hladiska CLIL jazyka. To potom vedie k zbytocnym
tlakom a stresom, ktoré ucitel moze pocitovat, ¢o sa moze prejavit na kvalite CLIL
vzdelavacieho prostredia. K stresu modze prispiet aj nevhodne zvolend forma CLIL
vzdelavacieho prostredia. Vacsina CLIL ucitelov pripravuje CLIL vzdeldvacie prostredia ako
celt vyucovaciu hodinu, nevyuzivajic iné formy ako su pravidelné, ¢i nepravidelné CLIL
aktivity, jazykové sprchy, CLIL moduly atd’.
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Organizacnd kompetencia bola oznacovana CLIL ucitelmi v dotazniku ako jedna
z najviac potrebnych posilnit’ a rozvijat. K efektivnemu nastaveniu CLIL vzdelavacieho
prostredia je potrebné aj budovanie neustalej podpory, ¢i uz jazykovej alebo obsahovej, ¢i
ucebnej, ktora pomoéze Studentom lepSie pochopit’ obsah, jazyk, tlohy pouzivané v CLIL
hodinach/aktivitach. Jednou z foriem language scaffolding (jazykovej podpory) i obsahovej
podpory je vyuzivanie uz nauCenych vedomosti ako prepojovaci mostik k novym
prezentovanym témam, ktoré moézu byt pouzité z inych predmetov. Z moéjho vyskumu
vyplynulo, ze medzipredmetové témy ako aj spominand jazykova, ¢i obsahova podpora na
CLIL hodinéch zatial nie su dostato¢ne vyuzivané, ¢o mdze prispievat k pretazenosti,
frustracii Studentov, ale aj CLIL ucitelov.

ZAVER

CLIL vzdelavacie prostredie sa javi ako motivacné a podporné vzdelavacie prostredie
pre studentov, ako aj pre samotnych ucitel'ov. Z vysledkov méjho vyskumu sa ukazuje, ze
neexistuje v sucasnosti efektivne vzdelavanie ucitel'ov, ktoré by ich pripravilo na efektivne
nastavenie CLIL vzdelavacieho prostredia do edukaéného procesu. Ukazuje sa, Ze chybaji
najmi zhrnutia z praxe, ktoré by prispievali k tvorbe CLIL vzdelavacich modulov, programov
jednak pre ucitelov z praxe, ako aj pre buducich ucitelov. CLIL obsahovo a jazykovo
integrované vyucCovanie je povazované skor za metodiku, ktorou Student mdze ziskavat
arozvijat’ svoje jazykové kompetencie v CLIL jazyku. Ja povazujem CLIL za vzdelavacie
prostredie, v ktorom ide o dualne vzdelavanie tak jazykovych, ako aj obsahovych kompetencii
nejazykového predmetu. Mozno by sa dalo hovorit’ aj o trojitom vzdelavani v ramci CLIL
vzdelavacieho prostredia. Ak je vhodne nastaveny Student popri spomenutych kompetenciach,
rozvija aj svoje ucebné stratégie a zvySuje uroven zapojenia svojich kognitivnych funkcii.
Z pohl'adu uditel'a vnimam CLIL vzdelavacie prostredie ako velku vyzvu pre ucitel’a, ktora
prispieva kK premene ,,tradi¢ného* uéitel'a na moderného CLIL ucitel'a, ¢o v stcasnosti moze
prispiet’ ku skvalitiovaniu vzdelavania Studentov, Ziakov na Skolach a ich lepSej pripravenosti
na celozivotné vzdelavanie. Akademicky sektor moZze prispiet do nastavovania tzv. CLIL
pedagogiky tvorbou kvalitnych CLIL vzdelavacich programov pre uditelov, ako aj
prepojenostou vyskumu s praxou s cielom zabezpecit’ pre CLIL ucitelov vhodnu ucebni
databazu, aby sa zjednodusila priprava na CLIL hodiny/aktivity v jednotlivych nejazykovych
predmetoch. CLIL vzdelavacie prostredie moéZe priniest revoluénli zmenu — zmenu
k lepsiemu v nasom systéme Skolstva.
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AKO ZVLADNUT 250 FRAZOVYCH SLOVIES POCAS 13 STRETNUTI

HOW TO EXPLAIN 250 PHRASAL VERBS IN THE COURSE OF 13
SEMINAR APPOINTMENTS

Jesenska Petra, Slovenska republika

Abstrakt

Prispevok predstavuje sposob, akym mozno posluchac¢om 2. ro¢nika na vysokej Skole
vysvetlit’ priblizne 250 frazovych slovies pocas semindrnych 13 stretnuti, pretoze semester ma
len 13 tyzdnov. Frazové slovesd nie st medzi Studentmi oblibené prave preto, Ze je nutné
ucit’ sa ich naspamit’. Spdsob, akym je mozné naucit’ frazové slovesa mozno nie je objavny,
ale urcite je ucinny. Prispevok bude prezentovany v slovenskom jazyku.

Abstract

An article introduces the way which helps to explain approximately 250 phrasal verbs to the
2nd year university students in the course of 13 seminar appointments, because a term has
only 13 weeks. The phrasal verbs are not very popular among students also because it is
necessary to learn them by heart. The way how the teach phrasal verbs may not be innovative,
but definitely effective. The article is to be presented in the Slovak language.

Krucové slova
frazové slovesa, sémantika, Student, test

Key words
phrasal verbs, semantics, student, test

NAMIESTO UVODU

V ramci projektu Podpora vyucby Studijnych programov v cudzich jazykoch (ITMS
kéd projektu: 26110230025), ktory prebiehal na Univerzite Mateja Bela (UMB) od 1.10.2010,
vznikla vysokoskolska ucebnica Selected Chapters on English Lexical Semantics / Vybrané
kapitoly z lexikdlnej sémantiky (Jesenska — Stulajterova, 2013, 128 s.) primarne uréena
posluchacom 2. roc¢nika prekladatel'stva a tlmo€nictva, ktori si v ramci denného S$tadia
anglického jazyka zapiSu anglickl lexikologiu ako svoj povinny kurz na Katedre anglistiky
a amerikanistiky (KAA) na Fakulte humanitnych vied (FHV) UMB. Dotéacia anglickej
lexikologie na KAA FHV UMB predstavuje dva semestre, poc€as ktorych sa prebert vybrané
kapitoly z lexikalnej sémantiky v zimnom semestri a vybrané kapitoly z lexikalnej morfologie
V letnom semestri. Sucastou uciva lexikalnej sémantiky su aj anglické frazové slovesa, ktoré
predstavuju hlavni napln trinastich seminarov. Ucebnica Selected Chapters on English
Lexical Semantics od autoriek Jesenskej a Stulajterovej je rozdelena na dve Casti — prva (a
rozsiahlejSia) Cast' je venovand teoretickému zazemiu lexikdlnej sémantiky (zékladnym
pojmom avztahom, napr. paradigmatickym vztahom medzi lexikalnymi jednotkami
Vv jazyku) a druha ¢ast’ sa venuje praktickému zvladnutiu konkrétnej problematiky anglického
jazyka, a sice frazovym slovesam (tabul’ka 1).

FRAZOVE SLOVESA A STUDENTI

Anglické frazové slovesa st autosémantické lexikalne jednotky idiomatického
charakteru a nezriedka sa vyznacuju sémantickou divergenciou (t.j. si polysémantické),
a preto medzi vysokoskolskymi Studentmi anglického jazyka mimoriadne nepopularne. Tato
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nepopularnost’ vyplyva najmé z ich frazeologickej podstaty. A hoci si Studenti vel'mi dobre
uvedomuju nutnost’ zvladnutia aj tohto Specifika anglického jazyka, zo spravy, ze sa budu na
seminaroch anglickej lexikologie venovat’ prave tejto problematike, nie su vobec nadseni. Ich
miera motivacie zvladnut frazové slovesa je u mnohych skuto¢ne nizka. Prvy krok:
presvedcit’ ich o uzito¢nosti tychto slovies a motivovat’ ich k $tidiu spdsobom primeranym
ich veku a zal'ubam. Druhy krok: presvedcit’ ich o tom, Ze mnoh¢é frazové slovesa uz poznaji
Z predchadzajiiceho S$tadia anglického jazyka (t.j. zinych anglickych kurzov, napr.
z praktického jazyka, anglickej historie a pod.). Treti krok: oboznamit’ ich so Studijnou
literatarou (pozri tabulku 2 a bibliografiu), ktora im poméze dosiahnut’ ciel. Stvrty krok:
oznamit’ Studentom, ze st schopni zvladnut’ 250 slovies pocas jediného semestra a presvedcit’
ich, ze je to vich silach a moznostiach. Piaty krok: oboznamit ich s presnym ¢asovo-
tematickym pldnom, z ktorého vyplyva, kedy a kol'ko uciva maju Studenti v danom tyzdni
zvladnut'. Siesty krok: ¢as a spdsob hodnotenia (tabulka 1). Siedmy krok: informacia
0 dostupnosti materialov (sylaby, cvifenia a pod.) Vv systéme LMS (tzv. Moodle /mu:dl/) na
fakultnej stranke.

Tabul'ka 1 Casovo-tematicky plan semindra

TyZzden | Seminéarna téma

1 Vysvetlenie pojmu fidzové sloveso
Rozdelenie na $tyri zakladné druhy frazovych slovies
Zakladna literatlira (pozri bibliografiu za prispevkom)

Vysvetlenie frazovych slovies s predlozkami a prislovkami: slovesa s look a call.

2 Vypracovanie cvicenia vo dvojiciach. Kontrola cvicenia v skupinich a nésledne
spolu s vyucujicou.

Vysvetlenie novych slovies a zadanie domdcej ulohy (di): vypracovanie cvicenia
s vysvetlenymi slovesami go, give, ask.

Kontrola du.

3 Opakovanie prebranych slovies. 100k, call, go give, ask.
Vysvetlenie slovies get, be, turn a take.

Dve cvicenia s vysvetlenymi slovesami na du.

Kontrola du.
4 Opakovanie uz prebranych slovies.
Vysvetlenie frazovych slovies come, bring, see. Cvicenie na di.
Kontrola du.
5 Vysvetlenie slovesa put. Vypracovanie a kontrola cvic¢enia so slovesom put.

Opakovanie doteraz prebranych slovies vratane slovesa put.
Ohlasenie prvého testu.

1. test (look — put)

6 Vysvetlenie frazovych slovies make, send.
Cvicenie so slovesami make, send na du.
Kontrola du.

7 Opakovanie uz prebranych slovies.

Vysvetlenie frazovych slovies do, knock.
Cvicenie so slovesami do, knock na du.

Kontrola di.

8 Opakovanie uz prebranych slovies.
Frazové slovesa fall, run.

Cvicenie so slovesami fall, run na du.
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Kontrola du.

Opakovanie uz prebranych slovies.
Vysvetlenie frazovych slovies break a keep.
Cvicenie so slovesami break, keep na dui.

10

Kontrola di.

Opakovanie uz prebranych slovies.
Frazové slovesa cut, draw.

Cvigenie so slovesami cut, draw na du.

11

Kontrola du.

Opakovanie uz prebranych slovies.

Frazové slovesa pull, hang, pass.

Cvicenie so slovesami pull, hang, pass na du.

12

Kontrola du.
Opakovanie vSetkych prebranych slovies.
Frazové slovesd — opakovanie semestralneho uciva pred druhym testom.

13

2. test (make — pass).
Hodnotenie: Test 1 (25 bodov) + Test 2 (25 bodov) = min. 60 % (30 bodov)

Z tabulky 1 jasne vyplyva, Ze na zvladnutie vysokého mnozZstva ucebnej latky v pomerne
kratkom cCase (trinast’ 40-minttovych stretnuti/seminédrov) treba:

Systematickost’ — najst’ vo frazovych slovesach systém je narocné, ale nie nemozné
na zaklade analogie (out — castica svyznamom von je vo fraze call out —
zahlasit/ohlasit ndzov stanice pouzita podobne ako vo fraze read out — citat’ nahlas)
a paradigmatickych vztahov medzi jazykovymi znakmi, ako st synonymia (get down,
put down, take down, get down, note down), antonymia (look down on sb — look up to
sb, put sth on — take sth off) a polysémia (put off — tabul’ka 3);

Pravidelnost’ — Studenti sa musia venovat’ priprave na vyucovaciu hodinu pravidelne
doma, zdroven je nutna aj ich (duSevnd) pritomnost’ v Skole pri vyklade novej latky
a opakovani prebratého uciva;

Opakovanie — opakovanie, opakovanie, opakovanie, pretoze inak sa vSetky frazové
slovesa ,,zleju v hlave dokopy*;

Domacu pripravu — bez nej to nie je mozné, mnohé zfrdz sa musi Student
jednoducho naucit’ naspamdt’, sti¢astou domacej pripravy nie je ,,len“ vypracovanie
cvicenia, ale aj (tradicnym a Vv si¢asnosti ¢asto zaznavanym) drilovym cvicenim;
Disciplinu — pokial’ Student nendjde vnltornii motivaciu pracovat, vyucujuci bude
vnimany ,,len ako nutné zlo*;

Praca s odporiacanou literatirou (tabul’ka 2) — ide najmia o Selected Chapters on
English Lexical Semantics (2013, 128 s.), Oxford Dictionary of Phrasal Verbs (1995,
518 s.) a Moderni ucebnici anglictiny (1971, 215 s.).

Tabulka 2 Odporucana literatura pri praci S frazovymi slovesami

Por. | Nazov  arok Dostupnost’ pre
¢. vydania Rozsah Strucna deskripcia posluchéacov
KAA FHV UMB
1. Selected Cca 250 frazovych | Vysvetlené a preloZené Dostupné len na
Chapters on slovies na 10 vybrané slovesa KAA FHV UMB
English stranach vV abecednom poradi v Banskej Bystrici
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Lexical
Semantics
(2013, 128s.)

S cviéeniami.
S kI"d¢om k cviceniam.

pre posluchacov
UAP a PaT

2. Oxford
Dictionary of
Phrasal Verbs

11 000 hesiel na
518 stranach

Explanatorny
a deskriptivny lexikon
frazovych slovies

Nové reedicie
bezne dostupné na
slovenskom
kniznom trhu

(1995) najrozsiahlejsi svojho (nevyhodou vysoka
druhu cena)
3. Longman Explanatorny
Phrasal Verbs a deskriptivny lexikon Bezne dostupné na
Dictionary 5000 hesiel frazovych slovies pre slovenskom

(2000, 608 s.)

mierne pokrocilych az
pokrocilych uciacich sa

kniznom trhu

Moderni Preklad slovies do
4. ucebnice Niekol’ko sto Ceského jazyka Len v antikvariate
anglictiny frazovych slovies | a cvicenia
(1971) na 215 stranach
Bez kl'ica
Priruc¢ka kombinuje
5. Anglicka niekol’ko desiatok | vyklad so synonymiou Prostrednictvom
frdazova frazovych slovies | a prekladom s cviceniami | internetu
slovesa (2007) | na 88 stranach S kl'icom k cviceniam
English Bezne dostupné na

6. Phrasal Verbs
in Use (2005)

60 lekcii na 206
stranach

Prakticka cvic¢ebnica
S kI'iéom k cvi¢eniam

slovenskom
kniznom trhu

Anglicka

7. frazova
slovesa,
predlozky a
prislovce

(2001)

216 stran

Nezistené

Vypredané

Vysvetlivky: KAA FHV UMB — Katedra anglistiky a amerikanistiky Fakulty humanitnych vied Univerzity Mateja

Bela, PaT — prekladatel’stvo a timocnictvo, UAP — Ucitel'stvo akademickych predmetov

HODNOTENIE STUDENTOV

Pri pohl'ade na tabulku 1 je zrejmé, Ze pocas semestra je Student hodnoteny priebezne
dvomi rovnocennymi testami v polovici ana konci semestra. V oboch testoch mozno
dosiahnut’ maximalne 50 bodov (jeden test = maximalne 25 bodov). Na uspesné zvladnutie
seminara treba dosiahnut’ hranicu 60 % (30 bodov), po zratani bodov z oboch testov. Takyto
pristup je pre Studenta vyhodny, pretoZze ak sa mu nedari na jednom teste, mdze byt
uspesnejsi v druhom a ziska tak pozadovanych 60 %.
Priklad 1: Z 1. testu dosiahne $tudent 15 bodov a z 2. testu tiez 15 bodov, ¢o je spolu 30

bodov, a teda 60 %.

Priklad 2: Z 1. testu dosiahne 10 bodov (Co nepredstavuje ani 60 %), ale z 2. testu dosiahne

20 bodov, ¢o je po scitani 30 bodov, a teda 60 %.
Stupnica (1. test + 2. test ):
92 % = 46 bodov = A,
84 % = 42 bodov = B,
76 % = 38 bodov = C,

68 % = 34 bodov = D,
60 % = 30 bodov = E
Menej ako 60 % = Fx
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V pripade, ze Student nedosiahne minimalne 60 % uspesnost, ma moznost' jednej
opravy 1. testu alebo 2. testu, pripadne oboch testov, ak nedosiahol ani v jednom z nich 60%
(t.j. 15 bodov). Vyhoda takéhoto hodnotenia spociva V rozlozeni skusaného uciva a Studenti si
tento spdsob pochvaluji. Dal§ou vyhodou je, Ze $tudent v pripade netspechu (nedosiahnutia
60 %) nemusi opakovat’ oba testy, ale len neuspesSny test, v pripade oboch neuspesnych
pokusov sa méze rozhodnut’, na ktory test sa chce opét’ pripravit.

FRAZOVE SLOVESO

Frazové slovesd skuma sémantika (z aspektu lexikdlneho vyznamu), morfologia
(z pohl'adu morfologickej Struktiry danej jednotky) a syntax (skiimajica poziciu konkrétneho
frazového slovesa a jeho funkciu v syntaktickych Struktarach). Frazové slovesa su vysoko
produktivne jednotky jazyka od polovice 19. storocia a od druhej polovice 20. storocia sa ich
produktivita eSte znasobila, a to najmé v americkej anglic¢tine (OCEL, 1996:696). To je jeden
zdovodov, pre ktory zacali od roku 1974 pravidelne vychddzat monolingvalne (t.].
vykladové) slovniky frazovych slovies pre rodenych hovoriacich i pre cudzincov.

Ako sme uz spomenuli na inom mieste v prispevku, frdzové sloveso je autosémanticka
lexikalna jednotka idiomatického charakteru vyznacujuca sa sémantickou divergenciou.

Frazeologizmy (t.j. frazové slovesa) sa primarne tvoria od slovies pohybu a slovies

vyjadrujucich dej (napr. go, put, take). Frazu tvori plnovyznamové sloveso v kombinacii
S Casticou, ktora sposobuje idiomatickost vyrazu. Bazové (zakladné) sloveso je zvicsa
monoslabiéné a moze tvorit’ rozne frazové slovesa (lexikalne jednotky), napr. sloveso get
vstupuje do nasledovnych fraz: get up (vstavat, prebudit’ sa), get down (zapisat’ si), get in
(sadnut’ si/nastupit’ do vozidla), get out of (dostat’ sa von, vyhnut sa), get off (zosadnut,
vystapit), get on (nasthpit’ na/do), get away (ujst), get over (prekonat’, vystrabit’ sa), get back
(ziskat’ nieCo spat, vratit). Vyznam takychto jednotieck byva doslovny (get back)
i metaforicky (get over). Polysémia sa u frazovych slovies prejavuje velmi ¢asto, mozno
povedat’, Ze je to jedna z ich zakladnych ¢ft, napr. podl’a Oxford Dictionary of Phrasal Verbs
(1995:275) fraza put off nadobuda 9 vyznamov (tabulka 3).

Tabulka 3 Sémanticka divergencia frazového slovesa put off’

Vztahy (najmi
Por. | Vyznam Preklad Priklad paradigmatické)
¢. S inymi vyrazmi
1. postpone or delay sth | nieco Never put off till
odkladat’ tomorrow
what you can do today.
2. odhovérat’
discourage or niekoho od The store won't be put
prevent from niec¢oho, off
discussing an prehovarat’ with promises any
important matter longer,
they want their money.
3. displease or repel sb | odradzat’, He could be a good Nezvycajna
znechucovat’ | salesman, adjektivna forma:
but his manner puts off-putting
costumers off. (behaviour)
4. distract sb from vyruSovat, She was trying to write,
doing sth; disturb rozptylovat’ | but the continuous
while doing sth noise outside her
window put her off.
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cause sb to lose
an interest in sth znechutit’, My drill sergeant Synonyma:
or appetite for sth zneprijemnit | put me off the army for | be off, go off, turn
good. off
allow cause sb to nechat’ | asked the taxi driver
alight or disembark | vystupit, to put me off Synonyma:
from sth vysadit’ in the town centre. get off, let off
niekoho
(formal) remove or | opustit, He had to put off all Synonymum:
abandon sth zbavit’ sa personal cares. lay aside
nie¢oho
send sb to sleep; uspat, A whiff of gass’ll soon | Synonymum:
anaesthetize pomoct’ put you off. go off
zaspat’
extinguish sth, Don't forget to put off | Synonyma:
disconnect Vypnut’ the heating before switch off, turn off
you come to bed. Antonymum: put
on

Oxford Dictionary of Phrasal Verbs (1995:275)

Frazové slovesa byvaju sucastou frazeologickych spojeni ako napriklad (OCEL,
1996:693):

e Get away with murder (vyhnut’ sa trestu);

e Get on like a house on fire (robit’ ako drak);

e Get back at someone (odplatit sa niekomu, pomstit’ sa, vratit niekomu nieco
V negativnom zmysle);

e Get up to mischief (vyparatit’ nie¢o, namo¢it’ sa do nie¢oho).

Takéto spojenia su &asto neformalne™, emocionalne zafarbené alebo slangové a stoja
vV opozicii k neutrdlnym slovesam anglosaského povodu alebo formalnym slovesam
latinského, prip. franctizskeho povodu. Priklad: call off — cancel (zrusit' nieco), put off —
postpone (prelozit’, odkladat’ na neskor), drive back (enemy) — repel (zahnat/vyhnat, napr.
nepriatel’a), put out afire — extinguish (uhasit’), bring back (the death penalty) — restore
(obnovit’, napr. trest smrti). V niektorych pripadoch sa stava, Ze jedno frazové sloveso
zodpoveda niekol’kym latinskym ekvivalentom, napr. spominané bring back — 1. restore (the
death penalty), 2. return (money to sb), 3. retrieve (a shot bird or animal from where it has
fallen). Funguje to aj opacne, teda latinské sloveso (vo funkcii odborného terminu alebo
formalneho vyrazu) moZno nahradit’ niekolkymi frazovymi slovesami, napr. latinské
demolish — 1. knock down, 2. tear down, 3. blow up (OCEL, 1996:692-694).

Podstata frazovych slovies tkvie v ich idiomatickosti (ako sme uz spominali na inom
mieste v prispevku), a preto doslovny vyznam slovesa, napr. go up (ist/kracat/stapat’ hore,
vzniest’ sa), sposobuje, Ze nejde o frazové sloveso (He went up the hill./The ballon went up to
the air.). Naproti tomu metaforicky vyznam slovesa go up (prepuknut’, dojst’ k nieComu
negativnemu) sposobi, Zze ho radime k frazovym slovesam (The ballon went up.= The crisis

9 Vynimku predstavuje napr. frazové sloveso look forward to sth (tesit’ sa na nie€o), ktoré sa pouziva najmé vo
formalnom a pisomnom prejave.
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finally happened.). Identickost’ morfematickej $truktiry doslovného i metaforického vyznamu
frazového slovesa vedie k $tudiu oboch pripadov, ktoré niekedy logicky nemozno od seba
oddelit’. Pozrime sa teraz blizSie na ich Struktiru a typologiu tak, ako sa s nimi oboznamuju
posluchaci 2. ro¢nika UAP (Ucitel'stva akademickych predmetov) a PaT (Prekladatel'stva a
tlmocCnictva).

ZAKLADNE TYPY FRAZOVYCH SLOVIES

Studenti st oboznameni s frazovymi slovesami vieobecne (v podstate sami definuju
rozdiel medzi plnovyznamovym slovesom a frdzovym slovesom) a nésledne sa oboznamia
so Styrmi zédkladnymi typmi frazovych slovies:

1. typ: sloveso + adverbialna Castica, za ktorou nenasleduje ziadny priamy predmet (t.].
ide o intranzitivne sloveso), napr. ook on (prizerat' sa) pouzité vo vete I'm doing
nothing, I'm just looking on alebo stand up (vstat’, postavit’ sa) vo vete She stood up
and came up to me.

2. typ: sloveso + adverbidlna Castica + predmet (t.j. tranzitivne sloveso) — Castica nema
pevnu poziciu, napr. antonyma put sth on (obliect’ si) — take sth off (vyzliect' si).
Pohyblivost’ castice je v slovnikoch vyjadrend poziciou zdmena, nasleduje
bezprostredne za slovesom (resp. nachadza sa medzi slovesom a Casticou):

She put her hat on./She took her hat off. ale She put it on/She took it off.

3. typ: sloveso + adverbialna Castica + predmet (opit’ tranzitivne sloveso) — kde ma
Castica fixnu poziciu, ¢o znamena, Ze tato nasleduje bezprostredne za slovesom, napr.
look after sb, teda nie +look sb after+, napr. They re looking after my cat while I'm
away.

4. typ: sloveso + adverbialna Castica + prepoziciondlna Castica + predmet, napr. get on
with sb (vychadzat s niekym) alebo break up with sb (rozist' sa s niekym) ako
Vv nasledujucich vetach: How do you get on with your teachers?/Do you get on well
with your neighbours? She broke up with her boyfriend last year. Zaujimavostou je,
ze tieto slovesa sa mdzu typovo zmenit. Dokdzu sa presunut k 1. typu, napr.
spominané get on (with sb) alebo break up (with sb) vo vetach Do they get on well
together? Unfortunately, they broke up.

UKAZKA VYSVETLENIA FRAZOVYCH SLOVIES

Zékladnou literatirou, z ktorej sme pri vybere cviceni Cerpali bola Moderni ucebnice
anglictiny (Tryml akol., 1971), ktort sme s ohladom na jej rok vydania aktualizovali
a prisposobili potrebam posluchacov slovenskej univerzity. Text sme upravili, doplnili
o0 vysvetlivky, slovensky preklad, prip. antonyma alebo synonyma a doplnili sme ho tlohami
(pozri tabulku 4). Tryml vydal vr. 2001 rozsiahlu publikaciu Anglickd frazova slovesa
(tabulka 2), ale pristup k nej je obmedzeny rokom vydania i svojim nakladom.

Tabulka 4 Frazové slovesa so slovesom look a call

Look at the lists of phrasal verbs below:

1) How many of them do you know?

2) Which are new to you?

3) Are there any confusing ones?

4) Are there any synonyms or antonyms?

5) Learn them all by heart.

6) Which were the most problematic to remember? Use them in at least two sentences.
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look forward to (his visit) (tesit’ sa na)
look at (a picture) (pozerat’ sa na)
look for st. (hladat’ nieco)
look after (a child) (starat’ sa o)
look | lookinto (the matter; a jug) (sktimat’; pozerat’ sa do)
look up (aword inadictionary)  (vyhladat informaciu)
look out on (the sea) (mat’ vyhl'ad: o dome, byte, izbe a pod.)
look out for sh. (davat pozor na koho: aby som sa
S nim neminul, vyzerat’ koho)
look down on? sb. (pozerat sa zhora na koho)
look on (prizerat’ sa)
look round obzriet’ sa
look in (on sh.) (zastavit’ sa u koho, dobehnut’, prist’ na
skok)
call for (help)
call out (the stations)
call on sb. = look in on sh. (z4jst’ ku komu, navstivit’ koho)
(vyvolat’ koho: v skole)
call for sb. (zastavit’ sa pre koho)
call call for (a lot of money) (vyzadovat’, chciet)
call off (a meeting) (odvolat)
call up sb. (zatelefonovat  komu; povolat do
sluzby)
call at sh. (zastavit’ sa u koho)
(every station) (zastavovat’ na)

Tabul’ka 4 znazorfiuje postupné oboznamovanie sa Studentov s frazovym slovesom look a call
prostrednictvom Siestich tloh, za ktorymi nasleduje zoznam slovies sich kolokéaciami
a slovenskym prekladom. Niektoré slovesa su $tudentom zname, alebo dokazu odhadnut’ ich
vyznam z uvedenych kolokacii. Vyucujuca upozoriuje na méitice spojenia (napr. look for sth
— look up sth, look at sth — look on), prip. synonyma (look in on sb, call on sb, call at sb),
antonyma (look down on sb — look up to sb).

UKAZKA CVICENIA FRAZOVYCH SLOVIES

Po vysvetleni Studenti vo dvojiciach vypracuju cvicenie (tabulka 5) a skontrolujt si ho
s inou dvojicou, aby nadobudli istotu vo svoje rieSenia. Potom si spravnost’ rieSeni overia pri
konzultacii s vyucujucou. Po ujasneni problematickych casti vyu€ujuca do dvojic rozda
pripravené karti¢ky, na ktorych je niekol’ko frazovych slovies. Studenti si v priebehu 10 — 15
minut pripravia kratky dialog (6 — 8 replik), v ktorom povinne pouziji minimalne 3 frazové
slovesa na karticke a si vyzvani, aby vo svojom dialogu pouzili ¢o najviac frazovych slovies
(,,the more the better”). Pri priprave dialogu mdzu pouzivat' vSetky dostupné materialy,
s ktorymi sa na vyuCovani pracuje (cviCenia, Studijné texty, slovniky v printovej
i elektronickej podobe v PC i mobilnom telefone a pod.).

% Opp. look up to sb = admire, respect sh
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Tabulka 5 Ukadzka cvicenia s frazovym slovesom look a call

7) Fillin
the proper
preposition
or

adverb

or both

1 What are you looking —? Have you lost something? 2 No, I'm not playing. I'm just
looking —. 3 I'm looking — my textbook. Do you know where it can be? 4 Will you
look — my dog while I am away? 5 The children are looking — — the holidays. 6 He
went to Australia to look — gold. 7 Go to the station and look — —Mr Hill. 8 If you
are looking — a hotel, try and call — the Alcron. 9 Can you look — the child while we
go sightseeing? 10 They will look — the matter as soon as the secretary returns. 11 Can
you look — his telephone number for me? 12 The skyscraper you are looking — is the
Empire State Building. 13 If you are looking — really modern stuff, go to the Museum
of Art. 14 As they played the match, there were only few spectators looking—. 15 They
were looking — while the house was burning. 16 After she married the manager, she
began to look— —her old friends. 17 The doctor will look —, again next week. 18 |
looked — the word in many dictionaries but couldn't find it. 19 Are you going to call —
him while you are in London? 20 Does the ship call — Marseille? 21 I'll call — you at
five, and we can go together. 22 Can you call him — (on the telephone)? 23 I'll call —
his house later. 24 The teacher called — George to read the text. 25 They'll call — that
suitcase later. 26 The bus conductor called — the names of the stops. 27 When will you
call — us again? 28 Call — me on the way downtown. 29 This calls — a celebration.
30 If the war breaks out, he'll be called — at once. 31 The match was called —. 32 I'1l
call you — this evening. 33 One of them suddenly called — help. 34 Call — 39956809.
35 The meeting will have to be called —.

8)
Dialogue

Your teacher will give you the cards with a couple of phrasal verbs on them. Prepare a
short dialogue (5 — 8 lines) using at least THREE phrasal verbs from the cards + try to
use as many phrasal verbs you can think of as possible. The dialogue may be realistic,
idealistic, fantastic (avoid vulgar or abusive expressions).

Po priprave predvedu dialdg spoluziakom v triede, ktori si poc¢as neho zapisuji kazdé frazové
sloveso pouzité v dialogu. Vyucujuca si tiez piSe poznamky a skontroluje pocet zachytenych
slovies Studentmi. Skontroluje tiez, ktoré konkrétne frazové slovesd Studenti zachytili.
Nasleduje kratky komentér dialogu a vhodného pouzitia frazovych slovies v iom.

VZOROVY TEST
Takyto test je vhodny na domacu pripravu pred testom ako aj na otestovanie sa pred

testom, pretoze za vzorovym testom (tabulka 6) nasleduje kI'a¢ (tabul’ka 6).
Tabulka 6 Vzorové testy s klucom

1 Don’t forget to ask _ your uncle when you see Mary this afternoon. 2 We used
Revision to take _ the US News Weekly. 3 Has the lost jumper turned __ yet? 4 Most
Test 1 people aren’t good enough to play in the first-class matches; they have to be content
tolook .5 Ifthe war breaks  , he’ll be called off at once.
6 He has been putting  weight recently. 7 The experiment didn’'t come .
Revision 8 At eighteen young people come _ age in Slovakia. 9 'm not going to put
Test 2 _____this talking during the performance. 10 How does it come __ that you don’t
attend those courses?
KEY 1-5 1 after 2 in 3 up 4 on 5 up (more suitable)/out
KEY 6 - 10 6 on 7 off 8 of 9 up with 10 about
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NAMIESTO ZAVERU

Frazové slovesa si vyzaduju vysS$iu mieru pozornosti, nez akej sa im dostdva na
vyucovani ¢i uz odborného jazyka alebo praktického jazyka ako takého. V prispevku sme
definovali frazové sloveso, jeho Specifikd, Struktaru anavrhli sme spdsob, akym ho
prezentovat’ posluchaCom anglického jazyka UAP a PaT na univerzite tak, ako to funguje na
KAA FHV UMB aj vdaka projektu Podpora wyuchby Studijnych programov v cudzich
jazykoch (26110230025), ktory prebichal na Univerzite Mateja Bela v Banskej Bystrici od
r. 2010, a vd’aka ktorému mohla vzniknat ucebnica Selected Chapters on English Lexical
Semantics (Jesenska — Stulajterova, 2013, 128 s.) zaoberajca sa touto problematikou.
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FAKTORY OVPLYVNUJUCE USPECH ZACINAJUCEHO UCITELA

FACTORS INFLUENCING NOVICE TEACHERS” SUCCESS

Mala Eva, Miiglova Daniela, Hockickova Beata, Slovenska republika

Abstrakt

Na =zaklade vysledkov ziskanych z dotaznika a polosStruktirovaného interview autorky
popisuju pozitivne inegativne faktory, ktoré ovplyviiuji prvy rok pdsobenia zaéinajicich
ucitelov v Skole. Uz pocas tejto adaptacnej fazy sa kreuje ich potencidlny profesijny rozvoj,
apreto je vel'mi dolezité definovat’ oblasti, ktoré vo svojej pedagogickej praxi potrebuju
zlepsit', ako aj zamysliet’ sa nad spdsobmi rieSenia vzniknutych problémov.

Abstract

On the basis of results obtained through a questionnaire and a semi-structured interview, the
positive and negative factors impacting the first year of novice teachers’ teaching are
described in the paper. The novices” potential professional development is already being
created during this adaptation phase, and this is why it is extremely important early on to
define the spheres for improvement in their teaching practice, and to carefully think over the
ways of solving the raised problems.

Kricové slova
zacinajuci ucitelia, pozitivne a negativne faktory, pedagogicka prax

Key words
novice teachers, positive and negative factors, teaching practice

Jednym z atributov prace s 'udmi vo vSeobecnosti je obrovska variabilita situacii,
S ktorymi su konfrontovani aj absolventi ucitel'skych Studijnych odborov, a to od prvého dia
ich nastupu na profesijnii drdhu. Zacinajici ucitel’ pri svojom profesijnom Starte nema
moznost ,,noviciatu“. Od momentu, ked’ zaujme svoje miesto za katedrou, preberd na seba
zodpovednost’ za vychovu ivzdelanie svojich zverencov aod samého zaciatku svojho
posobenia musi vo vychovnych a vzdelavacich situaciach flexibilne reagovat' na potreby
ziakov a zaroven operativne implementovat’ adekvatne opatrenia. Kazdy den v Skolskej praxi
stavia ucitel'a pred nové tlohy. Vzhl'adom na jedinecnost’ kazdého Ziaka st vSetky edukacné
situacie vynimoc¢né a neopakovatelné a ich Uspesné zvladnutie si od ucitel'a vyZaduje najmé
schopnost’ sebakontroly. Spravne usmerniovat’ druhych méze len vtedy, ak bude vo vzt'ahoch
k nim sam sebou, teda bude vystupovat’ ako subjekt, s porozumenim situacii, detom i sebe,
S nutnostou odstupu a nezavislého rozhodovania, s potrebou reflexie akladenia otazok
vlastnému konaniu (porovnaj Havlik akol.,, 1998; LukaSova-Kantorkova, 2003). Byt
kompetentnym ucitelom — profesiondlom, ktory poméha tym druhym pri sebarealizécii, je
reflektovany stav bytia vroli ucitela, uvedomovanie si vnuatornej tuzby po profesii
a zodpovednosti za druhého ¢loveka (porovnaj Polok, 2009; Lukéasova-Kantorkova, 2003,
s. 28). To kladie na ucitel'ov ovela véac¢sie naroky ako na odbornikov v inych, aj prestiZznejSich
profesiach.

V naSom prispevku sa chceme blizSie venovat' zacinajucim ucitelom, zmapovat’
okruhy problémov, sktorymi sa najcastejSie stretdvaju a dolozit' ich autentickymi
vypoved’ami ucitelov, ktori sa v intenciach terminologie J. Priichu (1997) nachadzaja v Stadiu
profesijného Startu (vstup do povolania), resp. profesijnej adaptacie (sktsenosti z prvych
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rokov praxe). Spédtni védzbu od ucitelov z tychto fdz profesijnej dradhy sme ziskali
Z rozsiahleho dotaznikového prieskumu, realizovaného v roku 2012, ktory je sucastou
vyskumného projektu VEGA 1/0677/12 Klucové kompetencie uvadzajuceho ucitela
nevyhnutné pre uspesné vedenie zacinajuceho ucitela.

Podnetom k vypracovaniu projektu boli prave ¢asto rezonujuce rozporuplné vyjadrenia
absolventov Pedagogickej fakulty, Filozofickej fakulty a Prirodovedeckej fakulty UKF
v Nitre v odbore ugitel'stva na 1. stupni ZS a uitel'stva akademickych predmetov, ktori
V osobnych rozhovoroch uvadzali, Ze zapasia s mnozstvom problémov odborného, etického,
administrativneho, ale i socidlneho charakteru. Jednym z cielov projektu je pomdct
zacCinajucim ucitel'om lepSie zvladnut’ prechod z akademického prostredia do praxe a dat’ im
do ruk isty ,,manudl®, ktory by im umoznil rychlejSiu a efektivnejSiu adaptaciu na redlne
posobenie v skolskych podmienkach.

Najskor sme sa vSak pokusili zistit' aktudlne status quo, a preto sme absolventom
ucitel'ského Stadia polozili v dotazniku pre zacinajucich ucitelov (teda tym, ktori ukoncili
prvy rok vyucovania na $kole) a nadvdznom polostruktirovanom interview celu skalu otazok,
ktoré boli koncipované tak, aby zachytili rozne oblasti profesijného zivota zacinajlcich
ucitel'ov, zmapovali ich subjektivne pocity i objektivne faktory, ktoré pozitivne ¢i negativne
ovplyvnili ich profesijny Start. V prieskume sa zcastnilo 132 respondentov (84,09% zien
a15,91% muzov), absolventov rdznych Studijnych odborov zo slovenskych univerzit
pripravujticich buducich ucitelov. V prieskume su zastiipené vSetky tri stupne vzdeldvania
(1. stupent ZS — 22,72%; 2. stupeit ZS — 45,45%; SS — 30,30%) a participovali na fiom ucitelia
zo vSetkych slovenskych krajov. Analyzou a sumarizaciou odpovedi respondentov sme ziskali
relativne uceleny obraz o tych oblastiach, ktoré zacinajucim ucitelom spdsobuju najvicsie
tazkosti, o individualnych pocitoch neistoty, sklamaniach, radostiach, ale aj o ich motivacii
pre vyber tohto narocného povolania.

Prave motivacia bola tivodnou otazkou. I ked si uvedomujeme, Ze by sa tento faktor
nemal preceniovat, pretoZe je len prvotnou ,.hybnou silou* a v priebehu ¢asu ho pozitivne ¢i
negativne ovplyviiuje cely rad inych faktorov, predsa je len istym signalom toho, ¢i vyber
adepta bol od zaciatku intendovany alebo len ndhodny. Skuto¢nost, ze ide o dynamicky
faktor, potvrdzuje aj roznost' odpovedi. Napriek tomu sa znich dali vyselektovat’ isté
tendencie. Zistili sme, ze respondenti, ktori sa pre ucitel'ské povolanie rozhodli cielene
a pritom vychadzali zo skusenosti svojich rodicov alebo blizkych pribuznych resp. ich zdujem
sa skutofne odvijal od tutleho detstva, sa s pociatoénymi problémami vyrovnavali l'ahSie,
nenechali sa nimi odradit’ a chapali ich skor ako vyzvu. V tychto pripadoch zrejme iSlo
0 interiorizovany motiv, ktory sa pretavil do osobnostného faktora a mnohi z respondentov
uvadzali, Ze by si iné povolanie ani nevedeli predstavit. K najfrekventovanejsim odpovediam
tykajicim sa otazky motivacie k vol'be ucitel'ského povolania patrili:

e Rodicia su ucitelia.

Priklad z rodiny.

Moja mam bola ucitelka — vzor.

Vplyv rodicov na vyber povolania.

Rodinna tradicia - iné povolanie som si ani nevedela predstavit.

Neviem si predstavit' robit nieco iné, mozem vyuzit kreativitu, je to réznoroda ¢innost.

Uz od detstva som vnimala, Ze toto povolanie je pre mina zaujimavé, postupne som

spoznavala samu seba, svoje schopnosti a uvedomila som si, Ze ucitelstvo je

povolanie, ktoré ma méze napliat a kde mézem poniknut to, ¢o viem, aj inym.

e Bavilo ma ucit uz od detstva a dodnes sa mi paci rozdavat’ nové vedomosti, hlavne
pripravovat detom tvorivé aktivity na hodinu, hlavne ked’ vidim, Ze ich to bavi a Ze sa

im to paci.
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e Pretoze ma bavi a naplia prdca s detmi a mladezou a tizil som si splnit SVOJ VELKY
DETSKY SEN stat sa ucitelom.

Naopak, u tych respondentov, ktori sa sice tiez rozhodli pre Stadium uditel'stva vedome,
ale motivom boli vSeobecné formulécie typu ,,mam rdd/rada deti“ alebo ,,od malicka ma
bavilo niekoho ucit*, celkom nezvladli konfrontaciu s realnymi, t.j. aj asocialnymi prejavmi
deti (v tejto suvislosti sa Casto spominali deti romskej menSiny) a z ich d’alSich odpovedi
rezonovala frustracia.

e Praca sdetmi ma odmalicka bavila, ale dnes vidim, Ze je to o strese aslabom

financnom ohodnoteni.

e Pracu ucitela som vzdy obdivovala, ale ked vidim, Ze ani pri mojom najvicsom usili
moja praca neprinasa ocakavané vysledky, som sklamand a uvaZujem o zmene
povolania.

Variabilitu motivov potvrdzuje aj fakt, Ze ¢ast’ respondentov, ktori uvadzaji nahodnost’
pri vybere povolania, resp. bola pre nich tito volba vychodiskom z niidze, sa nakoniec
V tomto povolani ,,nasli*.

e Nechcela som byt ucitelkou, pévodne som chcela len vystudovat jazyk a uplatnenie

V buducnosti by som hladala skor v oblasti cestovného ruchu. Aj ked' je povolanie
ucitela na Slovensku spolocensky aj financne nedocenené, nakoniec som pochopila, ze
kto chce byt ucitelom, nemoze to brat len ako povolanie, ale skor ako ,,posolstvo “
a dnes ucim rada.

e Povodne som chcela studovat medicinu, ale dnes sa zo svojho vyberu tesim, pretoze aj
V tomto povolani mam kontakt s detmi.

o VzZivote som sa nechcela stat' ucitelkou mozno prave preto, ze moji rodicia boli
ucitelmi a ja som vedela, 0 aké ndrocné povolanie ide. Dnes viem, zZe si skutocne
wiaduje celého cloveka. Ale aj tak ma kazdy den praca s detmi naplia a robi
Stastnou.

o Ucitelskému povolaniu som sa programovo vyhybala a dnes som osudu vdacnad, Ze ma
na tuto drahu priviedol.

Dalsie okruhy otdzok boli zamerané na subjektivne pocity respondentov pri uvadzani do
praxe a hodnotenie prvého roku praxe. Skala odpovedi na dotaznikovu otazku ,,Ako hodnotite
Vas prvy rok pedagogickej praxe?* bola Sirokéd a pohybovala sa od negativnych pocitov cez
neutralne aZz po vyjadrenie spokojnosti. Na ilustraciu uvadzame nickol’ko odpovedi z celej
palety odpovedi:

o Vycerpavajuci, stresujuci ...

Som rada, ze som v tejto dzungli preZila ...

Ked’ som skoncila skolu, myslela som si, Ze ma uz ni¢ nemoze prekvapit, ale stalo sa ...

Mala som zmieSané pocity ocakavania a prirodzenej trémy.

Zo zaciatku som mala obavy, ¢o ma caka, pretoze prax je uz o niecom inom ako teoria.

Beriem to tak, ako to pride, zalezi to od situacie a udalosti v skole.

Som vcelku spokojna. Podarilo sa mi nadviazat' dobry kontakt so Ziakmi — hoci to

spociatku nebolo jednoduché.

Mozno to vyznie ako samochvala, ale ja som so sebou spokojna.

o Velmi ma potesilo kladné hodnotenie uvadzajuceho ucitela aj vedenia Skoly.

o [Sla som ucit' s radostou a ani po niektorych zlych skusenostiach ma nepresla, naopatk,
bola som hrda, ze som vzdy nasla nahradné rieSenie, ktoré sa Ziakom pdacilo.

Z problémovych okruhov uvedieme len také, ktoré popisovala vacSina respondentov, ¢im
ziskali objektivnu vypovednl hodnotu:
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Casova naro¢nost’ pripravy na vyucovanie
Respondenti uvadzali viacero doévodov Casovej ndrocnosti pripravy na vyucovanie.
Tykali sa najmid nedostatku ucebnic a u¢ebnych materidlov na niektoré predmety.
Ucitelia museli vyuzivat’ ndhradné zdroje a reSerSovat’ na internete, Co povazovali za
¢asovo narocné. Ini respondenti pripisovali naro¢nost’ skor vlastnej ,,neschopnosti‘
urobit’ si taky Casovy manazment, aby zvladali pripravu bez stresu. Problémy im
sposobovala aj neznalost’ selektovat’ podstatné a menej dblezité¢ informaécie, takze si
robili vel'mi podrobné pripravy, ktoré¢ Casto na vyucovani ani nevyuzili. Niektori
respondenti si nevedeli rozdelit' ¢as medzi rodinnymi a profesijnymi povinnostami,
¢oho vysledkom bola tinava a stres. Tento fakt dokumentuju nasledovné vypovede:
e Hroza, stale som bola unavend, nevyspatd. Nestihala som sa pripravovat
poctivo na vSetky hodiny tak, ako nas to ucili.
o \ praxi sa neda realizovat’ tedria zo Skoly ...
e Nedostatok ucebnic ma privadzal do zufalstva a ndjst vhodné materialy mi
zaberalo enormne vela casu.
e Priprava bola taka narocnd, Ze ovplyvnila chod mojej domacnosti a ja som na
nic iné nemala cas.

Rozsiahla dokumentacia
Respondenti sa ,,jednohlasne” stazovali na mnozstvo ,,papierovaciek™. Neslo len
0 pisanie triednej agendy, ale celého radu vykazov, hlaseni a sprav. Mnohi mali pocit,
ze pisomna ,,metakomunikacia®, t.j. spravy o spravach sa stali dominantnou zlozkou
prace (a tym aj hodnotenia ucitel'a) na tkor redlnej komunikacie so ziakmi. Za vSetky
uvedieme len jednu vypoved zacinajucej ucitel’ky, ktora hovori za vsetko:
o Kazdy mesiac som pisala test u zastupkyne skoly zo zakonov, predpisov a este
som musela kazdy mesiac odovzdavat spravy o uvadzani, ¢o bolo narocné
a stresujuce, pri vsetkej tej praci a priprave, ktoru zacinajuci ucitel musi
urobit.

Organizovanie a vedenie rodicovskych zdruzZeni
Pocity neistoty st v pripade zacinajucich ucitelov prirodzené, pretoze rodi¢ia ziakov
su starSi nez zacinajuci uclitelia. NavySe, tato Specificka oblast’ nie je predmetom
pripravy na vysokych $kolach a neexistuje ani ziadna ,,prirucka®, ktora by im odborne
poradila. Musia sa spoliehat’ iba na vlastn intuiciu, resp. poradit’ sa so starSimi
kolegami.
e Na zaciatku som vidy mala trému, lebo rodicia boli starsi nez ja ...
e  Komunikacia s rodi¢mi mi spésobovala problémy, nevedela som, ako im citlivo
vysvetlit, Ze ich dieta neprospieva a obavala som sa ich reakcie.
e Nikto mi nevedel poradit, ako riesit situdciu, ked arogantny Ziak ma aj
arogantneho rodica.
e Na moje prvé rodicovské zdruzenia chodila aj moja uvadzajuca ucitelka — a to
bol moj jediny zdachytny bod.

RieSenie triednych problémov

Zacinajuci ucitel’ je konfrontovany s typickymi, ale aj atypickymi situaciami v triede.
Rd&znost’ problémov, s ktorymi sa stretava, neumoziiuje celkom zovSeobecnit’ pravidla
na ich rieSenie. V tomto smere by mal vicSiu Ulohu zohrdvat uvadzajici ucitel
a pomdct’ ,,elévom* v ucitel'skom povolani, ako sa s nimi vysporiadat’.
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Casto som mala problém vzit sa do koze Ziakov a objektivne riesit vzniknuté
problémy ...

Ako si poradit’ v situacii, ked’ sa zZiak na mna vulgdarne osopi. Navod k rieseniu
takejto situdcie som nikde nenasla.

Aky trest zvolit, ked’ Ziak podvadza?

e) Problémy so socialnou adaptaciou
Zacinajuci ucitel’ sa musi integrovat do kolektivu, v ktorom st uz zabehnuté isté
pisané i nepisané pravidla. Nie vzdy je spravanie jeho kolegov natol’ko ustretové, aby
mu ul'ah¢ilo bezproblémové zaclenenie sa do ucitel'ského zboru. Tento fakt povazuje
vel’ky pocet respondentov za psychicky zatazujici. Z mnohych odpovedi vSak
vyplynuli aj pozitivne reakcie na prijatie zacinajucich ucitel'ov do kolektivu.

Spociatku som citila urcitu rezervovanost, ale boli to len moje pocity,

lebo konkrétnym slovom, alebo skutkom mi to nikto nedal najavo.

Asi po pol roku sa aj tato “bariéra’ prelomila a teraz sme super kolektiv.
Paranoidny konflikt zo strany pedagogického kolegu ohladne ochoty
a neochoty robit nieco navyse v pracovnom case.

Tazko sa mi zvykalo na zdstupkyiu a jej spésoby, prejavy, jednanie so mnou.
Mal som pocit, ako by som nebol taky isty zamestnanec ako moji kolegovia.
Obcas som mal pocit, Ze sa ku mne sprdvala, ako k svojmu Synovi.

Kolegyna wuviedla o mne nepravdivé informadcie riaditelstvu a aj ostatnym
kolegom. So mnou sa o tej problematike nerozpravala, ani len nespomenula
aaz neskor som sa dozvedela, Ze o mne hovorila nepravdivé informdcie.
Opravovala som za fiu maturitné zadania, urobila v nich nespocetné mnozstvo
chyb, ktoré by ucitelka s 12 rocnou praxou uz asi nemala urobit’ a napriek
tomu som sa nesla staZovat vedeniu, jej vyslovnost ani nespominajuc ... to si
uz aj zZiaci vsimli, Ze nevie tak dobre po anglicky ... ale ona nevahala hovorit

A zavidela mojej uvadzajucej ucitelke, Ze za mna ma priplatok. Myslim, Ze toto
nepotrebuje dalsi komentar.

Najvdcsi kamen urazu bolo, zZial, vedenie. Posuvalo neuplné informacie,
nezaujimalo sa pocas celého roka o chod Skoly — az ked’ prislo na verejné
vystupenie, ktoré tak dopadlo hrozne, co mia ako zacinajiceho ucitela velmi
mrzelo, skole sa takto robi zlé meno, ale ako zacinajuci ucitel’ to neviem
ovplyvnit; robim si pracu na 120%, s detmi a s rodicmi mam vyborny vztah,
ale som na Skole, ktord nemd adekvatne vedenie!

Moj inovativny pristup a pozitivny a priatelsky vztah k Ziakom, ich pozitivna
Spdtna vizba sa nie vidy stretla s pozitivnym komentdrom niektorych kolegov.
Trochu som sa potrapila prvy tyzden, ked ma jedna kolegyna znemoznila pred
detmi, ked’ si chranila svojho syna. Na jednej hodine som bola zastupovat
a ten Ziak (som ani netusila, Ze to je jej syn) bol nedisciplinovany, rusivy, tak
som ho napomenula, vysvetlila, ako sa mad spravat pocas hodiny a neskor v ten
dern bola v tej triede ona, pred detmi povedala synovi, Ze nech si zo mina ni¢
nerobi, nelame hlavu, lebo pani ucitelka (teda ja) eSte nevie ako ucit’ a ako sa
spravat’ k Ziakom, lebo eSte neucila, musi sa to naucit, , este to nezvlada*.
Ranilo ma to citovo, ale hodila som to za hlavu a ddvala som si na tito
kolegynu pozor, pretoze velmi rada podkopdvala kolena a to nielen mne.

Z kladnych reakcii uvadzame:

Kolegovia a Ziaci ma prijali medzi seba velmi pozitivne.
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Mam dobré vztahy v kolektive, rozhovory s kolegami, su ochotni mi pomoct.
Starsi kolegovia ma zacali — aspon ciastocne - akceptovat.

Stcastou dotaznika bola aj oblast, ktora sa tykala subjektivnych pocitov pri
preferencii
K najéastej$im okruhom vyjadrenia pozitivnych pocitov patrili: radost’ z vlastnej tvorivej
invencie, z pozitivnej reakcie ziakov na eduka¢né a vychovné metody zacinajuceho ucitela,
Z ustretového pristupu uvadzajuceho ucitel’a, z vlastnej vzdeldvacej Cinnosti a Z moznosti
vyzitia sa v rdmci mimoskolskych aktivit. K najfrekventovanej$im odpovediam v jednotlivych
okruhoch patrili:

¢innosti, z ktorych mali zacinajuci wucitelia pocit uspokojenia a radosti.

A) Vlastna kreativita za u¢elom motivacie zZiakov

Zaradovala som do vyucby rozne aktivity.

Dobre kreslim a vyzivala som sa v priprave nazornych ucebnych pomocok.
Vymyslam rozne hry, pracovné listy.

Rada sa pripravujem na hodiny a rada vysvetlujem ucivo.

Vobec mi nerobilo probléemy byt hore do noci, opravovat' testy, robit si
pripravy a investovat cas a peniaze do ucebnych pomocok a materidlov.
Pouzival som réozne metody na hodinach (CAT, CLIL na geo), ¢im som sa
odlisoval od starsich kolegov, ktori nie sii ochotni skuisat’ nieco nové z pocitu
pohodlInosti a zotrvacnosti.

B) Pozitivna spiitna vizba zo strany Ziakov

Tesila som sa z pokrokov, ktoré urobili, ked’ si pamdtaju, ¢o som ich naucila.
Potesilo ma podakovanie, ze som ich nieco dobre naucil, hned’ to pochopili.
Velku radost som mala zo snahy Ziakov ucit sa a chciet sa naucit’ nieco nove.

C) Rady uvadzajiceho ulitel’a

Bola som spokojna s uvadzajucim ucitelom.

Vela som sa od uvadzajucej ucitelky naucila.

Mala som radost z uspesnej otvorenej hodiny za ucasti uvadzajucej ucitelky, vedenia
Skoly, kolegov a rodicov.

Vybudovala som si spdtnu vdzbu so Ziakmi a moznost’ konzultovat s uvadzajucim
ucitelom bez stresu.

Bola som pozitivne hodnotend uvadzajucim ucitelom a vedenim Skoly.

D) Vlastna vzdelavacia ¢innost’

Reakcie Ziakov na vyucovanie, ich pozitivna spdtna vizba.

Z toho, zZe som dokdzala Ziakov motivovat' k zodpovednej praci a naucila som
ich také veci, ktoré vedia aplikovat v praxi.

Ztoho, ze som dokdzala viest Ziakov k systematickej praci a udrZiavaniu
poriadku vo svojom okoli.

Z toho, Ze deti prichadzali rano usmiate.

Z ochoty Ziakov tvorivo pracovat na hodinach.

Z toho, zZe viem zaujat’ deti netradicnymi postupmi (spev, tanec) na hodindch.

Z toho, Ze som dokdzala podchytit integrovaného ziaka a docielit’ u neho
nadpriemerné vysledky.

Z dosiahnutych vysledkov:
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V koncorocnom teste

zvySenie informacnej/pocitacovej gramotnosti Ziakov

pokrok zZiakov a rozsirenie ich vedomosti

dobré vysledky Ziakov

o uspesna priprava ziakov na olympiadu (Ziaci uspeli vyborne).

e Zo vztahu so ziakmi, zich prijatia, z vwrazného zlepSenia ich prospechu
Z nemeckého jazyka.

o Prvy rok vyucovania: tesi ma kazdy pokrok vo vedomostiach Ziakov; tesi ma
dysgrafik, ktory na mojej hodine citatelne pekne pise, pretoze si oblubil
nemcinu, integrované dievca, ktoré sa na mojich hodindach tak snazi, Ze
vedomostami dobieha najlepsich Ziakov v skupine.

e Zaujala som zZiakov, ktori javili na zaciatku nezaujem o predmet.

o Ziskala som si vela Ziakov, ich pozornost, a chut pracovat. Vytvorila som si
prijemné prostredie vyzdobenim jazykovej ucebne roznymi obrazkami a tiez
plagatmi s gramatikou, ktoré som si urobila sama i so zZiakmi. Naucila som sa
zvladat rozne situdcie, ktoré ma zo zaciatku trapili.

e Najvicsia radost prisla cez prazdniny, ked ma zacali kontaktovat Ziaci —
maturanti, aby som ich ucila aj v buducom Skolskom roku z toho dévodu, Ze
ziskali vela poznatkov a skiusenosti.

e Podarilo sa mi pozitivne motivovat Ziakov k uceniu anglického jazyka v ZS,
mali radi anglické piesne, hadanky, didaktické hry, ktoré som pripravila.

0 O O O

E) Mimoskolské aktivity

Zacinajuci ucitelia vyjadrili najvacsiu spokojnost’ z nasledovnych mimoskolskych aktivit:
Z0 zaujmu Ziakov o dianie na hodinach i Vv skole.

Z uspechov Ziakov na jazykovych olympiadach.

Z toho, Ze som sa zapojila do planovania mimoSkolskych cinnosti Ziakov.

Z vitazstva mojich Ziakov v Sportovych sutaziach.

Zo zorganizovania lyZiarskeho vycviku.

Ked mali radost DETI — prvy uspesSny koncert, z ich aktivity a motivicie do dalsej
prace — vplyv na moju motivdciu (nie je lepsi pocit, ako ked vidite, Ze vase snazenie
a metody prdce prinasaju dobry vysledok).

o Zuspechov Ziakov, ktorych som pripravovala na sutaze.

V dotazniku a polostruktirovanom interview sa zacinajici ucitelia vyjadrovali aj
k problematickym otazkam ich prvého roku posobenia na skole, k tazkostiam a problémom,
s ktorymi sa vo svojej praci museli vysporiadat, ku skusenostiam s odborno-metodickym
vedenim ich uvadzajiceho ucitel'a a k situaciam, kedy obzvlast’ potrebovali pri ich rieSeni
jeho pomoc, ako aj k tomu, ¢i ju v danom obdobi povazovali za dostato¢na. PO prvom roku
svojho aktivneho pdsobenia na Skole boli schopni diagnostikovat’ oblasti, ktoré u seba
povazuju za potrebné zlepsSit a vyjadrit sa k moznym sposobom ich dosiahnutia. Pre
zaCinajuceho ucitel’a je tato adaptacna faza vel'mi ddlezita, pretoZze uz pocas nej sa vyrazne
ovplyviiyje jeho potencidlny profesijny rozvoj. Dokladna analyza a sumarizécia vysledkov
dotaznikového prieskumu u zacinajucich uéitel'ov je zakladom pre dosiahnutie hlavného ciel’a
projektu VEGA 1/0677/12 Klucové kompetencie uvadzajuceho ucitela nevyhnutné pre
uspesné vedenie zacinajuceho ucitela.

Uvadzajtci ucitel' je pre eléva ,sty¢nym dostojnikom* prvého kontaktu a od jeho
pristupu, ochoty pomdct a empatie zavisi bezproblémova adapticia zacinajiiceho ucitela na
profesijny Zivot. V prvom rade je vSak potrebné dosledne sformulovat’ Statit uvadzajiuceho
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ucitel’a, blizSie Specifikovat’ obsahovi napli jeho kompetencii, stanovit® rozsah jeho
povinnosti a v neposlednom rade i vytvorit pre neho konkrétnu metodiku prace so
zacinajucim ucitel'om. Cast’ z tychto ambicidznych ciel'ov je 1 napliiou rieSeného projektu.
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LZLY ZIAK“ NA HODINE CUDZIEHO JAZYKA

“BAD STUDENT*“ IN A FOREIGN LANGUAGE LESSON

Pecnikova Jana, Slovenska republika

Abstrakt

Vedecky prispevok sa zameriava na identitu tzv. zl¢ho Ziaka a jeho participaciu na hodine
cudzieho jazyka. V prvej Casti prispevku venujeme pozornost procesu vyucby v kontexte
humanitne orientovanej Skoly zameranej na ziaka, skimame charakteristick¢é znaky tzv.
,zlého* ziaka a priblizujeme situaciu v kontexte diela D. Pennaca. V druhej ¢asti prispevku sa
zameriavame na vyuzivanie literatury vo vyucbe cudzich jazykov, ako aj na motivaciu ziakov
k ¢itaniu.

Abstract

The scientific paper is focused on the identity of a “bad“ student, and the participation of
student during lessons of foreign language. The aim of first part is to describe the foreign-
language learning process at a “humanistic” school orientated on the student, as well as to
depict the identity of “bad” student. In the second part of the article, we would like to analyze
the use of literature during the lessons of foreign languages and the motivation of the student
to read.

Kruacové slova
,,Zly ziak*, humanitne orientovana Skola, vyucba cudzich jazykov

Key words
“bad student, humanistic school, foreign language learning

IDENTITA ,,ZLEHO ZIAKA“ V HUMANITNE ORIENTOVANEJ SKOLE

Po roku 1989 dochadza na Slovensku k transformacii Skolstva, ktoré sa priblizuje
zapadoeurdpskemu typu. Pedagogika vo svete uz od 70. — 80. rokov 20. storocia citlivo
reaguje na krizu spolocenskych hodndt, mravny upadok a zdéraznuje antropologicku
orientaciu arozvoj novych hodndt ¢i kvality zivota. Ako pise Kosova (2011), vychova
a vzdelavaci proces ma preferovat humanisticky pristup k ziakovi, uznavat’ prava Studentov
a pripravovat’ ich na skuto¢ny zivot. ,, Hlavnym cielom transformdcie slovenského Skolstva je
premenit tradicné encyklopedicko-memorovacie a direktivne Skolstvo na tvorivo-humdnnu
vychovu a vzdelavanie, kde sa doraz kladie na aktivitu a slobodu osobnosti, jej silu vytvorit
progresivny, kreativny sposob bytia pre Zivot v novom tisicroci* (Kosova, 2011, s. 8).

Uz znami psychologovia, ako uvadza Zelinova (2004), napr. A. Maslow, C. Rogers ¢i
A. Combs, zdoraznovali humanizaciu vychovy a vzdelavania, ktori moézeme rozdelit’
do 3 oblasti. Prva, vztahovda, sa dotyka vztahu medzi uditelmi aziakmi, ktori by mali
vstupovat’ do procesu vyucby ako rovnocenni partneri. Z obsahového hl'adiska je potrebné
zvazit a upravit obsah vychovy a vzdelavania. A nasledne je ddlezité venovat’ pozornost’ aj
podmienkam a prostriedkom a celému procesnému zabezpeceniu.

Skola 21. storo¢ia by mala byt uréena pre svojho Ziaka — viac ¢i menej nadaného,
pretoze kazdy Ziak je jedineény. , Skola md byt sucastou Zivota a Zivot siucastou Skoly*
(Macura, 1994, s. 34). Ucitel’ by v nej nemal vystupovat’ ako poskytovatel’ informacii a ziak
by nemal byt len pasivny prijimatel’ poznatkov. V Skole orientovanej na Ziaka by sa preto
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malo uprednostnit’ procesudlne ponatie vychovy, vktorom je dolezity najmd aktualny
vychodiskovy stav rozvoja osobnosti ziaka, ktory je vnimany individualne, v sulade
s ostatnymi okolnostami, ktoré ho ovplyviiuju. Ziak sa ma aktivne podielat’ na procese
vyucby a namiesto hodnotiacich ,,sudov* je mu vysvetlené, kde robi konkrétne chyby a ako
ich odstranit. Ziak ma pochopit’ stvislosti. Takéato ¥kola si vyzaduje otvorenost’ k novym
pristupom a buduje aktivnu komunikaciu so ziakom a jeho rodi¢mi, pricom Skola poskytuje
podporné a poradenské sluzby, ktoré maju zarucit’ komplexny rozvoj Ziaka.

V stcasnosti sa v§ak v savislosti s vyucbou ¢i $kolskym systémom u nas i v zahranici
vyskytuju mnohé otdzky. Akym spdsobom zaujat’ Studentov? Ako byt ,,in“? Ako im priblizit’
cudzi jazyk akultiru, ked mnohi maji problém zvladnut ten materinsky? Je Skola
orientovand na - kazdého - ziaka vObec redlna v naSich podmienkach? Je zrejmé, ze dnes
existuju mnohé alternativne Skoly, ktoré sa snazia o rozvoj jednotlivca, avSak je predcasné
vyjadrovat’ sa k ich vysledkom, ked’Ze tie budu zrejmé az ¢asom. Na Slovensku vsak vicSina
deti i $tudentov navstevuje verejné zakladné, stredné &i vysoké $koly. Skola orientovana na
ziaka je mysSlienka, ktora znie v teorii vel'mi zaujimavo, napriek tomu jej aplikacia do praxe
nie je jednoduchd (Kosova, 2011). Nielen pre stav nasho systému, ale najmi preto, Ze prave
Studenti najlepSie odrazaju stav spoloc¢nosti. Ich identita je ovplyvnena prostredim a médiami,
ktoré ich vedud kpasivnemu prijimaniu informacii atak znich vytvaraju pasivnych
konzumentov informdcii. Profil ziakov urCuje spoloCenskd vrstva, ale aj aktualne trendy,
ktorym sa vo vécSine bez vyhrad podriad'uju v snahe byt ,,in“. InSpirativnym zdrojom na
pochopenie tejto problematiky a na napisanie tohto prispevku je kniha D. Pennaca — Trdpenia
so Skolou, z ktorej vybrané citaty len podc¢iarkuji skiimant problematiku.

V suvislosti s vyucbou a vzdelavanim je Coraz diskutovanejSou témou tzv. zIy resp.
slaby ziak. Kto to vlastne je a aké je jeho identita? Kazdy ziak, ktory je zaradeny do tejto
skupiny, sa istym spdsobom ocita na ,,okraji‘ ako strateny pripad v samote a hanbe. Korene
jeho zaradenia moézeme vidiet' v jeho rodinnom zazemi a ¢asto su to prave rodi¢ia, kto nechce
vidiet’ to, aky ich syn alebo dcéra skutocne je. Budlcnost' je pre tieto deti hrozbou.
V sucasnosti mozeme hovorit’ o ,,fenoméne zlych ziakov* (Pennac, 2012), ktori tvoria vlastnu
skupinu a maju podobné znaky svojej identity. Je na ucitel'ovi, aby dokazal svoje teoretické ¢i
praktické vedomosti podat’ v takej forme, ktora zaujme aj tychto $tudentov. Co je vsak vel'mi
narocné a Casto aZ nemozné.

Pri vyucbe cudzich jazykov sa stretdvame s problémom, Ze Ziak ma problém naucit’ sa
nielen cudzi jazyk, ale dokonca ma problémy aj so svojim materinskym. Vd’aka modernym
komunika¢nym prostriedkom preberad spisovny jazyk rdzne slangové podoby a jeho pisana
forma nabera az bizarné podoby. ,, Mladd generdcia preferuje digitilne média ako prostriedok
jej komunikacie avyjadrenia“® (Slatinska, 2012, s.12). Pravidla gramatiky ¢i interpunkéné
znamienka su pouZivané v uplne inych pripadoch ako v pripade klasického pisaného textu.

Pokial’ mé Student problém s pochopenim uciva, tak si ¢asto namiesto priznania sa
ucitelovi zvoli druhtt moznost’, a tou je klamstvo. Vymysli si vyhovorku, ktora ho nezhodi
pred spoluziakmi, a zarovenn ospravedlni pred vyucujucim. Tymto spdsobom sa postupne
dostava do zaCarovaného kruhu a z pozicie pedagodga je potrebné odhalit’ ju a pokusit’ sa
priblizit ziakovi napr. zmenou uéebnych metod. ,, Tazkosti s gramatikou sa liecia gramatikou,
pravopisné chyby cviceniami z pravopisu, strach z citania citanim, strach z nepochopenia
textu ponorenim do textu a zlozvyk nerozmyslat posilnenim rozumného uvazZovania prisne
upriameného na predmet, ktory nds zaujima tu, teraz, v tejto triede, pocas tejto vyucovacej
hodiny, pokial sme tam* (Pennac, 2012, s. 88).

Na ziakov vplyva celé ich okolité prostredie, ¢i uz domace, socidlne problémy. Avsak
pocas 45 minat vyucby je potrebné na ne zabudnut a venovat’ svoju pozornost’ len téme,
ktorej sa venujeme. Tychto 45 minut je vSak inych pre ucitel’a a inych pre Studenta. Pokial’ sa
snazime zaujat’ duchom nepritomnych ziakov, tak Cas je nas protivnik. Isté pravidlo hovori, ze
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by pedagog nemal nikdy hovorit’ hlasnejsie ako oni. Zmysluplné vyuzitie hodiny a zaujatie
Studentov si od kazdého vyucujuceho vyzaduje nepretrziti pripravu, ked’ sa neda len
opakovat’ pred - pripravena tedria, ale je nevyhnutné prichddzat s aktudlnymi poznatkami
aprepajat ich s praxou. DneSni Studenti st ,,produktmi modernej doby a tito uroven
aktualnosti vyzaduju aj od svojich ucitel’'ov, ktori by mali byt ,,krok* pred nimi.

Stcasnym problémom je taktiez fakt, Ze ucime Studentov verit' v to, Ze v zivote sa
rataju iba ,,prvé husle” — ti menej nadani a schopni ostdvaju v tieni najlepSich a tak sa ucia
verit’ tomu, ze sa ani snazit nemusia. Opravovanie chyb je povazované za zlyhanie a nie za
prostriedok, ktorym sa ich u¢ime odhalovat. , Kazdy Ziak hrd na svoj ndstroj, netreba mu
V tom branit. Umenim je dobre poznat svojich hudobnikov a najst’ spravau harmoniu. Dobra
trieda nie je pochodujuci regiment, ale orchester, ktory pracuje na tej istej symfonii “(Pennac,
2012, s. 97).

Jednym z cviceni, ktoré moézu priviest ziakov k aktivnemu $tadiu, je ucenie sa
literarnych textov naspamait’. Hovori sa, Ze pamit’ je duSou jazyka, a takého precvicovanie jej
mdze prospievat. Nie je to cielené memorovanie uciva, ale urcitych literarnych textov — basni
alebo kratkych prozaickych textov v pdvodnom jazyku, ktoré im moZu obohatit’ slovnu
zasobu a pomdct’ pochopit’ i pochytit’ melodiku jazyka. Analyza takéhoto textu im pomoze
pochopit’ v akej dobe, kto a preco ten text vytvoril a tym sa text dostane do urcitych stvislosti
s kultarou a krajinou.

Velkym problémom vSak nad’alej ostdva domaéca priprava Studentov na hodiny.
Student sa Gasto nepripravi a rad$ej dostane zI¢é hodnotenie, ako by si mal doma spravit
domacu tulohu (pokial méd vytvorené podmienky na domadce §tidium). Niekedy je vhodné
Studentom odporucit’, aby namiesto vypracovania uloh pozerali 20 minut v tichu do steny, a je
mozné, ze radSej si tie ulohy spravia. Ak, pravdaze, rozumeju zadaniu a chdpu ucivo. Pri
vyvolani na hodine, uz ,, akykolvek predmet ucitel’ uci, velmi rychlo zisti, ze vyvolany Ziak
disponuje tromi moznymi odpovedami: spravnou, nespravnou a absurdnou* (Pennac, 2012,
S. 127). A prave absurdna odpoved’ sa Casto znamkuje ako nespravna. ,, Nezmyselnd odpoved
sa odlisuje od nespravnej tym, Ze nesleduje Ziadny smer uvazZovania. Je casto automaticka,
obmedzuje sa na reflex. Student nerobi chybu, odpovedd, ¢o mu napadne. Neodpovedd na
otdzku, ktori dostal, ale na samotné poloZenie otazky “ (Pennac, 2012, s. 128). Tzv. zly ziak je
zvyknuty dostavat’ zIé znamky a ak sa niekedy aj pokusil o zmenu, tak to dopadlo rovnako
,»dobre®. Preto je zvyknuty na netspech a ucitel’ rezignuje. AvSak cielom pedagdga by malo
byt zaktivovanie tohto Studenta a jeho motivovanie. V pripade absurdnych odpovedi je
nevyhnutné hladat’ korene — je mozné, Ze Student nemd zadklady a tak je pre neho vel'mi
naro¢né vnimat’ a chapat’ ucivo, ktoré¢ sa kopi a on vie, Ze nema Sancu ho dobrat’. Pri tzv.
zlych Ziakoch nie je potrebné napiiiat’ smernice a mozno by pomohlo spomalit’ vyuébu, aby sa
Studenti naucili poriadne aspon zaklady. Orientacia humanitnej Skoly nie je zamerana na
vykon a normy, ale na to, aby slabsi Student zvladol aspon urcity stupeil u¢iva. A naucil sa ho.
Na hodine cudzieho jazyka je preto lepSie preberat’ lekciu v dlhSom obdobi, ako prebrat’ viac
lekcii a ziak z nich nevie aj tak doslova ,,nic¢*.

Charakteristickym znakom identity ,,zlych ziakov* je zvycajne velké mnoZstvo
vulgarizmov vich slovnom prejave. V maximalnej miere su ovplyvneni svojim okolim
a prostredim, v ktorom existuji a aj tie najhorS$ie nadavky stracaju svoj pévodny vyznam
a Vv podstate sa z nich stavaju len urcité vyrazy, ktoré im buduju imidz. PIné usta nadavok
okolo nich vytvéraju ,,ochranny mur*, odzrkadl'uji ich bezmocnost’ a strach. Slovo ako také
totiz v historickom vyvoji méze nadobudat’ mnohé vyznamy a aj prvotny vyznam sa mdze
radikalne menit’.

Aka4 je teda identita novodobého ziaka? Aka je identita ,,zI€ho* Ziaka? ,, Pubertiak —
pochadza z mestského sidliska ¢i panelaku niektorého z predmesti, (..) s velkou zalubou
V znackovom tovare a mobilnych teleféonoch, volne kmitajiici elektron, ale premiestiuje sa
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V skupinkdch, s kapucrniou stiahnutou az po bradu, maluje graffiti na steny a vagony, ma rad
sekanu hudbu s pomstychtivymi slovami, hovori nahlas a mda povest castého bitkara,
vytrznika, dealera, podpalaca ¢i zarytého nabozenského extrémistu* (Pennac, 2012, s. 165).
Jeho identita je ,,kipena®. Tvoria ju znacky, ktoré nosi a ak ich nenosi, tak sa ocitd mimo
skupinu. Deti ¢i mladez pod vplyvom tychto okolnosti, a zo strachu pred vyli¢enim z partie,
casto podvedome prijimajui cudzie vzory a nazory, prispdsobuju sa. Diet’a potrebuje ochranu,
podporu anajmid musi dojst’ k zmene: zo ziaka — konzumenta sa musi zmenit' na Ziaka —
producenta (svojich myslienok a nazorov). ,, Uz len treba dodat, Ze prava dietata sa zuzili na
pravo na vzdelanie, jeho povinnosti na to, aby bol dobrym synom/dcérou a dobrym ziakom*
(Pennac, 2012, s.208).

Dieta je zadkaznikom, atak nas nemoze prekvapit, ze aj v Skole ¢akd na ,tovar®.
., Mlady ucitel nie je pripraveny stat zoci-voci triede deti - zakaznikov. Je pravda, Ze aj on nim
kedysi byval a jeho viastné deti nimi su, ale V tejto triede je ucitelom** (Pennac, 2012, s. 212).
Pre ucitela je narocné prebudit’ tuzbu po vzdelani a priviest' Ziakov k aktivnej ucasti na
vyucbe. V stcasnom systéme, ked’ je znalost’ cudzieho jazyka nevyhnutnost'ou, je potreba
tejto kooperacie medzi pedagdégom a ziakom o to vicSia. V sliCasnom systéme je povinna
maturita z jazyka, ktort ma vicsina ,,zIych® ziakov problém zvladnut'. Bolo by vhodné do
budiicna zvazit’ a inovovat’ metddy vyucby cudzich jazykov, v sulade s principmi humanitne
orientovanej Skoly, ako aj vziat' do uvahy fakt, ze nie kazdy ziak je schopny zvladnut’ ucivo
podl'a Standardnych osnov. V tomto pripade by sme zvazili opatovné rozdelenie maturitnej
skusky na urovne A,B a C, pri¢om pre uroven C by sa vyzadovala zdkladna znalost’ jazyka.

VYUCBA CUDZIEHO JAZYKA A KULTURY V HUMANITNE ORIENTOVANEJ
SKOLE

Vyucba cudzieho jazyka nezahfnia len vyucbu gramatiky, poctvanie ¢i Citanie textov
s porozumenim. Cudzi jazyk je prejavom inej kulturnej identity ¢i mentality. Tak ako je
rozdiel v slovoslede slovenskej ¢i anglickej vete, alebo vhodné zvolenie slovnych vyrazov,
tak je odlisné aj rozmyslanie v cudzom jazyku. Pre osvojenie si cudzieho jazyka je preto
vhodné vyuébu dopliat’ kultirnymi aspektmi krajin, v ktorych je cudzi jazyk materinskym
resp. uradnym jazykom. V naSom prostredi je vhodné zvolit’ si krajiny a kultury, ktoré su na
naSom kontinente a vd’aka otvorenej Eurdpe maju Studenti v budicnosti moznost’ navstivit
tieto miesta.

Prikladom toho, ako sa ucit' o inej kulture v jazyku, ktory je tam dominantny, je
cielom aj §tudijného programu Eurépske kultarne $tadia, ktory funguje ako akreditovany SP
na Univerzite Mateja Bela v Banskej Bystrici. Je to jeden z mala programov, ktory sa pokusa
prepojit’ jazyk a kultaru vo vysokoSkolskom priestore. Na druhej strane, podobné projekty na
zakladnych skolach absentuju, alebo sa vyskytujii len v malej miere.

ULOHA LITERATURY VO VYUCBE TZV. ,,ZLEHO“ ZIAKA

Pri vyucbe cudzieho jazyka cCasto vyuzivame literdrne zdroje. Pripadne sa
venujeme znamym literarnym autorom piSucim v danom cudzom jazyku. Ci uZ na zakladne;,
strednej €1 vysokej Skole, sa vicSinou stanovi tzv. povinné €itanie, ktoré si Student ma precitat’
do urcitého terminu. Ked sa vSak pozrieme na cely vzdeldvaci proces od detstva do
dospelosti, tak deti v§eobecne nevedia, ako ¢itat’ a majorita z nich nie je k Citaniu vedena. Na
hodinach literatury sa vicSinou ucia o réznych spisovateloch a knihach, ktoré vSak neboli
napisané, aby sa o nich niekto ucil, ale aby ich niekto ¢ital.

Ako pise Pennac (1992) vo svojej eseji o dogme potreby Citat’, tak klasicky a nielen
,Zly* Ziak vacSinou pri knihe, ktora ma precitat’ sedi nad knihou ,, pri okne, za chrbtom ma
zatvorené dvere. Strana 48. Neodvazuje sa zratat, kolko hodin mu trvalo, kym sa prehryzol na
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tuto stranu. Tento bachant ich mad presne 446. Cize skoro 500 stran! Keby tam bola aspori
nejaka ta priama rec. Zabudni na to! Strany su prepchaté hustymi riadkami, takmer bez
okrajov, cierne odseky k sebe tesne priliehaju a iba tu a tam ndam niektory z nich preukaze
malu laskavost — apomlickou ako nepatrnym osviezenim naznaci, Ze jedna postava
prehovorila k druhej. Ale ta druhd jej neodpovedd“ (Pennac, 1992, s. 15). Ziak sa nevie ani
nedokaze sustredit’ na text, ocami beha po riadkoch, ale nevie si ich usporiadat’ do celku
a utvorit’ si pribeh. Kniha si vyzaduje aktivitu mysle, v ¢om je ndro¢nejsia ako moderné média
anajmi televizia, ktora si nevyzaduje predstavivost. Dne$né deti i mladez travia pred
obrazovkou vicsinu Casu, ¢i uz pred monitorom, televizorom, I-padom, mobilom, tabletom
alebo inym zariadenim. Kniha je pre nich coraz tazSie Citatelna. DneSni ,,mladi su
plnohodnotnymi konzumentmi spolocnosti, ktora ich oblieka, zabava, stravuje, vzdelava. Kde
prekvitaji megdonaldy, benetony a rézne mustangy *“ (Pennac, 1992, s. 21).

Ako sa v8ak naucit’ cudzi jazyk a rozsirit’ slovnll zasobu v Ustnej i pisanej forme bez
¢itania? Mnoho mladych l'udi preferuje filmy v povodnom zneni, ¢o je na jednej strane
prospesné pre porozumenie, ale v pisomnom prejave sa vobec nezlepSia. Ritual Citania, ktory
niektori rodicia pestuji od detstva, je nenahraditel'ny. Diet'a sa uci, ako ¢itat’, ako rozvijat
pribeh v mysli a vizualizovat si postavy z knihy. Okrem toho, ked” sa samé nauci ¢itat’, tak je
neobmedzené vo vybere a mdze Citat’ knihy v domécom a neskdr i vV cudzom jazyku. Slova
vidi napisané, vidi skladbu viet a podvedome si ich uklada do paméte.

Mal¢ deti sa Casto teSia na Citani rozpravku, pokial im ju rodi¢ia maju cas citat
(nielen) pred spanim. Mladym I'undom sa vSak uz tieto pribehy a opisy zdaju prili§ obsiahle
a zbytocné. Ked'Zze obraz je vSadepritomny, ¢lovek si nemusi ni¢ predstavovat atak je
jednoduchsie pozriet’ si film. AvSak, vo filme im nik nepovie, aké slovo oznacuje starozitné
zrkadlo ani stol. ,, Vtedy, ked sme mu pri postielke rozpravali o cervenych Satich Cervenej
¢iapocky a dopodrobna opisovali, c¢o niesla v kosiku, asamozrejme sme nezabudli
pripomenut, aky hlboky bol les, aké chlpaté usi mala odrazu stara mama, a Ze dvere boli
otvorené dokordn, nepamdtim sa, Ze by sa mu nase opisy videli zdlhavé* (Pennac, 1992,
s. 28).

Ak sa pozrieme do historie, tak ¢itanie bolo Casto jedinou ¢innost'ou, ktorej sa deti
i mladez mohli v dobe bez televizie venovat. Neskor bola televizia povySena na odmenu
a ¢itanie sa stalo ,,namahou®. UZ Rousseau (1956) pise vo svojom diele Emil alebo o vychove,
Ze Citanie je vnimané ako bi¢ detstva a jediné zamestnanie, ktoré detom vieme dat’. Diet’a by
sme mali viest’ k tiZbe po vzdelani a pokial’ bude Citanie sluzit’ jeho zébave, tak sa donl pusti
rado aj samé. Nutit' ¢itat’ nemd vyznam. Aj maly Franz Kafka (Pennac, 1992) si zapisal do
svojho dennika, ze nikdy nevysvetlite chlapcovi, ktory je vecer zacitany do napinavého
pribehu, Ze ma zhasnut’ a ist’ spat’.

Pri Rousseauovi ¢i Kafkovi je vSak vzdy v centre pozornosti dieta — Ziak €1 Student,
ktory chce Ccitat, ako vSak priviest k ¢itaniu tzv. zlych Ziakov, ktori necitaju ani
v materinskom, a uz vobec nie v cudzom jazyku. V prvom rade je doélezité zvolit' vhodnu
literatGru. KratSie zanre a obsahovo prisposobené veku Citatela. Pokial vyklad o diele
podporime zaujimavymi ¢riepkami z kultary a historie, tak je tu ista nadej, Ze si Ziaci aspon
,nieco* zapamétaju. ,, Ak Ziak z casu na cas stretne nejakého profesora, ktory odusevnene
chdpe latku v jej vlastnej podstate a vyucuje ju ako druh umenia a svojim vlastnym zanietenim
strhne a nauci milovat' tento predmet aj Ziakov, a vdaka ktorému sa usilie stane radostou,
take stretnutie je skor vecou nahody, a nie podstatou inStitucie. Prirodzenou viastnostou
Zivych bytosti je naucit' sa mat rad Zivot, aj ked ma podobu kvadratickej rovnice, ale
zanietenie nikdy nebolo v skolskych osnovdch“ (Pennac, 1992, s. 67).

Ako vsak celit' celkovej potrebe citat’, ak je ¢itanie pre niektorych Ziakov doslova
trapenie? V prvom rade si musime uvedomit’, ze Skola sice uci Citat), ale mat rad citanie, tak
to sa neda naudit’. Citanie je istym spdsobom komunikécia, medzi Gitatefom a autorom knihy.
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Medzi nim a textom, ktory ¢ita. Proti ¢itaniu je istym spdsobom zamerana aj klasicka vyucba
na $kolach, ktora texty komentuje, analyzuje, interpretuje, ale nevedie k ich preditaniu. Ziak
Casto vie, 0 com je to ktoré¢ dielo, ale nikdy ho necital a ani nemal motivaciu, aby to skusil.
NajcastejSou vyhovorkou je, ze ,, v knihach je strasne vela slov. A tiez strasne vela stran. Aby
to bolo uplné, aj knih je strasne vela* (Pennac, 1992, s. 93). Kazda kniha si vyZaduje Cas,
a Vv dnesnej dobe je ¢as vel'mi vzacny. Napriek vsetkym vydobytkom techniky, ktoré nam
maju Cas ,,Setrit*’, sme stale v strese z jeho nedostatku. Aj ziaci maju podobny pocit a tak na
knihu a ¢itanie jednoducho uz nie je.

Vzhl'adom na nedostatok ¢asu radsej o dielach referujeme, komentujeme ich alebo
o nich piSeme referaty. ,, NaSe vedomosti, naSe skolské vzdelanie, nasa kariéra, nas
spolocensky zivot, to je jedna vec. Nas doverny vztah k citaniu, nasa kulturna uroven, to je
nieco iné. Je to krasne a dobré produkovat maturantov, bakaldarov, magistrov, doktorov,
spolocnost ich stdle potrebuje, 0 tom niet pochyb...ale o co dolezitejSie je otvorit' vsetkym
stranky vsetkych knih * (Pennac, 1992, s. 117).

Potreba Citania vo vzdelavacom procese je zdoraziiovana a vyzadovana. V realite je
vSak aplikacia do praxe naro¢na a mnoho Studentov nikdy nebolo naucenych Ccitat’ text
s porozumenim. Ak by sme tento stav chceli zmenit’ a upravit’, je nutné zacat’ vel’ku odbornu
diskusiu na tito tému. Uprava osnov, nové metoédy, metodiky vyucby si vyzaduju ten
drahocenny cas. Deti st vSak naSou budicnostou. Do budticna by mohlo byt progresivne
bilingvalne vzdeldvanie na vSetkych typoch §kol. UZ dnes existuju bilingvalne gymnazia
a skoly srozSirenou vyucbou cudzich jazykov. Tento trend by mal do budica urcite
pokracovat’. Nakol'ko sa svet globalizuje a hranice prestavaji realne existovat’, tak potreba
hovorit’ cudzim jazykom je Coraz nalichavejSia. Prave ¢itanie v cudzom jazyku moéze byt
sposobom, ako rozvijat’ pisomni formu, ziskavat slovni zisobu. Ako vSak vidime
Vv predchadzajicom texte, Citanie ako prostriedok na rozvoj cudzieho i domaceho jazyka je
Vv krize a plne ho nahradzaju nové médid, ktoré su rychlejsie, 'ahko pristupné a atraktivnejSie.

, Ako produkt hyperkonzumnej spolocnosti je kniha takmer taka rozmaznavana ako
kurca, ktoré napchavame hormonmi, ale ovela menej, nez atomova riadena strela. Brojler nie
je az také neopodstatnené prirovnanie, ked ho pouzijeme na miliony ,, prilezitostnych knih*,
ktoré niekto pohotovo napisal len preto, lebo tento tyzden nejaka krdalovna otrcila kopyta
alebo nejaky prezident prisiel o svoj flek” (Pennac, 1992, s.122). Tento prispevok sa
nezameriava na krizu literatary a literarnej produkcie ako takej, ale, ako uvadza tento citat, aj
kniha ajej postavenie v spoloCnosti sa meni. Je taktiez len produktom urenym na
konzumadciu, nech je akejkol'vek kvality.

Literatura je avSak v kazdom pripade nevyhnutnym ndstrojom pri vyucbe cudzieho
jazyka. MdZeme polemizovat o kvalite si¢asnych knih, faktom ostava, o potvrdzuju aj slova
Umberta Eca (2010), ze ak by nas raz zasiahla katastrofa a zrazu by nebol ziaden elektricky
prud, tak kniha je jedinym nosicom, ktory sa da citat’ a pouZzit. Knihy st vSak napisané
v mnohych jazykoch, a je nasou tlohou, aby sme ich odovzdavali d’al$im generaciam, a tak sa
informécie postvali d’ale;.

Pokial’ budeme aj nad’alej pristupovat’ ku knihdm ako k ,,vedeckému* problému, tak
len tazko motivujeme Ziakov k ich ¢itaniu. Celkovy posun v §kole orientovanej na ziaka ma
podla Delorsovej spravy UNESCO (Kosova, 2001) viest’ k inovativnym pristupom k ziakovi.
V celkovej vychove stanovuje zakladné piliere pre vzdelavanie 21. storocia. V prvom rade
ucit’ poznavat arozvijat’ schopnosti ziaka na samostatné chdpanie a skumanie. Druhym
pilierom je konanie, ktoré zahfiia schopnost’ vlastného rozhodovania. A rozvijanie jedinca ako
individua, ale zaroveti ¢lena skupiny. Prave vo vyudbe cudzich jazykov je nutné skibit’ teériu
a praktické vyuzitie, ako aj prebudit’ motivaciu kazdého dobrého ¢i zlého ziaka, ktord ho bude
viest’ k osobnostnému rozvoju.
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TEACHING (LINGUA FRANCA) ENGLISH

VYUCOVANIE ANGLICTINY AKO LINGUA FRANCA

Polok Krzysztof, Poland

Abstract

The paper discusses various issues strictly connected with the teaching of English to NNS
learners. The importance of approach (as seen from the perspective of the model offered by
Richards and Rogers, 2001) and its final evaluation in the lesson’s design pattern, as well as
its illustration in the quality of the teacher’s explicit knowledge directly connected with
his/her level of teacher language awareness (as seen by Andrews, 2007) are to be analyzed
and evaluated. The impact of TLA is to be given particular stress to as the answer concerning
the quality of the target language delivered to the learners will be dealt with. Finally, an
answer concerning the practical usability of the language delivered to the learners is to be
searched for.

Abstrakt

Predkladany c¢lanok rozoberd rdznorodé otazky tykajice sa vyuCovania anglictiny ako
cudzieho jazyka. Analyzuje a hodnoti vyznam konkrétneho pristupu (v stlade s modelom
Richardsa a Rogesa, 2001), jeho kone¢nt evaluaciu v ramci vyucCovacej hodiny, ako aj
ilustraciu kvality explicitnej vedomosti ucitel’a, ktord je priamo spojend s jeho uroviiou
jazykového uvedomenia (Andrews, 2007). Osobitnl pozornost’ venujeme vplyvu TLA, ked’Ze
sa zaoberame otazkou kvality cielového jazyka prezentovaného Ziakom. Clanok taktieZ
rozobera problematiku praktickej vyuZiteInosti jazyka pouZzitého poc€as vyucovacej hodiny.

Key words
ELFE, TLA, explicit/implicit knowledge, public/private stereotypes, message formation, EIL
core/non-core features, language usability

KrPucové slova
ELFE, TLA, explicitnd/implicitnd vedomost’, verejné/sukromné stereotypy, tvorba odkazu,
vyuzitelnost’ jazyka

It seems important to state a couple of facts before any further discussion is to be
continued. Certainly, the first of them is the growing need for communication among
societies, which tend to exchange news and opinions of different form, size and importance at
a far more intensive scale than ever before. The second one is the growing awareness of
mutual co-existence of the peoples who are expected to keep on functioning across the world.
One more issue, which partly emerges from the previous remark, is an awareness of active
existence and cooperation of different cultures, responsible for the making of the citizens of
any of the world states. Finally, one more seemingly salient aspect can be that the conviction
that it is always better to talk and/or negotiate rather than take hold of some more drastic and
brutal measures seems to be the one which has recently been given a lot of positive applause.

Obviously, the remarks listed above do not constitute an easy and ready-made answer to
the principal question hidden in the title of this paper. They, however, seem to moderately
brighten up the area where all the discussion concerning many of the pros and cons relative to
the subject matter is to be placed at least.
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l.

What can currently be observed is a growing tendency to learn some foreign language
so as to be able to explain one’s thoughts and ideas to some other people who are not able to
cover the language of the thought authors. As a matter of fact, it is an overuse to claim that
there are any languages in the world which have been legally indicated as the preferred ones
for the purposes to lock up and transfer a message, in case neither of the talk participants is
able to understand the language of any of their coactants (House, 2002, p. 247). However, it is
also a common truth that such languages do exist and that the first (and the most generally
accepted) one is English. Right now, it is claimed (Hiilmbauer, 2008, p. 25) that the number
of people using English as a language of communication, for whom the language is not the
native one, far outnumbered its native speakers. Millions of people worldwide have readily
accepted the language as the one enabling them to join the world life and do business in it. In
this way English has been promoted to perform a function of a lingua franca, the language of
everyday communication for plenty of people, even despite the fact that the official EU
documents do stress the ideas of multilingualism and plurilingual communication, what was
explicitly stated in the “Charter of Fundamental Rights of the European Union” (cf. 2000,
Article 22). Quite against the above-specified claims and beliefs, and even in case of
separation promoting and strongly nationalistic tendencies will prevail in many current EU
member-states (what might result in the collapse of these affiliation-promoting and co-
operative issues which currently function as the basis of the EU as an institution), a need of
mutual exchange in the spheres of goods and/or other areas of social/economic interest is still
likely to keep upholding a general desire to be able to communicate in the least trouble-
making, as well as the most comprehensible way that is possible. Such a situation would
necessitate the continuation of the policy of existence of at least one functional language, i.e.
a language possible to be used in the presence of a larger number of people who, apart from
the fact that they come from different states (and thus apply their mother tongues to describe
the out-of-language reality surrounding them), wish to talk over the issues all of them are
mostly interested in. It is true that they could always hire interpreters to help them in their
endeavors, but — in the situation of economic cost assessment that has always been important
in any form of business — such steps would not only generate additional expenses, but also act
counter-wise to the notion of business confidentiality. It thus appears to be a logical and
realistic step to carefully select and, consequently, nominate a language to perform the
functions of a language of international communication. The current political and language-
involving situation, when assessed in cold eye, clearly indicates such a language — for many
reasons, not to be discussed in detail in this paper, such a language is English, the tongue
which duly fulfills both the notions of common use and functional application.

Obviously, there are some other, save the two mentioned above, reasons to be taken into
account, when talking over the option of recognizing English as a possible lingua franca in
Europe (later: LFE) and, subsequently, in the world. Michatowski (2011, p. 23-26) discusses a
couple of them and each of the notions presented in his paper has to be considered more than
seriously. Apart from what can be observed in practice (and what is actually quite distant
form the contents of Article 22 of the “Charter...”) in case one wished to get employed by any
EU institution, his/her fluent competence in English (and, possibly, French) remains the basis
for the employment, the knowledge concerning any other EU language being considered as
optional (ibid, p. 24). Such a situation means nothing more but placing strong stress upon the
education promotion of any of the two mentioned above languages in particular. As French is
the language of daily contact in Brussels (where the EU headquarters are being positioned)
what can be inferred from the presented situation is that the only other language accepted by
EU officials as the language of social and business world contact seems to be English.
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Such an option clearly goes hand in hand with a tendency, observed in Europe and the
other parts of the world. Following the official results of the Eurobarometer language poll
2005 (ibid, p. 25), up to 28% of young Europeans openly declared the knowledge of two
foreign languages, one of them being English (cf. Van Parijs, 2006, p. 211). It may be
speculated that now i.e. almost ten years after the poll results were published, the proportions
look different and that the percentage rate in the indicated group of Europeans has gone up.

A claim like that finds grounds not only in the fact that the migration movements in
Europe (as well as other parts of the world) have not diminished and more and more people
have made their minds to look for better life conditions far away from their mother countries,
but also that there is actually no other language able to go on a par with English (cf. Fettes,
2000, p. 43; Van Parijs, 2006, p. 222). Such a speculation clearly lets confirm the leading
position of English as a language of social contact on the one hand and predict its further
promotion on the other.

It is only these selected facts which empower one to enquire into the nature and the
conditions (both past and present) of the development of English as a world language and its
unofficial nomination to perform the function of one of the most prominent languages used by
people for their intensified daily message exchange. Apart from this, but still close enough to
behold possible interconnections, there appears a question of mutual correspondence between
the phenomenon just described above and the pragmatic process of language education, one’s
education in English included.

1.

While trying to grasp the idea of Lingua Franca English (LFE), as well as to fathom the
reasons of its growing popularity, one has to look at the whole problem both from the point of
view offered by the history of language development and the movements one is currently able
to observe. It is glotto-philosophy which seems to offer an answer concerning the reasons of a
language development; it is the current social situation observed in Europe (but not only
there) which also explains the necessity of existence of such a language variant as LFE.

Language has always been considered as an important means for the accurate and exact
description of one’s outlook upon the current local environment. This is what is observed to
be performed by anybody attempting to cognitively embrace him/herself against the demands
of the external world. Such a stance means that one must be able to cognitively indicate the
borders of the area one is to function inside of (both mental and physical), or else one would
not know how to define oneself and/or explain one’s existence there. Naming things (and any
definition is constructed in this way) requires the knowledge of a language (i.e. a codified
system of signs generally accepted by a group of people and recognized as duly fulfilling a
condition of functional description of the local environment by them). As the times when
people lived happily within the borders of their local communities are bygone (what means
nothing more but an observation of this sad fact), not only because such legally established
borders were removed, but first of all because of the speed of modern life which cannot truly
tolerate such artificial obstacles, a tendency to function in changed plurilingual conditions has
become more and more obvious (as well as — what seems to be equally important — more and
more practical). Such a socially changed and reformed situation yields the appearance of the
change of the conditions so far observed in the sphere of human communication. It has to be
remembered that any appearance of a new culture requires the emergence of one of the most
indispensable products of this culture, i.e. language. It is history which teaches us that there is
no culture without an instrument which allows for some form of logical description of this
culture by any of the actual culture participants.

LFE is such an instrument. In the moment a new culture emerges, an instrument such as
language seems to be priceless and irreplaceable. It has to be used in an innumerable amount

125



Nitra 2013
Cudzie jazyky a kultary v Skole 10

of situations; letting the people (i.e. the new culture users) discover as well as describe
themselves in this new just-being-formed environment. What matters is not only a socially
explained requirement to be noticed and correctly understood, but first of all a need to co-
exist and co-operate, which succinctly explains the necessity of the formation of such an
instrument. While looking at the current social situation, where the world, quoting McLuhan’s
observation, performs all the functions of a “global village” (McLuhan, 1964), what must
subsequently be formed is a language used as an instrument to describe all the conditions
observed and cognitively perceived in the village quoted above. Anybody inhabiting this new
world-like village must be given a right to understand it, together with the right to exchange
his/her opinions on the cognitively spotted forms of existence, as it is such exchanging
opinions which not only let people better adjust themselves to the changing and unstable
external conditions, but also to discover (and behold) themselves within these new- and still
new - situations. If people are to live and function within the conditions just described above,
they should be given a functional enough instrument that would help them understand each
other (i.e. their decisions, their forms of behavior, their dreams, wishes, hopes and prayers)
and offer them a possibility to be better informed about hundreds of different things. It is this
approach which is to be taken into account when the notion of LFE is to be dealt with.

This stance can indirectly be inferred from the scope of research available in many
different sources. Hiilmbauer et al. (2008, p. 28) notice that LFE users constitute a special
network community interconnected on the grounds of common needs, interests and/or any
other forms of involvement. The researchers base the assumption on the grounds of what
Eckert and McConnell-Ginet (1992, p. 465) call ‘communities of practice’, a notion coined
and elaborated by Wenger (2004), who also provided three important features enabling to
define such communities: “(...) /1/ mutual engagement in shared practices; /2/ taking part in
some jointly negotiated enterprise; and /3/ making use of members’ shared repertoire.” ([in:]
Hiilmbauer et al, ibid, p. 28).

An approach like this, which explicitly states that people not only need a new
instrument that would facilitate their mutual contacts and help exchange opinions of various
type, but that they have already selected such an instrument and made up their minds to apply
it whenever an exchange of opinions is to be performed, can certainly be understood that the
notion of multilingualism rests at calm bay. The selected instrument which, as it seems, is
being currently applied as a means of communication and/or transfer of any momentarily
salient information, partly performs the functions of some para-langue, is related to other
natural languages and possible to be used in a flexible way i.e. with the inclusion of a number
of native-user-friendly linguistic rudiments, transferred there as a result of inappropriately and
inaccurately assessed forms of description of the out-of-language reality surrounding any of
the language users naturally belonging to their native language environments. It seems to be a
para-language, since its basic body has been borrowed form English and one of its crucial
features is moderately excessive influence of other languages (which, just because of the
language inherent nature always liable to change, depends on the level of communicational
competence of any of its users). In any case, this fact is not — in contrast to the claims which
might be raised by some experts deeply involved in the issues of inter-language and/or error
analysis — to be considered as a deficiency, as the most important reason LFE is required to
possess is its functionality. In this way, one can expect various levels of competence to be
observed in LFE (Cook, 2002, p. 10-13), beginning from the ones largely infected by the
native language mental neighborhood up to the ones quite close to indigenous English.
Regardless of the quality of LFE, what always is to be paid attention to is the reason the
language has been selected as a means of message production i.e. sharing an opinion upon a
concept of common interest.
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In this perspective, LFE?! is mostly considered as a possible variant any process of
message production may be effected in, to be used between any two (or more) non-native
speakers (NNS) of English. This form of para-language is observed to reveal a number of
simplified and semantically generalized phrases, meant to function as message carriers
predominantly. From this point of view, LFE is a kind of language which has grown upon
one’s individual level of inter-language and its public application clearly illustrates the level
of communicational competence of English revealed by any of its users. As, what matters in
the process of communication, is not the level of linguistic competence of any of the language
users, but their ability to safely transfer the meaning of the message, LFE performs the same
functions as any other language used for the purposes of message transference, mostly in
‘small talk’ situations, when the level of message clarity is not dependent on nor forced by
time, and/or any external demands of the official talk participants. House (2002, p. 257),
while researching the nature of LFE, even coined a Self-Centered Hypothesis here, claiming
that most LFE users recognize communication as a self-centered affair leaving the hearers not
only the freedom of interpretation (what usually is a natural outcome of any discourse) but
also — what is a far reaching claim — the freedom to create assumptions. In case this
hypothesis could be backed with a fair amount of evidence, it could be possible to discover a
number of inherent features a talk is subjected to in the condition a weaker language has been
selected as the instrument of message production and subsequent transfer of meaning.

The option presented above, i.e. that LFE is applied as a variant of message production,
on a par with many other indigenous European languages, sounds quite convincing and
reassuring, at the same time clearly indicating that the issues of multilingualism are to be left
intact for years. Following the general tenor found in the paper by Hiilmbaueret al (2008), any
of the EU member-states should not worry that their cultural heritage (their languages
included) is to be undermined and/or neglected in any way. What should always be
remembered is that — in case any official preference of a language to be used as a means of
international communication became a legal fact — one could not understand it in any other
way, but as a classical example of linguistic imperialism (Philipson, 1992), what may result in
an increased number claims and protests, able to threaten the foundations of the current status
quo in Europe.

There is, however, an unofficial approach, the one that is not even sanctioned by the EU
decisions in any way, the approach that can be analyzed, as it seems, on the instance of the
already mentioned ‘communities of practice’. The very fact that such ‘communities’ have
selected LFE as an important means of message production infers a need for a generally
popular language to be used in any meaning negotiation processes, which would allow for the
inclusion of a number of native tongue belonging features. Besides, it can hardly be overseen
that the functioning of such ‘communities’, needing LFE?* to suit their particular reasons of
communication, might be considered as a symptom heralding the on-coming era of a new

ZThe nature (and the status) of LFE has been defined as exonormatively oriented; it means that LFE, despite the fact the number of LFE
users far exceeds the one of ‘regular’ English producers still cannot be defined as an independent language, let alone its dialectal forms (just
as American English is), but is to be recognized as a societal phenomenon. In order for a language to be recognized as a dialectal form, some
of the features of endonormative language have to be evidenced (such as, for example, the ability to produce inherent norms of use to be
observed in it, in contrast to norm-depending forms of linguistic activity to be observed in case of exonormative orientation). As stated
above, so far none of the endonormative activity of LFE in any of the linguistic forms of activity has been observed.

ZAnother more interesting feature of any LFE conversation is almost complete disregard to various introduction gambits, such as: “I’'m sorry
to disagree with you but...” or “I’d like to mention that...” etc. , with a straight-forward information instead. LFE interactancts don’t seem
to apply any ‘preparatory strategy’’(House, 2002 , p. 60) and the message contents presentation is carried out in as simple as possible way
with an obvious assumption that what matters is to let the other iteractants discover the message load as soon as possible. Additionally,
usually observed rules of turn-taking are not observed in LFE-modeled conversations. What is to be observed instead are the situations where
each of the talk participants seems to be ready to take responsibility for his/her section of the talk only and the topics are only ‘injected’ into
the conversation with no earlier preparation observed. The above observation induced House to formulate the Self-Centered Hypothesis
(House, 2002).
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world-covering community, which would have to meet one of the obligatory rules of
moderately comfortable existence, i.e. the knowledge concerning the use (and approximately
fluent application) of two at least languages: the one used endolingually, and the one for
exolingual communication purposes. Such a situation would necessarily require the
acknowledgement that the changing social situation, while resulting in the subsequent
changes in the mentality of any of the current participants of a newly emerging culture,
processed the appearance of the new forms of description of the existing cultural reality. This,
in turn, following the principle of least effort (Millward, Hayes, 2001, p. 17), resulted in the
emergence of such means of communication, that allow for the introduction of a considerable
number of mother-tongue-inherited inclusions, which evidently help the applicants in their
meaning negotiation endeavors.

The reasons why English was appointed to perform such functions largely belong to the
sphere of speculation. Despite its obvious global popularity, it might be assumed that it is its
morphemic structure which ought to be paid attention to here. An additional asset to this
highly speculative process might be a fact (Seildhofer, 2005, R92; Jenkins, 2000) that many
LFE speakers frequently neglect a number of ‘regular’ English principles (such as the use of
the present tense 3™ person singular inflectional morpheme /-s/, being one of the last
rudimental indication of the rich inflectional heritage of English, as well as a few other
grammatical requirements).

This form of communication where it is not the structure, nor its performed function,
but the meaning itself, which is considered to be paid most attention to (disregarding the way
it has been achieved), clearly raises the question of what a language is for. Widdowson (2008,
p. 48) indicates that such a manner of communication actually means “(...) to exploit the
resources of the language to produce a novel combination, not allowable by the conventional
code, but nevertheless a latent possibility, which is virtual in the language, though not actually
encoded.” A stance like this not only definitely stresses one of the primary functions of LFE,
which is to be able to communicate at all costs, but can also be understood as a form of
explanation of the fact that many of the expressions spotted in LFE “[a]re no longer regarded
negatively as errors or deficiencies, but positively as differences which emerge as motivated
by communicational environment.” (Hilmbauer et al., 2008, p. 29-30). This pretty liberal
stance, as beheld from the point of view of any natural, structurally-and-functionally-based
language, must deserve general attention, as it openly illustrates one of the attitudes a
language is to be used for. At the same time, it also heralds an approach a speed-valuing
community may hold in respect to the functionality of language; it seems to be seen as an
instrument which would both accept and excuse many of evident grammatical and evident
inconsistencies in case a message transfer is at stake. An ample illustration of this approach
might be inferred in one of the expressions found in Lewis’s (1999, p. 89) seminal
work:”[w]hat matters is to understand, let the devil take the form!”

I1.

Anything that has been presented so far must result in the appearance of the question
concerning the sense (and, presumably, the non-sense) of teaching such a foreign language
like English in schools. On the one hand, it is has to be remembered that the rules concerning
the teaching of any foreign language indirectly assume reaching the target language (TL)
fluency, approximating the one of its native speakers. On the other hand, however, one of the
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ideas to be found in LFE? is its functionality (and in this way, the change of the priorities,
where it is no longer FL fluency but FL functional use, what appears to be the predominant
and generally desired approach to FL education). Certainly, such an approach may actually
mean an attainment of the level of FL fluency which could allow its users to freely manipulate
the TL structures so as to be able to sharply, clearly and precisely explain and/or encode any
whatsoever idea which is to be described (Mala, Gadusova, 2001). As stance like that is,
however, to be considered as going slightly counter to the general assumptions of a functional
language, because of a couple of reasons.

First of all, the issues of a functional language stress the principles of communication,
even if the requirement of plastic and clear-cut explanation of ideas were to suffer. Hiilmbauer
et al. (2008, p. 31) use the phrase “exolingual application of language” to define this very
idea, what includes the user’s efforts “(...) to appropriate the language according to
communicative needs” (ibid, p. 31), even when the language structures normally applied in
such a situation are to reveal quite novel combinations. Such an assumption indicates one of
the principal aims of a functional language: to enable its users to produce any message
successful language combinations i.e. the ones, able to successfully transfer the meaning
across to the cognitive outlook of their receivers. In this way, even if the structures used for
the message transfer do not fully agree with the lexical/grammatical rules normally observed
in the TL, but are still successful in the transfer of the meaning, no great harm does actually
occur. It is, as Cook (2002, p. 10-13) aptly indicates: “[a]spects, such as innovative linguistic
forms, L1 influence or code-switching are no longer [to be] regarded negatively as errors or
deficiencies.” One has to admit that such an approach clearly goes against all the prescriptions
confined in the attempt to teach a [regular] foreign language.

Secondly, because it is not language correctness, but language functionality, which is to
be considered as the primary aim of language application, most of the so-far generally
accepted principles observed in FLT should be reconsidered and reassessed. The research into
LFE indicates that a number of up-till-now applied forms of educational behavior concerning
the teaching of phonetics, lexicogrammar and/or pragmatics ought to be re-valued and a
number of new suggestions can be welcomed. Jenkins (2000) while being busy with the
elaboration of the LFE core-features in phonetics, stresses upon the functionality of the forms
of personal expressions and suggests a number of exercises which should help the learners
discover the general idea of the problem, not getting muddled into details at the same time. It
is here where she quotes Widdowson’s opinion indicating that LFE is no longer to be
considered as a collection of language forms remaining in the custody of English native
speakers (ENS), as it has become an international language, what actually means that the
responsibility for its further development is to be shared among all the people using it to carry
out the notion of communication ([in:] Jenkins 2000, p. 137). Indirectly, the quotation
indicates that the ENS should also start discovering the peculiarities hidden within this form
of personal expression and the sooner they start doing that the better.

Thirdly, the very fact that language functionality has been recognized as the one to
perform a primary function in the process of message production implies that some
considerable amount of stress during FL education is to be placed upon the issues of
pragmatism in conversation (discourse). Keller (1994) rightly remarks that what seems to
matter here is one’s capacity to successfully collaborate with the remaining interlocutors as

%0ne more feature to be discovered is that LFE talk participants are usually ready to demonstrate some form of mutual concern about the
fact that all of them belong to the same group of LFE speakers. This may be the reasons why they are so highly in-affected by their evident
mistakes of various nature as well as their willingness for tolerance in respect of their pragmatic inadequacy (House, 2002, p.64).
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well as to accommodate to the forms and variants applied during a discourse. A similar
conclusion can be found in the work by House (2002, p. 262).

Additionally, House (ibid., p. 263-64), while discussing the results of her research into
the pragmatic aspects to be discovered in LFE?*, clearly states that a commonly observed
attempt to teach the particular cultural profile of the TL country (so largely stressed by many
FL teachers), the training of the TL pronunciation included, appears to be counter-productive
as one cannot change many of the learners’ deeply internalized beliefs, inherently formed
assumptions and attitudes; what comes out of her research is a general approach, evidenced by
the research participants, to base upon their already tested forms of expression when taking
turns at discussing over a couple of topics. Thus, the issues that should be trained concern
various forms of speech act realization, different fluency-inducing strategies, which can be
applied to successfully “sell out” one’s notions and ideas, turn-taking markers to be spotted in
a dialogue, as well as a number of other pragmatic aspects normally neglected during regular
FLT courses. One important conclusion drawn by House (ibid, p. 63) is that the process of FL
education ought to recognize a far broader selection of various language purposes, as well as
the forms of their practical achievement, from the ones currently observed. In particular, what
is to be stressed during such a process of TL education is the aim/s/ the language is to serve.
Not only should the learners be informed about, but also requested to practice a number of
pragmatic forms of behavior (normally observed during a talk) which are commonly taken
‘for granted’ (as it is believed that it is the learners themselves who should be able to apply
these forms of pragmatic behavior, which are normally expected to be found during a talk
when linguistic accommodation to the actually occurring forms of negotiations of meaning is
at stake). It is currently suggested (Carson, 2003, p. 110; Lidi, 2002, p. 12) that what is to be
introduced during the process of FLT is a ‘paradigm shift’, i.e. enabling any of the NNS
learners to be aware of the fact that an interactant may not only hold culture-specific points of
view on a topic of a conversation, but also be willing to reveal them with the help of a number
of TL culture-specific aims. Gnutzmann (2000, p. 258) also mentions a couple of other items
which should help FL learners train their interpersonal sensitivity and/or cognitive and
behavioral flexibility. It is mostly the people able to understand the rights of others, who are
open to various new beliefs and/or ideas, or the ones who may adjust their behavior to the
dramatically changing situation, who may hope to become successful FL talkers.

Seidlhofer (2004, p. 231),while discussing many of the above-mentioned issues, also
refers to the steps any functional language teacher ought to remember about (i.e. strategies of
co-operation, accommaodation and simplification; the ways one is to let others know about the
current, successful, stage of understanding of an idea; openness to various novel linguistic
forms rather than standard ones etc.). Any of the issues mentioned above actually infers the
introduction of many of the forms, the process of FL educational behavior has not been
focused upon. First of all, it means the acceptance of provisional relativity of standard forms
as well as a belief that it is possible to illustrate a notion with the help of some novel form.
Apart from that, it is also indicated that there appears a possibility to change (or modify) any
standard (i.e. structural) form, because of a couple of ‘exolingual reasons’ (i.e. the ones,
emerging form the rules used in the mother tongue message author). Thirdly, it lets one

% Apart from the tendency to arrive at more semantically general level (what implies lack of interest of LFE users in more intricate shadows
of the semantic nature of a message), it has been found out — what is partly a consequence of the generalization tendency discussed in the
paper — that many LFE users prioritize the issues of information transfer over the issues of language proficiency. The effects of this fact can
be observed in a number of ill-firmed and broken sentences which, however, are allowed to pass by, if only their information level has been
encoded appropriately. At the same time a tendency to stress grammatical/semantic deficiency has been observed in case any extra-linguistic
competitive issues are at stake. Another interesting issue is the preference of ‘monolingual tracks’ rather than — what is normally observed —
a willingness to co-operate. LFE users tend to follow their ways of reasoning, as well as their selection of words, rather than rely upon the
forms of message production worked out on the grounds of the natural search of a conversation compromise (House, 2002, p. 61).
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assume that it is possible to split the connotative meaning of a standard-like formed statement
from the denotative meaning of a word and focus upon the latter one, at the same time making
an attempt to allocate a separate denotative meaning in a novel connotative environment. And
all these should enable one to find out the basic idea carried out by any of the conversation
participants. Generally, while focusing upon the general TL features, it is suggested to
strengthen the FL learners with a couple of communicational strategies so far left intact; this
approag? may make the learners less standard-following, but far more innovation-sensitive
instead”.

V.

Obviously, the changes and the forms of re-orientation heralded above do not mean that
any of the currently observed principal FL teaching techniques is to be neglected and/or
discarded. What matters is the assumption that the language learned by the FL classes
participants is to be given more features of actual functional use rather than the ones of some
enigmatic application to be effected in the moment a native speaker is supposedly to be met
and subsequently talked about. The principal shift that is to be observed here is to go from the
phase of explicit language correctness into the one of functional FL application. In this way
the focus, so far resting upon the issues involving various issues of structural correctness are
to be moved towards the assumption concerning apt evolvement of the (communicationally
measured) ‘correct — incorrect’ approach, as well as more openness to structure modification
introduced during a talk. Briefly speaking, FL learners are thought to be far more prepared in
a very possible participation in an international talk rather than being convinced that they
have to excel themselves in the structures used by native speakers.

An approach like that requires re-orientation of the two elements of the FLT process i.e.
both the learners and the teachers. Apart from making them more sensitive to the changes
which are to be observed in the very process of lesson design both the learners and the teacher
should be expected to modify their teaching/learning behavior and introduce a far larger
amount of creativity into the process of lesson organization/participation. Teaching/learning a
functional FL requires a formation of an active learner i.e. the one that feels responsible for
the quality of their FL education. It is only such a learner that will be able to be effectively
involved into the process of mediation, what actually means that s/he feels personally
responsible for the success observed in the whole LFT process s/he is a participant of.
Practically, it means that any [moderately] passive FLT process learners, duly fulfilling any of
the orders given to them by their teachers are expected to disappear from FL classrooms.
They should be replaced by the learners aware of the process they are taking part in, being
certain that this is the knowledge they are expected to rely upon while expressing themselves
in their future language contacts.

It is only this form of FL education that will allow the learners to become functional
users of the language. Likewise, it is only the process of FLT directed realistically towards the
future (i.e. possible ways of language use affected by the course participants) that will add to
the endeavors of the formation of language-aware FL course participants. The sooner the
learners will behold their future language activity, the better for their whole FL education
process.

% some of the educational research approaches to LFE suggested by House (2002,p. 63-5) are as follows: /1/ what is to be taught; /2/ what is
to be paid attention to during such an unusual educational process; /3/ what FLT elements are to be highlighted; /4/ how far the issues of
language awareness (teacher language awareness included) are to be focused upon; /5/ what is the position of TL culture in the process of
LFE education; /5/ what pedagogical principles (i.e. the criteria for the material selection, grading and presentation) are to be applied.
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Naturally, any change expected to occur in a FL classroom learner behavior necessitates
a (more-or-less) similar change of a FL teacher. One of the awaiting changes is a much
broadened lesson-focusing outlook presented by the teacher who, instead of paying attention
to a number of short-term results of her learners (such as momentary rise in the achievements
of individual and class test FL competence of any kind), should concentrate on the current
(but stable) level of their learners’ capability to make use of the functional approach to the
out-of-language reality. Such an approach requires the teacher’s change both to the learners
and to the teaching outcomes. Instead of a popular approach seeing both the teaching
activities and the learners as a product, it is expected to see the two constructs as a process (cf.
Richards, and Rogers, 2001, p. 27). Instead of focusing on the test-found final outcomes of
both short and long targets, it is necessary to observe the gradual growth of the learner’s
competence and be ready to immediately counteract in case a problem of any kind might
occur. Instead of planning a lesson as a unit, it is expected to behold it as an element which
should result in a slow but steady development of the learners’ TL competence. The proposed
approach, while making the learners adjust their attitudes and beliefs concerning the
consecutive stages of their language education, has to exert much force on the teacher as well;
it should let her re-consider and re-establish the order or priorities to be observed in the very
process of FL education. It should give her a decent chance to decide what really matters and
what therefore should be included into the lessons designed by her. In this way (and only in
this way) a new picture of a language teacher will promote the appearance of new, far more
active and far more language aware learners; the learners who are not only more sensitive to
the dynamically changing discourse conditions, but also fully aware of one seemingly obvious
fact — they might not be expected to apply any of the subject-connected elements of their
general school education in future, but there is one thing they will certainly do. And this is
making use of the language they are expected to discover how to make use of. Why is that so
obvious? After all, they will have to function in a new culture, the culture which must be
complete in all respects.

V.
What has been discussed above is to indicate a number of issues which will certainly
change the very process of language education. Let me enumerate them in turn:

/al LFE is not a new language, not even a dialect of English; currently it has been
recognized as a functional exonormative version of English, adequately accommodated
to the on-coming expectations of the participants of a new, globally-observed,
information-based culture; all of LFE participants primarily belong to their indigenous
cultures and use their mother tongues to define and describe the out-of-language reality
first of all; LFE is, therefore, an additional, functionally-adopted form of message
transfer, strictly required by the necessities of the information-based culture their
participants are to function; the message transfer, performed by LFE users, allows for a
number of culture-specific internal modifications, in this way letting its users present
their views and opinions on a number of topics.

/bl as LFE is recognized to serve functional purposes, it seems necessary to perceive it
differently than a ‘normal’ language; while any regular language is usually assessed
from the point of view of its structural and, subsequently, functional picture, the order
of preference observed in case of LFE is reversed; it is the functions which are
recognized as more important for the language, with evident possibility of a number of
novel, non-standard, structures to appear; in this way, the actually formed structures are
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to represent the meanings hidden in them, following the functional decisions each of the
structures was selected to stand for; such an approach actually introduces the priority of
meaning over both the functions and the structures (what can result in the appearance of
a non-standard structure to be selected to perform a function indicting a meaning not
always possible in regular use).

/c/ LFE, being seen as a functional language, expects an approach in its
learning/teaching far different from the one customarily observed; as the key issue here
is functionality, not correctness, the whole process of the TL learning/teaching has to
incorporate the notions of functional language application into the regular lesson design;
it is to be remembered that LFE is — up to a point - a multicultural product of message
transfer, what actually means that an awareness of culture-specific dependency on
opinions is to be targeted for in any process of its presentation; in this way , while not
neglecting the teaching of the most important aspects of regular English (such as tense,
aspect, mood, voice etc.) as well as plenty of functionally appearing ‘regular’ structures
(so as to provide the learners with the ‘spine’ of the language), one cannot forget about
the process of sensitizing the learners about a number of culture-specific pragmatic rules
which might appear during a discourse, when some process of the negotiation of
meaning is to be experienced;

/d/ the process of teaching a functional language (such as LFE) would expect the change
of the general outlook on the very task of FLT; first of all, it would require the change
of the attitude of both the teacher and the learner in respect of the key issues found in
FLL/FLT; instead of considering the whole FLL/FLT education as a product (with its
final grades as milestones) it seems necessary to discover the process-like elements in
any of the stages of making the learners more aware of the nature of the language they
are about to learn; while discouraging the forms of teacher-directed FL education, with
numerous test-taking turns, the learner’s attention should be directed upon the issues of
communication and all the technical elements to be found there, which make the very
process of message producing and receiving easier to handle; it might be helpful to
employ the techniques helping business negotiators reach a consensus when business
talks are performed.

/el finally, teaching a functional language would require a highly language-aware
teacher, able to creatively design the whole FLT process; such a lesson design must
entail the issues of phrase/structure functionality and a training in plenty of
communicational strategies which may be applied during a discourse; a lesson limited to
the learner’s individual contact with the language, where intercultural issues have been
involved, does not seem to fully secure the interest of the learner as a future participant
of an international and multicultural communication.

Discovering LFE appears to require both a fully different teacher and a totally new
shaped learner. It is only a language-aware teacher, i.e. the one who truly values the issues of
language functionality among others that can be able to discover the plasticity of the process
of information production and — what naturally follows — underline these features in her FL
lesson design proposals. It is also a language-aware learner i.e. the one, who is aware of the
fact that learning a language actually means learning about the ways of message production
(and not about the status quo existing within the language learned by him/her) that seems
appropriately fit to follow a course of functional language.
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At the same time, what is worth remarking here, the task to produce such a learner
belongs (partly, at least) to the teacher. It is true that educationally self-aware learners may far
often happen when the teaching in natural or semi-natural conditions is to take place (mostly
because immediate feedback can occur); it is, however, to be hoped that even when the FL
teaching conditions have been described as artificial (Schumann, 1976, p. 402), it is still
possible, despite the many difficulties, that such language-aware learners can be produced.
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IMPLEMENTATION OF THE SITUATIONAL PRINCIPLE IN
ENGLISH LANGUAGE TEACHING

UPLATNOVANIE SITUACNEHO PRINCIPU VO VYUCBE
ANGLICKEHO JAZYKA

Repka Richard, Slovakia

Abstract

The implementation of the situational principle, which is one of the principles of
communicative approach, is guided by two key notions — context and communicative
situation. It is especially communicative situations that have an important role to play since
they are the basic units of reality. A communicative situation is a complex psycho-socio-
cultural framework that delimits the current discourse space. Within this framework
participants in the process of communication assume specific communicative and social roles
and realize their pragmatic goals. All this, together with the basic classification of situations
into transactional and interpersonal ones must be taken into account by the teacher when
planning and then realizing the process of teaching. The teacher is supposed first to select
appropriate situations for the language classroom and on this basis to organize relevant
activities, for instance, activities raising students’ pragmatic and situational awareness and
activities focused on communicative practice(role-play, simulation, etc.).

Abstrakt
Uplatnovanie situaéného principu, ktory je jednym z principov komunika¢ného pristupu, sa
riadi dvoma kIiCovymi pojmami — kontextom akomunikativnou situdciou. Su to

predovsetkym komunikativne situdcie, ktoré zohravaju dolezita ulohu, pretoZe su to zakladné
jednotky reality. Komunikativna situdcia je komplexny psychologicky a socio-kultarny
ramec, ktory delimituje bezny diskurzny priestor. V tomto rdmci ucastnici procesu
komunikacie vystupuji v Specifickych komunikaénych a socidlnych rolach a realizuji svoje
pragmatické ciele. VSetko toto, spolu so zakladnou klasifikaciou situdcii na transakcéné
a interpersonalne, musi ucitel brat’ do uvahy pri planovani aneskor pri realizovani
vyucovacieho procesu. Predpoklada sa, ze ucitel ma najskor selektovat’ primerané situdcie pre
jazykovu triedu a na tomto zéklade organizovat’ relevantné aktivity, napriklad aktivity, ktoré
zvysuju Studentove pragmatické a situaéné uvedomenie a aktivity zacielené na komunikacnu
prax (hranie Uloh, simulécie, atd’.).

Key words
communicative approach, situational principle, context, communicative situation, pragmatics,
discourse

KPicové slova
komunikaény pristup, situacny princip, kontext, komunikativna situacia, pragmatika, diskurz

INTRODUCTION

In this paper | would like to continue with a more detailed analysis of implementation
of basic principles of Communicative Approach (CA) which | have gradually formulated and
specified in a number of my monographs, studies and articles (see e.g. Repka, 1997, 2003,
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2005, 2009, etc.). In my view there are six basic principles of CA: 1/ the development of
communicative skills is the primary concern of the language teacher, 2/ the teaching of
linguistic means (vocabulary, grammar, pronunciation) is subservient to the development of
communicative skills, 3/ communicative skills are developed and linguistic means are taught
in relation to particular communicative situations, 4/ the teacher selects and uses different
kinds of discourse (genres, registers) as input to develop communicative skills (output) and
teach language means, 5/ the teacher creates conditions for authentic communication and
social interaction in the language classroom, 6/ the teacher corrects first of all those linguistic
errors which cause failure in the process of communication. So far | have specified in some
greater detail the implementation of the so-called discourse principle (see Repka, 2009c).
Now | want to devote attention to the situational principle which | have formulated with
respect to the model of communicative competence, and as such it is implied in the pragmatic
and sociolinguistic sub-competence. This principle is ontologically associated with two
closely interrelated concepts, viz. context and contextual situation (communicative situation).
Both of them represent fundamental constitutive and regulative elements of the process of
communication since they exert influence on the production and interpretation of discourse.
This is to say that there is an interface between context and discourse. In order to capture the
interplay between the motivating context and communicative activities, we have to throw
some light on the notion of context first.

THE NATURE OF CONTEXT AND ITS CATEGORISATION

| have sporadically referred to context and the process of contextualization in some of my
articles on communicative English language teaching (see e.g. 2009a, 2009b, 2009c, 2010,
etc.). In them, | could only outline some important aspects of context and its relation to
discourse. Now | want to advance a broader perspective of this issue.

Needless to say, context is thought to be a very complex notion, and that the study of it
has naturally resulted in its various interpretations and definitions. In traditional
interpretations, context refers to the conditions (physical, societal, political, cultural, etc.) in
which something exists or occurs. Linguistically speaking, it is whatever surrounds text and
talk, or in other words the environment of discourse. Of course, we cannot treat context as
consisting of everything in the universe outside of discourse. If we continued in this line of
reasoning, this concept would become intractable. Moreover, this view of context implies that
this component of the process of communication influences discourse directly. Modern
theories of context produce conclusive evidence that it is essential to restrict context to what is
relevant (see e.g. Sperber, Wilson, 2007; Polok, 2009) and that the relation between
contextual constraints and discourse are not direct but mediated as mental and personal
constructs of event images by the participants in the process of communication. Context
defined as mental constructs functions as interface between social structure and discourse.

Context is a complex structure and as such involves a great number of intricate relations.
Van Dijk (e.g. 1998, 1999, 2001, 2006) assumes that context consists of at least the following
major categories, possibly each with their own internal schematic structure:

a) Domain: media, the system of education, politics, etc.;

b) Setting: location, timing of communicative event;

¢) Social circumstances: previous acts;

d) Institutional environment;

e) Overall goals of the (inter)action;

f) Participants and their social and speaking roles;

g) Current (situational) relations between participants;

h) Global (non-situational) relations between participants;

i) Group membership or categories of participants (e.g. gender, age);
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j) Encyclopaedic knowledge of participants;
k) Opinions;
I) Emotions.

These categories constitute a complex theoretical framework which enables us to
represent specific elements of discourse and communicative events such as intentions, goals
or purposes. In my opinion, it is a suitable framework which can be used for a variety of
purposes if we want to explore the context-discourse relations. Different participants in a
communicative event each have their own personal context model which defines their
personal interpretation of the current situation. Such personal context models result from
different personal experiences and the differences concerning their general knowledge.
However, social interaction and communication is possible only when such models are at
least partly shared.

For anyone working in the field of interpersonal communication and foreign language
teaching, it is important to know what kinds of context we have to operate with. The
classificatory analysis of context is therefore the next issue | will consider.

Drawing on a number of works on the analysis of context, Connolly (2007, p. 14) proposes
what | believe is a satisfactory categorisation of context. He outlines the classification of
context in terms of the following dichotomies:

(a) Discoursal context versus situational context;

(b) Physical context versus socio-cultural context;

(c) Narrower context versus broader context;

(d) Mental context versus extra-mental context.

The first distinction made by Connolly is that between discoursal context and
situational context. It is an essential dichotomy proposed and elaborated by numerous authors.
Discoursal context is in fact what is traditionally referred to as linguistic context. It is that part
of context that lies in the surrounding (relevant) multimodal discourse, including both verbal
and non-verbal modes of communication. This view of linguistic context is generally
accepted.

Unlike discoursal context, situational context is that part of context that falls outside of
the current (or any other) discourse or a discourse-fragment. The situational context is
subdivided into the physical context and the socio-cultural context. The physical context
refers to the material world with its inherent natural processes (happenings which have no
conscious instigators), including such universal factors as time and space. As far as the socio-
cultural context is concerned, it is the kind of context created by mankind in the course of its
history. It consists of social structure with its immanent social institutions and social
processes but it also includes both spiritual and material values (cultural artefacts). Thus this
kind of context must comprise not only mental processes but also material processes.

The third dichotomy is concerned with the subdivision of both discoursal and
situational context into broader and narrower contexts. This of course is a secondary
categorisation because it is quantitative in character, reducing or enhancing the first two
primary distinctions. This subdivision is assumed to be useful since actual instances of
language use are dependent on understanding the context in its entirety.

The narrower discoursal context is supplied by the remainder of the discourse or a
fragment of discourse in question. It includes previous discourse, that is, what has been said
immediately prior to a given utterance, immediate linguistic environment, and type of
discourse (genre, register, etc.). Some scholars call this kind of context the co-text. There are
also cases when the context of a discourse or discourse fragment is supplied by some other
discourse or discourses, for which the term inter-text has been generally accepted. And this
term is identical with the broader discoursal context, which may be subdivided into
‘linguistic’ and ‘non-verbal’ parts.
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As for the situational context of a discourse or fragment of discourse, its narrower physical
dimension is represented by the immediate surroundings, for example buildings (housing
estates, factories, schools, cinemas, theatres, museums, banks, department stores, shops,
hospitals, pharmacies, government offices, etc.), rooms, open — spaces ( streets, football
stadiums, golf courses, etc.), and so forth. The narrower socio-cultural context is not defined
clearly. Instead of a specific definition Connolly has taken over the term scene for it from
Hymes (1972) together with the term setting for the narrower physical context, which
includes the animate and inanimate entities present together with their physical attributes and
activities, the location in time, and the location in space. In my view, the narrower socio-
cultural context is the immediate arrangement of relevant socio-cultural and other factors in
which a communicative event or a series of events spring into life, realizing various
informative and communicative goals. This is just a preliminary definition which I intend to
elaborate later on.

The same setting can play host to different scenes. For example, the school is not only
a location for teaching and learning, but it may also be a place for casting ballots during an
election, or it may serve for political meetings. The theatre may also host political meetings in
addition to dramatic and operatic performances. And a football stadium may not only host
football games but in special circumstances, it can become a prison camp.

THE NATURE OF COMMUNICATIVE SITUATION AND THE TYPES OF
COMMUNICATIVE SITUATIONS

But let us return to the concept of the scene as the narrower socio-cultural context.
Halliday (see e.g. 1978), the main proponent of the systemic-functional linguistics (SFL),
does not operate with this term. Instead he uses the term ‘a context of situation’ and
subsequently a situation type (o.c. p. 31-35, 109-11). I have accepted this term, too, and | have
used it in all my works dealing with communicative approach to English language teaching
because situations are the most basic units of reality especially from an epistemological point
of view. This is to say that as agents we perceive and experience, first and foremost,
situations. It is only at a later stage that we experience other ontological categories, such as
objects, properties, functions, locations, or time (see e.g. Barwise, Perry, 1983).

For Halliday the situation is a semiotic structure which can be represented as a
complex of three basic categories: the field of discourse, the tenor of discourse and the
mode of discourse. The field is the institutional setting (or the social action) in which the text
is embedded or in which the text occurs. It includes the subject-matter as one special
manifestation. The tenor refers to the interrelations among the relevant participants, including
levels of formality (status and role relationships) as one particular instance. The mode is the
channel or wavelength adopted: not only the choice between spoken and written medium, but
much more detailed choices. It is essentially the function that is assigned to language in the
total structure of the situation.

One aspect of the field is the subject-matter. Once a specific social situation becomes a
topic of conversation, then it is transformed into a subject-matter. For example, watching a
football match is a social situation, but if we discuss the actual football match, then it
becomes a subject-matter. However, a social situation and subject-matter my be completely
unrelated — | can watch a football match with a friend of mine and discuss with him our
family problems, in which case the discussion is a second concurrent situation.

Halliday maintains that the categories of field, tenor and mode are determinants and
not components of a discourse and as such they collectively serve to predict text, via the
intermediary of the code, or what is called the register. The register is what a person is
speaking, determined by what he is doing at the time (nature of social activity being engaged
in), and expressing diversity of social processes (social division of labour). Thus a register is
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the configuration of semantic resources that the member of a culture typically associates with
a situation type.

The fact that we can predict the text from the situation means at the same time that we
can also derive the situation from the text. In other words, we can supply the relevant
information that is lacking. Thus the concept of register provides a means of investigating the
linguistic foundations of everyday social interaction.

Melrose (1995, p. 48) gives two prominent characteristics of the communicative
situation which in my opinion summarize the systemic-functional approach to this concept:
“(1) it is a social phenomenon deriving from the ‘semiotic system that constitutes the culture’
(that is, from the discursive formations, thematic systems and social action semiotic of social
discourses and practices), (2) it forms part of a speaker-hearer’s knowledge — assuming that
subjects are positioned identically, they can size up the field, tenor and mode of a situation,
even though some of the meanings are ‘unrealized’ or ‘out of focus’ (the implication being
that knowledge of situation types permits these meanings to be filled in).”’

We have seen that the concept of the narrower socio-cultural context or the
communicative situation is very complex. It consists of a number of complex entities whose
relevance is protean in communication. These entities form not only a socio-cultural
framework, but what | believe a psycho-socio-cultural framework. In such a framework,
which delimits the current discourse space, the participants in the process of communication
assume specific roles in specific slots and accomplish their communicative purposes. In other
words, “interpersonal communication is a communicative continuum that is entered by
various communicative variables (social roles, self-image, interpersonal relationships,
communicative intention, etc.) that influence verbal and non-verbal behaviour of the
participants. Successful communication requires of the participants constant monitoring of
these variables that operate within the Dynamic model of speech production as they have a
direct impact upon the linguistic realization of the communicative intention’’ (P¢olinska,
2009, p. 47-50). As far as the roles are concerned, van Dijk (2001, p. 22) assumes that there
are three basic kinds of role that are contextually relevant: communicative roles, interactional
roles and social roles. Communicative roles refer to speakers/writers or listeners /readers, as
well as a host of other communicative roles, such as various production roles in institutional
situations (for example in the mass media: writers, editors, actual speakers, moderators, etc.)
and recipient roles (destinary, overhearer, etc.). Interactional roles need to be assumed in
order to be able to account for various situational positions, such as friends and enemies,
proponents and opponents — as is the case of parliamentary debates. Social roles account for
group membership, as defined for instance by ethnicity, age, gender, political affiliation or
profession, etc. It is evident that these various roles may be combined, and that each role
affects discourse structures to a different degree.

Communicative purposes or communicative goals represent the next entity which
merits our attention. They have an important role to play in the process of communication
since they spell out its perspectives. They may be either explicitly stated and open or ulterior,
that is, hidden. Some functional linguists (see e.g. Fawcett, 1980) recognize two types of
socio-psychological purpose. The first type, pragmatic, includes control (example: the
discourse function ‘command’), informational (example: the discourse role ‘statement’), and
heuristic (example: the discourse role ‘question’). The second type is concerned with
relationship quality. It includes unmarked (neutral) and the marked options: power,
respect, closeness. While the pragmatic options refer to field, relationship quality seems to
belong to tenor, that is, to the relations between interlocutors.

As for the broader situational context, by this we understand the physical and social
universe outside of the immediate context. For instance, when watching a football match at a
football stadium with a friend of mine, which is an immediate situational context, we can also
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discuss football matches everywhere in the world, considering all the relevant factors —
countries, cities, leagues (divisions), teams, coaches, the price of tickets, etc. This is possible
because of one significant characteristic of language which is termed ‘displacement’. This
means that by means of language we can talk and write also about displaced or fictional
contexts.

If we want to be successful in the process of communication, we have to be able to
size up different communicative situations since social interaction is a continuous “dance in
which participants accept or decline each other’s invitations to enact different episodes’’
(Trenholm, Jensen, 2004, p. 153). For the language teacher it means that s/he should be at
least partially familiar with the typology of communicative situations and the relevant
concepts that are an integral part of them to be able to organize the process of the
development of both the productive and receptive skills in relevant communicative
environment. The language learner, drawing on his/her context models, will learn to size up
specific communicative situations which are typical for the culture of a given foreign
language. This will enable him to function better in a new environment, to say nothing of the
fact that his/her cognitive environment will be modified and extended, and that the learner
will be engaged in expressing meanings in context.

Traditionally (see e.g. Hymes, 1972; Gumperz-Hymes 1972), communicative
situations are subdivided into two main subgroups —transactional situations (service
encounters) and interpersonal situations (social encounters). Transactional situations are a
kind of communicative situations in which we want to accomplish a specific practical goal,
for example, getting a loan from a bank, sending a registered letter from a post office, having
medical consultation, buying something from a variety of department stores, having a meal in
a restaurant, etc. Sometimes these situations are referred to as “closed episodes’’ since they
may be completely scripted. Rules for proper behaviour are well known in advance and
“govern the flow of interaction.”” This also means that they are monothematic and that the
language to be used in them is more or less predictable.

By contrast, in interpersonal situations there is a greater freedom to create new forms
of interaction and to introduce new topics of conversation. As a rule, they may be only
partially scripted. Communicators enter such situations without any preconceived plan or with
a very general one. For obvious reasons, the language to be used in such situations can be
only partially predictable. Some authors (e.g. Trenholm, Jensen, 2004, p. 154) call such
situations “open episodes’’. There are many communicative situations of this kind, for
instance, chance meeting of friends or colleagues on the street, receiving and entertaining
guests, students’ parties and assemblies, family celebrations, leisure time activities, travelling,
etc.

In addition to the traditional subdivision, some authors (e.g. Trenholm, Jensen) speak
also of the third type of communicative situations which they refer to as “defined episodes’’.
These are ambiguous situations which may grow out of social encounters, that is to say, the
participants are waiting for the right moment to start following their own personal goals and
plans. In other words, an open situation is redefined in progress and becomes a competitive
attempt to control the activity. For the language teacher teaching a foreign language to
children and adolescents, these situations are of limited use. However, they may assume
greater importance in teaching a foreign language to advanced adults.

There is yet another subdivision of communicative situations which is of use for the
language teacher. | have in mind the secondary subdivision of situations into real
communicative situations and fictional situations. Real communicative situations are in fact
authentic situations which can be enacted or realized in the language classroom. Fictional
situations are situations which normally occur in a broader context (outside the classroom).
Both of them have an important role to play in the process of instruction.
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Having considered the nature and classification of context and communicative
situation, it is time to outline some basic ways of implementing the situational principle.

IMPLEMENTATION OF THE SITUATIONAL PRINCIPLE

In order to implement this principle, the language teacher must take into account several
basic things. Some are concerned with the selection of communicative situations with
corresponding mostly dialogic texts that are appropriate for a specific age group (e.g.
adolescents) and proficiency level, and some refer to the ways in which the teacher carries out
the process of teaching. First, I will briefly focus my attention on the selection of transactional
situations. These situations can be found in practically every textbook or course-book used in
our elementary or secondary schools. They are embodied in specific dialogic texts of varying
lengths and as such they serve as models of communicative behaviour to be imitated by the
learners. The selection of such situations is guided especially by the degree of their
usefulness. Admittedly, transactional situations are on the whole considered to be useful for
communication since people in such situations attend to their practical needs to be able to live
and function in the society and culture in which they find themselves. Such situations are
more or less universal in character which means that the learner is supposed to deal with them
on a regular basis also in an English speaking country. Transactional situations with a high
degree of usefulness are first of all concerned with buying goods: buying a whole range of
things for personal needs in department stores or shops in general (clothes, foot-ware,
cosmetics, electronic equipment, food, souvenirs, postcards, etc.).

The second sub-group of transactional situations with a relevant degree of usefulness
refers to asking for services of various kinds: consulting the doctor, visiting a post-office,
visiting fast food or normal restaurants, going to a travel agency, buying railway, bus or air
tickets, enrolling in a school or a course, renting accommodation, etc.

As far as the interpersonal situations are concerned, their selection for a given age group
or a proficiency level poses more problems. In such situations people establish and maintain
social contacts, build up relations, seek information, express their interests in something,
inform on their social or cultural background , discuss various cultural events, historical and
political events, general ethical problems, personal and family problems, etc. The language to
be used in such situations is as a rule unpredictable. In order to select such situations for the
language classroom, we have to apply not only the criterion of usefulness but some other
criteria, too. Prominent among them is the criterion of familiarity which says that a textbook
writer or a teacher should select such situations which the leaner is familiar with and which
s/lhe faces in normal life. It is generally admitted that the secondary school learner gets
involved in several social encounters practically every day, to say nothing of his family
milieu. The same is true when the learner happens to visit an English speaking country or any
other country in which s/he can communicate in English. For instance, while abroad our
secondary school pupils can meet friends, make a visit to an English family, go to students’
assemblies or parties, go sight-seeing, etc. In all these social events the language learner is
supposed to lead intelligent conversation. Since interpersonal situations are poly-thematic, the
language learner must learn to choose a suitable topic or topics for interaction and at the same
time to deal with the topics which are likely to be chosen by his interlocutors. For this reason
it would be helpful if the language teacher and textbook writers had some knowledge about
the frequency of themes which are currently discussed and debated by adolescents or in fact
by any age group. If there is no such knowledge, much will depend on the teacher’s common
sense and his teaching experiences.

Of course, themes are realized by the informational content of the texts which are selected
or designed for the language classroom. The texts are mostly dialogues but monologues are
also very helpful because by means of them the learner is supplied with encyclopaedic
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knowledge which enriches his cognitive environment and which is necessary for the process
of interaction and communication. It is generally admitted that the informational content
should be topical, but topicality is ephemeral, and therefore the teacher has to either bring new
texts into the language classroom or make the old texts topical. It is possible because there are
various universal themes: politics, work, anniversaries, sporting events, schools, family, etc.

A communicative situation requires a repertoire of roles and relations that are typical for
this situation. 1 will not repeat them here because | have already referred to them in the
preceding sections of this paper. Suffice it to say that roles contained in dialogic texts used in
the language classroom are an important link between the school environment and real life.
That is why dialogue practice and role-play as pragmatic activities have become an integral
part of present-day communicative language teaching. Now | would like to turn my attention
to the way how to organize this pragmatic practice in the language classroom.

Both the dialogue practice and role—play are outlined by Peter Watcyn-Jones in the
Introduction to his now classical course-book Impact (1979). In this book Watcyn-Jones
emphasizes three basic steps of the dialogue practice which in fact results from the opening
dialogue of the lesson:

1. The teacher reads the dialogue first or plays the tape, and then calls on the students to
point out specific functions and the language used.

2. Students repeat key phrases.

3. Students practice in pairs or groups of three.

Once the students have mastered the dialogue (its vocabulary and grammar), the
teacher can move on to spoken and written dialogue practice in which individual students are
asked to replace the phrases in italics with the other phrases of similar meaning. Of course,
this procedure bears most of the signs of traditional language teaching activities. However,
Watcyn-Jones’ contribution consists in working out the basic stages of role-play. There are
four stages involved: setting of the situation (the teacher outlines a certain kind of situation),
role preparation (time must be allowed for preparation and the teacher either allocates roles
or allows the students to choose roles for themselves), the role-play (it should be done
simultaneously in smaller or larger groups), follow-up (a role-play can be followed up either
by the correction of the most serious or common mistakes or by conversation and further
work, e.g. in specific cases students can be asked to write up their role play in the form of a
dialogue; where possible, a role-play should be repeated at a later date).

While Watcyn-Jones is primarily concerned with functional communication activities,
Kasper (1997), being motivated by pragmatics and pragmatic competence, focuses primarily
on social interaction activities. Undoubtedly, this approach is correct since pragmatics is the
study of communicative action in its socio-cultural context, that is, vis-a-vis a range of
communicative situations. Viewed from this perspective, Kasper concentrates not only on a
variety of speech acts (e.g. stating, requesting, promising, greeting, etc.) but first of all on “the
way speakers and writers accomplish goals as social actors who do not just need to get things
done but attend to their interpersonal relationships with other participants at the same time”’
(Kasper, 1997, p. 1). This view of pragmatic practice is motivated by the subdivision of
pragmatics into a pragmalinguistic and sociopragmatic component proposed by Leech (1983,
p. 10 - 11), which she has adopted. Pragmalinguistics is concerned with the resources for
conveying communicative acts and relational and interpersonal meanings. Such resources
refer to “pragmatic strategies like directness and indirectness, routines, and a large range of
linguistic forms which can intensify or soften communicative acts’’ (Kasper, 1997, p. 1). To
briefly illustrate this, let us consider the following sentences:

1. Pass the salt, please.
2. Can you pass me the salt, please?
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3. Will you pass me the salt?
4. Would you pass me the salt?
5. Would you be so kind as to pass me the salt?

We can see that all these sentences express a request (an illocutionary speech act). At
first sight it is obvious that they differ as to their degree of politeness. It is clear that he first
two sentences are less polite than the remaining sentences.

Sociopragmatics, on the other hand, applies to the social perceptions underlying
participants’ interpretations and performance of communicative action. According to Leech
(1983, p. 10), it is ‘the sociological interface of pragmatics.” Speech communities are
generally known to differ in the way the participants engaged in the process of social
interaction assess and interpret different communicative situations from the point of view of
their roles, goals, social status, social relations, power relations, traditions, the changing
spirits of the times, etc. For instance, people in England seem to be more polite in comparison
with Slovaks (e.g., they thank more frequently than we do, they apologize more frequently,
and so on), in Japan there are very strict power relations, in various countries there are
forbidden topics of conversation (taboos), etc.

Having outlined the underlying components of pragmatic (situational) ability
(assessment of communicative situations and expression of communicative acts), the question
now is how we can develop it in the language classroom through planful classroom activities.
According to Kasper (0.c.) such activities can be subdivided into two main types: activities
aimed at raising students’ pragmatic awareness, and activities offering opportunities for
communicative practice.

Through awareness-raising activities students are supposed to acquire socio-pragmatic
and pragmalinguistic information — for example, what function complimenting has in
mainstream Anglo-Saxon culture, what topics prompt complimenting, and by what linguistic
means compliments are expressed and received. This kind of information, which in fact is a
part or the so-called declarative knowledge (see e.g., Johnson, 1996), can be taught mainly by
giving students a variety of observation assignments. Students are asked to observe particular
pragmatic features in various sources ranging from textbook dialogue to videos of authentic
interaction and other fictional and non-fictional written and audiovisual sources.

Following several authors (e.g. Bardovi-Harlig et al. 1991; and Rose 1994, 1997),
Kasper claims that observation tasks can focus on sociopragmatic and pragmatic features. A
sociopragmatic task prompts the students to observe under what conditions native speakers of
British and American English express for example gratitude, requests, compliments,
apologies, etc. — when, for what kinds of goods and services, and to whom. Observations of
this kind may be either open or structured, depending on the size of the classroom and
available time. Open observation tasks leave it to the students to notice what the important
situational factors may be. Structured observations, on the other hand, are based on
observation sheets given to the students. Such sheets specify the categories to look out for —
for example, speaker’s and hearer’s status and familiarity, the cost of the service to the giver,
his expectations, etc.

By means of a pragmalinguistic task the teacher draws the learner’s attention to the
strategies and linguistic means by which various functions and illocutionary speech acts are
expressed, that is, which phrases are used to express for example thanking, gratitude, request,
pleasure, promise, seeking information, etc. Finally, by examining in which situations these
various ways of expressing pragmatic functions are used, sociopragmatic and
pragmalinguistic aspects are combined. In order to provide for such a combination, the
teacher should bring authentic native speaker input into the classroom. It will help students to
build their own pragmatic knowledge on the right kind of input. However, even authentic
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input can be inaccurate because native speakers are only partially aware of their pragmatic
competence.

It is important to note that even though authentic L2 input is essential for pragmatic
learning, it does not automatically secure successful pragmatic development. When students
observe L2 communicative practices they tend to view them through the lenses of their own
culture. Owing to this they tend to classify them into familiar and unfamiliar (peculiar,
strange, enigmatic, etc.). This interpretive strategy is generally referred to as cultural
isomorphism, which is a combination of assimilation and spot-the-difference. L2 practices are
in fact subjected to the same social evaluations as the equivalent L1 practices. Language
teaching therefore has to help students to situate L2 communicative practices in their
sociocultural context and appreciate their meanings and functions within the L2 community.

Having briefly discussed activities aimed at students’ pragmatic awareness, I will
concentrate now on some tasks and techniques concerning communicative practice. The basic
question is which tasks to employ in the language classroom to practise various speaking
routines likely to be necessary in dealing with people in the target culture. I have in mind both
information routines (expository: description, narration, instruction, comparison; evaluative:
explanation, justification, prediction, decision) and interaction routines (service: e.g. job
interview, enrolling in school); social: e.g. dinner party, coffee break, theatre queue). First the
teacher helps the learner to express various information routines and gradually combines them
with interaction routines. Interaction routines combined with information routines can be
stimulated by interpersonal communication tasks that are more concerned with participants’
social relationships and include such communicative acts as opening and closing
conversations, expressing emotive responses (complimenting, thanking, apologising,
warning), influencing the other person’s course of action ( e.g. requesting, suggesting,
inviting, offering), etc. Interpersonal tasks also engage the learner in the negotiation of
meaning through interaction with others. At the same time, they teach him how to generally
manage the interaction in terms of who is to say what, to whom, when, and about what. The
kinds of classroom activities that would be representative of interpersonal tasks include the
aforementioned role-play, simulation, and drama. Such activities provide opportunities to
practise and develop the wide range of pragmatic and sociolinguistic skills. It is taken for
granted that to generate a classroom atmosphere conducive to the development of this kind of
competence the teacher must also take into account the age of the learner and his proficiency
level.

CONCLUSION

To sum up, the implementation of the situational principle is a planned process whose
realisation is guided by the concept of context and communicative situations in the framework
of which communicative events spring into life. It is especially communicative situations that
have an essential role to play since they are the most basic units of reality. Ontologically
speaking, we as agents perceive first of all communicative situations and only then comes a
set of its components. A communicative situation is thought to be a complex structure. It is a
psycho-socio-cultural framework which delimits the current discourse space. Within this
framework participants in the process of communication assume specific roles and carry out
their own communicative intentions. Naturally, communicative situations are protean in
character. They not only predict and constrain the text but they are constantly updated by the
text. They can either become the topic of the text or derived from the text. All this, together
with the basic sub-classification of situations into transactional and interpersonal ones, must
be taken into account by the teacher. To implement this principle, the teacher must focus his
attention first on the selection of situations for a specific age and proficiency group of learners
(with corresponding texts) and then organize various classroom activities. Two basic
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classroom activities are suggested: activities aimed at raising students’ pragmatic and
situational awareness and activities offering opportunities for communicative practice.
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AUTHENTIC MATERIALS IN TEACHING ENGLISH AS A FOREIGN
LANGUAGE AT SECONDARY SCHOOLS IN SLOVAKIA

AUTENTICKE MATERIALY VO VYUCOVANI ANGLICKEHO
JAZYKA AKO CUDZIEHO JAZYKA NA SLOVENSKYCH
STREDNYCH SKOLACH

Sandorova Zuzana, Slovakia

Abstract

The positive effect of authentic materials on students” foreign language competence has been
supported by numerous researchers. According to them the main advantages of this type of
teaching aids is that students usually find them more enjoyable than typical textbook
materials. As a result students are more motivated to develop their language skills due to
which they also perform better. In spite of this important role of authentic materials in the
process of acquiring a foreign language many students leave their schools and even pass their
matricular examinations without having experienced the real language inside their classrooms.
The purpose of the present paper was to examine the attention given to authentic materials in
teaching English as foreign language at secondary schools in Slovakia. The questionnaire,
which was answered by 1-year students studying at Constantine the Philosopher University in
Nitra, focused on students” experience with authentic materials during their secondary school
studies. The paper also compares answers given by students of different specializations
attending the subject “English for academic purposes” with those provided by students of the
Department of Language Pedagogy and Intercultural Studies.

Abstrakt

Pozitivny vplyv autentickych materidlov na kompetenciu $tudentov v danom cudzom jazyku
dodnes podporilo niekol’ko vyskumnikov, podl'a ktorych ich najvac¢si prinos spociva v tom, ze
ich Studenti spravidla povazujl za prijemnejSie ako typické ucebnicové materialy. Vysledkom
toho je, Ze Studenti s viac motivovani k rozvijaniu svojich jazykovych zruc¢nosti, v désledku
c¢oho podavaji lepSie vykony. Napriek tejto dolezitej funkcii autentickych materialov
v procese osvojovania cudzieho jazyka vsak mnoho $tudentov odchadza zo $koly, ba dokonca
zlozi maturitnt skusku bez toho, aby mali moznost’ pracovat’ s takymto materialom. Ciel'om
predlozeného prispevku bolo zistit, akd pozornost’ sa venuje autentickym materidlom vo
vyucbe anglického jazyka ako cudzieho jazyka na strednych Skolach na Slovensku. Dotaznik,
respondentmi ktorého boli Studenti Univerzity KonStantina Filozofa v Nitre, bol zamerany na
sktsenosti Studentov s autentickymi materidlmi pocas ich stredoskolskych §tadii. Okrem toho
praca porovnava aj odpovede Studentov rdoznych aprobacii, ktori navStevuji predmet
,Anglicky jazyk pre akademické ucely” s odpoved’ami Studentov Katedry lingvodidaktiky
a interkultarnych stadii.

Keywords
teaching English as foreign language, authentic materials, non-authentic materials, secondary
education

Kruacové slova
vyuCovanie anglictiny ako cudzieho jazyka, autentické materidly, neautentické materidly,
stredoSkolské vzdelavanie
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INTRODUCTION

It is commonly acknowledged that the aim of foreign language (FL) teaching is or
should be to improve learners” communicative competence. According to Homolova (2003)
this term is generally understood as the ability of a FL learner to use the language efficiently
in real situations of communication. In order to reach the above mentioned goal, learners of a
FL should be provided with a great variety of teaching methods, techniques and materials,
including both non-authentic and authentic materials (AM). According to Peacock, non-
authentic materials are “materials produced specifically for language learners” (1997, p. 144),
while AM are materials originally produced for native speakers (Homolova, 2003). Examples
of AM can be literary texts, job advertisements, radio programmes, songs or a wide range of
audio-visual materials, etc.

Certainly, using AM has both its advantages and disadvantages. Their proponents the most
often argue that they are more interesting than traditional materials, such as textbooks and
their components, because they are up-to-date and provide a precious source of target culture
thus making the lesson more enjoyable and motivating. Due to the fact that they demonstrate
a true picture of the target language and the culture, they are useful when developing
communicative competence.

However, teachers often refuse to bring real language to their classrooms, as they find it
too demanding to work with and time-consuming to prepare. They claim that these materials
do not correspond with their students” level, as they are full of difficult expressions and
grammar structures. Furthermore, as grammatical and stylistic rules are often disobeyed in
them, they might be a bad example for students (Homolova, 2003).

But what results have researchers found out about the function of AM in the process of
FLT? The following part deals with the answer to the given question.

RESEARCH ON AM

Numerous studies have been conducted to investigate the effectiveness of using AM in
the FLT process. Some of them focus on the effect of AM on different language skills, the
most often surveyed of which were receptive skills, e.g. reading and listening comprehension.
Others deal with the impact of real language materials on the motivation of language learners.

Mousavi (2011) contributed to the former type of research examining the impact of the
authentic and non-authentic listening materials on the listening comprehension of Iranian EFL
learners. According to his statistics the use of authentic aural materials improved learners’
listening comprehension and had positive effects on them.

Similar research was carried out by Ghaderpanahi (2012) whose “results showed a
statistically significant improvement in listening ability of the EFL students” (p. 146) as well.

Research in the field of the impact of AM on EFL learners” motivation was conducted by
Peacock (1997). Based on the results from the observation sheets he reported an increased
motivation when AM were used, while according to the statistics from a self-report
questionnaire students found artificial materials more interesting than authentic ones.

A further comparison of traditional with real language materials was made by Pietild
(2009) who carried out a questionnaire survey answered by students. The study focused on the
benefits of AM on students” learning from the students” point of view. According to the
students” responses AM are considered to be more helpful in the process of foreign language
learning than traditional teaching materials, however, artificial materials are also seen as
necessary.

The purpose of the present study was to investigate attention given to materials
originally produced for native speakers in teaching EFL at secondary schools in Slovakia. The
methodology as well as its results and the conclusion based upon them are discussed in the
following parts of the study.
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METHOD

Research questions
According to the mentioned objective of the present study we have stated the following
questions to examine:
1. How many respondents did meet AM during their secondary studies?
2. What types of AM did they use?
3. How often did they use them?
4. What types of tasks did they have to do while working with AM?

RESPONDENTS

A sample of 76 first-year students took part in the investigation, while 38 of them were
studying either study programme Teaching of English Language and Literature or English
Language and Culture at the Department of Language Pedagogy and Intercultural Studies
(KLIS students). However, 3 students of the whole group were attending study programme
called “Elementary Pedagogy” and they are offered a certain number of subjects also in
English language. Another 38 respondents involved students of different study programmes
all attending a subject called “English for Academic Purposes” (EFAP students). The
respondents come from different regions of Slovakia and their age distribution is from 19 to
23 years. Concerning the level of their English proficiency, almost 90 % of them passed
“maturita” examination in English language at either B1 or B2 level of Common European
Framework of Reference for Languages (CEFR), while the rest learned English as a second
foreign language.

INSTRUMENTATION

The respondents were given a one-sheet questionnaire of two pages with twelve
questions in Slovak language. The questionnaire also involves questions which are not
relevant for the purpose of the present study, but as it is a part of a more extended research,
they will play an important role when examining other areas of the educational reality in
Slovakia.

The first page with three questions is focused on basic information of the respondents, such
as their age, gender, recent study programme, the type of their secondary school. The next two
questions investigate the level of school leaving examination passed by the respondents and
their experience with staying in an English speaking country. The two last questions deal with
textbooks and their components used at secondary schools in Slovakia.

The second page, which is going to be discussed in the following parts of the study,
deals with respondents” experience with AM during the lessons of English language at their
secondary schools.

PROCEDURE AND DATA ANALYSIS

The data were collected during the month of February in 2013. The questionnaire was
filled anonymously and the respondents did not have any time limit. All questions of the
questionnaire were analysed manually in a separate chart by filling the collected answers in it,
in the end of which they were summed up. At a further stage they were calculated into per
cents and put into graphs or charts. According to these statistics I was able to “draw a picture”
about the use of AM in FLT at secondary education in Slovakia.

RESULTS AND DISCUSSION
In question 8 respondents were asked whether they had used any kind of AM in the lessons
of English language during their secondary education. To make sure that the students
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understand the term “authentic material”, I provided them with an explanation of it within my
introductory speech and they could also find its definition next to the offered item in the
brackets.

Comparing the two groups of different study programmes, Figure 1 demonstrates that
23,68% of EFAP students claim that they never met AM during their secondary education,
while amongst KLIS students there are only 2 such participants (5,26%).

]
EFAP students No

B Yes
KLI5 students

0 50 100

Figure 1. Students” experience with AM

In the light of these results we might assume that the use of AM in English lessons might
have also contributed to the reasons why present KLIS students chose a study programme
with a focus on English language at the end of their secondary studies.

The next part of the questionnaire is focused only on those students who experienced
learning English language through AM.

TYPES OF AM USED IN TEACHING ENGLISH AS A FL

According to Homolova (2003) we distinguish a wide range of different types of AM,
including visual (for example leaflets, menus, tickets, etc.), audial (songs, radio interviews,
etc.) and audio-visual resources (films, videos, computer games, etc.). In question 9, | have
divided them into 10 categories and the students were asked to indicate types of AM they met
during their secondary studies. These groups were created based upon the most commonly
used AM in FL teaching. Group number 9 called “Materials of every-day life” includes all
kinds of practical things which native speakers meet in their lives, such as menus at
restaurants, timetables and tickets at stations, leaflets at museums, etc. In the tenth category
they were given the possibility to add any other resource or type of AM, which they had
experienced to work with within the lessons of EFL.

Examining the results shown in Figure 2 we can claim that the majority of EFAP students
used songs as AM in the lessons of EFL, while the majority of KLIS participants was
provided with films. The least often used AM by EFAP students were job advertisements, on
the other hand KLIS respondents the least frequently worked with commercials and
advertising.

The biggest difference can be seen in using songs as AM, as is was used by 52,78 % of
the KLIS students, while more than 80 % of EFAP respondents had the chance to listen to
songs during English lessons. There is only one more type of AM — commercials or
advertising — which was used by more EFAP than KLIS students, but this difference is quite
insignificant. All the other types of AM were used by more KLIS than EFAP students.
According to it we might assume that KLIS participants were provided with a greater variety
of AM, which might be the reason why their skills developed more effectively to choose
English language as their academic specialization. Furthermore, it also seems to us that
bringing only songs to the lessons of EFL is not sufficient if one wants his/her students to
meet the real life language.
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10. Other materials

9. Materials of every day life

8. Documents/ application forms
7. Job advertisments

6. Commercials/advertising

5. Articles in newspapers and/or magazines
4. Literature

3. Videos from You Tube

2. Films with or without subtitles

1. Songs

0,00 20,00 40,00 60,00 80,00 100,00

Figure 2. Types of AM used by KLIS and EFAP students

FREQUENCY OF USING AM

As we have stated in the previous chapter, it is important to use different types of AM if
we want our students to be able to distinguish the shades of the real language. In order to
reach this aim it is necessary to bring AM more than once or twice in a school-year.
Therefore, to get a reliable picture of the reality of using AM in question 10, respondents were
asked to indicate how often they had worked with AM during their secondary school studies.

g (no answer)
f) neither once during the...

e) neither once in a school year

d) neither once during a term
c) occasionally in a half-term

b) more times a month

a) more times a week

mKLIS % , , : , ,
®EFAP % 0,00 10,00 20,00 30,00 40,00

Figure 3. Frequency of using AM amongst KLIS and EFAP students

As we have already mentioned, 23.68 % of EFAP students claim that they never met
AM during their secondary education, while amongst KLIS students it is only 5.26 %. In
Figure 3 we can see that twice as many KLIS students used AM more times a week than
EFAP students. All the other possibilities were also chosen by more KLIS students than by
EFAP respondents. It might indicate us that KLIS students were in general more often
provided with AM, which could contribute to the development of their level of English
proficiency and thus to their decision to choose English language as their academic
specialization.

USING DIFFERENT TYPES OF TASKS WITH AM

In question 11 participants of the survey had to indicate the types of tasks with AM they
were asked to do. Homolova (2003) according to the stage of the task distinguishes “pre-*,
“while-" and “post” activities. As the list of these tasks is very long, I have grouped them into
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seven categories regarding the skill they are intended to develop. Some of them | have
selected relying on recommendations of different textbooks, while others were included based
on the reality of every-day practice of TEFL in Slovakia.

As to the skills, AM are mainly used to develop receptive skills, such as reading and
listening comprehension. The first most commonly known task connected to them is reading
or listening for a gist, e.g. to get the main idea and the second one is looking for some
information or finding answers to questions. According to Pokrivéakova (2009) developing
writing skills is possible through the tasks of controlled (e.g. matching), guided (e.g. gap-
filling) or free writing (e.g. essay-writing), which | have divided into two groups for the
purpose of the present study. The category of developing speaking skills through AM includes
different types of speaking tasks, such as discussion, debates, presentations and so on.

The reason why the two other groups were added even if they are not considered to be
skills was that they play a crucial role in FL teaching. One of them is focused on using AM to
explain or practise grammar, while the second one is concentrated on building vocabulary.
We have created a separate group for this latter, in spite of the fact that developing vocabulary
is hidden in all the previous categories. This category includes tasks using text translation and
looking for the meaning of words in dictionaries. Although translating texts into the mother
language is criticised by a lot of scholars, it still represents a widely used method in the every-
day practice of TEFL.

h) without answer
g) free writing
f)speaking tasks

e) practising grammar  KLIS % (38-2=36)

d)controlled and guided writing W EFAP % (38-9=29)

c) looking for information

b) getting the main idea

a) text translation

0,00 20,00 40,00 60,00 80,00

Figure 4. Types of tasks used with AM amongst KLIS and EFAP students

Comparing the results in Figure 4, a significant difference in the answers of the two groups
can be seen in two cases. Firstly, more than 75 % of EFAP respondents indicated that they
used AM to build vocabulary through text translation, while amongst KLIS students it is
52.78 %. It corresponds with their previous answers given in question 9, in which over 80 %
of EFAP students and over 50 % of KLIS students indicated they had listened to songs. These
percentages prove the fact of the every-day practice of teaching English by translating songs
through looking for words in dictionaries.

The second difference between the answers of the two groups can be seen when it comes to
using AM to explain grammar, which is quite demanding and therefore also unusual in the
Slovak educational reality. Yet to 19.44 % of KLIS participants grammar was explained this
way. However, in the group of EFAP students it is only 6.90 %.
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In all the other answers we cannot see a bigger difference than 10 %, although almost in all
cases more KLIS students indicated that the particular option had been one of the tasks of
their English lessons when using AM.

Apart from the differences an interesting agreement may be seen regarding the order of
the tasks, from the most often indicated one to the least frequent one. According to it, in both
groups teachers brought AM to the lessons of EFL mainly to build vocabulary through text
translation and getting the main idea to develop reading or listening skills. Less often were
students asked to look for some information and to develop their writing skills by tasks of
guided or controlled writing. Among the least frequent tasks we can rank developing writing
skills by tasks of free writing, developing speaking skills and explaining grammar.

FINAL CONCLUSIONS
Summarizing the results and partial conclusions we might assume that KLIS students
used more types of AM and more frequently than EFAP students. In addition, the tasks
students had to fulfil by using AM proved a bigger variety in the group of KLIS students. In
the light of these results we may assume that they have contributed to the fact that the level of
English proficiency of EFAP students is less developed.
According to the results of the present study we would provide the following final
conclusions and recommendations in one:
1. The more times AM are used, the better.
In order to effectively build one’s communicative competence AM should be provided
as complements to traditional textbooks systematically.
2. The more types of AM students meet, the better.
It gives them the possibility to experience as many shades of the given FL as possible,
so meeting native speakers might not be as shocking. Furthermore, different types of
AM challenge students much more what makes them more motivated to learn English.
3. The more types of task we use with AM, the better.
Varying types of tasks with AM is at least as important as varying the types of AM.
First of all, because by different tasks different skills are developed what contributes
to the overall improvement of one’s communicative competence. Secondly, varying
tasks do not let students get bored so easily, but makes the lesson more enjoyable and
thus more motivating for students.
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REFLECTION OF L2 IMPLICIT KNOWLEDGE IN SPOKEN
PRODUCTION

ODRAZ CUDZOJAZYCNEJ IMPLICITNEJ VEDOMOSTI
V HOVORENOM PREJAVE

Schmidtova Mdaria, Slovakia

Abstract

The article deals with L2 implicit knowledge in spoken production. There are the main
characteristics and differences of implicit and explicit knowledge explained in its first part.
However, the main goal of the paper is to find out whether a selected L2 grammar feature was
acquired implicitly or not. For that purpose, a screening of students’ knowledge in spoken
production was conducted. Results of this examination are expressed in several graphs and
figures. Their analysis indicates an insufficient state of implicit knowledge of the monitored
grammar feature.

Abstrakt

Clanok pojednava o cudzojazyénej implicitnej vedomosti v hovorenom prejave. V prvej Casti
sa zaoberame hlavnymi znakmi a rozdielmi medzi implicitnou a explicitnou vedomostou.
Hlavnym cielom c¢lanku je zistit, ¢i bol vybrany cudzojazycny gramaticky jav osvojeny
implicitne alebo nie. Za tymto ucelom sme realizovali skrining so skupinou Studentov
navstevujucich predmet anglicky jazyk pre akademické ucely. Analyza vysledkov ukézala, ze
stav implicitnej vedomosti vybraného cudzojazy¢ného gramatického javu je u danych
Studentov nedostato¢na.

Key words
L2 implicit knowledge, spoken production, screening, grammar feature

Kricové slova
Cudzojazy¢na implicitna vedomost’, hovoreny prejav, skrining, gramaticky jav

INTRODUCTION

Understanding of linguistic knowledge and language competence is closely connected
to the concept of grammar; it means the knowledge speakers have about the units and rules of
their language (Dominguez, 1991). These rules are not connected to one specific language
area; they comprise rules for combining sounds into words (phonology), rules of word
formation (morphology), rules of combining words into phrases and sentences (syntax), as
well as rules for assigning meaning (semantics). Grammar, together with mental lexicon that
lists the words of the language, represents our language competence (Fromkin et al., 2011).

Knowledge that represents our L2 competence has dual nature. It can be implicit or
explicit. The main goal of L2 programs is to help learners to develop the implicit knowledge
of the target language. Why is L2 implicit knowledge so important? Ellis (2008, p. 2)
provides clear explanation: “Implicit knowledge is procedural, is held unconsciously, and can
be verbalized only if it is made explicit. It is accessed rapidly and easily and thus is available
for use in rapid, fluent communication.” In other words, when we have the implicit
knowledge of the L2, we can communicate in that language fluently and accurately, because
the rules and the lexicon of that language are internalized and acquired. Explicit knowledge,
on the other hand, is conscious and it can be verbalized. Ellis et al. (2009, p. 114) link
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together some features of explicit and metalinguistic knowledge. They say that metalinguistic
knowledge is “analytical rather than intuitive in nature, in the sense that it involves explicit
declarative facts (whether rules or fragments of information) that a person knows about
language”.

SCREENING

From the aforementioned it is clear, that the development of L2 implicit knowledge is
the desired state of L2 education. In order to make an insight into reality we made an
examination which objectives were to find out (1) whether the selected grammar feature had
been acquired implicitly or explicitly; (2) whether its implementation in spoken production
correlated with CEFR requirements for the first and second foreign language. The examined
grammar feature was Simple Past Tense in affirmative, negative forms and questions.

Our sample was created by 66 university students attending English for academic purposes
courses in academic year 2012/2013. They studied in different majors and the average of their
age was 21 years.

As for the method, we used testing which drew on test batteries created by Ellis (2005) for
implicit and explicit knowledge examination, specifically Oral Imitation Test (IT) and Oral
Narrative Test (NT). In order to examine the state of implicit knowledge, these criteria had to
be met:

Oral
Criterion Imitation narrative
Degree of awareness Feel Feel
Time available Pressured Pressured
Focus of attention Meaning Meaning
Metalinguistic knowledge No No

Table 1. Criteria for Implicit Knowledge Examination (Ellis, 2005)

As indicated in Table 1, degree of awareness of the correctness of the grammar feature had
to be based on feeling, not on the awareness of a rule. This was supported by the time
pressure-when answering, students were pressured to answer quickly so their attention was
focused on the meaning to their utterances, not form. Moreover, no metalinguistic knowledge
was used.

The procedure of the testing was following:

In Oral Imitation Test, students listened to 18 statements in Simple Past Tense, 9 of them
were grammatically correct and 9 were incorrect (all mistakes were about incorrect Simple
Past Tense form). After each statement they were supposed to say whether the content of the
statement was true or false. It means that they concentrated on meaning first. After this they
were to repeat the statements in correct English. Their answers were recorded.
In Oral Narrative Test, students listened to a story twice and then they were supposed to retell
the story in Simple Past Tense in 1 minute. The text was purposely chosen from Doff’s and
Jone’s workbook for pre-intermediate learners - Language in Use (2000).

After the testing, a questionnaire detecting previous experiences and attitudes of
students to English language was distributed.
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RESULTS
Oral Imitation Test

The first figure (Figure 1) indicates the scale of students’ correct answers, in other
words, the units which were imitated correctly. At the first sight we can notice the extreme
values: 11 students made mistakes in all imitated units and only one student imitated 16 units
correctly.

o 1
10 9

N B~ OO
(62}
v

OCA 1CA2CA3CA4CA5CA6CA7CA8CA9CA 10 11 12 13 14 16
CA CA CA CA CA CA

Figure 1. Number of Correctly Imitated Units vs. Number of Students

For expressing the percentage of the results we can use the next diagram:

Hlessthan 70% ™ more than 70 %

Figure 2. Percentage of Students who Answered Correctly More than 70 % of the Imitation Test

Only 17 % of students imitated correctly more than 60 % of the imitation test. As we can
see in Figure 2, only 8 % of students imitated correctly more than 70% of the Imitation Test.
From the qualitative perspective of the results we could divide the students into 3 groups:
e Those who did not understand the meaning of the units and refused to imitate or tried
to imitate the unit phonetically on the base of their short term memory.
e Those who understood the meaning of the units but did not use the correct grammar in
the imitation phase.
e Those who understood the meaning of the units and imitated them correctly; they also
used different vocabulary but preserved the meaning.
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Oral Narrative Test

The Imitation Test was context free. The Oral Narrative Test, on the other hand, drew
on the story context what might help students in the content reproduction. However, the
results were surprising.

A A

SRS DS DS S
NN S SN N
S A S M MR

Figure 3. Number of Target Grammar Units Correctly Used in Oral Narrative Test

Figure 3 shows the number of students and the number of grammar units (Simple Past
Tense/ SPT) which were used correctly. We can see that 28 students did not use any correct
Simple Past grammar form (they used wrong past forms, or they used present or future forms,
or they used Slovak language). 9 students used just 1 and 9 just 2 correct Simple Past
grammar forms. When we take into account only these “zero students” the ratio between them
and the rest is following:

B0 GU/SPT M the rest

Figure 4. Percentage of Students Who Did not Use any Grammar Unit Correctly

Figure 4 indicates that 43% of the students did not use any target grammar unit correctly.
From qualitative perspective, these figures embrace students who:
¢ Did not understand the story and therefore could not retell
e Students who understood the meaning of the story but could retell only in Slovak
language
e Students who understood and retold the story with errors and mistakes
e Students who understood and could retell the main points of the story
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The results indicate that the most of the students did not acquire the grammar unit
(Simple Past Tense/SPT) implicitly despite the fact that Simple Past Tense is placed in
English language curriculum very early. The explicit knowledge of the unit was very
superficial in many cases and could not be used in proper L2 oral production. As Hulstijn
(2002, p. 207) assumes: “When we learn a foreign language with the rules of a pedagogic
grammar, we construct explicit knowledge consisting of concepts and rules. We can try to
apply these rules while speaking. This is extremely difficult because we can manipulate and
control ‘online’ only a very small amount of information in our working memory”.

By the questionnaire we found out that 84 % of students graduated from English language.
According to the target model of Conception of Teaching Foreign Language at Primary and
Secondary Schools (2007), Common European Framework of Reference for Languages
(2006) and its corresponding documents, the target level of the L2 in the 4™ year of grammar
schools is B2.2; and it should not be lower than B1.2 in secondary vocational schools. This
can be seen in Figure 5 representing the target model for levels of L2 competence (both in
first and second foreign language) according to CEFR (2006) reflected in Conception of
Teaching Foreign Languages (2007).

Urovne kompetencii podl'a Spoloéného eurdpskeho referenéného rdmca pre jazyky - ucenie sa,
vyutovanie, hodnotenie (SERR)

Hrubé ¢lenenie Al A2 Bl B2 C1 C2
Jemnejsie ¢lenenie ALLT| AL2] A2.1| A22 [ BI.I Bl.2| B2.1 | B22| Cl.1 | C1.2 | C2.1| C2.2
Cniky v C 2. 3. . . 3
Rocniky v 1. CJ 34 lass lesr s, l.m f 4 5 (.‘JY‘I:/I
75 73 73 73 1./2. 3./4. SOS
1./2./3. SOU

Urovne kompetencii podl'a Spoloéného eurdpskeho referenéného rdmca pre jazyky -ucenie sa,
vyucovanie, hodnotenie (SERR)

Hrubé ¢lenenie Al Al Bl B2 Cl C2
Jemnejsie ¢lenenie Al 1| AL2| A2.1 ] A22 | BI1.1 B1.2| B2.1 | B22 | Cl.1 | Cl.2]| C2.1 | C2.2
éniky v 2. C . 2 3./4. . . 3
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Figure 5. Target Model for Levels of L2 Competence in Primary and Secondary Schools (Conception of
Teaching Foreign Languages, 2007, p. 16)

Moreover, one significant part of B1 spoken production is defined in CEFR (2006, p. 26)
like this: “... I can narrate a story or relate the plot of a book or film and describe my
reactions”.

From the aforementioned we can assume that the majority of students did not embrace
the target level of the L2 spoken production, at least in the area of the monitored grammar
unit (Simple Past Tense/SPT). There may raise an objection that these students had been 1 or
2 years without English. But this only supports the previous statement that the grammar unit
was not acquired implicitly, because, as Hulstijn (2002, p. 206) claims: “Despite implicit
knowledge is gained throughout longer time period, it is considered not to change a lot during
the life span”.

CONCLUSION
The fact remains that foreign language education is one of the main priorities of
European and global efforts. Partial screenings from different areas of L2 education show the
gaps in the target models.
Despite the fact that the results of this screening are only partial, they indicate the problem
with insufficient state of implicit knowledge of the monitored L2 grammar feature. It is not
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the goal of this article to find out reasons of this insufficient state, because they may differ
from school to school and from individual to individual.

In order to see an overall picture of this issue, we will also have to take into
consideration other corresponding areas like students’ personalities, motivation, learning
styles, social status, language barriers etc. The topic is really complex and it requires further
research in order to find answers for as many questions as possible.
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IRISH LANGUAGE TEACHING

VYUCOVANIE IRSKEHO JAZYKA
Slatinska Anna, Slovakia

Abstract

The focal point of the article is Irish language teaching in the Republic of Ireland. Firstly, we
deal with the most significant documents in which the status of the Irish language is being
defined. In this respect, for the purposes of analysis, we have chosen the document titled
20 Year Strategy for the Irish Language which plays a crucial role in preservation and further
cultivation of the Irish language. Secondly, we discuss the new methods and devices used in
Irish language teaching. Specifically, we focused on CLIL which is not defined as such in the
Irish context. Last but not least, we also present new challenges that Irish language teachers
have to face in the 21st century.

Abstrakt

Hlavnou témou ¢&lanku je vyucba irskeho jazyka v Republike irsko. V prvom rade sa
zaoberame najdolezitejSimi dokumentmi, v ktorych je zakotveny status irskeho jazyka. Pre
ucely analyzy sa kI'i¢ovym dokumentom pre nés stal dokument s ndzvom 20 Year Strategy
for the Irish Language, ktory zohrava doleziti tlohu pri zachovani a d’alSom pestovani
irskeho jazyka. Neopominame ani nové metddy a prostriedky pouzivané pri vyucbe irskeho
jazyka. Konkrétne sme sa zamerali na CLIL, ktory pod danym pomenovanym nie je
Vv Republike Irsko uvadzany. V neposlednom rade poukazujeme na nové vyzvy, ktorym
ucitelia irskeho jazyka musia v 21. storo¢i Celit’.

Key words
Irish language, Irish language teaching, CLIL

KPicové slova
irsky jazyk, vyucba irskeho jazyka, CLIL

INTRODUCTION

The focal point of our contribution is Irish Language Teaching in the Republic of
Ireland. Firstly, it is inevitable to mention several crucial facts closely connected with the
history of the Irish language. Secondly, it is of utmost importance to focus on the innovative
methods used in Irish language teaching in lIrish schools and also to deal with potential
challenges to education process of this compulsory subject. In the last part of our paper we
stress the significance of not only Irish language teaching but also the very existence of the
Irish language and current initiatives and programs aimed at its preservation and cultivation.
The paper’s aim will be realized through adopting the hypothesis that Irish language is not
just solely a teaching subject, but, furthermore, it is deemed as one of the substantial signs of
national and cultural identity of the Irish nation.
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As it is generally known, the Irish language”® has been declared as one of the official
languages of the European Union which happened precisely in 2007. According to the
Department of Foreign Affairs website, since granting the Irish language the same status as is
being enjoyed by other Member States’” languages, new arrangements must have been also
accepted following the changed status of the Irish language which had been a treaty language
before (since Ireland joined the EEC in 1973, the same year as UK did). These mentioned
new arrangements for Irish means:

e “Knowledge of the Irish language is taken into account for the purposes of
recruitment to the EU institutions;

e EU regulations adopted jointly by the Council and the European Parliament
will be translated into Irish;

e Interpretation from Irish is also provided to meet needs at Ministerial meetings
and at the European Parliament;

e The nameplates in front of Irish Ministers and delegations now say “Eire
Ireland” to reflect the new status of Irish in the EU also” (Department of
Foreign Affairs Website, 2012).

In short, the Irish language acquired new status that inhabitants of the Republic of
Ireland have been striving for long decades. On one hand, it brings many positives if we take
into consideration increase of national awareness and strengthening of national and cultural
identity of the nation, while on the other hand, it also carries certain challenges that the state
and nation have to cope with. Therefore, the aim of our article is to deal with Irish language
learning and teaching whereas education and education process is one of the areas which have
been affected by these latest changes. Education is simultaneously facing challenges of the
recent years which bring into question old methods used in teaching and introducing new
ones. As a consequence, it is a challenge not only for the teacher but also for his/her students.

IRISH LANGUAGE TEACHING

As being indicated in the 20-Year Strategy for the Irish Language 2010-2030, made by the
Government of Ireland, the key focus of the strategy is to strengthen the position of the
language within education system, while the transmission of Irish as a living language within
family and between generations is critically important. The strategy is hugely in favour of
creating a supportive framework and the opportunities in which Irish can be used on in a
natural way within households and communities which is stressed to be important for all the
areas, with Gaeltacht area (the area situated in the western part of the country in which
predominant language spoken is Irish) taken as an exquisite example of special importance.
Thus, the strategy is aimed at reaching the status of bilingualism referring to knowledge of
both languages, namely Irish and English, so the inhabitants are fluent in both of them. These
aims create a challenge not only for the government but also for the people as it is up to them
how they cope with the situation in the future.

The 20-Year Strategy for the Irish Language has been inspired by the Government
Statement on the Irish Language, published in December 2006. Following the Statement,
there are thirteen policy objectives included, aimed at Government’s support for the
development and preservation of the Irish language and the Gaeltacht as a unique region, a
part of cultural heritage of the nation, not only geopolitically (in terms of area) but also
geoartistically defined as a well or a fountain of Irish language (Government Statement on the

%According to Article 8 of the Constitution, the Irish language as the national language is defined as the first
official language, while the English language is considered as the second official language.
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Irish Language, 2006). We have selected especially those objectives which concern education
of Irish and through the medium of Irish. In this respect, the second objective seems of great
importance as it contains the information referring to the Official Languages Act 2003, which
is another important legal document concerning the Irish language. In the act, there is noted
that the right of the public to use Irish in dealings with the State and with other bodies will be
developed and the appropriate arrangements to deliver this will be put in place (Official
Languages Act, 2003).

After making reference to another significant legal document, we focus on other objectives
concerning the education, namely on Objectives no. 5, 6 and 7 introduced in the Government
Statement on the Irish language. The objective no. 5 states that Irish will be taught as an
obligatory subject from primary to Leaving Certificate level. The curriculum will foster oral
and written competence in Irish among students and an understanding of its value to people.
This objective is intended to be realized by enhanced investment in professional development
and ongoing support for teachers, as well as in provision of textbooks and resources, and,
what is of crucial importance for this paper, through the support for innovative approaches to
teaching and learning (Government Statement on the Irish Language, 2006).

Moreover, objective no. 6 specifies that a high standard of all-Irish education will be
provided to school students whose parents/guardians so wish. Gaelscoileanna (Irish-medium
education) (Gaelscoileanna, 2012) will continue to be supported at primary level and all-Irish
provision at postprimary level will be developed to meet follow-on demand. In connection
with Objective no. 7, Irish language pre-school education will continue to be supported and
third-level education through Irish will be further developed (Government Statement on the
Irish Language, 2006).

Significant for the Irish language preservation and cultivation is also Objective no. 9,
which is oriented on high quality broadcast services through the medium of Irish that will be
ensured especially through the continuous development of RTE, RaidiénaGaeltachta and
TG4.

Another objective which is not numbered specifically is the one which refers to the
Government’s role to support the promotion and teaching of the Irish abroad, through the
Department of Foreign Affairs and the Department of Community, Equality and Gaeltacht
Affairs. One of the emphases is fixated on the teaching of Irish in third-level colleges in a
range of different countries.

Following the Government Strategy, the main aims are translated into the activities aimed
at increasing the knowledge of Irish, creating opportunities for the use of Irish and fostering
positive attitudes towards its use (20 Year Strategy for the Irish Language 2010-2030, 2010).

Taking into account the specific objectives of the strategy striving to increase the number
of people with a knowledge of Irish from 1, 66 to 2 million and the number of daily speakers
of Irish from the current level of approximately 83,000 to 250,000, we have to explore what
changes have happened at schools as the school is one of the cornerstones of how the Irish
language can be preserved and further cultivated. Moreover, according to the Strategy,
education is one of the areas for action (20 Year Strategy for the Irish Language 2010-2030,
2010).

As it is further indicated in the Strategy, the Irish language teaching must be
unconditionally improved as it was found out, according to the research done, in not very
good conditions, taken into account weak knowledge of students as well as of teachers and
unwillingness to learn the language, probably because of less attractive teaching approaches
carried out during lessons. That is why, the area of education, create a challenge, which is
inevitable for making the education of Irish and through Irish better and more interesting for
students themselves as well as for the teachers who are often playing a role of mediators
between the subject and pupil’s mind. Resulting from the abovementioned information, the
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actions proposed in the area of education are designed to achieve the underlying principles of
the Strategy which include enhancement and extension of ability in Irish more deeply and
among larger numbers of people, reverse of negative attitudes towards Irish language usage
and fostering of positive attitudes in their place and expansion of the available opportunities
for the use of Irish within education system by extending Irish as a medium of instruction, as
well as a subject, and by linking school language learning to the informal use of Irish in
recreational, cultural and other out-of school activities (20 Year Strategy for the lIrish
Language 2010-2030, 2010).

Following the Education Act of 1998, An Chomhairle um Oideachas Gaeltachtaagus
Gaelscholaiochta (COGG) has been founded. The COGG’s main aims are defined in terms of
the provision of teaching resources, the provision of support services and research not only in
the Gaeltacht area (COGG, 2012).

Bearing in mind current innovative methods used in the 21 century and the humanistic
approach to education, each child should be taken as a unit with unique identity that each
pupil possesses. As mentioned by Kosova, the main aim of school transformation is to
transform the traditional encyclopedia-memorizing and directive education into a creative-
human education with emphasis being laid on activity and freedom of personality and its
power to make progressive, creative way of existence for life in the new millennium (Kosova,
2011). According to our point of view, the use of Irish by connecting the subject with
everyday life might be highly beneficial for its further development on the way to its better
acquisition by the students and thus, making it more authentic, attractive and popular among
the learners. Moreover, the Strategy is aimed not only at students and teachers (through
developing their language fluency and accuracy) but also at family and the support of family
in Irish language learning. The family, as it is well-known, is the cornerstone of society, so it
plays a huge role in language acquisition of the child. Therefore, one of the areas which the
Strategy tries to hit by instant support and help in leading children to Irish language speaking
is the area of family.

NEW METHODS AND DEVICES USED IN IRISH LANGUAGE TEACHING

Considering the fact, that the era in which we live, is influenced to a great extent by new
communication and media technologies, the teachers must voluntarily or involuntarily face
the challenge generated by new methods and devices used in language teaching. According to
the 20-Year Strategy for the Irish Language 2010-2030, building ability in reading, writing
and speech must count with the recent developments in media and technology. Therefore,
traditional approaches must be seriously combined with new approaches and innovative
means in language learning.

The new innovative methods combine several activities that can be fully developed not
only while Irish language teaching, e.g.: development of literary events and activities in
public libraries throughout the year, author readings and literary programmes for schools,
which means bringing public and private life of a student in contact, development of new
materials, CDs, DVDs and books in Irish, promotion and development of book clubs in Irish,
development of at least one physical literary Irish-language venue or space in Dublin,
development of a literary promotion by RTE and TG4, development of new up-to-date
dictionaries, both English-Irish and Irish-English as well as development of initiatives to
encourage writing in Irish by young people in a range of media — journalism, blogging,
creative writing, drama and film scripts.

The last point seems especially important for today’s generation of young people. In this
case, the verbal communication has been hugely transformed and in many respects,
superseded by written communication in online environment (the word alone as a lexical unit
underwent huge changes too) through the medium of blogs and other social networks which is
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also a place for new identity creation. Therefore, the teacher of the 21* century should take all
the mentioned facts into account and bear them in mind when coming to the classroom.
Moreover, the teacher of the Irish language should be aware of the fact that teaching English,
French or German is much different from teaching Irish, as it is a unique type of language
(found in one field together with other Gaelic languages, but being significantly different
from any other Gaelic language spoken within British Isles and in the area of Northern
France).

Following the new innovative methods used in Irish language teaching, CLIL is used in the
whole island of Ireland as a part of mainstream school education according to the brochure
bearing the title Content and Language Integrated Learning at School in Europe, which
means that it is an integral part of one or more levels of the education system and not limited
in time. CLIL is used precisely in primary and secondary education. In the Republic of Ireland
as well as in other European countries, any subject may be chosen for CLIL from among
those on offer. Moreover, the minimum amount of time for this type of provision is not
indicated in any specific recommendation. In general secondary education, pupils may choose
to be assessed in the target language or the language of the mainstream curriculum (they can
choose either Irish or English). Qualifications required for teaching CLIL provision in
primary and secondary education in the Republic of Ireland are the same as in Slovakia i.e.
the teacher must meet the basic qualification(s) of a fully qualified teacher. CLIL as a term is
not used except by specialists in language education (CLIL at School in Europe, 2006).

According to Harris and O Duibhir (2011), evidence show that language learning is more
effective when it is combined with content learning in another subject other than the language
being learned. They also stress that the context of Irish primary schools is particularly
favourable to using CLIL in teaching Irish as a second or additional language, as all primary
teachers need to demonstrate a satisfactory level of competence in Irish to gain full
recognition as primary school teachers. In the context of the Republic of Ireland, there could
be applied three ways of using CLIL. One of them is that individual teachers could consider
using CLIL informally, either in their language class or by teaching content from other
subjects areas through Irish from time to time, second would mean that schools could decide
to offer an extended core programme where a number of subjects or aspects of subject would
be taught through Irish in a more explicit way, or third option would be for schools to be able
to choose to offer partial immersion programmes for up to 50% of instructional time.
However, the last possibility would require the support of parents and the school community
as well as support for the teachers in the course of professional development and provision of
resources (Harris, Duibhir, 2011).

As it was later shown in other research findings, a significantly higher level of
achievement in Irish was attained through classes which conducted some Irish-medium
instruction outside of the Irish lesson proper. Following the mentioned findings, the CLIL
instruction may be an effective way to teach Irish in Irish primary schools. There were also
several projects undertaken dealing with CLIL method. It seems highly beneficial that a
number of principles were agreed with the teachers with regard to teaching the lesson, like,
e.g. that in the beginning teachers would accept questions from pupils in English but answer
them in simple Irish, and later they would rephrase those questions given in English in Irish.
Throughout the time, the pupils should gradually be encouraged to use Irish (Harris, Duibhir,
2011). This method seems to be very effective especially at primary levels when students start
with language acquisition.

Another important method used in order to strengthen the pupil’s knowledge of a target
language is using stories. The stories can be to a great extent used for teaching students about
different cultures as well as about the culture of their own. In such a way, the stories talking
about the fairy life of Ireland could be incorporated into language learning during lessons. In
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such a way, pupils” awareness of their own cultural heritage through the medium of written
word could be fostered. Except for using the Irish stories, the teachers have got a great
amount of material published in other language which could be used effectively in the
language lesson in order to make the student get into touch with other culture. As it is known,
using stories in a lesson can be an important factor in fostering pupil’s creativity, especially
thanks to various post exercises aimed at developing of learners” creative thinking.

Moreover, the student’s interests connected with recent development in the area of
information technologies should be also taken into account by the teacher. These interests are
quite different when we compare them to the interests of pupils in the period of ten years ago.
As it was mentioned earlier in the text, communication is more developed through different
kinds of social networks and websites via the so called virtual communication taking place in
virtual world. Therefore, the students should be encouraged to participate in such blogs or
websites that are beneficial for education like the one where the fans of Irish language
regularly contribute or share their knowledge and speak the language actively.

As being put by Dailey (2012) the increase use of Irish online and around the world could
help foster the power of the language in a time when the concentrated geographical areas are
on decline. In the article included in BBC News Magazine, the author describes the state of
the Irish abroad and pays attention to the efforts of the people in America, the ancestors of the
Hibernian Irish, who have created so called virtual Gaeltachts where they can meet virtually
and share information of common interest (Dailey, 2012). The creation of such blogs where
students could share their opinions in the language that is taught at school could be seen as a
positive aspect in the way how to make the language learning more authentic, attractive and
enjoyed.

CHALLENGES FACED NOT ONLY BY IRISH LANGUAGE TEACHERS

In the subsequent part we would like to focus on some selected challenges faced not
only by the Irish language teachers but also by students as well as many institutions or
organizations aimed at Irish language preservation and cultivation. As it was mentioned
earlier, there are several new innovative methods that are used in teaching Irish or other
subjects through the medium of Irish. Every teacher has got a possibility to choose from a
wide range of teaching material or teaching methods. The 21% century is a century which
forms the individual pupil in quite a new and distinctive way in comparison with the previous
century which is also a consequence of arrival of new communication and information
technologies that makes the identity of each pupil different from the identity of the pupil in
the 20™ century also influenced by different socio-historical context. When taking into
consideration Irish language teachers, one must be aware of the fact, that the main aim of the
lesson should be to make it as much as more attractive for the students as there are really a lot
of possible teaching sources they can select from but probably more of them should be
published specifically for Irish language lesson.

When speaking about challenges for Irish language teachers, one should have a look at
challenges faced by those teachers who teach in Irish medium schools or at schools where
Irish is taught as a second language. According to Little (2002), recent studies show that
pupils in Irish-medium schools tend to be both motivated to learn Irish and show favorable
attitudes towards the language. Except for benefits, there are also several difficulties that
teachers and students have to face, namely due to the fact, that there is limited number of
Irish-medium schools, schools are located in English-speaking areas, so students do not have
the opportunity to speak Irish outside school, difficulties with obtaining materials in Irish as
well as the fact that there exist a common Irish curriculum for teaching Irish at secondary
schools, irrespective of whether the pupils are attending Irish-medium or English-medium
schools (Little, 2002, In Markey, 2007). On the basis of several researches that were carried
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out, majority of pupils responded that they never used Irish outside of school which is a
challenge not only for school authorities but also for society, or members of society, precisely.

Following the learning of Irish as a second language, according to Markey, there are
also several challenges and difficulties that education system must face. The situation is quite
different in comparison with Irish-medium schools. Following Little, only a minority of non-
native speaker students leave school with the capacity to participate in social or cultural
events conducted through the medium of Irish. Moreover, what seems to be quite striking, is
the fact that for the majority, learning Irish is perceived as necessary evil, a price one pays of
citizenship perhaps, but essentially a waste of time. Consequently, because of poor motivation
and underachievement, learning Irish as an L2 in English medium primary and postprimary
schools has proved extremely difficult and has resulted in negative attitudes towards the
language (Little, 2002, In Markey, 2007). As it can be seen, a reform needs to be done in the
future to tackle the mentioned issues in order to stop the difficulties in Irish language teaching
and learning.

Although there were some great achievements done directed towards better Irish
language acquisition, the challenges do not leave any of the spheres of education intact,
referring to primary, secondary or tertiary education. Taking primary education as an example
of the area which is facing the challenges, we have to conclude that the challenges are situated
both inside and outside the formal system and they concern resources (like inappropriate
textbooks designed for Galltacht areas), equipment, training and language proficiency of the
practitioner/trainer and the diverse range in ability of the children attending (Irish Language
Education, 2012).

Taking a step back, when facing discrepancies, one must have a look at some
historical consequences that had a huge effect on the number of Irish speaking people, starting
with potato famine of 1840s followed by vast emigration of the Irish people abroad.
According the Mercator European Research Centre on Multilingualism and Language
Learning, Ireland is still facing the emigration problem. On one hand, diaspora reduced the
number of those Irish speaking migrants, returning home with non-lIrish speaking wives but,
on the other hand, diaspora also contains many Irish speakers who wish to re-possess the
language of their forbearers. Therefore, there are departments of Irish studies at many
universities abroad (Irish. The Irish Language in Education in the Republic of Ireland, 2001).

To sum up, only future will show, how the objectives are going to be realized in the
future. According to Balintova (2003), didactics of teaching languages has undergone
different phases by applying different methods with more or less positive effects (Balintova,
2003). However, one thing is sure and that is that education will always play one of the most
prominent roles in fostering cultural heritage of the state, of which the language is the integral
part. It means that outside of school, it can be fostered further by family units as well as by
other significant organizations like ForasnaGaelige and UdarasnaGaeltachta in the case of
Ireland. Last but not least, the education process alone needs to reflect new challenges faced
by both teachers and students, not excluding the socio-historical context of Irish language
development and new tendencies and policy towards its preservation and cultivation.

CONCLUSION

The main aim of the article was to provide the reader with the most important facts
concerning the Irish language teaching in the Republic of Ireland. Firstly, we have outlined
the basic legal documents in which the Irish language is defined, ranging from the
Constitution of the Republic of Ireland to the declaration of the EU granting the Irish
language the status of the official language, making it equal with other languages of the
Member States.
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The paper was developed on the basis of the idea that Irish language plays an important
role in creation and cultivation of national and cultural identity of the nation. While studying
materials concerning Irish language education we obtained crucial information about the
status of the Irish language. These theoretical findings can be found in the second and third
part of our paper in which we deal with new methods and devices used in Irish language
teaching and new challenges that Irish language teachers as well as students have to face.

As an important document full of useful data concerning the topic of future development of
the Irish language in the future can be considered the document titled 20-Year Strategy for the
Irish Language 2010-2030 which was the source of immense information about the objectives
and activities that are already in process regarding the Irish language. It is only to wait what
the future brings in the span of 20 years since the Strategy was initiated.

To sum up, Irish language cultivation and preservation seems to be of utmost importance
for the cultural and national identity of the Irish. There are many opinions that without Irish
language, Ireland would not be Ireland, but a different country. There were several events in
the past that influenced the number of Irish speakers but revival movements of the late
19™ and 20™ century brought new sparkles to the independent and language movement. On
one hand, a lot of migrants are returning back from abroad with the idea to re-possess the Irish
language again. On the other hand, many ancestors of Hibernian Irish try to reconnect with
their roots in America via establishments of their own virtual Gaeltachts.

Bearing in mind history and present state of the number of Irish speakers, several authors
propose the idea of a reform that should be adopted in terms of Irish language teaching.
Although there are several new innovative methods being incorporated into teaching (like
CLIL, although it is not titled like that specifically), there is still a long way ahead before
making the number of Irish speakers increased and more students motivated and ready to use
Irish outside schools, i.e. at homes or among friends. We put hope into the objectives of the
20-Year Strategy to be successfully realized throughout the series of proposed years.
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THE IMPORTANCE OF BEING (UN)FAITHFUL: ON THE MOST
FREQUENT MISTAKES IN STUDENTS" TRANSLATIONS

BYT VERNY CI NEVERNY: NAJCASTEJSIE CHYBY
V STUDENTSKYCH PREKLADOCH

Tabackovd Zuzana, Slovakia

Abstract

The paper discusses the importance of mother tongue (Slovak language) in developing
translation skills. It draws on the analysis of students™ translations of non-literary texts made
in the course of Translation Seminar 1 at the Department of Language Pedagogy and
Intercultural Studies at Constantine the Philosopher University in Nitra. The first part of the
text deals with theoretical aspects of translator's competence, translational shifts and source
language interference while the second presents the most frequent translational shifts and
lapses in students translations, completed either at home or in-class. The paper suggests that
developing mother tongue needs to be given special attention in building-up translation skills.

Abstrakt

Predkladany ¢lanok rozobera ilohu, ktort hra materinsky jazyk pri rozvoji prekladatel'skych
zrucnosti. Vychadza z analyzy prekladov odbornych textov, ktoré vypracovali v ramci
Prekladového seminara 1 Studenti Katedry lingvodidaktiky a interkultarnych $tadii Univerzity
Konstantina Filozofa v Nitre. Prva cast’ Studie analyzuje teoreticky ramec prekladatel’skej
kompetencie, prekladatel'ského posunu a interferencie vychodiskového jazyka. Druha Cast’
¢lanku poukazuje na najcastejSie prekladatel'ské posuny a chyby v Studentskych prekladoch.
Clanok v zavere vyzdvihuje vyznam materinského jazyka pri rozvoji prekladatel'skych
zrucnosti.

Key words
translation, translational shift, equivalence

Kricové slova
preklad, prekladatel'sky posun, ekvivalencia

INTRODUCTION

The views on translator’'s competence have been changing in the course of history.
While the first theoretical thinking on the subject was primarily connected with linguistic
processes, later on, translators and theoreticians in the area of translation began to consider
other competences that a translator should acquire. Translation was no longer perceived only
as a language competence; there appeared new concepts such as the knowledge of culture,
domain-specific knowledge, transfer competence, etc. Moreover, language theoreticians
realized that it is not only the foreign language but also the mother language that needs to be
developed. In the 16th century, a French humanist, translator and scholar Etienne Dolet
mentioned his five principles of translation where he stressed the importance of the
knowledge of both languages. According to Dolet, the translator was to fully understand the
sense and meaning of the original author; to have a perfect knowledge of both the source
language (SL) and the target language (TL); to avoid word for word rendering; to use forms
of speech in common use; and to choose and order words appropriately to produce the correct
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tone (Kumar Das, 2005). Dolet’s idea of using forms of speech of common use and producing
the correct tone suggested the principle of the natural flow of the translated text.

In contemporary thinking on translation, there are multiple authors who argue about
the importance of the perfect knowledge of mother tongue in translation. Landers (2001,
p. 45) states that the translator should: “Revise the manuscript, with emphasis on phraseology,
fluency, and naturalness. At this stage it should come as close as possible to reading as if it
had been written originally in English”. Furthermore, for the translators into English the
author suggests having a highly literate native speaker of English go over the text and indicate
any parts that are “awkward, stilted, ‘translationese,” or that make no sense (ibid.). Similarly,
Wechsler (1998, p. 30) has it that the translators who are native speakers of English should
have “knowledge of a foreign language and a foreign culture, a wide-ranging knowledge of
life, a wide-ranging knowledge of English and English-language literature, excellent
judgment and interpretive abilities”, etc. AS we can see, knowledge of the foreign and the
English language go hand in hand.

As far as the Slovak translation school is concerned, Popovi¢ (1983) and Gromova
(2003) differentiate between linguistic, sociolinguistic, discourse, intercultural, and strategic
competence. Miiglova (2009) in her “Ten Commandments of Translating” states that
translators should not undermine the importance of their mother tongue and they should learn
how to express sentences in their mother tongue correctly. In our analysis of students™ in-
class translations from English into Slovak, we found out that the most frequent problems in
students” translations were not linked to the shifts in meaning; students most often struggled
with the target language, which was their own mother tongue (Tabackova, Galova, 2012).

Nevertheless, students often undermine the importance of mother tongue in
developing translation skills. The paper focuses on the analysis of the most frequent mistakes
in students™ translations which were, paradoxically, connected primarily with the Slovak
language (as the source language in translation).

RESEARCH QUESTIONS AND METHODOLOGY

In my research, | analyzed three different translation tasks completed by 20 students
who attended Translation Seminar 1 at the Department of Language Pedagogy and
Intercultural Studies, Constantine the Philosopher University in Nitra. The students had not
taken any translation seminar before, nor had they any experience in translating. The texts
were short newspaper articles from BBC, Reuters and Telegraph. All of them were translated
from English into Slovak, which was the mother tongue of all students attending the seminar.
The first text Pakistan Quake Island off Gwadar “emits flammable gas” was translated in-
class. The other two texts, Car Bomb Kills 20 in Hezbollah's Beirut Stronghold from Reuters
and Ed Miliband: Labour Will Cut Immigration If We Win Next Election were translated as
homework tasks. The aim of the analysis was to analyze the most frequent translational shifts
and mistakes in students” translations.

For the purposes of the analysis, it is of primary importance to first analyze the
respective terminology. In students’ translations, we identified the following problems:

1. shifts in meaning,

2. inappropriate lexical equivalents,

3. inappropriate syntactic structures,

4. inappropriate morphological constructions,
5. spelling and punctuation problems.

As far as the translational shifts are concerned, in accordance with Popovi¢ (1983), we
understand them as changes that occur in the process of translation from the source text to the
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target text. In our analysis, we focus on negative or semantic shifts, which distort the message
communicated by the source text. The other problems, mostly of lexical, syntactic and
morphological character, were either the results of source (English) language interference or
lack of knowledge of the target (Slovak) language. For the purposes of this paper, we
understand interference, in accordance with Newmark (1991, p. 78) as “a deviation from
linguistic norms which is the result of the influence of one language on the other”. Lamberger
and Schneidger (2008) define it even more accurately as a projection of characteristic features
of the source text into the target text “resulting in a violation of parole-related target text
norms”. While in case of morphological or syntactic interference, the translator transfers the
structure of the source text to the translation; lexical interference is very often linked to the
use of a false friend or direct transfer of o SL expression to the translation.

RESULTS
The following part of the paper focuses on the specific shifts and mistakes identified in
60 translations from English into Slovak.

Semantic shifts occurred in 17 translations. In case of the first text, 4 students
misunderstood the headline Pakistan quake island off Gwadar “emits flammable gas” by
ignoring the preposition off. Consequently, instead of translating the headline as “Pakistansky
ostrov v bliskosti/pri meste Gwadar”, they mistranslated it as “Pakistansky ostrov Gwadar”.

In the second text describing a terrorist attack in Beirut, 6 students completely changed
the message communicated by the original in the translation of the following sentence: “The
blast, a month after a car bomb injured more than 50 people in the same district of the
Lebanese capital, came amid sectarian tensions over the intervention of Shi'ite Muslim
Hezbollah against Sunni rebels in Syria's civil war.” While the source text discusses the
bomb attack against the Shi'ites, 5 students communicated the complete opposite in their
translations, e.g.. “Atentdt bol spdachany Sitskymi moslimskymi obcanmi proti sunitskym
rebelom v obcianskej vojne v Syrii.” In the same text, one student misunderstood the
sentence: “Al Mayadeen television said some people were trapped inside apartments at the
scene, close to the Sayyed al-Shuhadaa (Martyrs) complex, where Hezbollah leader Sayyed
Hassan Nasrallah often addresses his followers”. Instead of using the expression “odkial’ sa
prihovara svojim privizencom”, the student used the expression “...kde vodca skupiny
Hizballdh ... ¢asto posiela svojich privrzencov”.

In the third text on the problem of immigration in Great Britain, a humorous
translation occurred in case of the sentence “An immigration Bill would be introduced within
12 months of Labour taking office, if the party wins the 2015 election...”One student
translated it as follows: “Imigracny zdakon by bol zavedeny do 12 mesiacov od ndstupu na
urad prdce ak strana vyhrd volby v roku 2015”. Five other students used a wrong tense in
their translation which resulted in the shift in meaning:

SOURCE TEXT: “the Labour leader said he would impose curbs on the number of low-
skilled migrants allowed to enter Britain.”
TRANSLATION: “Lider Labouristickej strany vyhlasil, ze zaviedol obmedzenia....”

In comparison with the shifts in meaning, lexical, but more often syntactic and
morphological problems were much more obvious. From lexical point of view, students very
often chose an inappropriate Slovak equivalent, e.g.: swimming near the surface/plavat’ pod
povrchom; rough surface (of the island)/hruby povrch; coarse-grained sand/drsny piesok; in
Beirut stronghold/ opevnenie v Bejrte; followers/ fanusikovia; soft on immigration/ mékka
na imigraciu; UN Security Council/Bezpe¢nostny kongres; Labour Party/ Robotnicka strana,
etc.
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As far as syntactic constructions are concerned, the Slovak translations very frequently
copied the syntactic patterns of the original. Consequently, the students were “faithful” to the
source text but they were “unfaithful” to the target text as the English sentence patterns
sounded unnatural in Slovak.

Most often, students tended to translate the syntactic constructions of the original
word-by-word, e.q.: ST: “It said a hill has appeared outside my house...”| TT: “Hovorila,
kopec sa vytvoril pred mojim domom.”’; ST: “One part of it is solid rock, and that is where
My Baloch and his friends landed.”| TT: “Jedna jeho cast je pevna skala a je to miesto kde
pan Baloch a jeho kamarati pristali.”; ST: “In his boldest pledge on the issue to date, the
Labour leader said...”/ TT: “Vo svojom najodvaznejsom vyhlaseni na dany problém doteraz,
lider Labouristickej strany povedal...”

Sometimes, students were transferring the same prepositional constructions into
Slovak, e.g.: ST: “A Sunni Islamist group calling itself the Brigades of Aisha claimed
responsibility for the attack and promised more operations against Hezbollah.”| TT:
“Sunitska islamisticka ,, Brigades of Aisha* sa priznala za utok a slubila viac operdacii proti
Hizballahu.” Moreover, English noun phrases containing proper names were translated word-
by-word — the proper noun followed by the common nouns, e.g.: ST: “...close to the Sayyed
al-Shuhadaa (Martyrs) complex...”/ TT: “blizko Sayyed al-Shuhadaa (Martyrs) komplexu”.
In this case, changing the word order would be more suitable: “v blizkosti komplexu Sajjed
al-Suhada”.

From morphological point of view, the most significant problem was the word-for-
word translation of passive constructions. Instead of using active voice, which is more natural
for Slovak language, students were transferring passive constructions to the target text,
hindering the natural flow of their translations as can be seen in the following examples:
“Barely half an hour after they were jolted by a major earthquake’/”Ani nie pol hodinu po
tom, co boli postihnuti silnym zemetrasenim; “It was not immediately possible to verify the
statement, which was made in an internet video.”/ “Hned nebolo mozné overit vyhldsenie,
ktoré bolo urobené v internetovom videu.”; “It's as if we were struck by an earthquake”/
“Bolo to, akoby sme boli zasiahnuti zemetrasenim”;, ‘“to demonstrate that the party has
broken with its past in which it was seen as “soft” on immigration”/ “preukazat, Ze strana sa
rozlucila s jej minulostou, v ktorej bola vnimana ako mierna voci migracii”.

Moreover, students often translated English possessive pronouns literally as my/mdj;
his/jeho, her/jej etc. instead of using a more appropriate equivalent svoj, svojho, svojej, €. g.:
“In his boldest pledge”/ “V jeho najodviznejsom vyhlaseni”; “the party has broken with its
past”’l strana sa rozlucila s jej minulostou”, etc.

Fourth, students tended to transfer English rules on writing punctuation and capital
letters into Slovak, e.g.: Lebanese/Libanonsky; Beirut stronghold/Beiriitske centrum. As we
can see in the second example, most students used the English transcription of the capital of
Lebanon in their translations instead of the correct bejritske. From other frequent mistakes,
we should mention the following:

o the use of capital letters at the beginning of subsequent words in Slovak proper nouns
(Security Council/Bezpecnostna Rada, immigration Bill/imigracny Zdkon)

e transferring commas to the same place as in the source text (In his boldest pledge on
the issue to date, the Labour leader said/V jeho doteraz najodviznejsom vyhlaseni na
tuto téemu, sef labouristov povedal...)
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e using English inverted commas “” instead of the Slovak ones ,, “ (“l don't know what
happened. It's as if we were struck by an earthquake, ”/ “Neviem, co sa stalo. Akoby
nas zasiahlo zemetrasenie.”).

Paradoxically, the most frequent problem was connected with Slovak grammatical rules,
especially ily (ktori/ktory; atentatmy/atentatmi; odvisielala/odvysielala); i/i in possessive
pronouns (svojim/svojim; mojim/mojim); and commas in compound and complex sentences.
High frequency of the mistakes of this type may be attributed to the fact that the students
involved in the research study either English Language and Culture or English Language and
Literature, the latter focusing on the methodology of teaching English language and literature.
Their study programme does not include any lessons of Slovak language as it is in case of
professional translation study programs. However, due to frequent mistakes in Slovak, short
Slovak grammar exercises dealing with correcting mistakes in the Slovak text or choosing the
standard word were included in their course.

CONCLUSION

To conclude, students usually take one of the two options in their translations. Should
they select the option of being faithful to the source text, they are unfaithful to the target text.
Faithfulness to the original can be metaphorically viewed in terms of word-for-word
translations of lexical, syntactic or morphological features. These, however, distort the natural
flow of the target text. If, on the other hand, the translator votes for the faithfulness to the
target culture by adapting the source text expressions to the grammatical and syntactic
peculiarities of the target language and by giving a natural flow to the target text, the
translator, at the same time, “betrays” the original. The way from the student of translation to
the translator is the way to the “betrayal”. The student changes into the translator at the
moment when his or her translation is no longer perceived as a translation but as a natural text
in the target language. This can be achieved only through constant practice and developing of
both the source and the target language.
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TRADICNE A SUCASNE TRENDY ROZVOJA JAZYKOVYCH
ZRUCNOSTI VO VYUCBE ANGLICKEHO JAZYKA

TRADITIONAL AND CURRENT TRENDS OF DEVELOPING
LANGUAGE SKILLS IN ENGLISH LANGUAGE TEACHING

Vajdickova Renata, Slovenska republika

Abstrakt

Témou nasho prispevku je pristup k vyucbe jazykovych zrucnosti v anglickom jazyku
V suvislosti s réznymi vyucovacimi metddami. V tradicnom vyucovani sa hovorenie, Citanie,
pisanie a pocuvanie ponimali izolovane. Jednotlivé vyucovacie metddy boli charakteristické
aj preferenciou urcitych jazykovych prostriedkov. V stfasnom vzdeldvacom systéme je
hlavnym cielom vyucby cudzich jazykov komunika¢nd kompetencia. Je to schopnost
ponimana komplexne. Neznamena len vyjadrit’ sa v cudzom jazyku ustne a pisomne, ale
i porozumiet suvislostiam a interaktivne reagovat’ v spolo¢enskom a kultirnom kontexte.
Takyto pristup reflektuje prirodzené integrované pouzivanie jazykovych zru€nosti
a vedomosti v zmysluplnej komunikacii. Prinos integrovaného vyucovania jazykovych
zruénosti vidime v zefektivneni ich rozvoja, v pouZzivani aktivizujucich stratégii a uloh,
v priblizeni vyucCovania kredlnym situdciam, anasledne aj v posilneni motivacie
a zainteresovanosti ziakov.

Abstract

The theme of this article is an approach to teaching language skills in English depending on
various teaching methods. In the traditional teaching of speaking, reading, writing and
listening they were perceived isolated. Individual teaching methods were characterized by a
preference for certain language means. In the current educational system, the main aim of
foreign language teaching is communication competence. It is the ability conceived
comprehensively, not only expressing oneself in a foreign language orally and in writing, but
also understanding the background and interacting in a social and cultural context. This
approach reflects the natural integrated use of language skills and knowledge in meaningful
communication. The contribution of integrated teaching of language skills we can see in
streamlining skills development, in the use of activating strategies and tasks, in approach of
teaching to real situations, and consequently in enhancing students’ motivation and
engagement.

Krucové slova
integrovany pristup, komunika¢na kompetencia, jazykové zrucnosti, vyucovacie metody

Key words
integrated approach, communication competence, language skills, teaching methods

“I think school is a place where thinking should be taught ”.
Edward de Bono

UvVOD
Nové vyzvy pre vzdelanostni spolocnost’ uzko suvisia s aktudlnymi problémami
globalizacie, modernymi technologiami, demografickym vyvojom ale aj migraciou
pracovnych sil. Vynaraju sa otdzky, na ktoré musia vzdeldvacie inStitlicie reagovat'.
Orientacia politiky vzdelavania a odbornej pripravy na trvali udrzatelnost, zamestnanost
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a ekonomicku prosperitu nie je redlna bez implementacie efektivnej organizacie vzdelavania,
inovativnych pristupov, metdd, foriem vyucCovania, rozvoja potrebnych zru¢nosti a kI'aiC¢ovych
kompetencii ucitelov a ziakov. Modernizacia vzdelavacich systémov by mala poskytnat
odpoved’ na to, akymi vedomostami, zru¢nostami a kompetenciami absolvent disponuje po
ukonceni Studia a ako to ovplyvni jeho uplatnenie na pracovnom trhu.

Vzdelavaci systém 20. storo¢ia nebol dostatoéne komplexny na to, aby spliial poziadavky
pre 21. storo¢ie. Dosiahnutie kompetencii, ale aj prierezovych spdsobilosti ako kreativita,
lateralne myslenie, adaptabilita st pre buducnost’ vyznamné viac ako Specifické subory
vedomosti, ktoré sa na §kolach tradiéne vyucovali, a Zial' este aj vyucuju. Usilie by sa malo
zamerat’ aj na rozvijanie prierezovych zruCnosti. Prosperujuce spolocnosti potrebuju
komplexnejSie vzdelanych pracujicich s adekvatnym vzdelanim v sulade s potrebami
hospodarstva. Podla odhadov Europskeho centra pre rozvoj odborného vzdelavania
(European Centre for the Development of Vocational Training - CEDEFOP) sa pocet
pracovnych miest v EU, ktoré si vyzaduju tercidrne vzdelanie, zvysi z 29 % z roku 2010 na
34 % v roku 2020, zatial’ ¢o podiel pracovnych miest s poziadavkou nizkej kvalifikacie v tom
istom obdobi klesne z 23 % na 18 %.

., Prierezové zrucnosti, ako je napr. schopnost kriticky mysliet, prevziat iniciativu, vola
podnikat, riesit’ problémy a spolupracovat, pripravia jednotlivcov na kariérnu cestu, ktord je
v dnesnej dobe taka réznoroda a nepredvidatelna * (Europska komisia, 2012, s. 3-4).

KLCUCOVE KOMPETENCIE PRE CUDZIE JAZYKY V EUROPSKOM
VZDELAVACOM PROSTREDI
“We have a clear definition of the key competences needed for the 21stcentury”.
Jasna predstava o kI'i¢ovych (vSeobecnych) kompetenciach potrebnych pre 21. storocie,
deklarovana v dokumente Eurdpskej Komisie (European Commission, 2012, s. 6), vychadza
z potreby integracie vzdeldvania v stcasnej Europe. Diverzifikdcia verzus globalizacia
europskej 1 svetovej spolocnosti, technologicky pokrok, vplyv novych médii, zvySujice sa
poziadavky na pracovné vedomosti, zru¢nosti a schopnosti — toto su faktory, pretvarajice
vzdelavaci systém obsahovo 1 v pristupoch k vyuCovaniu a uceniu sa. Prave v procese
edukacie sa U ziakov tvori zdsadny fundament vyhladovych kI'icovych a Specifickych
zrucnosti a kompetencii.

V odportcani Eurépskeho parlamentu a Rady (Act, 2006) su kompetencie definované ako
kombinacia vedomosti, zru¢nosti a postojov primeranych danému kontextu. KIacové
kompetencie su tie, ktoré potrebuju vsetci jednotlivei na osobné uspokojenie a rozvoj, aktivne
obc¢ianstvo, spolocenské zaclenenie a zamestnanost. Je stanovenych osem klI'icovych
kompetencii:

komunikacia v materinskom jazyku;

komunikacia v cudzich jazykoch;

matematicka kompetencia a zakladné kompetencie v oblasti vedy a techniky;
digitalna kompetencia;

naucit’ sa ucit’;

spolocenské a obc¢ianske kompetencie;

iniciativnost’ a podnikavost’;

kultarne povedomie a vyjadrovanie.

Vsetky klIi¢ové kompetencie sa povazujui za rovnako ddlezité, pretoze kazda z nich moze
prispiet’ k uspesnému zivotu v znalostnej spolo¢nosti. Mnohé kompetencie sa prekryvaju
a nadvizuji na seba. Zakladné jazykové zru€nosti, gramotnost’ v pisani, ¢itani a pocitani
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a zruénost’ v informaénych a komunikaé¢nych technoldgiach (IKT) su hlavnym vychodiskom
pri uceni sa a naucenie sa ucit’ podporuje vsetky vzdelavacie aktivity.

Uvadza sa aj mnozstvo d’alSich kompetencii, ktoré sa uplatiiuji v Europskom referencnom
ramci: kritické myslenie, kreativita, iniciativa, rieSenie problémov, hodnotenie rizika,
prijimanie rozhodnuti a konstruktivne riadenie pocitov, ktoré zohravaji tlohu vo vsetkych
o0smich kl'ai¢ovych kompetenciach (KIicové kompetencie pre celozivotné vzdelavanie, 2006,
S. 6).

V medzinarodnom obchode a sluzbach si ucenie cudzich jazykov vyzaduje osobitnu
pozornost. Znalost' aspoit dvoch cudzich jazykov vézne ovplyvituje konkurencieschopnost,
mobilitu a zamestnatel'nost’ pracovne aktivnych I'udi. Zamestnavatelia vyzaduju od svojich
zamestnancov jazykové kompetencie a zrucnosti, aby mohli fungovat' na pracovnom trhu.
Napriek uvedenym skutoénostiam (usilie EU, mobilita, konkurencieschopnost,, atd’.), situacia
vo vyucbe a urovni ovladania cudzich jazykov sa paradoxne zhorsuje.

Ako sa uvéddza v sprievodnom pracovnom dokumente uUtvarov Komisie tykajicom sa
cudzich jazykov (CJ), z prvého eurdpskeho prieskumu jazykovych kompetencii 15 ro¢nych
ziakov (2011) vyplyva, Ze napriek investicidm do vzdelavacich systémov tieto v mnohych
¢lenskych Statoch stale nie su pri rieSeni problémov dostatocne efektivne:

e |ba 42 % testovanych Ziakov je kompetentnych v prvom CJ a iba 25 % v druhom CJ;

e Velky pocet ziakov nedosiahlo zakladnu uroven A (pouzivatel zakladov jazyka):
14 % pre prvy CJ a 20 % pre druhy CJ;

e Percento Ziakov dosahujucich urovenn B mierne pokrocily (samostatny pouzivatel’)
variuje v prvom CJ od 82 % (Malta, Svédsko — AJ), ku 14 % (Francuzsko — AJ)
a k 9% (UK -FJ);

vwe

NJ).

Druha etapa Eurdpskeho prieskumu jazykovych kompetencii sa bude konat’ v roku 2016.
Budu testované opit’ Citanie, pisanie, pocivanie. Do monitoringu sa zapoji viac ¢lenskych
Statov a posudzovat’ sa bude aj hovorenie v CJ.

Prieskum Eurobarometer snazvom Eurdpania aich jazyky prebiehal na jar 2012 vo
vSetkych Clenskych krajinach a zacastnilo sa ho takmer 27 000 l'udi. Podiel respondentov
ovladajucich aspoit jeden cudzi jazyk vyrazne klesol. Na Slovensku, na uroven 80 %,
\% Ceskej republike na 49%, v Bulharsku na 48%, Pol'sku na 50% a Mad’arsku na 35 %.

Uspesnost maturantov v roku 2012 (zdroj NUCEM) v anglickom jazyku (AJ) B2
V externej Casti (testovanie zrucnosti) signalizuje nedostato¢nt, len okolo 50 % tspesnost.
V teste z AJ troven B2 ziaci dosiahli najvyssiu priememﬁ ﬁspeﬁnost’ v Citani S porozumenim
v gramatike (52,7 %). Vyraznejsie rozdiely v priemernej uspesnosti v testovanych oblastiach
boli zaznamenané v teste z AJ uroven Bl: najvySSia priemernd uspeSnost v pocuvani
s porozumenim (58,7 %), nizSia v &itani s porozumenim (47,0 %) a najnizSia priemernd
uspesnost’ bola dosiahnutd v gramatike (39,4 %). V porovnani od roku 2008, celkova
percentualna uspesnost’ absolventov B2 klesd (o 20 %). NajvyraznejSie sa to odrdza vo
vysledkoch z gramatiky a lexiky.

V dosahovanych  komunikacénych  kompetencidch  (lingvalnych) a jazykovych
zrucnostiach (najméd pocuvani a Citani s porozumenim) je markantnd klesajica tUroven.
V odporaéani NUCEM je odkaz pre uéitelov AJ: viac sa venovat G&innostiam, ktoré
precvi¢uju gramatiku a lexiku v spojeni s komunika¢nymi zru¢nostami (Citanim, pisanim,
hovorenim a po¢uvanim).
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Pomerne obsiahlym Uvodom akapitolou Klicové kompetencie v eurépskom
vzdelavacom prostredi pre cudzie jazyky sme sledovali spojitost a odévodnenost
implementéacie efektivnych pristupov vo vyucovani AJ. Domnievame sa, ze jednym
z takychto pristupov vo vyucbe AJ je integracia komunikacnych zrucnosti.

VYUCOVACIE METODY VS PRISTUP K ROZVOJU JAZYKOVYCH ZRUCNOSTI
(J2)

Vymedzenie pojmu metddy nachadzame uz u Komenského (1964), ktory ju
charakterizuje ako spdsob Cinnosti ucitel'a a ziaka. Vo vyucbe cudzich jazykov boli metody
ovplyviiované poziadavkami doby, ndzormi, technickym a spoloenskym pokrokom. Casto
suviseli so stanovenymi spolo¢enskymi ciel'mi a potrebami. Uplatiiovali sa v nich rdzne
pristupy, preferovali sa rézne jazykové zrucnosti ajazykové prostriedky. PocCas vyvoja
didaktiky cudzich jazykov sa jednotlivé metddy vzdjomne prelinali, negovali, alebo aj
dopinali. Na zaklade roznych kritérii, autori uvadzaji pocdetné klasifikacie vyudovacich
metod.

Ako uvadza E. Hinkel (2010) autormi prvého systému vyucovania anglického jazyka
ako druhého, resp. cudzieho jazyka v USA boli Charles Friesa a jeho naslednik Robert Lado.
Obaja boli autormi intenzivneho kurzu anglitiny pre cudzincov. Vytvorili prvy ucebny
material, ktory obsahoval anglicky foneticky systém, gramatické Struktury a lexikéalne
modely. Z hl'adiska pristupu k jazykovym zru¢nostiam, $trukturalne rozdelenie zrucnosti
a nadradenost’ tstneho prejavu posluzili na tvorbu prvého u¢ebného materialu.

Pre potreby armddy a r6zne povolania vypracoval tim americkych jazykovedcov (d’alej ho
rozpracoval Bloomfield) intenzivny uc¢ebny program (Army Specialized Training Program)
zaloZeny na oralnom pristupe, tzv. audio ordlnej metode.

Howatt a Widdowson (2004, s. 299-300, citované z Hinkel, 2010), charakterizovali
vyucbu jazyka medzi rokmi 1950 a 1970 nasledovne: "All four language skills (listening,
speaking, reading, and writing) should be taught, but the spoken skills should be given
priority." Aj v tomto pripade malo hovorenie medzi jazykovymi zru¢nostami nadradent
poziciu.

Do Eurdpy prichddzali americki a anglicki lektori, ktori nerozumeli domacemu jazyku,
a preto sa uCenie obmedzilo na pocivanie s porozumenim bez objasiiovania gramatiky
a pisania. Takyto pristup je charakteristicky pre priamu metddu. Podobné mechanické
osvojovanie si jazyka je typické pre audiovizualnu metodu.

Pre cely rad d’alSich metdd (tichd, situacnd, sugestopédia, komunitnd, metdda celkovej
fyzickej odpovede, atd’.) bola charakteristicka separdcia Styroch zruc¢nosti; eventualne védzba
¢itania s pisanim, poc¢uvania s rozpravanim, atd’.

Mnohi ucitelia povazovali, a Zial’ eSte aj povazuju, oddelené vyu€ovanie jazykovych
zruénosti na hodindch AJ za prirodzené a ,,usporiadané“. Tomuto pristupu zodpovedali aj
mnoh¢ ucebnice, skusky, testy, atd’.

Hinkel (2010) vidi oddelené vyucovanie jazykovych zru¢nosti v historickom kontexte.
Na zaklade autorkinej klasifikdcie metdd a charakteristike principov danych metod Larse-
Freeman a Anderson (2011) sme zostavili tabulku vybranych metod podla preferencie
jazykovych zru¢nosti a jazykovych prostriedkov.
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Tabulka 1 Vybraté metody podla preferencie a poradia jazykovych zrucnosti a jazykovych prostriedkov

Metéda Preferované jazykové zrucnosti | Preferované jazykové
podl’a poradia prostriedky podl’a poradia
Gramaticko- Mo . .
. Citanie, pisanie Slovna zasoba, gramatika
prekladova
Audiolingvalna Pocuvanie, hovorenie Vyslovnost’, gramatika
Priama Hovorenie, ¢itanie, pisanie Slovna zasoba, vyslovnost’
Tichd Hovorenie, Citanie, pisanie  vo | Vyslovnost’ (meloddia),
vzajomnej interakcii Struktara jazyka
Situacna Hovorenie, pocuvanie, Citanie, pisanie | Vyslovnost’
1 Hovorenie - komunikacia, Citanie . ,
Deugestopédia L ’ > | Slovna zésoba, vyslovnost’
pisanie
o C g Gramatika, vyslovnost’, slovna
Komunitna Hovorenie, ¢itanie, pisanie .
zasoba
Metoda  celkovej
fyzicke] odpovede | Poc¢tvanie, hovorenie Slovna zasoba, gramatika
T.P.R.
Y, Komunika¢né zrucnosti - pocuvanie, | Slovna zasoba, vyslovnost,
Komunikacna e .
hovorenie, Citanie, pisanie gramatika
Metoda zaloZena , . . Slovna zasoba, vyslovnost,
, Integrované zruénosti .
na vybere obsahu gramatika
Metoda SO . N . Slovna zasoba, vyslovnost,
L, Integrované zruénosti .
zaddvanim tloh gramatika

PRECO INTEGRACIA VO VYUCBE KOMUNIKACNYCH ZRUCNOSTI{?

,, Komunikacné zrucnosti nemozno chdpat’ izolovane, pretoze sa navzdjom prelinaju
adopliiajii  (vo vyucovani ich chdpeme ako integrované zrucnosti) (Pedagogicka
dokumentacia anglického jazyka B2, 2009, s. 8).

V Klicovych kompetencidach pre celozivotné vzdelavanie (2006, s. 2-3) sa komunikaéné
kompetencie v cudzich jazykoch definuja ako schopnost’

e Vyjadrit' atlmocit pojmy, myslienky, pocity, fakty andzory ustnou a pisomnou
formou (po¢ivanim, hovorenim, ¢itanim a pisanim);

e interaktivne reagovat’ primeranym a kreativnym sposobom v spolocenskom
a kultirnom kontexte;

e sprostredkovat’ a porozumiet’ interkultirne vzt'ahy.

Podla J. Harmera (2007), produktivne zrucnosti (pisanie, hovorenie) a receptivne
zrucnosti (Citanie, poc¢uvanie) si dve strany jednej mince a nemo6zu byt oddelené, pretoze
jedna zrucnost” podporuje druhi, a to mnohymi spdsobmi. To znamend, ze vo vyucovani
vstupy (pocuvanie, Citanie) a vystupy (pisanie, hovorenie) musia byt prepojené, jedna
zru¢nost’ podporuje (pomaha) druhej a tak vznika rovnovaha, ktora vedie k rozvoju jazyka.
Ziaci stcasne dostavaju spitni vizbu od u¢itel'a a spoluziakov. Praca Ziakov je len jednou
stranou mince, a ak ucitelia neposkytnu spitni viazbu alebo preferujii jednu z jazykovych
zru¢nosti, mozu Ziaci pri aktivitach zlyhat’ prave pre nedostatok v niektorej zo zrucnosti.

Podobne komplexne (a velmi farebne) popisala zakomponovanie komunikacnych
zrucnosti do procesu vyucovania cudzich jazykov R. Oxford (2001). Prirovnala vyucovanie
anglictiny ku gobelinu. Gobelin je utkany z mnohych vldkien. Vldkna predstavuji vlastnosti
ucitela, ziaka, proces vyucovania, podmienky, cielovy a materinsky jazyk. Na vyrobu
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velkého, silného a farebného gobelinu je potrebné pospletanie vSetkych vlakien spravnym
sposobom. Napriklad, vyucovaci $tyl ucitel'a oslovuje ucebny styl ziaka, ziak je motivovany
a vyuCovaci proces poskytuje zdroje a hodnoty, ktoré intenzivne podporuju vyucovanie
jazyka. Dalsie §tyri vldkna su zakladné jazykové zruGnosti: poéuvanie, Gitanie, hovorenie
a pisanie. V tomto gobeline su votkané¢ aj dalSie nélezité vlakna ako slovnd zasoba,
gramatika, vyslovnost’ aich pouzitie. Vlakna receptivnych a produktivnych jazykovych
zru¢nosti gobelinu vedu k optimalnej cudzojazy¢nej komunikacii iba vtedy, ak st simultanne
priebezne votkavané v priebehu vyucovania. Slova autorky potvrdzuju, Ze na dosiahnutie
optimalnych komunikaénych vysledkov vo vyucbe cudzieho jazyka je aj integrovany pristup
k rozvoju jazykovych zru¢nosti a jazykovych prostriedkov dolezitym faktorom.

Aj podl'a J. Richardsa and T. Rodgersa (2001, s. 165), integrované jazykové vyucovanie
motivuje ziakov k zmysluplnej komunikécii. Prikladom modelu integrovaného vyucovania
modze byt tematicky zamerané (content-based), vyucovanie so zadavanim uloh (task-based),
zanrovo zamerané vyucovanie (text-based, tiez nazyvané genre-based), diskurzné (discourse-
based), projektové (project-based), a d’alsie (network-based, technology-based, corpus-based,
interaction-based, literature-based, literacy-based, community-based, competency-based, or
standards-based).

Javi sa, Ze koncepcii integracie jazykovych zru¢nosti vo vyucovani anglického jazyka v ¢o
najrealnejSom kontexte ni¢ nebrani. Na druhej strane vSak existuje niekol’ko dévodov, preco
sa vo vyucbe cudzich jazykov integrovany pristup uplatituje menej:

e Vo faze urovne A, kde je ziak pouzivatel'om zdkladov jazyka;

e Vv S$pecificky zameranych kurzoch alebo vyucovacich hodindch (kurz na rozvoj
receptivnych zrucnosti, Specidlny gramaticky seminar, workshop, audio program,
kurz zamerany na pasivne ovladanie odbornej terminoldgie, vyucovacia hodina
zamerana na poc¢lvanie s porozumenim, atd’.,) aj ked’ uéitelia sa t'azko zaobidu bez
zapdjania vSetkych zru€nosti, 1 ked’ nie v rovnocennom pomere;

e pri vyuZzivani ucebného materidlu, ktory nekoreSponduje s integrovanym
pristupom (v takomto pripade, integrovany rozvoj vSetkych zru¢nosti vyzaduje od
ucitela vel'a pripravy a pedagogickych skusenosti).

Je mozné, Ze k uvedenym dovodom, preco sa integrované vyucovanie jazykovych
zru¢nosti menej uplatiuje v praxi, je aj nazeranie na poc¢uvanie, hovorenie, itanie a pisanie
ako na samostatné zruénosti v snahe o unifikaciu (podl'a SERR) vedomostnych a vykonovych
Standardov a cielovych kompetencii definovanych v eurdpskych narodnych vzdelavacich
programoch. Toto usilie o ¢o najpresnejsiu definiciu jazykovych kompetencii vedie predsa len
k zotrvaniu $tyroch zru¢nosti ako vyznamnych didaktickych kategorii.

ZAVER

Napriek diferencovanému pristupu k jazykovym zru¢nostiam pocas dlhej historie
vyuCovania cudzich jazykov, je v sucasnosti zjavny trend komplexného (integrovaného)
ponimania rozvoja komunikac¢nych zru¢nosti, ktory odraza redlnu komunikéciu. StotoZiujeme
sa s pozitivnym pristupom H.D.Brown (2001), J.Harmer (2009), E. Hinkel (2010), D. Larsen-
Freeman a M. Anderson (2011), R.Oxford (2001) a mnohych d’alsich a domnievame sa, Ze na
zavedenie integrovaného vyucovania jazykovych zru¢nosti do praxe su pre nas ucitelov
potrebné nasledovné kroky:

e ovladat’ rozne pristupy a metody, v ktorych sa integrovany pristup k jazykovym
zruénostiam moze uplatnit’ (napr. metdda so zameranim na Specifickil tému,
metoda s vyuzitim zadavania uloh, atd’.);
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e sebareflexia, zhodnotenie sucasného pristupu, do akej miery vieme vo vyucovani
jazykové zru¢nosti integrovat’;

e 3j ked’ je kurz alebo vyucovacia hodina Specificky zamerana len na jednu jazykova
zrucnost’, pamétat’ na moznost’ integracie d’al§ich, zaradenim vhodnych aktivit;

e sledovat’ odborné publikacie a ucebnice, ktoré podporuju integraciu jazykovych
zrucnosti a prostriedkov.

Cielom modelu integracie Styroch jazykovych zruénosti je sucasne aj podpora d’al§ich
prierezovych zrucnosti a komunika¢nych kompetencii. Predpokladame, prihliadajic na fakt,
ze anglicky jazyk je médium medzindrodnej komunikacie, Zze integrovany pristup
k vyucovaniu jazykovych zruénosti bude v didaktickych metddach a pristupoch dominovat'.

Pouzita literatura

ACT 2006. Recommendation 2006/962/EC of the European Parliament and of the Counci lof
18 December 2006 on key competences for lifelong learning [OfficialJournal L 394 of
30.12.2006]. Dostupné na: (http://eur-lex.europa.eu/LexUriServ/site/en/o0j/2006/1_394/1
39420061230en00100018.pdf.

BROWN, H. D. 2001. Teaching by Principles. An interactive approach to language
pedagogy.2nd edition. Longman, 2001. 480p. ISBN 0130282839.

CARTER, R. — NUNAN, D. 2001. The Cambridge Guide to Teaching English as a Second or
Other Language. Cambridge : Cambridge University Press, 2001. ISBN 0521805163.

EUROPEAN COMMISSSION, 2012. Assessment of Key Competences in initial education
and training: PolicyGuidance.Commission Staff Working Document accompanying the
Communication from the Commission "Rethinking Education: Investing in skills for better
socio-economic outcomes". SWD(2012) 371 final. Dostupné na:
http://ec.europa.eu/education/school-education/competences_en.htm.

EUROPSKA KOMISIA 2012. Prehodnotenie vzdelavania: investicie do zrucnosti na
dosiahnutie lepsich socialno-ekonomickych vysledkov. Oznamenie komisie eurdpskemu
parlamentu, rade, eurdpskemu hospodarskemu a socidlnemu vyboru a vyboru regionov. V
Strasburgu 20. 11. 2012 COM(2012) 669 final. Dostupné na:
http://ec.europa.eu/education/news/rethinking/com669_sk.pdf.

HARMER, J. 2007. The Practice of English Language Teaching. Pearson Longman, 2007.
448p. ISBN 978-1-4058-5311-8.

HINKEL, E. 2010. Integrating the four skills: Current and historical perspectives. In R.B.
Kaplan (Ed.), Oxford Handbook in Applied Linguistics, (pp. 110-126). 2nd ed. Oxford
University Press, 2010. Dostupné na: http://www.elihinkel.org/downloads.htm.

Klucovée kompetencie pre celozZivotné vzdelavanie — Eurdpsky referencny ramec. Priloha k
odporicaniu Europskeho parlamentu a Rady z 18. decembra 2006 o klucovych
kompetenciach pre celozivotné vzdelavanie 30. decembra 2006 uverejnené v Uradnom
vestniku Eurdpskej unie ¢. L 394. Dostupné na: (http://eur-
lex.europa.eu/LexUriServ/site/en/0j/2006/1_394/1_39420061230en00100018.pd.

184



Nitra 2013
Cudzie jazyky a kultary v Skole 10

KOMENSKY, J. A. 1964. Nejnovéjsi metoda jazyku. Vybrané spisy J.A. Komenského. Zvizok
3. Praha : SPN, 1964.

LARSEN-FREEMAN, D. — ANDERSON, M. 2011. Techniques and Principles in Language
Teaching. Oxford, UK : Oxford University Press. 2011. 252p. ISBN 0194423603.

NUCEM. Sprdva o priebehu a vysledkoch externej casti a pisomnej formy internej casti
maturitnej skusky v Skolskom roku 2011/2012. Dostupné na:
http://lwww.nucem.sk/documents//25/maturita_2012/vysledky analyzy/Sprava EC a PFIC_
MS_2012.pdf.

OXFORD, R. 2001. Integrated Skills in the ESL/EFL Classroom. In University of Maryland
in ESL Magazine. Vol. 6, No. 1, January/February 2001. Dostupné na:
http://www.cal.org/resources/digest/digest_pdfs/0105-oxford.pdf.

Pedagogicka dokumentacia anglického jazyka B2. Kol. autorov. Prvé vydanie, 2009. Vydal :
Statny pedagogicky ustav Bratislava. ISBN 978-80-89225-79-8.

RICHARDS, J. C. — RODGERS, T. S. 2001. Approaches and Methods in Language
Teaching. 2nd edition. Cambridge University Press, 2001. 270p. ISBN 9780-521-0080365-6.

Kontaktna adresa

PaedDr. Renata Vajdi¢kova, PhD.

Katedra anglistiky a amerikanistiky, FHV UMB
Tajovského 51

Banska Bystrica 974 01

Slovenska republika

renata.vajdickova@umb.sk



Nitra 2013
Cudzie jazyky a kultary v Skole 10

HALLOWEEN. SLAVIT CI NESLAVIT? TO JE OTAZKA.

HALLOWEEN. TO CELEBRATE OR NOT TO CELEBRATE: THAT IS
THE QUESTION

Zemberovd Ivana, Slovenskd republika

Abstrakt

Halloween je jednym z najznamejSich a zaroven najkontroverznejsich sviatkov inej kultary,
ktoré sa k nam vplyvom globalizacie a migracie obyvatel'stva dostali. V stvislosti s nim sa
objavuju rozne protichodné nazory — pozitivne aj negativne. Mnohé z tych kritickych sa
odvolavaju na jeho pohansky povod, avSak tvrdenia ktoré v nich autori uvadzajt, su casto
subjektivne a nezakladaju sa na faktoch.

Absolvent Studijného programu Anglicky jazyk a literatura a Anglicky jazyk a kultira by vSak
mal dostat’ a vlastnym samostadiom ziskat' pokial mozno ¢o najobjektivnejSie informacie
0 kultare krajin, ktorych jazyk Studuje. Prispevok sa preto venuje vyznamu a povodu tohto
sviatku, snazi sa objasnit’ malo zname fakty a vyvratit' nepravdivé ,,myty*, ktoré v savislosti
s Halloweenom na Slovensku pretrvavaji.

Abstract

Halloween is one of the most famous and at the same time most controversial holidays of a
foreign culture that is, due to the globalization and greater migration of people, also
celebrated in Slovakia nowadays. Various opposing opinions have appeared in relation to
Halloween — both positive and negative. Many of those critical opinions refer to the holiday’s
pagan origins; however, the assertions that their authors give out as truth are often subjective
and are not based on facts.

The graduates in the study programme English language and literature and English language
and culture should be given and by the means of self-study should acquire unbiased
information about the culture of the countries the language of which they study. This paper
deals with the meaning and the origins of Halloween, tries to explain the little known facts
and rebut the Halloween related “myths” that linger in the minds of many people in Slovakia.

KIucové slova
Halloween, Samhain, pohania, krest’ania, kritika

Key words
Halloween, Samhain, pagans, Christians, criticism

UVvOD

V novembri 2012 sa nasej katedre KLIS PF UKF uskutoénili oslavy sviatku
Halloween, sviatku neodmyslitelne patriacemu ku kultare niektorych anglofonnych krajin,
jazyk, literataru a kultiru ktorych na naSom pracovisku vyucujeme. Sucastou oslav bol
spoloCensko-kultirny program, pozostavajuci aj z praktizovania niektorych halloweenskych
tradicii, ako aj z halloweenskeho kvizu. Hoci ohlasy zac¢astnenych Studentov a pedagdgov
boli pozitivne a podujatie splnilo svoj ucel — zabavit sa adozvediet sa nieCo viac
0 Halloweene, bolo evidentné, Ze nie vSetci sa s oslavami stotoziiuju a aj od priprav aj tcasti
na podujati sa diStancuju. Dovodom bolo bud’ ich vierovyznanie a odmietanie Halloweenu
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ako pohanského sviatku alebo nechut’ ,,opicit’ sa“ po Amerike a bezhlavo preberat’ ich zvyky.
V suvislosti s oboma dovodmi vSak existuje mnoho otdznikov.

To ¢i niekto bude Halloween slavit’ alebo nie, je len jeho osobna vec, cielom tohto
prispevku nie je dany sviatok ani obhajovat’, ani zakazovat’ a uz vébec nie utocit’ na niekoho
vieru ¢i etické citenie. Je vSak zardzajuce, kolko zavéadzania, nepodlozenych nepravd
a cielenej demagogie je mozné najst’ na internete, a to zial’ aj v zdanlivo odbornych ¢i odborne
sa tvariacich prispevkoch v online periodikach ¢i blogoch (aj) vysokoSkolsky vzdelanych
'udi, v online materialoch pre ucitel'ov, a to Vv mnohym pripadoch bez uvedenia akychkol'vek
zdrojov.

Vzhl'adom na to, ze absolvent §tidia na nasej katedre (Studijny program Anglicky
jazyk a literatara a Anglicky jazyk a kultira) by mal mat prehl'ad aj o sviatkoch krajin,
ktorych jazyk a kultaru Studuje, rozhodla som sa v tomto prispevku venovat' sa povodu
a vyznamu daného sviatku a tradicidm snim spojenym. Zda sa, Zze medzi slovenskou
verejnost'ou su v suvislosti s Halloweenom rozsirené mnohé nepravdivé alebo niekedy len nie
celkom presné informacie, ktoré su ale povazované a prijimané za absolitnu pravdu
a skresl'ujii tak samotnii podstatu tohto sviatku. U&elom predkladaného ¢&lanku je doplnit
neuplny obraz o Halloweene, vyvratit' niektoré nepodlozené tvrdenia jeho odporcov, ale
zéroven zachovat’ objektivitu a nestrannost’. Tiez chcem podnietit’ naSich Studentov k tomu,
aby si hl'adali a overovali informacie z viacerych zdrojov, porovnavali ich a vytvorili si svoj
vlastny nazor a postoj a nie len pasivne prijimali informacie, ktoré¢ st im podsuvané, ¢i uz
Vv neprospech alebo prospech oslav Halloweenu.

CO JE HALLOWEEN?

Halloween je sviatok, ktory sa vo viacerych krajinach, v poslednych rokoch uz aj
vratane Slovenska, kazdoro¢ne oslavuje vecer avnoci 31. oktdbra. Pooblieckani do
straSidelnych halloweenskych kostymov ho oslavuju dospeli aj deti, ale su to predovSetkym
deti, ktoré chodia od domu do domu a pytaji si sladkosti (tradicia Trick or Treat). Typickymi
znakmi oslav je vyrezdvanie lampasov z tekvic, do ktorych sa vklada sviecka, sut'aze v loveni
jablk zvody, rozpravanie stragidelnych historiek a stragidelné kostymy aozdoby, ako
napriklad Carodejnice, netopiere, paviky, €ierne macky, kostlivei ¢i zombie. Hoci sa uz
spominany zvyk zvany Trick or Treat, na Slovensku zatial neudomacnil, aj slovenské deti
a dospeli s obl'ubou vyrezavaju tekvice a obliekajli sa réznych halloweenskych kostymov.

HISTORIA HALLOWEENU. VPLYV KELTOV. SAMHAIN.

Napriek tomu, Ze tento sviatok ma ovela dlhS$iu tradiciu, slovo Halloween bolo prvykrat
pouzité v 16. storo¢i ako skratend verzia plného ndzvu All Hallows™ Eve, ¢o v slovenc¢ine
znamena predvecer sviatku Vsetkych svitych (Halloween, 2013). Nazov je teda krest'anského
povodu, ale vSeobecne prijimanym faktom je, Ze ma korene v keltskom sviatku Samhain
aV jeho pohanskych tradiciach a ritualoch. Pre pochopenie suvislosti je potrebné vysvetlit’
podstatu a formu oslav Samhainu a jeho postupné ,,nahradenie” Halloweenom. Samhain bol
teda jednym z najdolezitejSich sviatkov Keltov, ktori obyvali uzemie Eurdpy uz pred viac ako
2000 rokmi.

,Historicki Kelti neboli narodom v dneSnom zmysle slova. Boli to velké skupiny
obyvatel'stva roz¢leneného na pocetné kmene, ktoré niekolko storo¢i obyvali obrovské
tizemie Eurdpy od Skotska a Britskych ostrovov aZz po Ibersky polostrov, od Sliezska po
Stredozemné more, od pobrezia Atlantického oceanu po Karpaty a svojou expanziou prenikali
az do malej Azie“ (Kovar, 2011). Siritelmi keltskej viery boli druidi. Bola to celokeltska
institacia, znama na Britskych ostrovoch a v Galii, a pravdepodobne mala vplyv i v strednej
Eurdope (Kovar, 2012a). Je pravda, ze dostupné pisomné pramene spominaju skor zapadnych
Keltov. Hubert (2005) priznava, ze nie je dostatok informécii o druidoch v okoli Dunaja, ale

187



Nitra 2013
Cudzie jazyky a kultary v Skole 10

to nie je dovodom na to, aby sme ich existenciu v tejto oblasti vyvratili a taktiez uvadza, ze
druidi boli pankeltskou instituciou. Druidi zastavali veI'mi vyznamné postavenie pri ritualoch
spojenych s keltskymi sviatkami, vratane Samhainu.

Kelti delili rok na dve obdobia — teplé a studené, teda leto a zimu. Teplé obdobie zacinalo
sviatkom Beltaine okolo 1.maja, ked’ bol dobytok vyhanany na pastvu. Studené zacinalo
sviatkom Samhain na zaciatku novembra, ked’ bolo potrebné dobytok ustajnit’. Toto obdobie
znamenalo aj ukoncenie zberu urody a koniec leta. Samotné slovo Samhain pochadza
z gael¢iny a doslovne znamena koniec leta. Tento deil nebol len zaciatkom zimy, studeného
obdobia spojeného s tmou, ale 1. november bol s najvac¢sou pravdepodobnostou zaroven aj
den zaciatku keltského nového roku, oslavy ktorého zacinali vzdy v predvecer samotného
sviatku.

Ludia vecer pre Samhainom pozhasinali vSetky ohne vo svojich pribytkoch a potom sa
stretli pri spolo¢nej vatre. Keltské nabozenstvo je zndme svojimi obetami, ktoré sa prinasali aj
Vv tento veler. Ako spdsob obetovania svojim bohom a bohyniam palili v ohni Cast’ svojej
urody a zvieratd. Nie je vylucené, ze kedysi mohli ritudly spojené so Samhainom zahiat’ aj
ludské obety. Posvitné ohne boli aj formou akejsi oCisty na konci prave sa konciaceho roku
a pripravou na rok novy (The History of Samhain and Halloween, 2009). Zo spolo¢nej vatry
si l'udia potom znova pozapal’ovali ohniské vo svojich pribytkoch.

Samhain sa spomina uz v starej irskej literatire a mnohé vyznamné udalosti v irskej
mytoldgii sa udiali alebo zacali prave v tento den. Kelti verili, Ze po¢as Samhainu sa dvere
medzi svetom zivych a mftvych otvaraju a duSe zo sveta mftvych mézu preniknit’ do sveta
zivych a navstivit' pribytky svojich pribuznych, u ktorych boli vitané a usadené k stolu. Do
pozemského sveta sa vSak v tomto obdobi dostali aj duse, ktoré prisli skodit” alebo sa pomstit’
apred takymi sa bolo treba chranit. Okrem toho, ze im l'udia na upokojenie a uzmierenie
vykladali pred domy jedlo a vino (jedna z teorii vravi, ze toto je povod tradicie Trick or
Treat), prezliekali sa aj do kostymov, aby bludiacich duchov zmiatli. Predpoklada sa, ze
Z tohto zvyku sa vyvinula tradicia prezliekania sa do halloweenskych kostymov duchov,
kostlivcov, ¢arodejnic a podobne. Niektoré zdroje vSak uvadzaja aj iny ucel maskovania sa.
Pri spolo¢nych vatrach sa l'udia obliekali do zvieracich koZi a sti€astou maskovania boli aj
zvieracie hlavy. DuSe tych, ktori zomreli v predchadzajlicom roku a ktoré boli uvédznené
Vv telach zvierat, boli po¢as Samhainu uvol'nené a kostymy reprezentovali uvol'nenie takychto
dusi do fyzického sveta.

Ako sa vSak zo Samhainu stal Halloween? S postupnym roz§irovanim krest'anstva
v Eur6pe bola spojend aj snaha o postupné vykorenenie pohanstva. To vSak nebola vdbec
lahk4 a jednoduché uloha. Ako je zndme z historie, nebolo nezvycajné, Ze konvertovanie
pohanov na krestanov bolo Casto uskuto¢fiované pouzitim nasilnych prostriedkov, avsak
jednou z efektivnych metdd bolo aj priradenie novych nazvov a vyznamov starym ritualom
a symbolom a nahradenie pohanskych sviatkov krestanskymi. A tak sa postupom c¢asu zo
Samhainu vyvinul Halloween. ESte v roku 609, dna 13. maja, vysvitil papez Bonifac IV
rimsky chram Pantheon, ktory sa tymto aktom stal prvym pohanskym chrdmom, p6évodne
zasvitenym vSetkym rimskym bohom, ktory bol zmeneny na krest’anskt baziliku. Odvtedy sa
13. mdj zacal oslavovat ako den VSetkych svdtych. AvSak snaha papezov Gregora III
a Gregora IV o0 pokrestancenie Samhainu vyustila v to, ze od roku 835 sa den Vsetkych
svitych zacal oslavovat’ 1. novembra, prave v deit Samhainu. Bolo vSak bezné, Ze l'udia
slavili oba sviatky naraz. Symbolika, ktora bola spojend so Samhainom, bola prili$ silné na to,
aby ju dokazalo nahradit’ pre nich abstraktnejSie uctievanie krestanskych svitych (Santino,
1982). Atak dalsi krestansky sviatok bol ustanoveny na 2. novembra — DusSi¢ky. Jeho
sucastou je uctievanie a spomienka na blizkych zosnulych, ¢o vlastne bolo a v sucasnosti
stale je aj podstatou Samhainu.
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JE HALLOWEEN POHANSKY, KRESTANSKY ALEBO SEKULARNY SVIATOK?
AKY JE SUCASNY CHARAKTER HALLOWEENU?

Toto je otazka, na ktora nie je az takd jednozna¢na odpoved’. Zdroje uvadzaji, ze podla
niektorych odbornikov, je All Hallows™ Eve pokrestanCeny sviatok, povodne ovplyvneny
zapadoeurdpskymi Zzatevnymi festivalmi a sviatkami na pocest mftvych, pravdepodobne
pohanského povodu, obzvlast’ keltskym Samhainom, tak ako uz bolo uvedené. Ini odbornici
zastavaju nazor, ze Halloween vznikol nezavisle od Samhainu a ma Cisto krestanské korene
(Halloween, 2013).

Vel'mi Casty je nazor, hlavne zo strany krestanov, ze je to pohansky sviatok, a ze jednak
vychadza ajednak vnom kazdoro¢ne ozivaji temné pohanské ritualy a tradicie. AvSak
VvV rozpore s tymito tvrdeniami je tvrdenie pohanov, ktori st zas ndzoru, ze Halloween je
krestansky sviatok a hoci bol ovplyvneny pohanskymi tradiciami, sucasnd podoba oslav ma
Snimi uz len vel'mi malo spolo¢ného. Pohania v dnesnej dobe neoslavuju Halloween ako
nabozensky sviatok, ak ho vobec oslavuju, tak ako sviatok sekuldrny. Z duchovného hladiska
vSak stale oslavuju Samhain, kedy si, podobne ako krestania, hoci inou formou, uctievaju a
Spominaji na svojich mftvych blizkych. Dnes uz ale tento sviatok nezahfna zvieracie obety,
hoci sa stane, ze obc¢as niekto hodi do vatry kus steaku ako symbolické gesto (The History of
Sambhain and Halloween, 2009).

Vychadzajiuc z komentarov a blogov I'udi, ktori sa hlésia k pohanstvu, je evidentné, ze
niektori pohania sa dokonca citia dotknuti modernou, podl'a ich vyjadreni vulgarnou formou
oslav Halloweenu anepaci sa im, ze im bol ich sviatok Samhain ,ukradnuty” (ibid.).
Pripastaju, ze Halloween vySiel z pohanskych praktik, ale ich vyznam bol v Halloweene uz
davno degradovany a v sucasnosti uz vobec nemaju pohansky charakter.

Na zéklade viacerych zdrojov sa d4 usudit, Ze v stfasnej dobe méa Halloween
v krajindch ako je USA ¢&i Irsko naozaj charakter sekularneho sviatku. V USA nastala
sekularizacia uz v20 — 30 rokoch minulého storo¢ia (ibid.). A tak najpresnejSia (nech
akokol'vek paradoxnd) odpoved’ na otazku, ¢i sviatok to vlastne je, je nasledovna: Halloween
je v sucasnosti uz sekularny sviatok, ktory povodne vznikol ako krestanska alternativa na
pohansky sviatok Samhain, prave za tcelom pokrestancenia pohanov a potlacenia ich tradicii.
Hoci nesie krestansky nazov (predvecer Vsetkych svitych) a praktizuju sa niektoré tradicie,
ktoré povodne vysli z pohanského Samhainu, sicasna podoba Halloweenu uz nemé ani
krestansky ani pohansky charakter. Cielom Halloweenu dnes je zdbava, strasidelna, podla
niektorych moZzno vulgarna zébava, ale vo velkej miere je to uz aj komer¢na zalezitost'.

JE HALLOWEEN AMERICKY SVIATOK? JE DOVOD SLAVIT ,,AMERICKY*
HALLOWEEN NA SLOVENSKU?

Jednym z argumentov, ktory l'udia na Slovensku uvadzaji ako doévod odmietania
Halloweenu je, ze ide o americky sviatok a S naSou kultirou nema ni¢ spolo¢ného. To vSak
nie je Uplne pravda. Halloween nie je povodne americky sviatok, v suCasnosti vSak tvori
neodmyslitelnt stcast’ ich kultary. V Amerike bol Halloween medzi prvymi osadnikmi
z Anglicka dokonca zakdzany a zadal sa oslavovat’ az po masovej imigracii Irov a Skotov
v polovici 19. storo¢ia, ked’ len Irsko muselo v suvislosti s Velkym hladomorom opustit’
okolo dva miliony T'udi. Na Slovensko sa sice vplyvom globalizacie a marketingu dostal prave
vdaka USA, v skutoCnosti odtial nepochadza. Je ale vobec dovod slavit Halloween na
Slovensku? Tu je potrebny pohl'ad do historie nasho tizemia.

Kelti praktizovali svoje tradicie a ritualy spojené s oslavami konca leta a zaciatku nového
roka davno predtym, nez bola Amerika objavend. Ako je zname, Kelti zili aj na tuzemi
dnesného Slovenska, uz priblizne od polovice 5. storocia pred nasim letopoctom, teda v dobe
laténskej. Je ale otdzne, ¢i moZno stotoziiovat formu osldv konca leta na naSom Uzemi
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s formou zapadokeltského Samhainu. V suvislosti s Keltmi aich nabozenstvom Kovar
(2012a) uvadza, ze:

,Pri pisomnych pramenoch cerpame hlavne z diel antickych spisovatelov
a z véasnostredovekych legiend (hlavne 7 Britdnie a Irska). Antické pramene sii viak casto
subjektivne, navyse opisuju len ,,zapadnych* Keltov, a preto ich nemusime akceptovat pre
obyvatelstvo zijuce na uzemi dnesného Slovenska* (Kovar, 2012a).

Navyse posledni Kelti zili na naSom tizemi v druhom storo¢i nasho letopocétu. Uz vtedy aj
neskor toto tzemie obyvali Germani a az potom Slovania.

., Pamiatky po keltskej civilizacii, ktora u nas existovala takmer Sest storoci, su vSak
vyznamnou sucastou nasho kulturneho dedicstva. ... Tradicie treba spoznavat. ... Ved
V historickych dobach sme boli pocas viacerych storoci vyznamnou sucastou jednotnej
eurdpskej keltskej civilizdcie, ktorej hranice siahali az po Malii Aziu na vychode, Taliansko a
Spanielsko na juhu a Irsko na zipade* (Pieta v Jaslovsky, 2006).

Ako vidno, Kelti a ich tradicie st sucast'ou historie nasho tizemia. Mozno to sice nie je
dovod na slavenie Halloweenu, ale urcite je to miniméalne dévod na to, aby aj Slovaci poznali
historiu a podstatu oboch sviatkov — Halloweenu aj Samhainu.

KRITIKA A ODMIETANIE HALLOWEENU

Ci uz pravom alebo nepravom, Halloween na Slovensku mozno pokladat za
kontroverzny sviatok. V stvislosti s nim sa ozyvaji niekedy az vel'mi kritické hlasy. Vravi sa,
7e na webe je vietko. Zial’, okrem podloZenych informécii je tam aj vel'a vymyslov a cielenej
demagodgie. Kazdy ma sice pravo vyjadrit’ svoj nazor, kazdy mé pravo slobodne sa rozhodnut,
¢1 sa mu Halloween paci alebo nie a ¢i ho chce alebo nechce oslavovat. Rozhodne by vSak
¢lovek nemal kritizovat’ nie¢o bez toho, aby si v prvom rade zistil fakty, a ¢itatefom svoju
kritiku podavat ako pravdivé skutoCnosti. Po precitani viacerych prispevkoch v online
periodikach, blogoch a komentaroch na ne mozno zhrnut' kritiku Halloweenu do
nasledujucich bodov. Odporcovia tvrdia, Ze:

e Halloween je spity so zlom, diablom, smrtou, nasilim (Zmijovsky, 2011);

e Halloween je pohansky dent zakoreneny v najhorSich pohanskych ritudloch
a uctievaniach. Zdoraziuje a uctieva zmrzacenie, vrazdy a krv (Zmijovsky, 2011);

e Halloween je zamerany na okultné veci (http://patty2990.blog.cz);

e Pohania uctievali Samhaina, pana smrti, temna a zlych duchov a prinésali aj l'udské
obety (Zmijovsky, 2011; http:/patty2990.blog.cz);

e Vyrezavané tekvice su symbolom prekliatej duse (Zmijovsky, 2011) a znakom
ktory sluzi na oznaCenie tych domov, ktoré sympatizuji so satanistami
(http://patty2990.blog.cz);

e Halloween je najdolezitejsi den pre vSetkych nasledovatel'ov Satana (Kolacek,
2008).

Ak si niekto precita takéto a d’alSie ,,fakty®, pri ktorych sa ich autori nestitia nazvat’ ich
historickymi faktami, tak je pochopitelné, ze l'udia maji strach a vytvaraja si voci
Halloweenu vel'mi negativny postoj. Treba vSak povedat, ze jedinym skutoénym dévodom
strachu v suvislosti s Halloweenom je nevedomost. Su to prave takéto ¢lanky a hlavne
komentare k nim, ako aj ochota I'udi uverit skutocne comukol'vek, ktoré ma podnietili
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k napisaniu tohto prispevku. V komentaroch na silne demagogicky ¢lanok Tmavd strana
Halloweenu (http://patty2990.blog.cz/0711/tmava-strana-halloweenu) ¢itatelia d’akuja autorke
za vyborny ¢lanok, vd’aka ktorému sa dozvedeli vel'mi vel'a o Halloweene, ktory im pomohol
jasnejsie vidiet’ a hned’ ho rozposlali svojim zndmym a pokladaju ho za zaujimavé a putavé
poznanie histdrie. Ista Citatel’ka mé dokonca vycitky svedomia, ze v minulosti vyrezavala
tekvice a davala do nich svieCky ateraz uz vie, Ze to robit’ nesmie. Pre¢o? PretoZe sa to
docitala na blogu istej anonymnej Patty, ktord v Case uverejnenia ¢lanku pravdepodobne
navstevovala len 2. ro¢nik strednej Skoly. V prvom rade treba uviest, ze autorka blogu nie je
autorka spominaného ¢lanku, len si ho niekde nasla, zdal sa jej zaujimavy, tak ho uverejnila
na svojej stranke. Zdroj je neddveryhodny, navySe stranka, z ktorej bol ¢lanok pdvodne
stiahnuty, je uz nedostupna, a teda by som sa nim na tomto mieste nemala zaoberat’. Avsak
ten isty ¢lanok, ¢asto s uvedenim Patty ako zdroja, uz roky koluje po internete a je mozné ho
najst’ na ovel'a oficialnejSich strankach a forach ako je Pattyn blog, dokonca je pridany na
stranke www.zborovna.sk, kde je oznaceny ako ucebny materidl pre predmet naboZenstvo,
a toto je uz vazny dovod na zamyslenie sa. Farsky list uverejnil zas iny ¢lanok Halloween-
nevinny Zart? (Zmijovsky, 2011), ktory ale v kritike nezaostdva a v mnohom sa zhoduje so
spominanym ¢lankom, a Vv ktorom autor rovnako neuvadza zdroje svojich tvrdeni. Toto
vSetko, vratane komentarov, dokazuje, ako silne mienkotvorné st podobné ¢lanky a preto
povazujem za potrebné sa k jednotlivym bodom kritiky vyjadrit’.

Je pravda, ze Halloween nadvizuje na pohanské tradicie, je ale diskutabilné, ¢i ich mozno
nazvat’ najhor$imi okultnymi ritudlmi, spojenymi so zlom, smrt'ou, diablom a nasilim. So
smrt'ou spojené uréite st, ved” okrem konca leta a nastupu studenej a tmavej zimy to bol aj
Cas, kedy si Kelti spominali na svojich zosnulych blizkych. Tak ako si na svojich blizkych,
hoci inou formou, spominaju krest'ania v deti Pamiatky zosnulych alebo, 'udovo, na Dusicky.
Tomuto bodu sa na tomto mieste viac venovat’ nebudem, bol uz podrobnejsie popisany v Casti
Historia Halloweenu. Vplyv Keltov. Samhain. V kratkosti sa vSak chcem dotknit' vel'mi
citlivého bodu, atym je zamienanie si pohanov so satanistami. ,, VicsSina pohanov neveri
V bytost menom Satan, ktoru spdjaju s krestanskou vierou* (Partridge, 2006, p.475), a preto
logicky ani Samhain ani Halloween nemézu byt sviatkom satanistov. Povod a podstata oboch
sviatkov tiez uz boli vtomto prispevku popisané. Kola¢ek (2008) na zaciatku svojho
prispevku Preco by krestania nemali oslavovat Halloween na Christ-net.sk, Slovenskom
krestanskom portali, ale presved¢ivo tvrdi, Ze ide o najdoleZitej§i sviatok nasledovatelov
satana a niekol’kokrat sa k tomuto tvrdeniu vracia. (Zaujimavym faktom je, Ze tento ¢lanok
bol precitany takmer 31-tisickrat, ¢o je 10-krat viac ako pri ktoromkol'vek inom z jeho
prispevkov na portali.) Hoci sa neda vylucit, ze sympatizanti niektorej formy satanizmu
praktizuji svoje ritudly prave pocas Halloweenu, a Ze si ho takpovediac ,,prisvojili“, nie je
spravne z ich praktik odvodzovat podstatu tohto sviatku. Kola¢ek (2008) d’alej uvadza ako
historické fakty nasledovné:

., Historické fakty ... Niekolko storoci pre Jezisom Kristom mala jedna tajna sekta pod
svojou vladou keltsky svet. Kazdy rok 31. oktobra slavila na pamiatku svojich pohanskych
bozstiev festival smrti. Starsi sekty chodili z domu do domu pytat obety pre ich boha a stivalo
sa aj to, ze pozadovali Pudské obete. V pripade odmietnutia prorokovali smrt nad tym —
ktorym domom. Odltialto sa zrodil trick or treat.

Nechcem polemizovat’ o tom, ¢i si je autor ¢lanku vedomy toho, aka sila sa skryva v slove
sekta a aké negativne konotacie moze u l'udi vyvolat, ¢im sa stdva naozaj vel'mi silnou
zbranou boja proti ¢omukol'vek a komukol'vek v spojitosti s druidami (ateda pohanmi),
pretoze z kontextu vyplyva, ze mé na mysli prave ich. AvSak uz zo samotnej definicie slova
sekta vyplyva, ze druidi do tejto definicie absolutne nezapadaji. A uz vobec neboli tajni.

191



Nitra 2013
Cudzie jazyky a kultary v Skole 10

Kovar (2012) aj Hubert (2005) sa zhoduju, ze iSlo o celokeltsku institiciu. Vzhl'adom na to,
aké velké boli tizemia obyvané historickymi Keltmi, je vel'mi tazké si predstavit, ze by
Siritelia ich nabozenstva pracovali v utajeni.

Viaceré¢ kritické zdroje zhodne tvrdia, ze Kelti uctievali a prinaSali obety panovi smrti,
temna a zlych duchov, Samhainovi. V keltskom pantedne je priblizne 400 rozli¢nych mien
bohov a bohyn (Kovar, 2012a), ale boh s takymto menom medzi nimi nie je. Samhain, ako uz
bolo spomenuté, pochadza z gaelského slovného spojenia, ktoré doslova znamenalo koniec
leta. ZaCiatok spominaného mytu o bohovi Samhainovi sa datuje do roku 1770,
a pravdepodobne ide 0 dosledok nedorozumenia a zameny s podobne znejiicim menom iného,
nie vSak keltského boha (Robinson, 2006).

O obetach som sa uz tiez zmienila. Je pravda, ze v keltskom nébozenstve mala obeta
velmi vel’ky vyznam. Po¢as Samhainu sa bohom obetovala ¢ast’ Girody a zvierat. V tom, ¢i sa
prave v tu noc realizovali aj 'udské obety, sa zdroje rozchadzaju. Je to ale pravdepodobné,
pretoze vo vSeobecnosti boli I'udské obety u Keltov bezné. Kovar (2012b) uvadza, zZe
Taranisovi, panovi nebies, napriklad obetovali utopenim, Teutatesovi, bohovi vojny, upalenim
v obrovskych pratenych postavach a Esusovi, bohovi stromov, obesenim.

,,...u Keltov bolo rozsirené obetovanie ludi, ¢o vSak neznamena, ze ich nabozZenstvo bolo
primitivne ¢i barbarské. Vo vsetkych tradicnych spolocnostiach bola ludska obet neobycajne
mocnym a zloZitym nabozenskym symbolom, co vysvetluje preco sa tak dlho udrzala u starych
Germdnov, Ddkov, Keltov a Rimanov...U Keltov existoval kult ludskej hlavy...Kult hlavy
madme doloZeny aj z izemia Slovenska “ (Kovar , 2012b).

Dalsi zdroj sa tiez priklana k pravdepodobnosti I'udskej obety: ,, Pravdepodobne zabijali
aj ludi, lebo sa tak dialo v mnohych castiach starého sveta, a sami Rimania to zakazali az
roku 97 pred n.l.“ (Hutton, 2006, p.89). Pritomnost’ I'udskej obety u historickych Keltov v§ak
nemozno pokladat’ za dovod prepojenia Samhainu s niektorou zo sti€asnych foriem satanizmu
a na tomto zéklade odsudzovat’ Halloween.

V stvislosti s uvedenym citatom Kolaceka (2008) nie je vobec jasny dovod jeho
prepojenia pdvodu zvyku Trick or Treat sodmietnutim Tudskej obety. Ako uz bolo
Vv prispevku uvedené, pocas Samhainu l'udia nechavali pre dverami svojich pribytkov jedlo
a vino na upokojenie talavych duchov, ktori by im inak mohli uskodit. Podl'a niektorych
zdrojov sa postupom Casu zacali l'udia obliekat’ do kostymov, predstierajuc, Ze su duchovia
a bludicky, apytali si jedlo apitic ako ,,vymenu“ za rozne zartiky (Santino, 1982).
V 19. storoci sa na irskom juZnom pobrezi v tento vecer objavil Muck Olla, muz v kostyme
bielej kobyly, a nasledovany mladezou si pytal pri dverach domov jedlo. Vymenou za jedlo
domadci ocakavali, Ze im Muck Olla zabezpeci st'astie (Wikipedia, 2013). Iné¢ zdroje uvadzaju,
ze Trick or Treat je moderna tradicia s korefimi v dusi¢kovych sprievodoch v Anglicku, poc¢as
ktorych boli chudobnym rozdavané takzvané ,,soul cakes* ako odmena za to, ze sa tito buda
modlit’ za zosnulych pribuznych darcov kolacikov. Tento zvyk mal nahradit’ prave pohansky
zvyk nechavania jedla pre bludiacich duchov pred dverami domov (The History of Samhain
and Halloween, 2009). V sucasnosti je Trick or Treat uz len detskou zabavou.

Jednym z neodmyslitelnych symbolov Halloweenu je lampa$ vyrezany z tekvice.
Zmijovsky (2011) tvrdi, Ze vyrezdvané tekvice st symbolom prekliatej duse,
a Vv pravdepodobne najrozsirenejSom kritickom ¢lanku na ,,slovenskom® internete Tmavd
strana Halloweenu (http://patty2990.blog.cz/0711/tmava-strana-halloweenu), sa doc¢itame, zZe
tekvica je znakom, ktory sluzi na oznacenie tych domov, ktoré sympatizuji so satanistami.
Podl'a legendy mal lampas vyrezany z repy sluzit’ Jackovi (naveky bludiacemu po svete, lebo
ho kvoli jeho zlym skutkom po smrti neprijalo nebo a kvoli zmluve s diablom ani peklo) na
osvetlenie si cesty pocas tmavej noci. Na zéklade tejto legendy zacali {ri oznagovat’ postavu
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Jackovho ducha ako Jack O’Lantern atak sa vyvinul ndzov, ktorym sa vyrezavané
halloweenske tekvice oznacuju. Poévodne sa lampase vyrezavali z repy, z tekvic sa zacali
vyrezavat’ po prichode irskych imigrantov do Ameriky. Emery (n.d.) vo svojom ¢lanku Why
do we carve pumpkins on Halloween, podobne ako viaceré iné zdroje, uvadza, ze tekvicové
lampaSe sluzili na osvetlenie si cesty pocCas noci, mohli vSak aj predstavovat’ duchov
a prizraky a zaroven mali byt aj prostriedkom na odplasenie a spésobom ochrany pred tymito
duchmi. Jack O’Lantern je zdroven termin, ktory sa pouziva tiez ako l'udové oznacenie
prirodného tkazu ignis fatuus, zahadnych blikajtcich svetielok, ktoré sa ob¢as daju pozorovat
V noci nad mociarmi a vo folklére sa spdjaju s bludickami, ktoré zvadzaji pocestnych zo
spravnej cesty. Podl'a Emeryho nosili Jack O’Lanterns lampasiky aj katolicke deti ako symbol
dusi zosnulych, ked pocas sviatku Vsetkych svétych a na Dusi¢ky chodili od domu k domu
a prosili o kolaciky (soul cakes). Vyrezavanie tekvic ma dlha tradiciu aj na Slovensku.
,»Vyrezavanie tekvicovych svietnikov, oznaCovanych lokalne napriklad ako svetlonos, a ich
umiestiiovanie do exteriéru alebo interiéru obydli bolo v jesennom obdobi na Slovensku
zname uz pred udomécnovanim sa Halloweenu* (Zajonc, 2011). Hoci autor citatu je etnolog
a ma tuto vedu vystudovanud, komentare na dany prispevok na Webnoviny.sk ako aj na osobu
autora su vel'mi hanlivé, ¢o je len d’alsSim dokazom toho, aké mdzu byt spominané kritické
¢lanky mienkotvorné a, dovolim si tvrdit’, nebezpecné.

Vo svete je evidentny trend ndvratu ku koreiom. Hoci, ako uz bolo spomenuté,
neexistuje prepojenie medzi historickymi Keltmi a si¢asnym obyvatel'stvom Slovenska, aj na
Slovensku a v susednych Cechach je zjavny zaujem o keltska kulturu a tradicie. Na Slovensku
niekol’ko rokov pretrvavala tradicia slavenia Beltainu na hrade Ceweny Kamen; zda sa vSak,
7e ta uz zanikla. Aviak v Cechach a na Morave sa pri prileZitosti oslav vyznamnych keltskych
sviatkov stale organizuju stretnutia a festivaly, sprevadzané hudbou, tancom, medovinou
a ukézkou rozli¢nych l'udovych remesiel. Je vel'mi dolezité uviest, Ze na tychto festivaloch
v ziadnom pripade nejde o zdoraziiovanie zla a strachu a nepraktizuji sa na nich ziadne
okultné ritudly. Jediny dovod strachu, ktory modze v ludoch pramenit’ V suvislosti
s Halloweenom a pohanskym Samhainom je len nevedomost’ a zla informovanost’, aj ,,vdaka®
anti-propagande v ¢lankoch odporcov a kritikov Halloweenu, ktori ho vyuzivaju ako silnu
zbran v boji proti Samhainu a tradiciam s nim spojenym.

ZAVER

Z prispevku vyplyva, ze medzi Halloweenom a Samhainom existujii zdsadné rozdiely
adaji sa teda chapat’ ako dva odlisné sviatky, ktoré pripadaju na to ist¢ obdobie v roku,
respektive Halloween bol zavedeny za u€elom prekrytia a nahradenia Samhainu krestanskym
sviatkom. Napriek tomu, Ze niektoré halloweenske zvyky vysli z povodnych pohanskych
zvykov, sic¢asna podoba a oslavy Halloweenu maji s pohanstvom len ve'mi malo spolo¢né
a ti, ktori sa k pohanstvu hlasia, nepovazuji Halloween za svoj sviatok a ak ho oslavuju, tak
len ako sekuldrny. Preto povazujem za zavadzajtce, ked’ odporcovia Halloweenu odévodiiuju
svoje namietky prave na zaklade prepojenia tohto sviatku s najhor§imi pohanskymi ritudlmi
a uctievanim zla ¢i dokonca satanizmom. RozSirovat’ cielené alebo len nevedomé klamstva
0 podstate ¢ohokol'vek, v tomto pripade Halloweenu a Samhainu, je nielen neetické, ale moze
to byt aj velmi nebezpecné. NielenZe to neprispieva k poznaniu a pochopeniu kultar, ale
moze to dokonca vyvolavat’ strach a podnecovat nenavist. Moznost'ou ako tomu predist’ je
nielen pasivne prijimat jednostranné ucenie, ale aj samostatne Studovat’ a ¢itat — pozorne
a kriticky citat’.

Je pochopitel'né, ze na Slovensku sa zvIast’ starSia generacia stavia vo¢i Halloweenu
negativne, pretoze pre fiu st prvé novembrové dni spojené so sviatkom VSetkych svitych
a Dusi¢kami, kedy l'udia navs$tevuju cintoriny a v tichosti si spominaji na svojich blizkych,
ktori uz nie st medzi nami. Pritom malokto z nich vie, Ze vyznam slova Halloween (All
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Hallow’s Eve) je vlastne predvecer sviatku VSetkych svitych a ma teda krest'ansky povod.
Sucasna podoba oslav Halloweenu ma vsak tak s krest'anstvom ako aj s pohanstvom malo
spolo¢ného a da sa teda povedat’, ze ide o sekularny sviatok, ucelom ktorého je sa zabavit.
Opit’ je vSak pochopitel'né, ze nie pre kazdého je takyto druh zabavy prijatelny. Treba vSak
zdoraznit', Ze ucelom nie je niekomu Skodit’ a ublizovat,, tak ako tvrdia odporcovia, neda sa
vSak vylucit, ze sa najdu ludia, ktori tento deni dokazu zneuZit, to uz ale nie je vecou
samotného sviatku a jeho podstaty.

Vratme sa teda k otazke v nazve prispevku: Halloween. Slavit’ ¢i neslavit? Dovolim si
tvrdit’, Ze to je kazdého osobna vec, a k odpovedi musi dospiet’ sam, avSak pokial’ mozno na
zaklade vlastného poznania faktov, nie na zaklade podstvanych nepravd a demagogie.
Sekularne oslavy Halloweenu vecer 31. oktobra sa nevylucuju so sviatkom Vsetkych svitych
ani s Pamiatkou zosnulych, ktoré si na Slovensku hlboko zakorenené ana prvy z nich
dokonca pripadad Statny sviatok. Pravdou vsak je, ze tradicia pokojného spominania na
zosnulych je na Slovensku tak pevnd, Ze sa mnohi I'udia nedokéZu stotoZnit’ s blaznivymi
halloweenskymi oslavami. A pravdou tiez je, Ze Halloween je z velkej Casti uz aj komercnou
zélezitostou, ¢o mo6Zzu mnohi l'udia vnimat’ negativne, a to odovodnene. Ale na druhej strane,
ak by mala byt dovodom zakazovania oslav komercia, tak to by sme postupne mohli zrusit’ aj
Valentina, ¢i dokonca Vianoce, ktoré s, mimochodom, tiez krest’anskou alternativou a
prekrytim povodne pohanskej tradicie slavenia zimného slnovratu.

Na zéaver uvediem uz len odportcanie: Ak chces slavit Halloween — slav, ak ho slavit’
nechces§ — neslav. Ale prv nez nieco odsudis, ¢itaj, poznaj, porovnavaj a az potom hodnot’.
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VYUCOVANIE ANGLICKEHO JAZYKA ZIAKOV S ADHD

TEACHING ENGLISH TO LEARNERS WITH ADHD

Gatial Viktor, Vernarcova Jana, Slovenskd republika

Abstrakt
Autori ponukaju struény navod na identifikaciu dietata s ADHD vV triede, zasady prace
a pravidla pre pracu s det'mi, konkrétne aktivity pre vyucbu anglického jazyka.

Abstract

The authors offer a brief tutorial to the identification of a child with ADHD in the classroom,
working principles and rules for working with children, concrete activities for teaching
English.

Krucové slova
porucha pozornosti a aktivity (ADHD), ziak so $pecialnymi vzdelavacimi potrebami, ucitel,
integracia ziakov, zakladna Skola, individualny vychovno-vzdelavaci program

Key words
attention deficit hyperactivity disorder (ADHD), pupil with special educational needs, teacher,
integration of pupils, elementary school, individual educational programme

UvOD

Porucha pozornosti a aktivity, znama pod skratkou ADHD, alebo pod nazvom
hyperaktivny syndrom, patri do skupiny tzv. I'ahkych mozgovych dysfunkcii (CMD). Pojem
LMD je vzity tak medzi odbornymi, ako aj pedagogickymi zamestnancami $kol. TaktieZ ho
pouzivaju poradenski a klinicki psychologovia, €1 psychiatri a d’alsi lekari. Tato diagnosticka
kategoria vSak uZ nie je uvedend v desiatej revizii MKCH (medzindrodnej klasifikacie
chorob) aje rozdelena na niekol'ko inych kategérii (jednotlivé Specifické poruchy ucenia
dyslexia, dysortografia, dysgrafia a dyskalkualia a poruchy pozornosti a aktivity — ADD,
ADHD), ktoré¢ vSak maju spolocné znaky. IEMD st organicky zapri¢inené poruchy
psychického vyvinu, ktoré méZu mat’ za nésledok negativne ovplyvnenie akademického
vykonu ziaka. ADHD syndrém je najviac $pecificky tym, Ze na rozdiel od poruch uéenia ako
napr. dyslexia, negativne ovplyvituje akademicky vykon vo vSetkych skolskych predmetoch
(vratane tzv. vychovnych predmetov). Ziaci so syndromom ADHD si v $kolach pausalne
odporucani k tzv. individualnej integracii ako Ziaci so Specidlnymi vychovno-vzdelavacimi
potrebami (SVVP).

Problematika integracie Ziakov so SVVP je stale predmetom diskusii medzi ugitelmi
zékladnych §kol. Aj ked’ zo sktisenosti mézeme povedat, ze aktudlne su znalosti symptomov,
proces identifikécie tychto Ziakov, ich reedukacia, metddy vyucovania, overovania vedomosti
a hodnotenia na dobrej trovni, stava sa, ze Specifickd porucha zneprijemnuje ziakovi zivot
nielen po stranke akademického vykonu, ale aj po stranke osobnostnej a socialnej. Sporadicky
sa preto stretdvame v naSej praxi (autori pracuju ako vysokoSkolski pedagdgovia aj ako
Skolski psycholdgovia v Statnych zakladnych Skolach) s pripadmi, ked’ Specificka porucha
negativne ovplyvni prezivanie Ziaka alebo jeho socialne vztahy. Taktiez dochadza
k zvySovaniu zataze ucitel'ov, ktori s takymito ziakmi prichadzaji do kontaktu. Spolocnym
menovatel'om tychto javov su Specifické poruchy jednotlivych psychickych funkcii, pricom
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vsak nejde len o oslabeny vykon ziaka v uceni. V niektorych pripadoch, najméd vplyvom
prostredia, dochadza k tzv. sekundarnej neurotizacii, alebo aj stigmatizacii ziaka trpiaceho
Specifickou poruchou. Socialne prostredie, ktoré takto pdsobi, nanest’astie nepozostava len
Zz neuvedomelych spoluziakov (ktorych takéto spravanie vzhladom na ich vek mozZeme
chépat’), ale niekedy aj ich rodi¢ov a ucitel'ov.

Skuto¢ny problém vSak nastdva v momente, ked je vyvinova porucha skombinovana
snevhodnym spravanim. Pri ADHD je tento jav takmer zakonity. Kym dyslektik
Z normalneho rodinného prostredia problém v spravani nema, ziak s ADHD (aj ked” pochadza
Z normalneho, pripadne nadpriemerne podnetného rodinného prostredia) povéacsine ano.

Vsetky vyssSie uvedené problémy by mal popri svojej vzdelavacej ¢innosti ucitel’ pozitivne
zvladat’. Vyplyva z toho vsak, Ze je potrebné ucitel'a na to najprv primerane pripravit’.

V nasledujicom texte si preto ddvame za ciel' priblizit a zosumarizovat poznatky
0 identifikacii, integrovanom vzdeldvani, overovani vedomosti a hodnoteni ziakov so
Specidlnymi vychovno-vzdeldvacimi potrebami, konkrétne ADHD, najmd v zékladnych
Skolach, a ponuknut’ nase sktisenosti a metddy v oblasti vyuc¢ovania cudzich jazykov Ziakov
so syndromom ADHD.

ZAKLADNE FAKTY O ADHD

ADHD (Attention Deficit Hyperactivity Disorder) je porucha pozornosti spojena
s poruchou aktivity v zmysle jej prebytku, alebo nedostatku, ADD (Attention Deficit
Disorder) je porucha pozornosti s normalnou mierou aktivity. Najmé Ziaci trpiaci ADHD
byvaji ucitelmi vnimani ako najproblematickej$i. Poruchy pozornosti a aktivity mézu byt
kombinované s poruchami ucenia, pripadne moézu samy osebe znizovat' akademicky vykon
ziaka. Taktiez byva akademicky vykon ziaka zniZeny sekundarne, vplyvom nevhodného
spravania sa ziaka a jeho naslednym negativnym vnimanim ucitelom. Nevhodné spravanie
ziaka moze pri identifikacii problému negativne ovplyvnit’ ucitel’a, ktory potom nie je ochotny
akceptovat, ze ziak ma vrodent poruchu pozornosti a aktivity, a ako taky do zna¢nej miery
nedokaZe ovladat' vlastné spravanie. Taktiez sa problém modZe vyskytnut v pripade, Ze
odbornik nediagnostikuje poruchu pozornosti spravne (je vSak potrebné pripomenut, ze
diagnostika, najmd ADHD, je do zna¢nej miery problematicka, hlavne v nizSom fyzickom
veku ziakov), teda ze napr. ignoruje nevhodny vplyv rodinného prostredia ziaka. V praxi sa
niekedy stretdvame aj s pripadmi, ked’ Ziak trpi ADHD a zaroven pochadza z malo
podnetného rodinného prostredia, ktoré priznaky danej poruchy este umocnuje. Vtedy je
Vv praci u€itel’a naozaj tazké zvladnut takéhoto Ziaka, alebo ho dokonca aj nieco naucit’.

Identifikaciu Ziaka so Specidlnymi vychovno-vzdeldvacimi potrebami vnimame ako
vyhl'adanie takéhoto ziaka v skupine ostatnych ajeho néslednu diagnostiku. MoZzno teda
povedat’, Ze identifikacia Ziaka so SVVP pozostava z dvoch za sebou nasledujucich krokov,
kde ucitel' zohrava kIdi€ovl rolu. Ucitel musi poznat zakladné symptomy jednotlivych
psychickych portuch, aby vedel vyslovit podozrenie na pritomnost’ poruchy. Ucitel’ (najma
prvého stupiia ZS) je vo vidsine pripadov jedingm odbornikom, ktory méze dat’ podnet
k odhaleniu pritomnosti psychickej poruchy ziaka. Stale cCastejSie byvaju ziaci s ADHD
identifikovani este pred nastupom do zakladnej Skoly. ADHD je totiz poruchou, ktora pokial
vznikla v pre- alebo perinatdlnom $tadiu vyvinu jednotlivca, sa samozrejme prejavuje hned’
od jeho narodenia. V niektorych pripadoch méze vzniknut' postnantalne, podl'a kritérii pre
poruchy psychického vyvinu v§ak maximalne do konca druhého roku fyzického veku diet’ata.
Nase skusenosti vSak vypovedaji o tom, Ze vacSinu ziakov s ADHD sa podari identifikovat’
aZ po nastupe na zakladnt skolu.

Pre adekvatnu vychovno-vzdeldvaciu pracu, so ziakom s ADHD, atiez jeho

neskreslené vnimanie, by mal ucitel’ poznat’ niekol'’ko zésadnych faktov. Tu uvadzame fakty
vSeobecne platné pre LMD, ked’ze do tejto skupiny aj ADHD patri:
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a) Lahké mozgové dysfunkcie vznikaju vplyvom fyzikalnych, alebo chemickych
faktorov v obdobi pred narodenim (prenatalne), pri pérode (perinatilne), pripadne aj
V neskorSom obdobi vyvinu (postnatdlne, do konca druhého roku fyzického veku).
Mo6zu byt zapri¢inené aj hereditarne (prenos zmenenych vlastnosti nervovej sustavy
z rodi¢ov na potomkov).

b) Podstatou l'ahkej mozgovej dysfunkcie je jemné poskodenie tkaniva centralneho
nervového systému (organické poskodenie), ktoré moéze mat’ za nasledok oslabenie
funkcie v niektorej, alebo viacerych oblastiach.

c) Lahka mozgova dysfunkcia sa moze prejavit Specificky — ako porucha ¢itania, pisania,
pravopisu, matematického uvazovania, pozornosti, aktivity.

d) DLahka mozgova dysfunkcia je diagnostikovana len za predpokladu, ze intelekt ziaka je
intaktny (vSeobecné rozumové schopnosti zistené psychologom Standardizovanymi
metddami sa nachadzaji minimalne v pasme priemeru) — diagnézy LMD a mentalna
retarddcia sa teda navzdjom absolitne vylucuju. Kym vsetky jednotlivé kognitivne
funkcie ziaka s diagnostikovanou mentalnou retardaciou vykazuji priblizne rovnako
znizeni (podpriemernu) Groven s tzv. vyrovnanou charakteristikou, v kognitivnom
profile ziaka s LMD najdeme priemerne, podpriemerne a niekedy aj nadpriemerne
rozvinuté kognitivne funkcie. Hovorime, ze charakteristika kognitivneho profilu ziaka
s EMD je nevyrovnana

e) Ziak trpiaci EMD ma dobri prognézu vzdelavania v beZnej triede zékladnej §koly za
predpokladu pouzivania Specidlneho pristupu ucitelov pri vyucovani, podpory
Vv doméacom prostredi a reedukécie Specidlnym pedagdgom.

f) Intenzita LMD méze nadobudat’ pri réznych jednotlivcoch réznu hibku (napr. moze
byt vidite'ny rozdiel v §kolskom vykone ,,I'ahkého* a ,,tazkého* dyslektika), preto pri
vybere metdd vzdelavania alebo d’al§ieho stidia, nie je mozné pausalne odporucat’
urcity typ Skoly, ale je potrebné posudzovat jednotlivé pripady individualne.

g) EMD nikdy nevznikaji na podklade socialnych faktorov, nie je teda mozné zapricinit
EMD napriklad nevhodnymi vychovnymi postupmi.

Doélezité je poznat’ symptomy poruch pozornosti a aktivity, uvedomovat’ si vysSie
uvedené fakty o vSetkych EMD, ktoré platia aj pre poruchy pozornosti a nedat’ sa negativne
ovplyvnit' nevhodnymi sposobmi spravania Ziakov v procese identifikdcie poruchy. Pri
poruchach pozornosti a aktivity byvaji pritomné nasledovné priznaky: napadne zvySena,
alebo zniZena aktivita diet'ata (diet'a neobsedi, vyskakuje z lavice, stale sa s nie¢im hra, alebo
je naopak zasnené, nedava pozor, utlmené, napadne pomalé), je l'ahko unavitel'né pri beznych
psychickych cinnostiach, poruchy motoriky - neobratnost’, neSikovnost, slabd koordinacia
pohybov, nepresnost’ pohybov, zvy$ena trazovost’, problémy v telesnej, vytvarnej a pracovnej
vychove, poruchy vnimania - dieta akoby zle vidi, alebo pocuje, zle rozliSuje videné, alebo
pocuté tvary, problematicky sa orientuje v I'avej a pravej strane, alebo v texte pri Citani, dlhSie
si osvojuje orientaciu v Case, oblast’ koncentracie pozornosti a pamiti, kolisanie koncentracie
pozornosti, zvySend vnimavost’ na ruSivé podnety z okolia, nediferencuje dolezité a menej
dolezité veci, rigidita v rieSeni problémov (slaba flexibilita), sustredi sa len kratkodobo, na
inStrukcie reaguje oneskorene, alebo si ich nepamétd aje potrebné mu ich zopakovat,
emocionalna labilita - impulzivita, vykyvy vo vykonnosti, neschopnost’ sebakontroly,
neschopnost’ domysliet’ dosledky svojho konania, skakanie do reci, vykrikovanie, SaSkovanie,
vnima len Cast’ informacie, nedokon¢i ¢innost’, nizka frustracné tolerancia (bezné podnety ho
vyvedl z miery), problém s empatiou, unikové reakcie na zataz, placlivost, poruchy pamiti
amyslenia - mozné problémy so zovSeobeciovanim, infantilnost v mysleni a konani,
Specifické poruchy wucenia, poruchy hovorenej re€i aporozumenia refi - problémy
S gramatikou, problémy s vyjadrenim prezivania, nepravidelnost EEG zdznamu.
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Aj ked’ sme naznacili, ze v niektorych pripadoch je zvladanie ADHD, ADD ziaka
problematické, je potrebné povedat’, ze vo vacsSine pripadov sa takyto ziak zvladnut’ da, pri
reSpektovani nasledovnych zasad: ochota, flexibilita a angazovanost’ ucitel’'a su podmienkou,
spolupraca srodimi ainymi odbornikmi, vytvaranie prehl'adného a Struktirovaného
prostredia, vytvaranie pokojného prostredia, stanovenie jasného a pravidelného rezimu (plati
aj pre domace prostredie), doslednost, podpora kladnych stranok dietata, usmernenie
aktivity, fyzicky kontakt s dietatom (jemny dotyk na zmiernenie nepokoja), fazovanie tloh,
diferencované ulohy.

Odporucania k profesijnej orientacii ziaka s ADHD byvaji paradoxne menej
problematické, ako je to napriklad pri Ziakovi s dyslexiou, samozrejme pri zachovavani troch
podmienok integracie (§kolské prostredie, rodinné prostredie, ziak a intenzita jeho poruchy).
Malo by byt pravidlom, Ze k profesijnej orientacii Ziaka integrovaného v ZS ako ADHD by sa
mal vyjadrit’ psycholog, a to po komplexnej rediagnostike dané¢ho ziaka.

ADHD, podobne ako poruchy ucenia, najviac zneprijemiiuje Zivot svojmu nositel'ovi
(a jeho okoliu — ucitel’, rodi¢, spoluziaci) prave v obdobi, ked’ by sa mal najviac naucit’, ziskat’
zéklady pre budlce ucenie. Markantné priznaky ADHD postupne (zrenim nervovej sustavy)
odoznievaji, a to smerom Kk stadiu adolescencie jednotlivca. Uvadza sa, ze povodny klinicky
obraz ADHD sa zachovava aj v dospelosti len pri nizkom percente jednotlivcov.

VZDELAVANIE ZIAKOV S ADHD

Problém vzdelavania Ziakov so SVVP vbeznych $kolach je potrebné vidiet
Vv celospolocenskom kontexte. Stihlasime s ndzorom V. Pokornej (2001), Ze nasa sicasna
spolo¢nost’ nedokaze zabezpecit' dostatocné odborné, anajmid osobnostné predpoklady
pedagogickych pracovnikov (napr. osobnostne a odborne zdatni jednotlivci sa mozu uplatnit’
V lepSie platenych profesidch). Takyto stav vytvara zly imidz Skolstva v spolo¢nosti.
Nazdavame sa, Ze ide o akysi bludny kruh, z ktoré¢ho sa tazko hl'ada vychodisko. Nizke
finan¢né ohodnotenie ucitelov demotivuje a pri povrchnom pohlade spolo¢nosti v nej
evokuje dojem, Ze ide o nenaro¢nul pracu, ktor1 by zvladol hocikto. Zaroven mnohi ucitelia aj
sami prispievaju k tomuto neradostnému nazoru svojou neodbornost’ou, v mnohych pripadoch
slabymi osobnostnymi predpokladmi a nizkou angaZovanost'ou V praci. Pracovat’ so Ziakmi,
ktori sa nejakym sposobom vymykaji normalu, je potom Vv takychto podmienkach ak nie
nemozné, tak urcite vel'mi tazké. Naopak, existuji ucitelia (a su to hlavne ucitelia prvého
stuptia ZS), ktori su natolko odborne schopni, Ze dokazu v ziadosti o psychologické
vySetrenie presne popisat’ symptomy ziaka, pripadne odhalit’ deficity Ziaka pomocou
pedagogickej diagnostiky.

Oblast edukacie Ziakov so SVVP povazujeme v praxi za najviac problematicki. Podobny
nazor uvadzaji v Cechach napr. V. Pokorna (2001), O. Zelinkova (2008), H. Zackova
a D. Jucovicova (2000).

Aj ked’ je diet’a, ohrozené poruchou identifikované, podrobené reedukécii, ma dostatocnu
podporu V rodine, jeho akademicky vykon moze negativne (okrem vyvinovej poruchy)
ovplyvnit prave Skola aucitel. Zo skusenosti moézeme povedat, ze sa stretdvame
s roznymi postojmi uéitelov k vzdelavaniu Ziakov so SVVP v beznych $kolach. Mnohi
ucitelia k nemu pristupuju s reSpektom, snazia sa aj v sucasnej neradostnej situdcii robit’ pre
deti ¢o moézu. Su vsak aj ucitelia, ktori sa k tomuto problému stavaji indiferentne, az
odmietavo. Na jednej strane je pochopitelné, ze kedze maji malo informacii o praci so
ziakmi so Specidlnymi potrebami zo Stidia na vysokej Skole, nemozno od nich ocakavat’
V tejto oblasti dobré vysledky. Na strane druhej vSak kazdy ucitel’ je dospely ¢lovek, ktory by
mal byt odborne fundovany a zodpovedny za svoje ¢iny a pracu, a vedomosti, ktoré mu
chybaja, by si mal z vlastnej iniciativy doplnit. Mame napr. sktsenosti s ucitelmi, ktori
napriek nedostatku informécii v oblasti SVVP st intuitivne schopni Ziaka s vyvinovou
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poruchou uspesne vzdelavat avychovavat, sucitelmi, ktori sa o dani problematiku
zaujimaju napriek vytazeniu inymi problémami, ale aj sucitel'mi, ktori vzdelavat
vynimocnych ziakov otvorene odmietaju s tym, Ze nie su Specialni pedagogovia, a ze takito
ziaci by mali navstevovat’ Specialnu Skolu.

D. K. Detterman a L. A. Thompson (1997) tvrdia, ze metédy vyucovania vynimocnych
ziakov (v beznych Skolach) nie st metodami Specidlnymi, ale len povahe poruchy mierne
prisposobenymi beznymi metédami.

Na tomto mieste by sme chceli poznamenat’, ze v ziadnom pripade neziadame, aby bezny
ucitel' realizoval reedukdciu v Skolskych podmienkach. Suhlasime s vysSie uvedenymi
autormi a nazdavame sa, Ze tlohou bezného ucitela je len uréitd modifikacia beznych metod
vyudovania, overovania vedomosti a hodnotenia Ziakov so SVVP. O to, aby to fungovalo (aby
boli k takémuto pristupu vytvorené podmienky), sa musia postarat’ ini odbornici (psycholog
prostrednictvom adekvatnej diagnostiky a Specidlny pedagdg prostrednictvom reedukécie
ziaka). V nasledovnom texte sa zmienime 0 metodach vyucovania, overovania vedomosti
a hodnotenia ziakov anaSich praktickych skusenostiach, pricom sa sustredime najmid na
ziakov s EMD.

V savislosti so vzdelavanim Ziakov so SVVP V. Mertin a A. Kucharska (2007, s. 25)
hovoria: ,,Ak mé dieta vzdelavacie problémy, k ich naprave sa pouzivaji bezné pedagogické
metédy. Ak ma Ziak diagnostikovana SPU, na jej napravu su odporGiéané $pecialno-
pedagogické metody... Aby sme konkrétny postup mohli oznacit’ za Specidlny, musi sa 1iSit’
od bezného postupu. Sucasne by sme ho mali pouzivat’ len pri detoch s poruchou a nie pri
beznych detoch. Tento spdsob chépania Specidlneho postupu vyplyva z kategoridlneho
chapania SPU, podl'a ktorého st vyucbové problemy ziaka so SPU kvalitativne odli§né od
ziaka, ktory ma vyucbové problémy z inych pri¢in.*

Inou &astou integrovaného pristupu k vzdelavaniu Ziakov so SVVP je ich $kolska
dokumentécia. Podl'a §11, ods. 10 zékona ¢. 245/2008 Z. z. tvoria dokumentaciu ziaka so
Specidlnymi vychovno-vzdeldvacimi potrebami (okrem dokumentacie platnej aj pre
intaktnych Ziakov) tieto dokumenty: Navrh na prijatie Ziaka so Specidlnymi vychovno-
vzdelavacimi potrebami do Specidlnej Skoly, do Specidlnej materskej Skoly, do zakladnej
Skoly a do strednej Skoly, spravy zo psychologického, Specidlno-pedagogického alebo iného
vySetrenia, pisomné vyjadrenie k Skolskému zacleneniu (vydava ho prislusné poradenskeé
zariadenie, aktualne len CSPP a CPPPaP), individudlny vychovno-vzdelavaci program
individualne zacleneného ziaka. Individualny vychovno-vzdeldvaci program je dokument
dolezity pre konkrétnu, kazdodennti pracu so Ziakom so Specidlnymi vychovno-vzdelavacimi
potrebami. Mal by obsahovat: Pedagogickl diagnostiku, zaver psychologického vySetrenia,
zaver Specidlno-pedagogického vySetrenia, zaver lekarskeho vySetrenia (ak je potrebné),
konkrétne tulohy, ktoré treba pri praci so ziakom vo vychovno-vzdeldvacom procese
realizovat’, zoznam Specidlnych pomdcok, ktoré¢ st pre pracu so Ziakom potrebné, spdsob
hodnotenia a klasifikacie Zziaka, organizaciu S$pecialno—pedagogického servisu, sposoby
spoluprace s rodi¢mi Ziaka, spdsoby informovania ucitel'ov, ktori budt so Ziakom prichadzat’
do kontaktu.

K dokumentom individudlne integrovaného Zziaka patri aj tzv. ,Ziadost rodicov
0 individudlnu integraciu dietata®. Podl'a §61, ods. 1 zakona ¢. 245/2008 Z. z. musi rodic,
alebo zdkonny zastupca diet'ata pisomne poziadat’ o zaclenenie diet’at’a.

Dosiahnuté vysledky ziaka so SVVP musi byt’ ugitel' adekvatnym sposobom schopny
overit’, a taktiez ich ohodnotit. To byva eSte vacSim problémom ako samotné¢ vyucovanie
vynimocného Ziaka. V tejto oblasti Casto nardzame na neochotu ucitelov ,,odklonit™ sa od
povodnej pedagogickej diagnostiky. Argumentujii najmé tym, ze nemaju k dispozicii ziadne
ucelené pravidld na overovanie vedomosti a hodnotenie Ziakov so SVVP, tak ako je to pri
intaktnych ziakoch.
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Publikéciou, ktori povazujeme v tejto oblasti za vhodni, si Metddy hodnotenia
a tolerancie ziakov s SPU autorick H. Zackovej a D. Jucovitovej (2000). Okrem vieobecnych
zéasad hodnotenia vynimoc¢nych ziakov autorky uvadzaji aj konkrétne navody pre ucitel’ov,
ako overovat’ a hodnotit vedomosti Ziakov so SPU v oblasti diktatov, pisania, slohovych
cviceni, ¢itania, cudzich jazykov, matematiky a ostatnych predmetov. Uvadzaju aj negativne
priklady hodnotenia Ziakov so SVVP. Zo skusenosti mézeme povedat, Ze mnohé
z odporucani autoriek sa v nasej praxi ujali abezne sa pouzivaji (nahradenie diktatov
doplnovacimi cvi¢eniami, moznost’ precviCit’ diktat dopredu, pisanie menSej Casti diktatu,
preferencia Gstneho overovania vedomosti, menej prikladov v matematickej pisomke, a pod.).

V sucasnosti uz existuje viacero navodov a metod, ktoré moze ucitel’ vyuzit’ pri praci so
ziakmi so SPU. Musime vSak konstatovat, Ze prevazna vic§ina z nich sa orientuje na prvy
stupeii ZS. Pritom praca so ziakmi so SVVP je prave na druhom stupni ZS problematickejsia
z dovodu organizacie vyucovania aj mnozstva a povahy vyucovacich predmetov. Na tomto
mieste by sme upriamili pozornost §kol aucitelov na publikdciu ,,Vzdelavanie deti
s poruchami uéenia a pozornosti“, ktort odporu¢ilo MS SR diia 26. 9. 2008 pod &islom CD-
2008-16763/36514-1:914 ako metodicku prirucku pre pedagdgov prvého stupia ZS,
pedagdgov Specidlnych $kol a odbornych zamestnancov skolskych zariadeni vychovného
poradenstva a prevencie. Tento krok hodnotime vel'mi pozitivne. Citel'ne nam v praxi chybala
podobna publikécia, ktord by ucelene podavala informdacie o jednotlivych syndromoch
a zaroveil navody na pracu s nimi trpiacimi ziakmi. Jednotlivé listy priru¢ky je mozné
l'ubovolne vkladat’ avyberat zobalu. Prirucka pozostdva z nasledovnych casti: NKS
(narusend komunikacnéd schopnost’), Dyslexia, Dysortografia, Dysgrafia, Dyskalktilia, ADD
a ADHD, Problémy z praxe.

Posledné cast’ prirucky je podnetnd tym, Ze obsahuje kazuistiky, ktoré ucitelovi mozu
pomdct’ riesit’ rézne problémové situacie, do ktorych sa moze dostat’ pri praci s vynimo¢nymi
ziakmi. Menej podobnych materidlov je uréenych ucitelom druhého stupha ZS.
Pravdepodobne sa po¢ita s faktom, ze SPU by mali byt identifikované a reedukované na
prvom stupni a na druhom stupni ZS uz kompenzované. Z praxe viak mozeme povedat, Ze
v mnohych pripadoch to tak nie je.

Podstatna cast’ tejto prirucky je priamo venovand edukacii Ziakov s ADD, ADHD
syndrébmom v oblasti cudzich jazykov (anglicky jazyk, nemecky jazyk). Obsahuje pracovné
listy, ktoré je mozné kopirovat’ a priamo ich vo vychovno-vzdelavacom procese pouzivat.
V naSej praxi ucitelia cudzich jazykov uvedené pracovné listy bezne a s ispechom pouzivaju.

ZAVER

Ak by sme ako autori tento prispevok zredukovali len na predstavenie konkrétneho
navodu na vzdelavanie ziaka s ADHD v predmete anglicky jazyk, nemohli by sme byt’ s jeho
obsahom spokojni. Uvedomujeme si (po Strndstich rokoch praxe v pozicii Skolského
psychologa), ze prave takéto konkrétne ndvody a presne zacielené rieSenia ucitelia vyzaduju.
Zaroven vsak vieme, ze v mnohych pripadoch st kontraproduktivne (resp. sustredenie sa len
na ne). Praca so zaClenenym ziakom s ADHD ma totiz ovela Sir$i kontext. Viac ako znalost’
uceleného vzdelavaciecho programu, vyzaduje znalost faktov o poruche pozornosti,
akceptaciu, empatiu, trpezlivost’, zru¢nost’ ucitel’a vo zvladacich stratégiach. To bol aj dovod,
prec¢o sme sa v naSom prispevku sustredili hlavne na tieto ,,okrajové okolnosti. Prave tie totiz
povazujeme za podstatné. Prispdsobenie beznych vyucCovacich metdd, alebo pouzitie
Specialno-pedagogickych, je potom uz len vecou motivacie, pedagogickych schopnosti
a skuisenosti.
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RULES OF TELEPHONING IN AN ENGLISH LANGUAGE
CLASSROOM

PRAVIDLA TELEFONOVANIA NA HODINE ANGLICKEHO JAZYKA

Kvapil Slavomir, Slovenskd republika

Teacher: Slavomir Kvapil

Lesson topic: Rules of Telephoning

Subject: English language

Date: 5. 1. 2013

Grade level: CEFR A2, Pre-intermediate level of secondary schools, students aged 14-15
years

Time required: 45 minutes

Materials and equipment: Communication exercises and prompts, hand-outs,

Authentic materials: internet sources; video and podcasts,

‘New Opportunities Pre-intermediate’ — student’s book.

Description: In this lesson the students will be introduced to examples and variations of
formal and informal telephone conversation and text messages, vocabulary essential to
constitute such conversations and, finally, cultural characteristics of English native telephone
and text message conversations.

Lesson objective: The students will improve their socio-cultural knowledge in terms of social
conventions. They will learn how to perform telephone conversation and write text messages
in both; formal and informal language. They will acquire vocabulary associated with such
type of conversation, practice similar conversation in class, learn colloquial expressions
typical for English native environment and compare them with their own home language.
Language competences — vocabulary, working with dialogues, constructing
collocations, performing dialogues = listening, speaking, pronunciation;
life skills: customs and habits of native English;
learning strategies — cooperative learning, taking notes, classroom discussion,
brainstorming.
Anticipated problems: The students might be inclined to comprehending and translating
English colloquial expressions literally. Slang, dialect, etymology of idiomatic expressions
and abbreviations used in English phone calls and messages may require some extra effort
and practice for the students to acquaint with and get used to.
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1/ Preparation: (8 min)

- the teacher will introduce the topic of phone conversations in English speaking countries in
general which will lead to a guided conversation with the students about their personal
experience with real conversation on the phone in English. As an “attention grabber”, the
teacher will introduce two sayings about telephoning:

1. “The telephone gives us the happiness of being together yet safely apart”

2. “Well, if I called the wrong number, why did you answer the phone?” ©

- the teacher will discuss with the students frequent obstacles, peculiarities and specifics of
phone calls such as bad connection, bad reception areas, tone, pitch, tempo of speaker’s voice,
slang, jargon, the importance to be able to spell correctly and quickly etc. Regarding text
messages the students will learn about how young English people like using contractions and
abbreviations = text jargon.

- the teacher will introduce, explain and discuss some basic common vocabulary and formal
vs. informal collocations from the telephoning area.

Handout 1.

Phone call vocabulary
Pick up & hang up a phone, to be put on hold..
Sim-card, wrong number, flat battery, cell phone..
To slam a phone on somebody, give somebody a buzz, to call up, phone up, to put somebody
through, to text...
Hold on, hang on a second, who’s that? who’s this? etc.
Informal
Hey, I gotta go/ | gotta run. Talk to you later.
| gotta get back to work now. Will talk again later.
Hey, Nice talking to you. I really have to go now. Bye.
Listen, I'll give you a buzz tonight, okay?
Formal
It's been a pleasure talking to you. Bye now.
Thank you for calling. Good-bye.
Can we continue this later? | have a call on another line / | have a meeting right now.
Excuse me, can | call you back? Something urgent has come up.
Excuse me, I'm in the middle of something. Can | call you back?
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2. Guided practice: (27 min)

Exercise 1 — After getting familiar with the basic word bank concerning formal and informal
phone conversation the students will be given a quiz (New Opportunities Pre-intermediate)
about their telephone habits. After having it done the students will briefly discuss and
compare their results in pairs with the teacher observing, guiding and ensuring the students
construct questions correctly.

GOING MOBILE!

¢ How often do you use your mobile to do these things? Circle 1-5
for each situation (1 = never, 5 = a lot)

1 Find out nformation, e g sports results, cinema 1 23 435
mes

2 Amange to meet a fiend
3 Play games

4 Listen to musi

5 Take and send photos

6 Tell someone where you are
7 Ask someone about homework
8 Chat 10 a fnend

v [V [V (8 P8 VS
| A8 S T [N T V.

dof || f | f |

9 Chat to your boyfriend o gurlfnend
10 Read and wnite emals

¢ Compare your answers with another student’s

Exercise 2 — The students will be given examples of the beginning, making and ending
formal and informal conversation. They will read it through aloud taking turns; the teacher
will answer and explain any possible questions.

Example:
e Hello?

Answering the phone e Thank you for calling Boyz Autobody. Jody speaking. How can | help

you?

e Hey George. It's Lisa calling. (informal)

Introducing vourself e Hello, this is Julie Madison calling.

gy e Hi, it's Gerry from the dentist's office here.

e XY Speaking.

Is Fred in? (informal)

Is Jackson about? (informal)

Can | talk to your sister? (informal)
May | speak with Mr. Green, please?
Would the doctor be in/available?

Asking to speak with
someone

Just a sec. I'll get him for you. (informal)

Hang on a second. (informal)

Please hold and I'll put you through to his office.
One moment please.

Connecting someone

Could you please repeat that?

Would you mind spelling that for me?

Could you speak up a little please?

Can you speak a little slower please? My English isn't very strong.
Say it again, I can’t hear you. (informal)

Making special requests
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Exercise 3 — The teacher will introduce and play a short video and podcast of formal and
informal telephone conversations:

http://wabstalk.com/2011/05/practice-of-formal-telephone-talk-in-english-video/
http://www.espressoenglish.net/telephone-english-making-plans-with-a-friend/

With the teacher’s assistance the students will point out and discuss differences
between these two types of conversations.

Exercise 4 — The students will in groups of 3 or 4 brainstorm any possible telephone
expressions they know or have remembered from previous activities dividing and writing
them in columns marked formal and informal. The expressions should cover all stages of
phone call. Then each student chooses some phone call model situation. The students make
pairs and act out the phone calls first in formal and then in an informal way. (They may be
asked to sit in a way they won’t see each other’s faces as happens in phone call conversation.)
The teacher observes and assists.

Exercise 5 — In addition to informal phone calls, the teacher will introduce and explain the
most frequent list of text message abbreviations used in English language (New Opportunities
Pre-intermediate). The students will think and provide examples of similar abbreviations in
their home native language if they can think of any.

¢ Here are some common abbreviations young British people use
when they send text messages

*  What abbreviations do you use in your language”

Exercise 6 — With the help of the list of English most frequent text message abbreviations, the
students will try to match the examples of contracted words with their full meanings below
(New Opportunities Pre-intermediate). The teacher observes and assists.

1

[CN'UDO HW? NE IDEAS? PCM |

2 3
TX 4 YR MSG. SPK LSR AT SKI f LOL W/ XAM 2MORO
i s

{DOUWAN2CFILM AT WKND? | |UWEREXINTCULSR |
a) He 1s asking hus friend 1f he wants to go to the cinema at the weekend
b) He 15 asking hus fnend for help wath some difficult homework
¢) He 1s congratulating hus fnend and wall see hum later
d) He 15 wishing hus fnend good luck with tomorrow 's exam
¢) He has recerved a message from hus fnend and wall talk about 1t at
school
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Closing: (10 min)

As a way of checking that the students understood the use of contracted messages, the
students will in pairs write short text messages to their classmates on a small piece of paper,
using abbreviations from the worksheets. The other student replies in the same way. Then, as
the lesson’s closing tool, the teacher will entertain the students with an excerpt from a funny
phone call conversation.

- A: Hello, are you there?

- B: Yes, who are you, please?

- A Watt.

- B: What'’s your name?

- A: Watt is my name.

- B: Yes, what is your name?

- A: My name is John Watt.

- B: John what?

- Al Yes..

- B: ?2?? I'll call you again.

- A: All right but...are you Jones?
- B: No, | am Knott.

- A: Will you tell me your name then?
- B: Will Knott.

- A: Why not?

- B: My name’s Knott.

- A: Not what?

- B: Not Watt, Knott!!

-A: What........ @

Additional practice/homework:
For homework the students will write 6 text messages on given or random topics using as
many English text jargon words as possible

- you want to mvite your friend to a party at your house

- you can’t meet vour friend on Friday because yvou have to go to the
dentist

- you want to know some news from school

- you want to borrow something from your friend

- you want to know the mark yvour friend got 1n a test at school

- you want to thank your friend for something

209



Nitra 2013

Cudzie jazyky a kultury v Skole 10

TEACHING METHODS

UCEBNE METODY

Le Mottee Phil, Slovakia

CANAD/AN
LANGUAGE
SCHOOL

NITRA

...the CAN-DO school!

Phil Le Mottee

< Director — Canadian Language School
NITRA

< Australian native English teacher

TOPIC: Teaching methods.

CANAD/AN
LANGUAGE
SCHOOL

NITRA

...the CAN-DO school!

Who do teachers teach...?

<> Academics
< Potential teachers
< General users
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...the CAN-DO school!

What is the difference...?

<~ Academics — high theoretical / pedagogical focus

e History
«  Lexicology
*  Philosophy

*  Morphology etc.
<~ Potential teachers — high theoretical / practical focus
*  Knowledge of the above
«  High grammatical understanding
»  Strong written and verbal communication skills
< General users — high practical focus
e Strong grammatical concepts
«  Strong communication skills

<>

CANAD/AN
LAngpRee

...the CAN-DO school!

Examples of the difference...

Academic —
> “Santa Claus does not exist.”

According to Bertrand Russell (philosopher), the sentence would be
meaningless. Why?

Well, since Santa Claus is a fictitious character, this sentence would
mean that something that ‘doesn’t exist’ does not exist and constitutes
a meaningless statement, showing that philosophical aspects can be
important in constructing statements.

However, in conventional English usage, the sentence makes perfect
sense.

211



Nitra 2013 | 212
Cudzie jazyky a kultury v Skole 10

...the CAN-DO school!

Examples of the difference...
< Teacher —

« ‘Have to’ versus ‘Must’.

Used to express a strong opinion or
obligation.

Often explained that they are similar but Must
IS stronger.

NAD/AN
CH%%eGE,gfg

...the CAN-DO school!

Examples of the difference...

< General user — practical example:

 ‘Have to’ versus ‘Must’.

Often used as close synonyms, but are they?
The difference can best be understood thus:

» HAVE TO - Fact, Obligation, External
influence.

» MUST - Strong opinion, Perceived fact,
Discussion about ‘rules’.
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20r

ANGU
CHOOL
ITRA

NAD/AN

AGE

...the CAN-DO school!

Who do we teach at CLSN...?

<> General users — high practical focus
« Strong grammatical concepts
« Strong communication skills

...the CAN-DO school!

What is our method...?

« Explain common usage of the lesson topic
* Show the construction forms
* Provide some relevant examples

« Encourage the students to use the grammar/
expression in some real life sentences

* Provide some text that includes the new grammar
» Discuss the meaning of the text

* Write a short story that includes the new grammar and
any new vocabulary.

* Review next lesson.
* Have fun! Be interactive, Encourage conversation.
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...the CAN-DO school!

Todays QUICK lesson...

<> 31 Conditional

Basic construction:

* If + past perfect + would have / could have
/ might have + past participle

Purpose:

* To express that an imagined event (in the
past) would have influenced / changed

something else later in the past (differently
tao the realit\w)

CANAD/AN
LANGUAGE

SCHOO

NITRA

...the CAN-DO school!

Todays QUICK lesson...

<> 34 Conditional
Simple example:

» If the weather had been nice yesterday, |
would have gone to the park.

In reality, the weather was not nice, so |
stayed home.
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CANAD/AN
LANGUAGE
SCHOOL
NITRA

...the CAN-DO school!

Todays QUICK lesson...

Do the exercise!

r
o»

NAD/AN
NGUAGE
HOOL
RA

..the CAN-DO school!

Todays QUICK lesson...

20

r

Questions?
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12 Questions For...

prof. PhDr. Eva Tandlichova, CSc

Prof. PhDr. Eva Tandlichovd, PhD. is an experienced teacher
with long-standing experience and a vintage expert in the field of
English language teaching. During her 40-year professional life,
she has been preparing future English language teachers and
participating in further education of professional teachers. She
has written several English language textbooks for elementary
schools, language schools and language courses; more than 200
papers and presentations for conferences both in the Slovak
republic and abroad. As an internationally acknowledged expert,
she has been invited to numerous lectures at European
universities. In the course of more than 9 years, she was
cooperating with university experts in the area of language
teaching in international Comenius projects. She is a long-term member of the magazine Cizi
jazyky (Foreign Languages) editorial board and an associate of numerous scientific
committees, final state examination committees and committees for PhD. dissertation defense.

In the following interview, Prof. PhDr. Eva Tandlichovd, CSc. speaks about her

career and professional experience...

What were your first touches with
English?

Well, quite late in my childhood.
Why? Because I was born in Tren¢in and
my parents (myself included) moved to
Bratislava in early 1950s. As it was the
time | started primary school, my mother
got in touch with other mothers of my
classmates and it was decided: foreign
language classes (my mother’s decision
was German), Dballet classes (Ella
Fuchsova’s ballet school as the classes
were taking place in our primary school
gym — Nam. 1. Maja; by the way E.
Fuchsova was the brothers Lehotskys’
mother) and, of course, music school and
my mother’s decision was piano. [ first
took private German classes with an old
lady and later with dr. Hanny who was a
quite famous German language teacher in
Bratislava. I don’t know why: whether it
was the language or the teachers, but | did
not like German at all. My second after
school activity — the ballet — was soon
ended but | took to modern gymnastics

and attended a course at then Pioneer
Palace (now Presidential Palace) and the
last one was my pleasure. | was taking
piano classes till the end of my primary
studies, i.e. 9 years, and | must say |
enjoyed playing the piano and | was also
good at it. | do not play the piano any more
but the love for music, and especially
classical music, is my hobby, the way |
recharge my batteries.

When we graduated from the
Osemrocna strednd Skola, | decided to go
on to SVS, today's gymnasium, and there |
decided to get rid of German and | started
learning English. | studied at Vazovova
secondary grammar school and the best
teacher there was Ms Hrozienéikova who
was  very strict and  followed
J.A. Comenius’ methods and techniques.

What are your memories of being a
student of English? (Where and when
did you study)?

When  we  graduated  from
Vazovova in the 12" grade, | decided to



study English and Spanish at the Faculty of
Arts, Comenius University in Bratislava.
But in the year 1962 you could study all
foreign languages with Slovak language
only. So | ended up studying English and
Slovak to become a teacher at the
secondary school. | was happy because |
wanted to be a teacher for ages. Being a
small girl 1 used to play with my dolls: |
was a teacher and they were pupils. It was
funny.

My group at the university was the
first larger group studying English. We
were 20 students — mostly girls. It was not
easy. Students today would not believe that
there were very few books to study from:
not only few titles but also few copies to
share. | remember reading Jones’ book on
phonetics with my friend Margita together
in the university library because there was
not another copy to borrow for home. One
of us was a quicker reader the other a
slower one. So what would you do — wait
till the other one finishes the page. But we
enjoyed the lectures with Prof. Soudek, Dr.
Eva Simeckova or Dr. KubiSova. There
were no foreign lecturers at the department
except Ms Jean Ruppeldtova who was
doing practical classes and the history of
Britain. We were listening to her mother
tongue and were happy to have a native
speaker with us, as well as many
generations after.

How did your career as ateacher of
English and a teacher trainer start?
When we graduated from the
university, 1 was lucky because the new
Secondary Grammar School was about to
be opened at Posen 1. Horvath St. (which is
still there and it is very good) and there
was a vacant place for the English and
Slovak teacher. So in September 1967 |
became a teacher there but as it was a new
school, there were not enough lessons for
me for English, so | taught also Slovak
language and literature. And | had two
lessons of English twice a week as an
option at the primary school so that my
teaching load could have been completed.
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From the next school year, | was teaching
English only and it was not that easy as
there were very few seminars on English
didactics during my pre-service training.
But we were a very good and friendly
group of foreign language teachers at
Horvathka. It was quite “natural” that we
observed each other’s lessons and had a
talk afterwards. Nobody took it badly — on
the contrary, especially those of us who
were novice teachers appreciated all
remarks and appraisal of more experienced
colleagues. And in such a way | stopped
being afraid to switch on the equipment in
the boxes in the language laboratory and
started to understand its role in practicing
English. And on top of that there was not a
variety of teaching aids, so we were
looking for them, e.g. | found somewhere a
gramophone record with the recording of
The Hound of Baskerville and there was an
authentic text to be used in class! Or when
in 1968 | spent 3 months in England with
my friends, |1 came back with postcards,
posters and a gramophone record My Fair
Lady.

I was teaching at that school till
1972 and then | won the post at University
of 17" November — interpreting and
translating university where | met another
good group of colleagues. In 1974 this
branch in Bratislava was closed and all the
staff of teachers joined Faculty of Arts
Department of British and American
studies. The then teacher trainer Ms Priska
Lomova was about to retire so | was asked
to do the English didactics and teacher
training as | had the experience from
secondary school. Well, and since then 1
have been doing it.

Could you name any of your teachers or
personalities you met as a student who
influenced you significantly or became
your own personal model?

I mentioned some above. | will get
back to Ms Hrozien¢ikova. Her methods
used then were very modern. She
concentrated mostly on listening and
speaking. | had no idea what English
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grammar was about but | could use it
because there was always some context
created for it in the class. As there were not
teaching aids available, she made us, the
learners, to prepare them. We collected
pictures on various topics from various
Slovak magazines, stuck them on a big
sheet of paper to make a poster. The
posters were displayed in the class. Ms
Hroziencikova called two students in front
of the class and let them describe the
pictures, make a dialogue, express their
opinions. She was a model for me as the
English teacher.

Ms Mrkosova — my 1% and 2™ class
teacher at the primary school. She was my
model as a pedagogue — very Kind,
professional, example of the teaching
concentrated on the learner.

Ms MesaroSova — my teacher in the
4™ and 5" class in the same school— very
similar to the former teacher.

At the secondary grammar school
there were some teachers who had given
me the model not to be copied to students.
Maybe it was because they taught subjects
which I did not like, such as maths, physics
or biology, or maybe teaching and pupils
were not their cup of tea.

What were your first steps as an English
teacher and ateacher trainer? Do you
remember anything  (positive  or
negative) particularly well?

I think my first steps as an English
teacher have been mentioned earlier. |
cannot find anything negative there as |
was doing everything to improve my
language skills. In 1968 | spent 3 months
in England with my friends, the Hellard
family and their relatives. They helped me
to get in touch with varieties of English
and took me to various places in England
to be able to speak about my experience in
class. This friendship is still alive and it
helped me during my whole career to keep
up-to-date with English and the English.

In my teacher trainer career there
were more difficult times because | did not
have a model from my previous training as
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a student. At the Faculty of Arts there was
not much attention given to ELT
methodology when | started my teacher
training career. Only later some of us,
teacher trainers, got together and tried to
improve the preparation of future teachers
of foreign languages. It was done in close
cooperation with mentors in schools where
our students were doing teaching practice.
It was stopped in 1989.

So being a teacher trainer | had to
study and look for impulses elsewhere. The
British Council was of great help even
before the 1989 events. | am happy | could
attend a couple of summer schools during
summer holidays and take part in IATEFL
conferences and in such a way get in touch
with experts in teacher training from all
over the world.

And | am a creative teacher so | am
trying to be a creative teacher trainer as
well. 1 am trying to encourage future
teachers not to be afraid of experimenting
in class and respect the learners and their
needs.

Preparing this interview, | was told by
some of your friends that you originally
focused on Anglophone literature
studies and only later started focusing
on methodology of teaching English. Is it
true? By the way, who were or are your
favourite Anglophone authors?

I don’t know who said that because
it is not true. My graduation thesis from the
university dealt with intonation and
sentence structure and my interest is more
in grammar. | like to read - not only books
for teachers and books on EFLT
methodology. | like reading detective
stories because there is authentic everyday
English and I also like the mystery in there
and tension of the plot.

My favourite writers are A.
Christie, Ruth Rendel, P.D. James, Patricia
Cornwell, Mary Higgins Clark, Claire
Francis, Dick Francis and his son Felix
Francis; but | also like books by Jeffrey
Archer, Ken Follet or Jane Austen or the
Bront¢ Sisters.

218



When did you start to concentrate on
methodology of teaching English? How
have the topics, priorities and problems
of methodology, changed over time?

As | have mentioned above — it was
when | started my career as the member of
the Department of British and American
Studies. | had little schooling from the
university, my 7 years’ experience as a
teacher, my enthusiasm in teaching English
and the belief that when at the university,
you have to study and develop as a
professional which made me concentrate
on current issues in EFLT. I was lucky to
meet professors of pedagogy at the Faculty
of Arts who helped a lot and also the
invitation to participate in the development
of new syllabuses by then Research
Pedagogical Institute which encouraged
me to do research and understand what it is
all about. And as | mentioned earlier, my
visits to summer schools in Britain devoted
to EFLT methodology were a real
inspiration. In 1984 1 first met David
Crystal in Reading — it was an event for
me. I tried to be in touch with all “modern”
attitudes and analyse them — some are ok
but some....?

I don’t know whether the topics,

priorities and problems of methodology
have changed over the time. | think they
have changed their position in the line. |
am sure that all was discovered by
J.A. Comenius — in pedagogy and in
foreign language teaching and learning as
well. In 1993 | was invited to lecture on
J.A. Comenius at Stirling University in
Scotland. The invitation was initiated by
my colleague from there who took part at
Comenius’ conference in Prague where we
met. She was excited by the papers
delivered about Comenius and his work.
It is good that we currently concentrate
more on the learner, but is it really a
change? As | mentioned earlier, majority
of my primary school teachers respected
us=learners. They applied individual
approach to us, being aware of the fact that
each individual is different.
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Your name is connected with several
well-known textbooks or series of
textbooks, e.g. Anglic¢tina pre zdkladné
Skoly, Anglictina pre jazykové Skoly a
kurzy, Angli¢tina nielen pre samoukov,
etc. The forms and functions of teaching
materials have undergone radical
change caused by the development of
multimedia. What is your vision of
future textbooks and teaching media?

I know there are experts who
forecast the e-textbooks only, but I think
that would not be a good change. A
textbook is a book, book not only for
studying but also for reading and
developing reading skills and on top of
anything and I don’t think that it is old
fashioned to leaf through a (text)book. I
am not against multimedia in EFLT — in
my 12 years’ international cooperation
with other teacher trainers in various
projects, we have developed a couple of
good multimedia teaching aids for
developing reading and writing or
language competences. | think that
multimedia or iboards or anything of that
sort is just and aid; the teacher is and will
be the key to the success in foreign
language acquisition.

Another topic you have paid a lot of
professional attention to is teaching
English to young learners. How do you
assess contemporary situation in this
field abroad and in Slovakia?

As you know | have been in the
expert team of the 3 years’ project which
has been run for language teachers at
primary schools in order to improve their
language and didactics for young learners.
It was a very successful project and the
teachers appreciated it. The project is
finished and ....? There is no serious in-
service teacher education which is quite
common abroad. That is the negative side
of our teacher development strategy.

The other issue is the foreign
languages and SVP. Tthink that in
contemporary world and Europe as well
there is the need for our learners to be able
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to speak more than one foreign language,
i.e. two foreign languages in the primary
school: one foreign language with young
learners and the second foreign language
from the age of 11 and continue in learning
two languages up to maturita.

In addition to your teaching, academic
and research activities, you spent a lot of
time and energy managing Slovak
teachers of English. For a long time you
were even the President of SAUA-SATE
(the Slovak branch of IATEFL). How do
you see this part of your professional life
today? Was it worth the effort?

Yes, it was worth the effort
although it was not easy because there was
not enough tradition in Slovakia. | was
happy that our teachers entered through
SAUA/SATE the IATEFL world and the
contacts with other teachers in the world
helped our teachers increase their
confidence and also helped them to get in
touch with writers of course books or
books for teachers and in such way
increase their professional expertise.

Which problems of contemporary
foreign language education do you
consider most pressing?

I think the most pressing is the lack
of qualified teachers of foreign languages,
especially English teachers, in primary
schools. The English is compulsory from
the age of 8 (class 3) but....How many
qualified teachers are there in schools?!
The absence of the study programme in
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pre-service teacher-training. The current
programme ignores the need for inclusion
of foreign language into the primary
teachers’ education.

Another pressing problem is the
increasing number of pupils with special
educational needs in our primary schools.
According to the State education
programme they also have to learn a
foreign language but no special EFLT
methodology has been developed or
prepared for teachers.

What should be, in your personal
opinion, short-term and long-term
priorities of modern foreign language
education?

Long-term priorities: 1.

introduction of pre-service teacher training
study programme at Pedagogical Faculties
in Slovakia; 2. create conditions for regular
in-service teacher education.
Short-term priorities: 1. improve the status
of teachers in order the graduates from
pedagogical faculties go to teaching and
stay there; 2. encourage creative teachers
in their work and help them to take part in
international projects. I am a member of
the jury who selects projects and teachers
for European label and I can see what our
teachers can achieve and how they help
learners to develop communicative skills
for the improvement of intercultural
communication.

Thank you very much for your time and
answers.
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