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K niektorym pojmom odborného jazyka
Towards Some Notions of Professional Language

Hana Borsukova

Katedra anglistiky a germanistiky, Pedagogicka fakulta TU,
Priemyselna 4, 918 43 Trnava
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Abstract: BORSUKOVA, H.: Towards Some Notions of Professional Language.

Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2009, no.13, pp. 4-8.

Research in the area of preofessional language is a scientific discipline that has its place in
contemporary linguistics. In spite of that, there is still non-concordance in the area of defining
key notions: e.g. professional language (German for specific purpose), general language,
division of professional language. We deal with the interesting opinions of the Czech, Slovak
and German linguists on this topic.

Key words: German for specific purpose, general language, professional language,

division of professional languages

Vplyvom sucasnej globalizacie v oblasti vedy, techniky a obchodu sa stdva problematika
vyskumu odborného jazyka vel'mi aktudlnou a aj perspektivne zavaznou. Je zaujimavé, ze
napriek tomu, ze sa tento fenomén skima uz celé desatrocia, dodnes tento pojem nie je
jednozna¢ne definovany a dostatoCne vymedzeny. Ak sa v Ceskej aslovenskej odbornej
literatare eSte stale zamienaji pojmy odborny jazyk a odborny $tyl je v nemeckej literature
tento problém eSte vypuklejsi avyrazy ako Wissenschaftssprache, Fachsprache,
Berufssprache, Arbeitssprache, Sondersprache ai. sa casto objavuju ako ekvivalentné.
Ako sme uz spomenuli, je vztah medzi odbornym jazykom a odbornym Stylom zlozity
a v literatire sa ¢asto pouzivaju oba terminy bez presného rozlisenia. V Ceskej jazykovede je
otazka odborného jazyka spojend s menom B. Havranka, ktorého funkc¢na diferenciacia
spisovného jazyka sa v 30-tych rokoch stala zdkladom d’alSieho vyskumu odborného jazyka.
Podl'a Havrankovej diferencidcie spisovného jazyka zodpovedd jednotlivym funkciam
spisovného jazyka prislusny funkény jazyk:

,Funkce jazyka spisovného Funk¢ni jazyky

1. komunikativni hovorovy (konvers.)

2. prakticky odborna pracovni (vécny)

3. teoreticky odborna védecky ’

4. esteticka basnicky* (HAVRANEK 1932, 67).

Vztah medzi funkénym jazykom a funkénym $tylom vysvetluje HAVRANEK (1932, 67)
nasledovne: ,,Rozdil mezi funkénim jazykem a funkénim stylem je v tom, Zze funkéni styl je
urcen konkrétnim cilem kazdého jazykového projevu; jde o funkci projevu jazykového
(neboli mluvy ,parole®), kdezto funkéni jazyk je ur€en obecnym ucelem normovaného
souboru jazykovym prostiedktim, je funkci jazyka (,,langue®).

S tymto nazorom neskor nesuhlasi A. Jedlicka: ,,Z klasifikace, kterou podava (mysli sa
Havranek, pozn. H. B.) je vSak ziejmé, Ze se za funk¢ni jazyky povazuji ty fenomény, které se
dnes pievahou oznacuji jako styly (hovorovy, pracovni, védecky, basnicky), kdezto
v klasifikaci funkénich stylit se uvadéji jednak druhy jazykovych projevii podle konkrétniho
cile (napft. sprava, odborné pouceni (vyklad) a p.), teda ty jevy, které dnes v Ceské stylistice
fadime k stylovym utvariim, resp. postuptim, jednak druhy jevl podle sptisobu realizace ...
(JEDLICKA 1978, 99). Nejednotnost’ v chapani uvedenych pojmov sa objavuje u viacerych



autorov aj v sucasnosti. Dalsi faktor, ktory taktiez komplikuje jednozna¢nost definovania
pojmu odborny jazyk je uplatiiovanie tradi¢ného rozliSovania medzi odbornym a v§eobecnym
jazykom. Tieto zdkladné pojmy by mali byt exaktne definované, ale nie je tomu tak. Fluck
k tomu poznamenava: ,,... tak ako pojem odborny jazyk, tak i pojem vSeobecny jazyk nie st
dostatocne charakterizované, a preto je v mnohych pripadoch vel'mi komplikované urcit, ¢i je
dany odborny vyraz nevyhnutne chéapat’ ako esSte uzko Specializovany alebo uz ako celkom
integrovany (pasivny i aktivny) prvok vSeobecnej slovnej zasoby (FLUCK 1985, 161). O tom,
ze sa pohlad jazykovedcov na toto otdzne delenie jazykového systému nezmenil ani po
mnohych rokoch sved¢i nasledovné tvrdenie: ,,Ohrani¢enie odborného a vSeobecného jazyka
patri tak ako definovanie odborného jazyka k najobl'ibenejSim spornym bodom moderného
vyskumu odbornych jazykov (ROELCKE 2002, 13).

Ak hovorime o odbornom jazyku, musime si uvedomit, Ze jeden odborny jazyk,
spolocny vSetkym odborom neexistuje, nakol’ko nemodze obsiahnut’ vlastnosti vsetkych
odbornych jazykov. Z horizontdlneho ¢lenenia odbornych jazykov vyplyva, ze kazdy odbor
ma svoj Specidlny jazyk. Rozdiel medzi jazykmi jednotlivych odborov st zrejmé uz na prvy
pohlad, ato predovSetkym v lexike. Napr. jazyk filozofie sa podstatne 1iSi od jazyka
matematiky, chémie, mediciny ¢i techniky. Spolo¢né ¢rty odbornych jazykov treba ale hl'adat’
v syntaktickej a Stylistickej rovine (SCHWANZER 1981, 213). Jazyk jednotlivych odborov
nie je jednozna¢ne homogénny, apreto sa vlom z hladiska vertikdlneho rozliSuju rdzne
roviny. HAVRANEK (1963, 63) deli odborny jazyk podla odboru, ciela komunikacie
a sposobu vyjadrovania na prakticky a teoreticky (vedecky). ISCHREYT (1965, 38)
rozClenuje jazyk techniky podla oblasti pouzivania na jazyk vedecky (Wissenschaftssprache),
dielensky (Werkstattsprache) a jazyk predavacov (Verkdufersprache). Viacdimenzionalne je
Hoffmannove delenie, ktoré rozlisSuje v odbornom jazyku v zavislosti od stupna abstrakcie,
vonkajsej jazykovej formy, prostredia a tiCastnikov komunikécie pit’ rovin A, B, C, D, E
(HOFFMANN 1984, 66 — 67). Toto ¢lenenie je vel'mi podrobné a predstavuje komplexnejsi
pohl'ad na odborny jazyk nakolko zahffia aj pouzivanie beznych jazykovych prostriedkov
v odbornej komunikécii. Zaujimavé delenie odbornych jazykov ponuka Roelcke, ktory vo
svojom horizontadlnom c¢leneni rozliSuje: 1. jazyk vedy ( prirodovednych i spolo¢enskych
vedeckych odborov), 2. jazyk technikov (zahffia oblast’ remeselnej 1 priemyselnej vyroby)
a3. jazyk inStiticii (nazyva ho aj jazykom praxe, ktory zodpovedd oblasti sluzieb)
(ROELCKE 2002,13). Z hladiska vertikdlneho Clenenia rozliSuje 1. jazyk tedrie (jazyk
pouzivany medzi odbornikmi), 2. jazyk praxe (dorozumievaci jazyk odbornikov v rovine
odbornych ¢innosti), 3. jazyk transferu (pouziva sa v odbornej komunikécii medzi odbornikmi
a laikmi). Zahrnutim vSetkych typov odbornej komunikiacie sa do textového registra
odborného jazyka dostavaju vedecké monografie prave tak ako napr. danové zakony
(ROELCKE 2002,14).

Odborny jazyk je stcastou spisovného jazyka, ale zatial o spisovny jazyk je
polyfunkény, odborny jazyk je monofunkény, nema teda vSetky vlastnosti spisovného jazyka
(polysémia, expresivita, atd’.). Na druhej strane si pre odborny jazyk charakteristické iné
kvality, ktoré vsSeobecny jazyk nemd (terminy, tendencia k formalizécii, pouZzivanie
mimojazykovych vyrazov atd’.). Zakladny rozdiel medzi odbornym a vSeobecnym jazykom
vyplyva z toho, ze bezne pouzivané slovo sa sprostredkiiva na rovine abstrakcie bezného
vSeobecného jazyka a obsahuje rozne historické, kulturne ainé faktory prislusného
jazykového spolocenstva. Pri odbornej komunikacii predpokladame vyssi stupen abstrakcie.
Existencia odborného vyjadrovania predpokladd z hladiska vztahu jazyka a myslenia tri
zakladné faktory, ktoré sa vzt'ahuju na mimojazykova skutocnost’ (systém entit), vedecky
alebo odborne podmienenu abstrakciu (pojmovy systém) a Specificky oznafovaci systém
(terminologicky systém) (DROZD 1979, 346). Medzi systémom entit a terminologickym



systétmom existuje oznacovaci vztah, ktory sa sprostredkiiva pomocou pojmového systému.
Pojmovy systém predstavuje kategériu myslenia a poznania, zatial’ co terminologicky systém
ho jazykovymi znakmi vyjadruje a aktualizuje. Vzt'ah medzi mimojazykovou skutocnostou
a pojmovym systémom je zavisly od stupiia poznania, ale zmeny v poznani nemusia byt vzdy
sprevadzané zmenami v terminologickom systéme. Napr. technologické postupy
v pol'nohospodarstve (orba, sejba, kfmenie zvierat ai.) sa v sucasnosti vyrazne liSia od
technoldgie v minulosti, pomenovanie vSak zostava stale rovnaké.

Odborny jazyk sa od vSeobecného odliSuje ivédcSou presnostou vyjadrovania.
V odbornej komunikacii je dolezité rozliSovat’ také jednotlivosti, ktoré si pre uzivatelov
bezného jazyka nerelevantné (PORZIG 1957, 33). Napr. nemeckéd pravnickd terminoldgia
vel'mi precizne rozliSuje vyznamy slov Leihe (Gebrauchiiberlassung ohne Entgelt) a Miete
(Gebrauchiiberlassung gegen Entgelt). Odbornik zasa na rozdiel od laika chape rozdiel medzi
biegbar (was gebogen werden kann) a biegsam (was sich leicht biegen lésst). Fleischer
k tomuto rozdielu medzi odbornym a neodbornym vyjadrovanim vystizne poznamenava: ,, ...
vo vSeobecnom vyjadrovani nie je hranica medzi slovami ,,park™ a ,les“, ,strom* a ,ker",
,bezat* a ,ist* az takd presnd, zatial Co pri terminologickom vyjadreni je tato vagnost
odstranend réznymi druhmi definicii a priradenim pomenovania k triede predmetov
v mimojazykovej systémovej suvislosti ( FLEISCHER 1987, 51). Pre ilustraciu uvedieme
este jeden priklad, ktory sa tyka pojmu ,,biotop*. V ekologii biotop znamena ,,Zivotny priestor
rastlin a zvierat”, vo vSeobecnom jazyku sa tento vyraz pouziva pre oznacenie ,,rybnikov
alebo iného malého vodstva“ (KOHN 2000, 60).

K d’alS$im otvorenym a Casto diskutovanym otdzkam v oblasti vyskumu patri aj
vymedzenie pojmu termin a jeho atributy, vztah pojmu a terminu, ¢lenenie odbornej slovne;j
zasoby a iné zaujimavé pojmy. A hoci ide o pojmy z oblasti odborného vyjadrovania aj tu
existuju javy, ktoré Danilenko nazyva ,,kategorialnou polysémiou (DANILENKO 1977, 68).
Jednym z pomenovani tohto druhu je i samotny termin ,,terminologia““. Drozd upozoriuje, Ze
terminoldgiu mozno chapat’ ako:

subor terminov daného odboru

nomenklatiru, prip. vyber terminov ur¢it¢ého odboru

subor jazykovych prostriedkov ur¢itého odboru

pracovnu oblast’, odbornt ¢innost’

vedny odbor, t. j. teériu terminologie (DROZD 1979, 346).

SNk W=

Podl'a DANILENKO je terminoldgia bud’ stbor terminov jedného odboru, alebo subor
terminov vSetkych odborov (1977, 15). Terminoldgia sa ¢asto chape ako subor terminov
daného odboru, ktory tvori informativne nosni zlozku prislusného vedeckého alebo
odborného jazyka. Odborna terminologia je sice zakladnou, ustrednou a najinformativnejSou
castou odborného jazyka, ale rozhodne nie je jeho jedinou zlozkou. Neodmyslitelnu sucast’
vyrazovych prostriedkov odborného jazyka tvori neterminologicka lexika. Na to poukézal
VANCURA, pri uvedeni §truktiry funkéného (hospodarskeho) jazyka:

3% terminologické prvky (jednoslovné terminy, skupiny slov a slovné spojenia (a osobitné

syntaktické frazy (Sablony)
% neterminologické prvky (neterminy) a frazy neodborného jazyka (1934, 22).
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Resumé
V modernej lingvistike sa vyskumu odborného jazyka venuje velky pocet badatel'ov, ¢o izko
suvisi s narastajicim zaujmom o odbornii komunikaciu. No napriek tomu je skumanie
odborného jazyka stale otvorenou a zaujimavou témou. Prekvapujiica je pritom najméi
nejednotnost vo vymedzeni a definovani niektorych doélezitych pojmov, ktord suvisi
s roznymi definiciami samotného pojmu odborny jazyk.
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A Short Overview of Cognitive Linguistics and its Basic Concepts
Kratky prehl'ad kognitivnej lingvistiky a jej zakladnych pojmov

Richard Repka
Katedra anglistiky a germanistiky, Pedagogicka fakulta TU,
Priemyselné 4, 918 43 Trnava
kmfasj@truni.sk

Abstract. REPKA, R.: A Short Overview of Cognitive Linguistics and its Basic
Concepts. Acta Fac. Pead. Univ. Tyrnaviensis, Ser. A, 2009, no. 13, pp. 9-19.
This contribution is concerned with basic assumptions, principles, and concepts of cognitive
linguistics dealt with and elaborated by Langacker and his colleagues. Four basic principles
are generally recognized: language is not an autonomous cognitive faculty, grammar is
conceptualization, the meanings of linguistic expressions are not describable in terms of truth
conditions, and knowledge of language emerges from language use. As for the basic concepts,
I concentrate especially on perspective, attention, metaphor, figure-ground, structural
schematization, force dynamics, image schemas, and mental spaces.
Key words: metaphor, mental spaces, force dynamics, structural schematization

1. Introduction

In this contribution I would like to summarize the basic tenets, hypotheses and
concepts of cognitive linguistics. In my account of it, I will rely heavily especially on
Langacker’s Cognitive Grammar( see e.g. Langacker 1988, 1999, 2001, 2008). Cognitive
Grammar (CG) belongs to the wider movement generally referred to as cognitive linguistics
which in turn is part of functional tradition. The fundamental postulate of this tradition is that
language is structurally organized and constrained by the functions it serves. Langacker
(2008:7) mentions two basic functions: the semiological function which enables
conceptualizations to be symbolized by means of sounds and gestures, and a multifaceted
interactive function involving communication, manipulation, expressiveness, and social
communion. Of course, language functions have been studied in greater detail by Halliday
and his followers (see €.g2.1990, 2004) who distinguished two fundamental categories of
functions: meta-functions (ideational, interpersonal, textual) and macro-functions (e.g.
referential instrumental, regulatory, heuristic, etc). Meta-functions, in fact, form the core of
his theory of language.

The rise of cognitive linguistics in the nineteen seventies and early eighties is
associated with L. Talmy’s work on figure-ground and force dynamics, R. Langacker’s
cognitive grammar framework, G. Lakoff’s research on metaphor, categories and prototypes,
Ch. Fillmore’s frame semantics, and Fauconnier’s mental spaces
Today, there are a great number of scholars who work in this paradigm ( see e.g. Croft and
Cruse2007, Taylor 2002, Lee 2005, Geeraerts and Cuykens2007, etc.), but this paradigm is
little known in this country despite the fact that it has been increasingly active since the
1980’s. I started to familiarize with CG a few years ago when [ made an attempt at comparing
Halliday’s systemic-functional grammar with CG represented by Langacker and his followers
( see Repka 2005).

In addition to Langacker’s CG, there are some other important strands and branches of CL:
construction grammar (see e.g. Fillmore - Kay 1993, Goldberg 1995) metaphor theory (
see e.g. Lakoff — Johnson 1999), word grammar (see e.g. Sugayama- Hudson 20006),
discourse functional grammar (Hengeveld — Mackenzie ( 2008). For obvious reasons these
theories are beyond the scope of this paper.

.2. Basic tenets, hypotheses, and principles of CG



Basic tenets of CL were first defined by Langacker (1988 : 3-6) in relation to Chomskyan
orthodox linguistics. Langacker says that CG diverges radically from transformational-
generative grammar (TG) and that the differences are not concerned with matters of detail, but
reach to the level of philosophy and organizing assumptions. He posits four fundamental
differences which are in fact four basic tenets of CL:

1. CL does not regard linguistics as a formal science akin to logic and certain branches of
mathematics, in which of paramount importance is the construction of an all-embracing
theory including explanatory principles. CG sees biology as providing a better metaphor for
linguistic research, that is, in general, a language is more accurately likened to a biological
organism. In this sense, absolute predictability is normally an unrealistic expectation for
natural language.

2. CL does not view the linguistic system as a separate module of psychological structure and
the grammar of a language as a device for generating all and only the grammatical sentences
of the language. It assumes that language evokes other cognitive systems, and, therefore, must
be described as an integral facet of overall psychological organization.

3. CL does not see grammar as an independent level of linguistic structure, considered distinct
from lexicon and semantics. And it does not claim that grammatical categories are based on
formal rather than semantic criteria. By contrast CG claims that > grammar is intrinsically
symbolic, having no independent existence apart from semantic and phonological structure.
Grammar is describable by means of symbolic units alone, with lexicon, morphology, and
syntax forming a continuum of symbolic structures.”” ( Langacker 1988:5) Basic grammatical
categories ( e.g. nouns and verbs) can be defined on the basis of semantic criteria.

4. CL does not assume that the meanings of linguistic expressions are describable in terms of
truth conditions, and that some type of formal logic is appropriate for natural language. In
CG, meaning is equated with conceptualization, to be explicated in terms of cognitive
processing, and formal logic is considered to be inadequate for the description of semantic
structure. Semantic structure is subjective in nature and incorporates conventional
“imagery’’, which is defined as alternative ways of construing or mentally portraying a
conceived situation.

Croft and Cruse (2007:1) have defined the cognitive linguistic approach to language in terms
of three major hypotheses:

a/ language is not an autonomous cognitive faculty

b/ language is conceptualization

¢/ knowledge of language emerges from language use

These hypotheses are practically the same as Langacker’s tenets. The third hypotheses,
however, was not explicitly mentioned by Langacker, but it is beyond any doubt that this
hypothesis is generally implied and ubiquitous in his works.

Besides the above tenets and hypotheses, Langacker has formulated three philosophical
principles that have guided work in CG. The first principle is called integration. It refers to
inclusiveness and unification, and ’emphasizes the importance of considering and reconciling
information from multiple sources (within a language, across languages, and across
disciplines).”’( 2008: 14).

The second principle — the principle of naturalness - maintains that language is by and large
understandable in view of its semiological and interactive functions. The same is true of its
biological, cognitive, and socio-cultural grounding.

The third principle, which Langacker calls the principle of patience, maintains that we
should avoid premature judgements and delay efforts at formalization until we have a basic
conceptual understanding of what is going on..

3. Grammar as symbolization
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CG operates with three kinds of structures: semantic, phonological, and symbolic. The most
distinctive claim of CG is that lexicon, morphology, and syntax form a continuum ° fully
reducible to assemblies of symbolic structures.” Semantic structures are conceptualizations
concerning the meanings of expressions. A phonological structure (here Langacker includes
also gestures and orthographic representations) fulfils an overt symbolizing role. Symbolic
structures incorporate semantic and phonological structures. They are bipolar, and as such
they consist of two internally linked poles — a semantic pole and a phonological pole.
Symbolic structures differ according to their level of symbolic complexity. Complex
structures are formed out of simple ones, which is of course a defining property of human
language. In other words, low-level and high- level structures constitute a symbolic
assembly. For example, a morpheme is definable as an expression whose symbolic
complexity is zero, but it can be combined into higher units with two or more symbolic
components.

Any language manifests in its organization a number of independently existing cognitive
processes. The processes in question are 1/ association, 2/ automatization, 3/ schematization,
and 4/ categorization.

1. Association concerns the establishing of psychological connections with the potential to
influence subsequent processing, for instance, the association between a semantic and a
phonological structure that defines a symbolic relationship.

2. Automatization simply means that through rehearsal and repetition, a complex structure is
thoroughly mastered. ‘to the point that using it is virtually automatic and requires little
conscious monitoring’.

3. Schematization is equated with the process of extracting commonality inherent in multiple
experiences to arrive at a conception representing a higher level of abstraction. For example,
the basic sense of ring (roughly a circular piece of jewellery worn on the finger) is schematic
relative to the conception of specific rings in specific concepts ( instantiation).

4. Categorization refers to the interpretation of experience with respect to previously existing
structures. A category is described as a set of elements judged equivalent for some purpose,
for example in language there is a category of nouns, verbs, adjectives, etc. Things can be
categorized into edible-non-edible, big-small, etc.

To conclude this section, I have to mention two important constructs of Langacker’s cognitive
grammar. The first is trajector/landmark organization of scenes and events (The table is
below the lamp and The lamp is above the table express the same spatial relation with
trajector and landmark reversed).

Profiling is the second important construct. For instance, in I melted it, melt profiles an entire
action chain with causation and change leading to a liquid state. However, in It melted easily,
only the change is profiled, although the causation is still evoked. In /¢ finally melted, only the
resultant state is profiled, but the unprofiled change is evoked.

4. Semantics as conceptualization

Since CG is concerned with the meanings of linguistic expression, it is no surprise that
semantics plays a crucial role in this paradigm. The basic hypothesis in this respect is that
semantics is also conceptualization. For this reason, it is desirable that I should make an
attempt at describing the most important conceptualization processes or construal operations
that human beings employ in language. Here I can focus my attention only on the most
important construals: a/ deployment of perspective, b/ distribution of attention, ¢/ metaphor,
d/ figure-ground e/ structural schematization, f/ force dynamics, g/ image schemas.

a/ Perspective

Perspectival construals, which are broadly associated with our situatedness in the world, or
our being in the world, can best be illustrated with spatial examples.

Consider:
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(1) The path falls steeply into the valley.

(2) The path climbs steeply out of the valley.

(3) Timmy is in front of the tree.

(4) Timmy is behind the tree.

We can see that these sentences describe the same scene but from different perspectives or
viewpoints. In (1) the viewpoint is that of someone looking down into the valley, whereas in
(2) it is that of someone looking up from the valley floor.

In (3) and (4) it is the vantage point that is illustrated. The description of Timmy’s position as
being in front of the tree or behind the tree is dependent on the vantage point of the speaker.
Alternative construals of Timmy’s position are caused by the speaker moving to another
position.

Now let’s take a look at the contrast between the following sentences referring to the same
event:

(5) John bought the car from Mary.

(6) Mary sold the car to John.

Here again the contrast between these sentences is that of perspective, but in a more abstract
sense than in (1) and (2). Sentence (5) construes the situation from John’s viewpoint, whereas
(6) is an expression of Mary’s viewpoint.

I think that the above sentences are sufficient illustrations of particular contruals of the
situation in question, with contrasting perspectives producing distinct interpretations.

b/ Attention
This kind of construal operation has to do with the relative prominence of the various
components of the situation. This practically means that we attend to parts of our experience
that are relevant to the purpose at hand and ignore those aspects of our experience that are
irrelevant..
Consider:
(7) (a) I have broken the window.

(b) A stone has broken the window.
Example (7a) highlights or foregrounds my role in the event, whereas (7b) focuses attention
on the stone, thereby backgrounding my involvement. Here are some further illustrations of
the point.
(8) (a) I’'m standing on the street.

(b) I’'m standing in the street.
(9) (a) She ran across the field.

(b) She ran through the field.
The members of each pair could describe the same scene, but they highlight different aspects
of it. For instance, in (8a) the street is construed as a roadway (as a supporting surface),
whereas in (8b) it is conceptualized as a container ( the buildings on either side).In ( 9a) the
field is construed as a two-dimensional space and (9b) as a three-dimensional volume ( the
hearer is to attend to the thickness of the vegetation in the field).
Lee (2005:5) claims that perspective and attention are not totally independent
conceptualizations. This can be illustrated using the examples (5) and ( 6 ). Instead of
identifying the contrast between them as one of perspective, we could equally well say that
(5) highlights John’s role in the event, whereas (6) foregrounds Mary’s role. This is to say that
the entity from whose perspective we view the situation is often also the most salient
participant.

¢/ Metaphor

Metaphor is another construal operation which is widely discussed in CG. In fact, it
differentiates CL from other theories of language. Metaphor together with metonymy used to
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be studied within the framework of the literary language (poetry, prose), but important
pioneering work by Lakoff and Johnson (1980) showed that metaphor is in fact a fundamental
property of the everyday use of language.

Metaphor concerns the fact that different ways of thinking about a particular phenomenon,
that is, its different conceptualizations, are associated with different metaphors. Metaphor as a
construal operation is concerned with conceptualizing one domain of experience in terms of
another. It involves a relationship between a source domain and a target domain. The source
domain is the source of the literal meaning of the metaphorical expression, while the target
domain refers to the domain of experience actually being described by the metaphor. For
example, to waste time involves comparing TIME (the target domain) to MONEY (the source
domain).

An almost exhaustive list of primary metaphors is given by Lakoff and Johnson (1999: 50-
54). I have selected the following ones: affection is warmth (e.g. They greeted me warmly.),
important is big ( e.g. Tomorrow is a big day.), happy is up ( e.g. I ‘m feeling up. ), intimacy
is closeness ( e.g. We’ve been close for years, but we’re beginning to drift apart.), difficulties
are burdens ( e.g. She’s weighed down by responsibilities. ), time is motion ( e.g. Time flies. ),
actions are self-propelled motions ( e.g. I'm moving right along on the project.), causes are
physical forces ( e.g. They pushed the bill through Congress.), knowing is seeing ( e.g. I see
what you mean.), understanding is grasping ( e.g. I’ve never been able to grasp transfinite
numbers.), etc.

It is impossible to discuss the theory of metaphor in greater detail here since it is really a
complex subject. More importantly, Lakoff and Johnson (1999) have elaborated their theory
into a philosophy which challenges the tenets of traditional western philosophy.

d/ Figure- ground
Figure- ground alignment was introduced into CL by Talmy (see e.g. 1983), but this
distinction is derived from Gestalt psychology. On the basis of the figure-ground relation,
Talmy accounts for the expression of spatial relations in natural language. All spatial relations
in language are expressed by specifying the position of one object, the figure, in relation to
another object, the ground.
Consider:
(10) The book (figure) is on the table ( ground ).
(11) Father (figure) went into the house (ground).
(12) John’s house (figure) is between George’s garden (ground) and Robert’s

garage ( ground).
(13) Robert (figure) drove from Bratislava (ground) to Vienna( ground ) in one hour.

The figure and ground are asymmetrical. For example, near is a spatially symmetrical
preposition in (14a), but it sounds odd in (14b):
(14) (a) The bike is near the house.

(b) ?? The house is near the bike.
Talmy has identified the following properties of objects that favour figure or ground
construal, in the narrower domain of spatial relations (cited in Croft and Cruse 2007:56):

Figure Ground

location less known location more known
smaller larger

more mobile more stationary
structurally simpler structurally more complex
more salient more backgrounded

more recently in awareness earlier on scene/in memory
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Figure- ground relations can be manipulated. In other words, the same object can function as
figure in one context and ground in another:
(15) (a) The cat (figure) is on the table (ground).

(b) I found a flea (figure) on the cat (ground).
Figure-ground relations can be also found in relations between two events (16 a). In such
cases figure-ground asymmetry may lead to outright anomaly (16 b):
(16) (a) He dreamed (figure) while he slept (ground).

(b) * He slept while he dreamed.
It is evident that’’ figure-ground alignment is an example of comparison in that the two
elements of the scene are compared to each other; but unlike categorization and metaphor, the
judgement is one of contrast rather than similarity.”’(Croft and Cruse 2007:58)

e/ Structural schematization
According to Croft and Cruse (2007:63-64) structural schematization is used to describe ‘’the
conceptualization of the topological, meronymic and geometric structure of entities and their
component parts.”” There is a wide range of structural schematizations. I will discuss very
briefly only one of them. It is the first subgroup which is called individuation and it indicates
whether or not entities are individuated (bounded versus unbounded), and if so, their unity
and relation to their parts, and their multiplicity if more than one entity is construed.
The bounded v. unbounded structural schematization applies, for instance, to the choice of a
count noun, mass noun or pluralia tanta form for nouns. Lee (2005:138-143) focuses his
attention on the distinction between count nouns and mass nouns. The question is whether
this distinction is motivated or arbitrary. Understandably, there are a number of cases when
this distinction is arbitrary. For example, there is no obvious reason why vegetable is a count
noun but fruit is (normally) a mass noun. The same holds good for examples such as noodle
(count) and rice (mass). There is absolutely no reason why we refer to lots of noodles in a
bowl as these noodles (the plural form of a count noun) but to lots of rice in a bowl as this
rice.
In a number of cases, however, there is an obvious basis for the distinction between count
nouns and mass nouns. Count nouns tend to refer to ‘objects’ and mass nouns to ‘substances’.
This means that solid physical objects such as cars and horses are typically designated by
count nouns. By contrast, liquids such as water and oil are typically designated by mass
nouns. The difference between solid objects (cars, dogs) and liquids (water, oil) lies in the fact
that the former have a characteristic shape and well-defined boundaries, whereas the latter
lack a characteristic profile, moulding themselves to the shape of their container
Furthermore, solid objects have an internal structure, whereas liquids tend to be internally
homogeneous. Intermediate between liquids and solids are such nouns as slime, mud, and silt.
However, they resemble liquids more than solids with respect to their external boundaries and
internal structure.
Some nouns may be used both as count nouns and mass nouns with a clear difference in
meaning. Lee (2005:140) regards this fact as a strong argument for the claim that there is a
semantic basis for the count/mass distinction. For example:
(17) (a) T’ll have an egg. (count)

(b) I’ll have some egg. (mass)
(18) (a) There were a lot of newspapers in the box. (count)

(b) There was a lot of newspaper in the box. (mass)
(19) (a) There’s a glass on the table. (count)

(b) It’s made of glass. (mass)
Countability also interacts with qualitative scalar adjustment. For instance, chair construes the
entity as individuated and of a specific type, whereas furniture construes it as an abstract mass
(tables, sofas, beds, etc.).

2
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The semantic basis for the distinction between count and mass uses of nouns (the
bounded/unbounded structural schematization) can also apply to verbs, that is, to states and
processes expressed by tense and aspect. Let us consider the following examples:

(20) He wrote a poem.

(21) He loved poetry.

The event articulated by (20) is similar to the kind of entities typically designated by count
nouns. It has clearly defined boundaries in time (the process can be said to have a beginning
and an end), and another property it shares with physical objects is internal heterogeneity. By
contrast, situations expressed by (21) do not have clearly temporal boundaries (they neither
have a clear onset nor a clear termination), and they are internally homogeneous.

CL therefore makes a distinction between ‘perfective’ situations such as (20), involving an
event that is bounded and internally heterogeneous, and ‘imperfective’ situations such as (21),
involving a state of affairs that is unbounded and internally homogenous. Such a distinction
can also be applied to verbs, since love is typically used imperfectively, while write is
typically used perfectively. But just as many nouns can be used to refer to either count or
mass phenomena, so many verbs can be used to refer to perfective and imperfective
situations. For instance, the contrast between He stretched the rope and Fields stretched out
as far as we could see involves a contrast between an event ( perfective situation) and a state
(an imperfective situation).

There are a number of grammatical differences between perfective and imperfective verbs.
One of them concerns the use of progressive aspect. In English, the perfective verbs occur
naturally with progressive aspect, whereas imperfective verbs do not:

(22) He was writing a poem.

(23) ? He was loving poetry.

Progressive aspect in English ¢ involves two distinct conceptual levels: the subpart of the
event that is in focus at a particular reference point, and the event as a whole.”’(Lee 2005:
149) This kind of construal of events does not exist in Slovak and other Slavonic languages,
and therefore progressive aspect poses problems for Slovak learners of English. Of course,
this problem merits a separate chapter.

f/ Force dynamics
Another major category of the conceptualization of events is the force dynamic model, and it
was also introduced into CL by Talmy (see e.g.1988). The force dynamic model is concerned
with a generalization of the notion of causation, °* in which processes are conceptualized as
involving different kinds of forces acting in different ways upon the participants of the
event.”’(Croft and Cruse 2007: 66) In other words, there are countless expressions in English
that involve the conceptualisation of events in terms of opposing forces. The following
examples illustrate some force-dynamic patterns (Croft and Cruse 2007: 66):
(24) (a) I kicked the ball.

(b) I held the ball.

(c) I dropped the ball.
The first example represents the prototypical causative type: an antagonist (the causer) forces
an agonist (the causee — the ball) that tends to rest to move. Example (24b) extends the notion
of causation to maintaining a rest state: the antagonist resists the agonist’s tendency to move.
In example (24c) the antagonist acts in a way that allows the agonist to exert its tendency
towards motion. It enables the agonist to move.
The force-dynamic structure of the event can be conceptualized by different choices of verbs,
or different voice forms, or different argument-linking constructions. Let’s consider the
following examples:
(25) (a) The bowl was on the table.

(b) The bowl stayed on the table.
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(26) (a) She opened the door.

(b) The door opened.
Example (25a) construes the situation as force-dynamically neutral (being a static situation),
but (25b) construes the situation as having a force-dynamic value of resisting the effects of
some unspecified force-applying process.
The alternative transitive and intransitive constructions in (26a-b) construe the event as
externally caused or as self-contained. (26 b) is used if no external agent or force is manifest
as well as when the speaker wishes only to construe the event as such. This kind of analysis is
called ergativity in other linguistic theories, for example in systemic-functional grammar.
The force-dynamic model can be also applied in the construal of semantic domains other than
causation. For example, it is employed in the analysis of modals (deontic modality). Let’s
consider the following examples:
(27) (a) You may leave.

(b) You must leave.
Example (27a) implies the absence of resistance, but (27b) presupposes the application of
force. The same holds good for the epistemic meanings of the following modals:
(28) (a) She may be ill.

(b) She must be ill.
May in (28a) implies the absence of resistance from concluding that the proposition Ske is ill
is true, whereas must in (28b) forces one to the conclusion that She is ill is true.

g/ Image schemas

By means of image schemas, which are another important theoretical construct in CL, we
impose a conceptualization of experience. Image schemas are defined as schematic versions
of images. Images represent specific, embodied experiences, and the domains that give rise to
images are generally described as embodied or grounded. Image schemas are not specific
images but are schematic. They are representations of schematic patterns arising from
imagistic domains, such as containers, paths, links, forces, and balance. Image schemas
structure both our bodily experience and our non-bodily experience via metaphor. Following
Lakoff and Turner (1989), Croft and Cruse (2007:45) give the following inventory of image
schemas: space (e.g. up-down, front-back, center-periphery, etc.), scale (path), container
(e.g. containment, in-out, surface, full-empty, etc.), force ( balance, counterforce, compulsion,
restraint, etc.), unity/multiplicity (e.g. merging, collection, iteration, part-whole, mass-count,
etc.), identity ( matching, superimposition), existence (e.g. bounded space, object, process,
etc.)

5. Mental spaces

I have already mentioned that the theory of mental spaces was introduced into CL by
Fauconnier (see e.g. 1994), and it was fully elaborated by G. Fauconnier and Turner (2003).
According to Fauconnier and Turner (2003: 102) mental spaces are small conceptual pockets
constructed as we think and talk, for purposes of local understanding and action. They contain
basic entities and are structured by frames and cognitive models. Faucaunnier operates with
two basic entities —the ‘trigger’, that is, the object that is the normal referent of the expression
in question, and the ‘target’, the entity to which the predicate applies. For instance:

(1) Plato is on the top shelf. (Lee 2005: 97)

(2) This Bordeaux is superb.(Lee 2005:97)

In (1) the person called Plato is the trigger and Plato’s book is the target. In (2) the place
called Bordeaux is the trigger and wine from this place is the target.

The above sentences are traditionally said to be examples of ‘metonymy’ — ‘a process that
exploits the fact that there is some kind of pragmatic link between one entity and another.’
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By means of these basic entities, we are able to explain also apparent semantic anomalies
which pose considerable difficulties for formal models of semantics. Let’s take a look at the
following frequently cited example:

(3) In the painting the girl with blue eyes has green eyes.

At first sight this sentence seems to involve a contradiction. The fact is that the sentence is not
anomalous. We can explain it by the distinction between trigger and target. The trigger and
target exist in two distinct ‘mental spaces’, one space being (the speaker’s) current reality,
which contains the trigger, the other being the painting, which contains the target, and an
expression in this painting is considered to be a ‘space builder’. The reason why this is
possible relies on an understanding common to all human beings of the concept of
‘representation’, as it applies to the relationship between images and ‘reality’.

Fauconnier observes that mental spaces proliferate in the unfolding of discourse and provide
abstract mental structure for shifting anchoring, viewpoint and focus, allowing us to direct
our attention at any time onto very partial and simple structures, while maintaining an
elaborate web of connections in working memory, and in long term memory.

For example, according to Fauconnier, if we say that In reality, Richard Burton loves
Elizabeth Taylor, but in the movie, he kills her, we set two metal spaces, one for reality and
one for the movie. Richard Burton in reality has a counterpart (say Marc Anthony) in the
movie, and Elizabeth Taylor in reality has a counterpart (say Cleopatra) in the movie.
Connections between mental spaces allow access to elements in one mental space through
counterparts of that element in other mental spaces (e.g. Marc Anthony via Burton). I totally
agree with Fauconnier that the theory of mental spaces offers a general and elegant means of
dealing with presupposition, counterfactuals, and tense and mood in language. I will use
another example of Lee’s (101) to demonstrate an elegant account of some referential
ambiguities:

(4) The prime minister was ten years old in 1949.

In order to construe this sentence, the hearer or reader has to establish a correspondence
between a person who is currently prime minister (the trigger) and a person who was ten years
old in 1949 but not prime minister at that time (the target). Here we understand that the two
entities in question are different manifestations of the same person. There is, however, another
interpretation of (4) — namely, that that the person who was prime minister in 1949 was ten
years old at that time. In this case there is only one temporal space involved.

Cognitive linguistics together with the theory of mental spaces has produced enough evidence
for the operation of more general cognitive processes. Mappings between mental spaces are
part of the general organization of thought. Fauconnier claims that a striking case of a general
cognitive operation on mental spaces, that is reflected universally in the way we think, is
conceptual integration.

In his view, conceptual integration means setting up networks of mental spaces which map
onto each other and blend into new mental spaces. We use conceptual integration networks
systematically in the on-line construction of meaning .Some of the integrations are novel,
others are more entrenched, and we rarely pay conscious attention to them e.g. the rings of
Saturn, the first astronauts on the Moon, etc.). In a conceptual integration network, a structure
from input mental spaces is projected to a new blended mental space which develops a
dynamic structure of its own.

Fauconnier uses the following example to illustrate his point:

In France, Watergate would no have done Nixon any harm.

This counterfactual is intended to prompt inferences on the difference between the American
and French political systems. The listener is supposed to construct input spaces for American
politics and for French politics. On the basis of a set of mappings between the input spaces,
which we project selectively into a blended space, Nixon and Watergate are embedded into
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French politics. The imaginative emergent structure of that mental space (Nixon is not
harmed, etc.) will refer to the political realities of the two countries.

It is beyond any doubt that conceptual integration networks function in different walks of
human life, that is, not only in language. This remarkable cognitive capacity has been studied,
for instance, in mathematics, religion, anthropology, political science, etc.

6. Conclusion

I have discussed the most important hypotheses, concepts and conceptual frameworks which
as a whole constitute the core of CG. Four basic hypotheses are recognized in CG: language is
not an autonomous cognitive faculty, grammar is conceptualization, the meanings of
linguistic expressions are not describable in terms of truth conditions, knowledge of language
emerges from language use. As far as basic concepts are concerned, I have concentrated
especially on such relevant concepts as the deployment of perspective, the distribution of
attention, metaphor, figure-ground, structural schematization, force dynamics, image
schemas, and mental spaces. The lack of space has prevented me from going into more
specific and detailed accounts of them. This means that I could not avoid simplifications and
even oversimplifications.. Neither could I devote attention to basic problems concerning the
status of discourse in CG. Langacker (2008:457) says that discourse is where structure, use,
and acquisition come together. It is the use of language in social contexts. Owing to this,
discourse is an integral part of CG. Following Langacker, I have summarized basic views of
discourse in CG in my preceding study (Repka 2005) .

Cognitive linguistics goes beyond the visible structure of language. It focuses on such
backstage operations of cognition that create grammar, conceptualization, discourse, and
thought itself (Fauconnier). Results of cognitive linguistics can be also applied to a wide
range of non-linguistic phenomena.
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Resumé

V prispevku analyzujem zakladné predpoklady, principy a pojmy kognitivnej lingvistiky,
ktorou sa zapodieva a ktort rozpracoval Langacker so svojimi spolupracovnikmi a kolegami.
V tejto lingvistickej teorii, ktord sa vSeobecne zarad’uje do funkcionalistického hnutia, sa vo
vSeobecnosti uznavaju Styri zdkladné principy: jazyk nie je samostatna kognitivna schopnost’,
gramatika je konceptualizacia, vyznamy jazykovych vyrazov nemozno vyjadrit pomocou
pravdivostnych podmienok, jazyk sa osvojuje na zaklade jeho pouzivania. Co sa tyka
zakladnych pojmov, pozornost’ sa sustred’uje na: perspektivu, pozornost, metaforu, opoziciu
figlira - pozadie, Strukturnu schematizaciu, dynamiku sily, obrazové schémy a mentalne
priestory.
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Adaptacna charakteristika anglickych vokalov z foneticko-ortografického hPadiska
Characteristics of Adaptation of English Vocalic Phonemes from the Phonetic-orthographical
Point of View.

Zuzana Vépyova
Katedra anglistiky a germanistiky, Pedagogicka fakulta TU,
Priemyselna 4, 918 43 Trnava
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Abstract: VEPYOVA, Z.: Characteristics of Adaptation of English Vocalic Phonemes
from the Phonetic-orthographical Point of View. Acta Fac. Pead. Univ. Tyrnaviensis, Ser. A,
2009, no. 13, pp. 20-23.
The contribution deals with the nature of the vocalic system in the Slovak and English
language . The main goal of this theoretical material is to confront English vowel-sounds with
their Slovak counterparts and to inform the Slovak readers about integrating and adapting of
the basic orthographic representations and also to emphasise the differences between quantity
and quality of vowels in both languages. We concentrated predominantly on the way how the
individual English vowels are pronounced in loan words as they vary greatly from the point
of view of their acoustic properties and pronounciation principles.

Key words: Phonemic system, vowel, diphthong, timbre, vocalic phoneme, acoustic
properties, quantity, quality, suprasegmental, confrontational analysis, orthographical
adaptation.

Zvukové systémy oboch kontaktnych jazykov t.j. slovenciny a angliCtiny sa vyznacuju takou
mierou asymetrie, ze pri skimani realizacie anglickych vypoziciek v slovenskom jazykovom
prostredi je mozné zistit, Ze dochadza k vyraznej variantnosti. Zakladnou tendenciou so
zretelom na zdsadné odliSnosti fonickych systémov oboch jazykov je zjednodusovanie
anglického grafického systému podla vztahu grafické znazornenie — konkrétna zvukova
realizcia v prehovore v slovenskom jazyku.

Zvukova rovina ako najelementarnej$i Ciastkovy podsystém jazyka zakladnym sposobom
ovplyviluje vSetky javy z ostatnych jazykovych rovin. Fonémicky inventar angliCtiny je
odlisny od slovenskych samohldsok a spoluhlasok, preto ak sa v prevzatom pomenovani
nachédzaji fonémy, ktoré slovencina nepoznd, tieto sa prispdsobuju fonémickému systému
slovenciny, t.j. zmenia sa na zvukovo najbliz§ie domace fonémy.
Typickou vlastnostou samohlasok je, Ze sa vzajomne odliSuji zafarbenim / timbre/.
Slovenc¢ina rozlisSuje pat zékladnych samohlaskovych typov a na ich pozadi sa potom javia
odli$né samohlasky v anglic¢tine ako modifikacie tychto typov.
Za zakladné prvky artikulacie samohldsok pokladame ucast pier atvar pernej Strbiny,
postavenie jazyka, ¢elustovy uhol a pohyb mékkého podnebia. Moznosti, ktoré artikulacné
organy poskytuji na vytvaranie zvukov rozmanitej farby, vyuzivaju jazykové systémy
v rozli¢nej miere. Slovenské samohlasky st artikulované odliSnym spdsobom a na odliSnom
mieste ako anglické samohlésky.
Ako uvadza Dvoncova, modifikdcie zdkladnej samohléskovej farby mézu vznikat’ viacerymi
sposobmi :

- odlisnou ¢innost'ou niektorej zlozky artikulacného mechanizmu v ¢innosti niektorého

artikulacného organu,

- uplatnenim inej kombinacie zloziek zucastnenych na artikuldcii samohlasky,

- rozdielmi v trvani artikulacie, kvantite,

- uplatnenim pohybu artikulatorov pocas artikuldcie tam, kde pri inych samohlaskach

nastava isty ¢as nezmenend poloha tychto orgénov.
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Ugast’ hlasovej zlozky nie je na utvorenie samohlasky istého typu bezvyhradne nevyhnutna,
predsa vSak st samohlasky v prevaznej vicsine jazykov artikulované za spoluucasti hlasove;j
zlozky, ktord je sama osebe nositel'om melddie. (Dvoncova, s.92)

Dizka samohlasok v oboch jazykoch ma rozliSovaciu funkciu, ale su velké rozdiely medzi
kvantitou zvuku samohlasky v slovenéine a v angli¢tine, nakolko dizka anglickej samohlasky
ma suprasegmentalny charakter a vo velkej miere zavisi od spoluhlasky, ktord za nou
nasleduje, na umiestneni v slove, na déraze a rytme.

V anglickom vokalickom systéme rozozndvame dvanast zakladnych vokalickych foném,
z toho sedem kratkych, péat dlhych, ktoré su reprezentované nasledovnymi fonetickymi
symbolmi, a nachadzajl sa v slovach zo stranok slovenskych periodik :

/ 1: / : miting, lider, lizing, tim, piplmeter, evergrin, pirsing

/ 1/ :1midz, biznis, dizajn, lifting, fitness, print, tinedzer
/ e/ : internet, sprejer, hendikep, server, celebrita, stepper
/ @ / : chat, chatbox, jackpot, hacker, hatchback, backhand

/ a:/ : afterparty, countrybal, filmstar
/ A/ : manazment, marketing, fax, maklér, pub, punker
/2:/: f16rbol, bilbord, gdlman, softbol, popkdrn

/ b/ : boss, frontman, rocker, poster, bodygard, topless, on-line
/u:/ : boom/ bum, cool/kul, skiter

/ U/ : surfing, superstar, ultralight, pucle/puzzle

0/ 3: — tato tzv. zmieSana samohlaska ( mixed vowel, reduced vowel, neutral central vowel)
nema v slovenskom jazyku ekvivalent, vo vyslovnosti sa nahradza samohlaskou e/¢ ako pri e,
ktora je ovel'a otvorenejsia a dlhSia.

V oboch jazykoch rozpoznavame postupny kizavy posun zjednej samohlasky na druhu
v ramci jednej slabiky a vznikd dvojzvuk nazyvany diftong, graficky vyjadreny suslednostou
dvoch odlignych samohlasok, avsak dizka anglickych dvojhlasok je odligna, nakolko prva
Zast’ dvojhlasky je nositefom 2/3 celkovej dizky, kym v slovenéine je pomer trvania medzi
prvou adruhou zlozkou 1:1. Charakter dvojhladsok je v obidvoch jazykoch rozli¢ny;
v angliGtine rozlisujeme osem kizavych ¢&ize pohybovych diftongov, kym v slovenéine iba
Styri a vSetky st stupavé.

V prevzatych anglickych slovach predovSetkym =z oblasti pocitatovej terminologie
hardware, software, browser, window atd’., ale aj v beznych slovach light, snowboard, show,
know-how, airbag, aircondition, skateboard atd’. nachadzame zoskupenie vokélov v rdmci
jednej slabiky — dvojhlasku.

Zékladny kontrast medzi anglickymi a slovenskymi diftongami, ako uvadza Lenghardt,
spo¢iva vtom, ze ,kym vSetky anglické diftongy su klesavé, tj. s foneticky
najprominentnejSou prvou zlozkou, slovenské diftongy su stapavé.*

Konfrontacnd tabul'ka kratkych samohldsok

Anglické | e A b U £ ) -
Slovenské | i e A 0 u - - a
Konfronta¢né tabul’ka dlhych samohldsok

Anglické | ;. a: ok U: 3: i

Slovenskeé | i a 6 U - E

Konfrontacna tabulka diftongov

Anglické | or 131 |51 |ou |AUu |10 |eo |vo |- - - -
Slovenské | - - - - - - - - ie ia u 0
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Z pohl'adu na konfronta¢né tabul’ky by sa mohlo zdat’, Ze pocet kontrastivnych vokalickych
foném je dany C¢islom 17, z ¢oho angli¢tina ma 11 foném, ktoré neexistuju v slovencine, kym
v slovencine je 6 foném, ktoré chybaji v anglickom fonologickom systéme.

Tato nepresnost vSak poopravuje Lenghard, ked hovori, Ze postavenie anglickych
a slovenskych vokalickych foném proti sebe v konfrontaénych tabulkédch vobec neznamena,
ze prislusné dvojice vokalov su uplne totozné. Protipostavenie tu znaci iba tol’ko, Ze prislusné
dvojice sa chapu ako vokaly patriace do tej istej timbrovej zony.

V anglictine je kvantita samohldsok nestabilna, takze za urcitych okolnosti méze byt tzv.
kratka samohléska relativne dlhSia ako tzv. dlhd samohldska. Toto kolisanie v kvantite
samohlasok je v slovenc¢ine nezndme. Dlh4a samohldska je tu zrete'ne dlhSia ako prislusna
kratka samohlaska. Tento vyrazny kontrast v kvantite medzi kratkymi a dlhymi samohlaskami
sa v slovencine vyuZziva fonologicky.

Konfrontacné tabulky zobrazuju fakt, ze v systéme, resp. podsystéme kratkych vokalov
slovencine chybaju anglické vokaly / @/ a / 0 /, ale na druhej strane disponuje vokalom 4,
ktory nemé ekvivalent v anglictine. Fonetickd analyza tychto vokalov ukazala, Ze tu nejde
o ekvivalenty, ked’ze pri ,, artikulacii slovenského / & / citime slaby pohyb jazyka. Zaroven /4 /
nie je Cistd samohlaska, ako je anglické polootvorené predné / e /.

( Lenhardt, s.290 — 292)

V anglictine su slovd, v ktorych sa vyskytuje spojenie troch vokalickych prvkov v ramci
jednej slabiky — triftongy, ktoré sa skladaju zo zatvaravého diftongu (closing diphthong)
aredukovaného vokalu na konci slova; st to najzlozitejSie zvuky vokalického typu.
V slovencine sa z hl'adiska signalovej roviny spojenie troch vokalickych prvkov nepoklada
za triftong.

V niektorych prevzatych anglickych slovach pozorujeme nasledovnii adaptaciu anglickych
vokalov :

a-e: camp - kemp ie - 1 : briefing - brifing

e - 1 : teenager - tinedzer ee - 1 : weekend - vikend

u - a : dubbing - dabing ou -au :out— aut, scout - skaut
u - i : business - biznis oa - o : billboard - bilbord

y - j : yoghurt - jogurt ai - ¢ :training — tréning

Mnohé anglické lexémy prevzaté v grafickej podobe sa ponechavaji na individudlnej
vyslovnosti konzumentov jazyka. Ide napriklad o vyrazy : facelift, dress code, fake, remake,
houseboat, playmate, snowbike, freeride, kitewing, login, soundtrack, tiebreak, roaming,
multiplayer atd’.

Kratky slovnik slovenského jazyka z roku 2003 (Kacala, Pisar¢ikova, s. 985) uvadza, Ze :
V pravopise prevzatych slov sa uplatiiuje tendencia pisat’ ich podl'a vyslovnosti. V slovniku sa
rozliSuju tri stupne :

a / Uvadza sa iba zdomacnena podoba : dZzem, dzez, mencester. Tak je to pri prevzatych
slovach, pri ktorych povodna pravopisna podoba uz nie je ziva a jej pouzitie sa kvalifikuje
ako chyba proti pravopisnej ustalenosti ( jam, jazz, Manchester ).

b / Popri zdomacnenej podobe sa uvadza aj pdvodny pravopis (obycajny typom ) : tim, pov.
pis. team; bekhend, pov. pis. backhand. Byva to pri tych slovach, pri ktorych proces
pravopisného zdomaciiovania uz pokrocil, no zivo sa pocituje povod slova

¢ / Slova sa uvadzaju ako pravopisné varianty : rock, rok; chunta, junta. Takyto postup sa
zvolil vtedy, ked’ sa pri pravopise slov zretel'ne prejavuje kolisanie.

(Kacala, Pisar¢ikova , 2003, s. 16)
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Resumé

Foneticko-ortografickd adaptacia slov anglického povodu v sicasnom spisovnom jazyku je
vel'mi aktudlnou lingvistickou problematikou, nakol’ko slovensky pravopis je zalozeny na
fonetickom principe aanglicizmy ¢ize neologizmy anglického pdévodu sa nestihaju
prisposobovat’ fonickému systému slovenského jazyka. Pri skimani realizacie anglickych
vypozi¢iek z hladiska vokalického inventara zistujeme vyrazni variantnost, preto sme
upriamili pozornost’ na zésadné odlisnosti fonickych systémov oboch jazykov, nakolko
v angliCtine sa ortograficka podoba slov va¢sinou nezhoduje s ich vyslovnostou.
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Abstract : JANCOVICOVA, I.: Modern Technologies in Foreign Language
Education, Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2009, No.13, pp. 24-28.
This paper deals with modern technologies and their impact on foreign language education, it
also describes some important aspects of multimedia presentations and their motivating roles
in foreign language teaching / learning. Particular attention is given to the following issues:
Personal Learning Environments (PLE) in contrast to traditional Learning Management
Systems (LMS), motivation and computer-assisted instruction, motivation and computer-
assisted learning, and the use of didactic multimedia applications as a motivating factor in
foreign language education.

Key words: modern technologies, foreign language education, Personal Learning
Environments (PLE), Learning Management System (LMS), motivation, computer-assisted
instruction, didactic multimedia applications

Introduction

The growth of computer usage so typical for the last decade influences almost every aspect of
our life. Computers offer a broad range of possibilities and, with the introduction of powerful
processors and software platforms, the possibilities have been enriched by multimedia and
active content.

In the age of modern technologies and deeper contacts with the world, command of foreign
languages is inevitable. Most foreign language teachers accept the view that there is no single
best method to teach or learn foreign languages. The world trend in foreign language
education can be characterized as teachers’” efforts both to integrate the best elements of
individual methods / techniques and to create optimal methodological and technological
syntheses.

Different Technological Concepts for Learning Environments

Schaffert — Hilzensauer (2008: 1) claim that ““ the practice of learning and teaching is not pre-
determined, but always related to the tools and systems used in the process. The development
and rising success of social software applications such as weblogs and wikis and so-called
Personal Learning Environments (PLE) changes, enables and challenges learning with the
Internet. PLE, especially in contrast to traditional Learning Management Systems (LMS),
received significant attention and are about changing the paradigm of learning and teaching”
(see Table 1 below).

LMS

PLE

challenges and shifts

role of learner

learner as consumer of pre-
defined learning materials,
dependent on the “creativity”
of the teacher

active, self-directed, creator
of content

shift from consumer to

“prosumer”, self
organization is possible
AND necessary

personalization

...ls an arrangement of

...means to get information

competence for usage
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learning  assignments  and | about learning opportunities | of several tools and a
materials according to a | and content from community | self organization is
(proposed  or  pre-defined | members and  learning | needed
learner’s model, based on an | services fitting to the
underlying expert system learner’s interests (via tags /
RSS)
content developed by domain experts, | the infinite “bazaar” of | necessary competences
special authors, tutors and /or | learning content in the Web, | to search, find and use
teachers exploring learning | appropriate sources
opportunities and services (e.g. Weblogs)
social limited use of group work, | social involvement (even in | collaboration as the
involvement focus on the closed learner | multiple communities) is the | central learning
group (e.g. in the LMS), | key for the learning process | opportunities
collaboration and exchange not | and the recommendations for
primarily in the focus learning opportunities
ownership content is generally owned by | content is organized in | awareness of personal

the educational institutions or
the students, due to
technological reasons, this
ownership can not always be
realized

multiple, Web-based tools,
ownership is controlled by
the learners themselves and /
or (commercial) service
providers

data is needed

educational and | imitation of classroom | self-organized learner in the | change of learning

organizational | learning, course-orientated, | focus culture and perspective

culture teacher-orientated features — move towards self
organization and self
determination

technological classical learning content | Social Software tools and | required

aspects needs interoperability between | aggregation  of  multiple | interoperability

LMS and data repositories sources between LMS and the

Social Software

Table 1: An overview about seven crucial aspects of the shift from LMS to PLE

source: Schaffert, S., Hilzensauer, W. 2008. On the way towards Personal Learning

Environments: Seven crucial aspects. In: eLearning Papers, No 9,

elearningeuropa.info. Edited by: P. A. U. Education, S. L. ISSN 1887 — 1542.

On ICT-enhance Language Learning
At present enormous attention is concentrated on the issues of motivation in foreign
language teaching / learning and foreign language acquisition. Factors influencing and
and attitudes to foreign language education, the role and capability of the teacher, teaching /
learning processes, choices of teaching materials and teaching methods / techniques,
appropriate multimedia materials, and other considerations.
Multimedia used on the basis of computer technique play an important role in foreign
language education. Computers in didactic multimedia applications are increasingly becoming
elements enabling the dynamic integration of single units or pieces of information otherwise
presented separately. The information units which are the elements of such systems could
have the character of a static image, dynamic image, spoken word (sound), music, etc. Thus,
a number of factors influencing educational processes and their results is enormous.
These factors constitute the entry parameters used to manage algorithms in automated
computer-assisted instruction. In didactic computer programs and program systems in
computer-assisted instruction of foreign languages, these algorithms represent the model of

July 2008. Publisher:
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a teacher: his / her activities related to the managing and directing of a learner in the process
of achieving new knowledge (Stoffova, Kalinayova, 2001: 302).

Multimedia are perceived as aset of interrelated media for accepting and transfering
information in all forms (visual, oral, graphic, iconic, etc.). These media function as
a complex with a broad multi-dimensional character. This capacity enables the realization of
anumber of positive, but also negative configurations which can be also used in foreign
language education.

A complex multimedia sphere requires innovation of didactic materials for foreign language
education. These materials include not only visual and auditive teaching aids, but also
technological, textbook and Internet materials.

Multimedia represent a strong motivating factor in foreign language teaching / learning and
acquisition. Multimedia systems support one of the aims of education, which can be
characterized as motivated perception of information with respect to the principles of complex
perception effectiveness — conditions that are simultaneously appealing to a learner.
Acceptance of information on a multimedia basis directly influences its retention because
sight, hearing, communication and active work are simultaneously engaged to the action.
Among other multimedia used in foreign language education, the Internet offers several
reasons for its incorporation into foreign language education:

1. authenticity: foreign language teaching / learning is more successful and effective
when it is realized in hands-on or practical, meaningful context;

2. literacy: foreign language education with utilization of ICT helps learners to master
communication skills, acquire intercultural competence and social-personal skills
required for achieving professional success;

3. interactivity: effective foreign language teaching / learning with the usage of the
Internet supports interactive communication;

4. vitality: the Internet "brings" to teaching / learning process dynamics, motivation and
flexibility;

5. empowerment: learners become independent persons cooperating with others in
achieving and expressing new knowledge and skills (Warschauer, Shetzer, Meloni,
2000 : 7).

Buttaroni (2007 : 2) points out that “ the implementation of ICT components in foreign
language education should be discussed both on the basis of a well-founded psycholinguistic
concept of language acquisition and on the basis of a didactic concept supporting foreign
language acquisition which can be defined "constructivistic’. The latter includes the following
presuppositions:

* the learning environment design focuses on communication and is content-oriented;

* the learners have access to rich input (authentic, complex learning material from the very

beginning of the language acquisition process);

motivating foreign language education include: the situation of the learner, his / her abilities

* the teacher plays rather a tutor / counsellor role for the learners. His / Her support

consists in enhancing the individualization of the learning process encouraging and

stimulating the creative thinking of learners and collaborative learning;

* the learning process is learner-centred and autonomy-based: the learner is the decision-

maker as for contents of language materials, syllabus design, and self-evaluation (with the

support of the teacher / tutor / counsellor);

* new technologies are considered a contribution to the improvement of the learning

process, essentially in that they offer richer sources of language learning materials and

more flexible and open learning tools (support of lexical and grammatical explanations,
grammatical analysis of texts, intercultural information, contacts among learners and with
native speakers)”.
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The Use of Multimedia in Foreign Language Teaching / Learning

According to some authors and reviews of studies (Buttaroni 2007, The Common European
Framework of Reference, 2001) “e-materials concerning language learning are being more
and more intensively produced and launched on the market in the last few years. This
phenomenon certainly corresponds to an increased sensitivity and active interest of learners
and educational institutions for new learning forms. Considering it from a qualitative point of
view, however, it clearly appears that many of the existing e-learning products devoted to
foreign languages are not based on valid didactic concepts and display a narrow degree of
innovation. As a general tendency, it seems that much more efforts are being devoted to
technological aspects like an attractive lay-out and user friendliness than to criteria of learning
effectiveness and speed (e. g., the declared ’interactivity” often reduced to a "yes / no feed-
back’). At the end, language learning by means of such tools turns out to be a much more
difficult and expensive enterprise than using traditional resources. The commercial market
orientation in the language e-learning sector seems to be based on a quite restricted
conception of language and language acquisition, disregarding the complexity of language use
and foreign language learning processes”.

The experience of foreign language teachers shows that in multimedia presentations of
instructional subject matter (phases of practicing, fixing and testing), ateacher can use
educational software already at hand, multimedia application on CD — ROMs, or he /she can
create his / her own scenario. Personalized scenarios can be understood as didactic
multimedia processing of instructional subject matter (on the basis of computer technologies)
created by a teacher, or the usage of the Internet or some other mass media. These
possibilities have both advantages and disadvantages.

When a teacher follows his / her own scenario, he / she has the opportunity to concentrate his
/her attention on specifically difficult grammatical structures which pose problems for
students whose mother tongue tends to “override” new structures with its own.

A teacher should be adequately prepared for multimedia presentation of grammatical
structures (multimedia used on the basis of computer technique). Most of all, grammar
teachers have to realize that multimedia presentation of grammar should be distinctly different
from classical or traditional presentations. They should contain the standard static text and
graphic information, but also sound sequences, graphic images, simulation models, video—
sequences, dynamic image combined with animation and some others.

A teacher should also take into consideration whether a presented grammatical structure is
entirely new for students, or if it draws from material already learned, or if it presents a range
of grammatical structures, or if they are comparable, etc. Equally, students” needs, their
strengths and weaknesses, should be respected in foreign language education. If these
conditions are not taken into consideration, learners are demotivated.

Teachers of foreign languages can also use multimedia teaching aids on CD—ROMs mainly in
phases of practicing, fixing and testing of grammatical structures. The experience of foreign
language teachers shows that some multimedia teaching aids (e.g. CD—ROMs) do not always
respect basic didactic and psychological-pedagogical principles of good teaching. Didactic
multimedia processing of instructional subject matter is based more on an author’s intuition
than on any theoretical basis grounded in psychological-pedagogical principles of the
teaching / learning process. In these cases, modern technologies are more misused than used
effectively for actual advanced educational achievement. In other words, "modern teaching
aids" in an electronic form are often processed by a negatively static way — that is, in a way
that disregards media pedagogical potentials and at the same time it disregards a genuine
learning environment.
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Conclusion

We conclude that the use of didactic multimedia systems in foreign language education offers
the following advantages: an accelerated creativity and motivation for learners; the complex
acceptance and transfer of information between teachers and students and also among
students; an enhanced interactivity of teaching / learning; immediate feedback; self-pacing for
students with different learning tempos, including the possibility of task repetition and the
processing and application of information by learners; and finally, an increased emphasis on a
learner’s responsibility and role in the process of acquiring new skills and knowledge. We
agree with the opinions presented in the paper that learning with PLE leads to effective
changes in learning and teaching.
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Resumé

Prispevok sa zaoberd modernymi technoldgiami a ich vplyvu na cudzojazy¢né vzdeldvanie,
popisuje tiez niektoré dolezité aspekty multimedidlnych prezentacii a ich motivacnych uloh
v cudzojazyénom vyucovani / u¢eni. Osobitnd pozornost’ je venovana problematike osobného
vzdelavacieho prostredia (Personal Learning Environments — PLE) v porovnani s tradicnymi
systémami riadenia vyucby (Learning Managament Systems — LMS), problematike motivacie
a pocitacom podporovaného vyuCovania, problematike motivacie a poc¢itacom podporovaného
ucenia ako aj vyuzitiu didaktickych multimedidlnych aplikacii ako motivaéného faktora
v cudzojazyénom vzdeldvani.
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Abstract: KRAMAROVA, M.: On Some Conditions for Development of Key
Competences in Foreign Language Education. Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A,
2009, no. 13, pp. 29-35.

The concept of key competences is anchored in the curriculum of primary and
secondary schools in Slovak republic by the Act No. 245/2008 Corpus Juris on education. The
current expert discussion is focused in this direction on the new role of school with the accent
on output and competences of students. Our paper attempts to approach conditions under
which it is possible to develop the key competences in foreign language educational practice.

Key words: key competences, concept of key competences, output, foreign language
education

Koncept kl'icovych kompetencii je obsahovo zakotveny v kurikule zdkladnych a strednych
§kol v SR prijatim Z. €. 245/2008 Z.z. o vychove a vzdelavani. Aktudlna odborné diskusia sa
zameriava v tomto smere na novu ulohu skoly s akcentom na output a na kompetencie Ziakov.
Za akych podmienok je mozné klicové kompetencie rozvijat’ v cudzojazycnej edukacne;j
praxi sa pokusame priblizit’ v naSom prispevku.

Ako vyplyva zvysSie uvedeného, v novych pedagogickych dokumentoch ako 1 v
pedagogickom slovniku je v suvislosti sreformou Skolstva na Slovensku znac¢ne
presadzovany pojem klicové kompetencie. Z hl'adiska rieSenia predloZenej problematiky je
na mieste najskor zadefinovat’ tento pojem a predstavit’ koncept kI'ic¢ovych kompetencii.

Pod pojmom klucové kompetencie rozumieme, ze ide o obsiahlu kategdriu vSeobecne
integrujucich, pouzitenych a prenosnych suborov vedomosti, zru¢nosti, postojov, hodnotovej
orientacie a d’alSich charakteristik osobnosti, ktoré¢ ziak potrebuje k svojmu osobnému
naplneniu a rozvoju, socidlnemu zacleneniu; st potrebné k tomu, aby Ziak mohol primerane
konat v roéznych pracovnych, ale ajzivotnych situdcidch (Veteska/Tureckiova, 2008,
Bagalova, 2005,Turek, 2003, Weinert, 2001). Povod tohto pojmu ndjdeme v oblasti
odborného a profesijného vzdelavania, kde jeho korene siahaji do roku 1974 k autorovi
Dietrovi Mertensovi, ktory zaviedol do pedagogiky pojem klucové kvalifikacie.

Mertens navrhol premietnut poziadavky trhu prace do obsahu vzdeldvania. Argumenty,
ktorymi podporoval svoju ideu vychadzali z tézy, ze je zbyto¢né pripravovat’ mladych l'udi na
konkrétne pracovné miesto z dévodu rychlych zmien na trhu prace a namiesto memorovania
faktov, by mali byt obsahy vzdelavania sprostredkované na vysSej urovni abstrakcie, aby
mlady l'udia boli schopni lepSie zdolavat’ prekazky v budicom profesijnom zivote. (Mertens
1974, s. 218). Co autor mysli pod vy$$ou aroviiou abstrakcie sa doditame v jeho publikacii
pod nazvom Schliisselqualifikationen, kde Mertens hovori, Ze faktografické vedomosti by
mali byt nahradené tzv. metodickymi vedomost'ami ,,Zugriffswissen® (ibid. s. 39), t.j., Ze ziak
vie, kde potrebné informécie v pripade potreby najde. Dalej autor zdéraziuje, Ze ,,mentalna
kapacita mozgu nemd byt zasobnikom faktov, ale prepinacou centrdlou pre inteligentné
reakcie® (ibid. s. 217) Klucové kompetencie sa v sicasnej pedagogike neorientuji len na
budtice profesijné poziadavky trhu prace (Bunk 1991), nemaji priamy vztah k uritému
konkrétnemu povolaniu alebo pracovnému miestu. KI'aiCové kompetencie maji v siCasnom
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kurikule SirSiu dimenziu v tom, ze okrem vedomosti, schopnosti a zru¢nosti, potrebnych pre
rieSenie roznych pracovnych situacii zohladiiuju postoje, hodnoty a osobnostné rysy
a vlastnosti osobnosti, ktoré su potrebné pre rieSenie rdoznych situacii v pracovnom a
v osobnom zivote ( Veteska/Tureckiova 2008, s. 45). Osvojovanie a rozvijanie klI'icovych
kompetencii nie je ukonfené formalnym vzdeldvanim, ale je povaZzované za celozivotny
proces vzdelavania sa.

Nakol’ko koncept kIicovych kompetencii tvori pevnu sucast’ nového kurikula, premieta sa tak
aj do ciel'ov vyucby cudzich jazykov, ktoré tvoria spolu so slovenskym jazykom vzdelavaciu
oblast’ jazyk a komunikdcia (Statny program vzdelavania 2008). V stvislosti s komplexnej§im
pochopenim rieSenej témy pokladdime na tomto mieste za potrebné oboznamit' sa
s vychodiskovym konceptom klIicovych kompetencii. Za vychodiskovy koncept povazujeme
koncept kl'icovych kvalifikacii od Mertensa z roku 1974, nakol’ko tento spustil éru vyvinu a
modifikécii dalSich konceptov, ktoré vychadzali z jeho kritiky a predchadzali tak vzniku
konceptu kIi¢ovych kompetencii.

Mertensov koncept pozostava zo Styroch kategorii klaCovych kvalifikacii: K zakladnym
kvalifikaciam (Basisqualifikation) patria zdkladné myslienkové operacie, ktoré st nevyhnutné
pre zvladnutie roznych poziadaviek. Druht kategoriu tvoria horizontalne kvalifikacie
(Horizontalqualifikationen) s taziskom na efektivne ziskavanie a spracovavanie informacii
»eine moglist effiziente Nutzung der Informationshorizonte®. Do tretej kategdrie zahrnul autor
tzv. rozSirujice prvky (Breitenelemente), ktoré charakterizoval ako Specidlne vedomosti
a zrucnosti (spezielle Kenntnisse und Fertigkeiten), ktoré sa potrebné pre zvladanie
praktickych poziadaviek v roznych pracovnych oblastiach. Stvrtii kategériu autor nazval
,Vintage-Faktoren*, ide o faktory, ktoré podliehaju dobe. Cielom je ststavne si dopliiat
vedomosti onové amoderné poznatky, aby nevznikali vedomostné rozdiely medzi
generaciami ,,intergenerative Bildungsdifferenzen® (Mertens 1974, s. 41-42). Cielom
vzdeldvania nemalo tak byt len nadobudanie teoretickych vedomosti, ale vzdelavanie malo
predovsetkym viest’ k schopnosti riesit’ najrozli¢nejSie problémy v Zivote.

Zaciatkom 90-tych rokov minulého storoia vypracoval Reetz (1990) koncept klicovych
kompetencii, ktory vznikol povodne z dovodu potreby reagovat v teoérii vzdelavania na
zmenené pracovné poziadavky. Neskor, autor rozsiril koncept o tie klI'icové kvalifikacie,
ktoré su podla jeho nazoru potrebné aj pre socidlny a osobnostny rozvoj z dovodu zmeny
pohladu na celkovy obraz cloveka ,,Verdnderung des Menschenbildes* (Reetz 1990, s. 31) v
spoloCnosti. Reetz v spolupraci s autorom zaoberajucim sa obdobne kliCovymi
kvalifikdciami vo vzdeldvani T.Tramm vychadzal zo skuto¢nosti, Ze ucenie prebieha v troch
rovindch: nadobtdanie skusenosti, systematizdcia skusenosti a prenos sklsenosti
(Reetz/Tramm 2000, s. 84). Ponuka obsahov vzdelavania, podl'a autorov mala zohl'adiiovat’
rozsirovanie sktsenosti uciacich nie len po obsahovej stranke, ale aj v komunikativno-
socialnom a osobnom kontexte.

K niektorym podmienkam pre rozvoj klucovych kompetencii v cudzojazycnej edukacii

Koncept kl'i¢ovych kompetencii je sice reflektovany v zavdznych Skolskych dokumentoch
v SR, nie je vSak bliz§ie zadefinované, za akych podmienok ma ddjst’ k rozvoju konkrétnych
klicovych kompetencii na hodindch vyucby cudzieho jazyka. K problematike rozvoja
klucovych kompetencii vo vyucbe cudzich jazykov v sucasnosti absentuje i relevantna
domaca a zahrani¢na odbornd literatura, v ktorej by bola tato aspon cCiastocne spomenuta. Pri
hladani odpovede za akych podmienok je mozné sprostredkovat a rozvijat klucové
kompetencie vo vyucbe cudzieho jazyka vychadzame predovsSetkym zo sucasnych poznatkov
z oblasti tedrie vyucCovania cudzich jazykov. Opierame sa i o zavery medzinarodnych
evalva¢nych stadii hodnotenia efektivnosti vzdelavania (PISA, PIRLS, SITES, a i.), nakol’ko
medzinarodné evalvaéné Studie uviedli novu éru a obrat v pohl'ade na vzdeldvanie a to nielen
odbornej ale 1 laickej verejnosti, pretoze ako vieme, pri konfrontacii Skolskych systémov so
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Statmi, ktoré boli v tychto Stadidch uspesné sa ukazalo, ze je efektivnejSie divat sa na
vzdelavaci proces cez kompetencie a Strukturu vedomosti, ktoré sa daja testovat’ a hodnotit’ u
kazdého ziaka.

Z pohl'adu rieSenia problematiky rozvoja klucovych kompetencii v pedagogickej praxi
stuhlasime s Reetzom (1991) asme si vedomi skutonosti, Ze tradi¢na vyu¢ba nespiia
poziadavky na sprostredkovavanie viacsSiny klacovych kompetencii (Reetz 1990, s. 25).
V nadvéznosti na poznatky psychologickej didaktiky Reetz zdéraznuje, Ze pre rozvoj
kompetencii je nevyhnutné, vytvorit’ urcité konkrétne ucebné situacie, pretoze nadobudanie a
rozvijanie vedomosti a komplexného myslenia je efektivnejSie v kontexte praktickej ¢innosti
ziaka (ibid. s. 25).

Aktudlna reformnd zmena obsahu vyucovania je teda len prvy krok k efektivhemu
osvojovaniu a rozvijaniu kl'acovych kompetencii v ramci vyucby cudzich jazykov. Okrem
toho je potrebna zmena spdsobu vyucCovania a pouzivania vyucovacich metdd a stratégii
ucenia sa smerom k interaktivnemu, participativnemu, t.j. ¢innostne zameranému vyucovaniu
nemeckého jazyka, ktoré je zaloZené na skusenosti. V niektorych §tatoch EU (Nemecko,
Rakuisko, Spanielsko ai.) kde uz prebehli obsahové reformy skolstva, prislo aj k
prehodnoteniu novych pristupov a organizacnych foriem. Zo sktisenosti inych Statov sa méze
inSpirovat’ aj slovensky vzdelavaci systém a siahat’ tak po vhodnych, praxou overenych a
efektivnych formach a metédach pre tréning kompetencii. Spomeifime napr. niektoré
organizacné formy ako projektovd vyucba, problémové vyucovanie, problémova situécia,
skupinové a kooperativne vyucovanie, integrované tematické vyucovanie a vyucovacie
metody ako napr. participativne metddy — dialdog a diskusia; situacné metddy - rieSenie
problémovej ulohy; inscena¢né metddy — hranie rol; alebo brainstormingové metddy ako
napr. burza dobrych napadov a i. K rozvijaniu kompetencii vedu taktiez kognitivne metody
(buduju na prechadzajtcich skusenostiach a vedomostiach, nabadaju na rieSenie problémov,
hl'adanie suvislosti), zazitkové metddy (vytvaraji zazitok, emociondlne prezivanie skutocnej
situdcie ,,na vlastnej kozi“) a skusenostné metddy (spajaju emodcie a vedomé kognitivne
spracovavanie diania). Tieto metddy a spdsoby ucenia vedu Casto k silnym zdzitkom a
spontannemu uceniu a vel'mi sa priblizuju k realite.

Za relevantné predpoklady pre efektivne osvojovanie klucovych kompetencii vo vyucbe
cudzieho jazyka povazujeme aspekty ako:

a) zmena role ucitel’a a Ziaka vo vyucbe cudzieho jazyka,

b) doraz na situativne ucenie,

c¢) doraz na a rozvoj ucebnych stratégii,

d) doraz na autondmne ucenie sa.

Uvedené aspekty implicitne i1 explicitne zasahuju do procesu osvojovania arozvijania
klucovych kompetencii vo vyucbe cudzieho jazyka. O vyzname jednotlivych aspektov
pojednavame blizsie.

Zmena role ucitela vo vyucbe nemeckého jazyka

Nové néhl'ady v procese vzdelavania a nové podmienky ucenia vedi k novym ulohdm pre
ucitela. Meni sa uloha ucitel'a vo vyucovacom procese. Jeho Cinnost’ sa sice aj nadalej
sustred’uje na organizaciu, riadenie a hodnotenie vyucovacieho procesu, ale v novej funkcii,
vo funkcii poradcu a pomocnika pri sprostredkovavani vedomosti, zru¢nosti a postojov a pri
vyhl'addvani a ziskavani informacii. Je pochopitelné, Ze k zmene ulohy uclitel'a vo vyucbe
cudzieho jazyka neddjde samocinne, ale systematickou pripravou Studentov pedagogickych a
filozofickych fakult a d’al§im vzdeladvanim ucitelov nemeckého jazyka.

Situativne ucenie

Nadobudanie kompetencii prebieha vo vSeobecnosti efektivnejsie, ked’ vo vyucbe dochddza k
ich osvojovaniu v réznorodych ucebnych kontextoch. Kompetencie vo vyucbe cudzieho
jazyka by tak mali byt rozvijané v réznych typoch tloh a v roéznych situdcidch, ktoré sa
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nemdézu vzt'ahovat’ len na dokladovanie nadobudnutych vedomosti, ale ich pouzitie by malo
byt blizke beznému Zivotu. Iste, Ze popri situativnom uceni ma kumulativne nadobudanie
vedomosti stale svoje pevné miesto. AvSak v inej funkcii. Cielom nie je zapamétat’ si ¢o
najvacsie mnozstvo gramatickych pravidiel, ¢i izolovanej slovnej zasoby, ale vediet’ pouzivat’
nadobudnuté¢ vedomosti v cudzom jazyku v kontextoch, ktoré si blizke redlnym a
autentickym Zivotnym situdciam. Ako tento stav dosiahnut’?

Ako vhodné forma pre efektivne osvojovanie kompetencii v cudzojazy¢nej vyucbe sa nam na
zaklade pozitivnych skusenosti zo zahranicia javi forma situativneho ucenia (Klauer 2006;
Gerstenmaier/Mandl 2001; Anderson et al. 1996 a 1i.). Situativne vyuCovanie implikuje
aktivnu pracu a spolupracu ziakov v priebehu vyucovania, ¢o zodpoveda suc¢asnému trendu
cudzojazycného vzdelavania.

V tradicnych formach vyucby nemeckého jazyka, ktora sa orientovala predovsetkym na
osvojovanie slovnej zasoby, faktov a gramatiky prisluchala Ziakovi len receptivna uloha. Je
vSeobecne zname, ze po spolocensko-politickych zmenach na Slovensku prislo aj vo vyucbe
nemeckého jazyka k zmene, a to hlavne prostrednictvom pouzivania ucebnic na Skolach, ktoré
sa orientuju na komunikativne vyucovanie cudzieho jazyka. V ostatnom case sa zvysil aj
pocet cudzojazycnych projektov na Skolach, ¢o pozitivne prispieva k trendu zmien tradiénych
vyucovacich foriem.

V pokrokovejsie rozvinutych skolskych systémoch ako napr. v Kanade alebo vo Svédsku bolo
na zaklade empirickych vyskumov preukdzané, ze 45 minutova vyucovacia hodina
frontadlneho charakteru neumoznuje ziakom samostatne spracovavat zadané ulohy, ¢i uz
samostatne alebo v skupinovej praci. Aby sa ziak mohol aktivne podielat’ na vyucovani musi
mat’ k tomu vytvorené aj uéebné podmienky. Napriklad vo Svédsku a v niektorych skolach v
Holandsku tak vytvorili pre Ziakov ucebné prostredie, ktoré zodpovedd poziadavkadm
aktivneho osvojovania kl'icovych kompetencii vo vyucbe cudzieho jazyka. Ide predovsetkym
o vyuzivanie Skolskej kniznice s cudzojazycnou literatirou, vyuzivanie elektronickych médii
a internetu vo vyucovani cudzieho jazyka a vyuzivanie Specialnych jazykovych laboratorii. V
Statnom programe vzdeldvania sa stretdvame s odporaéaniami vytvorit’ podobné podmienky
(Statny vzdelavaci program pre vyssie sekundarne vzdelavanie 2008).

Ucebné stratégie

Ucenie sa cudzieho jazyka ako i samotna komunikécia v cudzom jazyku vyzaduje ako sme
uviedli vysSie, vykonanie istych uloh (zadanych alebo vyplyvajucich z kontextu). Splnenie
uloh vyzaduje aplikaciu istych stratégii - u¢ebnych stratégii. Ucebna stratégia je plan uciaceho
sa (v nasom pripade ziaka) na dosiahnutie uc¢ebného ciel'a (Bimmel/Rampillon 2000, s. 53).
Plan ziaka zahfiia myslienkové konanie (mentale Handlung). Myslienkové konanie udava, ¢o
je potrebné urobit’ pre splnenie tlohy (porov. ibid. s. 53). Kompetencie sa nedaji naucit, daju
sa len osvojitt Nadvizujeme na tito myslienku a dodavame, Ze nakol'ko st plany vedoma
aktivita ziaka, moze byt tato predmetom vyucovania, Co znamena, Ze sa daju naucit. Po
studiu klasifikacie ucebnych stratégii v odbornej literature (Rampillon 2003; Wild 2000;
MiBler 1999; Chamot/O'Malley 1994; Diiwell 1992 a i.) vychaddzame z klasifikacie u¢ebnych
stratégii podl'a A. U. Chamot a J. M. O'Malley (1994) z dovodu, Ze je smerodajna pre kontext
cudzojazy¢nej vyucby. Autori Chamot a O"Malley uvadzaju tri kategorie ucebnych stratégii:
kognitivne, metekognitivne a socidlno-afektivne.

Kognitivne ucebné stratégie riadia prichadzajliice informéacie v mozgu a spracovavaju ich do
takej miery, aby viedli k efektivnejSiemu uceniu sa (Chamot/O'Malley 1994, s. 44).
Ku kognitivnym u¢ebnym stratégiam prirad’'ujd Chamot/O"Malley:

- stratégie organizacie u¢iva a nacviku (napr. opakovanie a klasifikovanie)

- stratégie pre pochopenie kontextu,

- stratégie pre zhrnutie uciva,

- stratégie pre odvodzovanie (prostrednictvom imanentnych jazykovych pravidiel),
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- stratégie pre vizualizaciu uciva,
- stratégie pre prenos (transfer lingvistickych vedomosti),
- stratégie pre operacionalizaciu uciva (spajanie nadobudnutych vedomosti
s novymi).
Metakognitivne ucebné stratégie si vhodné pre viaceré ucebné oblasti,
zahfnaju planovanie, monitorovanie a hodnotenie tispechu ucebnej ¢innosti (ibid. 1994, s. 44).
K metakognitivnym stratégiam prirad’uju autori tri podskupiny u¢ebnych stratégii:
- stratégie pre pldnovanie (vztahuju sa na zaistenie optimalnej ucebnej situécie);
- stratégie pre monitorovanie (vzt'ahuju sa na kontrolu vlastnej receptivne;j
a produktivnej schopnosti komunikovat’);
- stratégie pre hodnotenie (vzt'ahuji sa na kontrolu uspechu po ukonceni zadanej ulohy).
Kognitivne stratégie si vhodné najma na riadenia individudlnych tloh, metakognitivne sa
dajt vyuzit’ na obsiahlejSie tillohy
Socialne ucebne stratégie vedu k efektivnej spolupraci v skupine, afektivne ucebné stratégie
vedu k pozitivnemu pristupu vo vyucbe cudzich jazykov.
Afektivne a socialne ucebné stratégie clenia Chamot/O Malley na:
- stratégie pre spolupracu,
- stratégie pre spétnu vézbu,
- stratégie pre monolog. (Chamot/O Malley 1994, s. 61).
Stadia PISA poukazuje na oblast’ ucebnych stratégii, ako na doleZita oblast’ pri osvojovani si
kompetencii ziakmi prave z toho dovodu, Ze ide o aktivny, ¢innostne a situativne zamerany
proces ucenia sa (porov. OECD 2002, s. 127).

Autonomne ucenie sa

Dal§im predpokladom pre rozvoj klidovych kompetencii vo vyucbe cudzieho jazyka je
vytvorenie podmienok pre autondémne ucenie sa, ktoré pozitivne spolupdsobi na rozvoj
ucebnych stratégii a tym na rozvoj kI'i¢ovych kompetencii. Mame tym na mysli vytvorenie
podmienok pre autonomiu, t.j. nezavislost’ a zodpovednost’ ziaka vo vzdeldvacom procese s
ktorym je tento pojem tizko spojeny. Ide o situdcie, kedy sa Ziaci u¢ia samostatne, bez pomoci
ucitela, kedy st zodpovedni za vlastny proces ucenia sa.

G. P. Bunk (1991) je toho nazoru, Ze autonémne ucenie sa je vychodiskom pre efektivne
nadobudanie klI'ic¢ovych kompetencii, nakol’ko ziaci maji byt poc€as procesu ich nadobudania
vedeni k samostatnosti. Autor konkrétne hovori, Ze ,,selbstdndiges Lernen und Arbeiten mit
dem Ziel selbstindigen Handelns kann mit addquaten Methoden bewirkt werden* (Bunk
1991, s. 370). Aj ked Bunk tvrdi, Ze autondmne ucenie sa a samostatna praca sa da dosiahnut’
adekvatnymi metdédami, metody vSak nestavia nad obsah predmetu. Ako priklad vhodnej
metddy uvadza Bunk napr. projektovi metodu. Podporné socialne formy v rdmci vyucovania
taktiez vedu podl'a uvedeného autora k samostatnosti a zodpovednosti a podporuji rozvoj
komunika¢nych zrucnosti a spoluprice. Bunk uvadza tieto socidlne formy: samostatne
navrhnuta samostatnd praca (selbstgesteuerte Einzelarbeit), samostatnd praca navrhnutd
v skupine (gruppengeplante Einzelarbeit), skupinova praca (Gruppenarbeit) (ibid. s. 370).
Autor vSak d’alej poznamendva, Ze niektoré vedomosti a zrucnosti je vSak efektivnejSie
sprostredkovévat’ beznymi vyucovacimi metédami.

Hlavnym cielom vysSie spomenutych metdéd a pristupov je rozvijat u ziakov pocit
spoluzodpovednosti za vlastny pokrok v uceni sa, a umoznit’ im aktivnejSie sa podielat’ na
rozhodovani. Ziaci nie st ,,pasivnymi konzumentmi jazykového registra, ktori reaguju len na
vonkajsie vplyvy, ale stavaju sa aktivnym subjektom v u¢ebnom procese, ktory sami utvaraja
a menia“ (Hauptle-Barcel6 1999, s. 51).

Uplatiiovanie autonomneho pristupu vo vyucbe cudzieho jazyka by tak podla naSho nazoru
malo pozitivne vplyvat’ na rozvoj kl'ai¢ovych kompetencii, nakol’ko tento pristup vyzaduje
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redefinovanie role ucitela a ziaka, kedy sa ziak stdva aktivnym cinitelom procesu
vzdelavania, nakol’ko dokéze formulovat’ vlastné ciele ucenia sa (samozrejme na zdklade
spoluprace s ucitelom), dokaze si vybrat vhodné ucebné stratégie, monitorovat ich
pouZzivanie a tym monitorovat’ a samostatne hodnotit’ aj vlastny proces u€enia sa. Autondmne
ucenie sa ma vsak ist¢ obmedzenia. Je nesporné, ze v Skolskych podmienkach nie je
jednoducho mozné dosiahnut’ Gplnti samostatnost’ Ziaka v uceni. Aj napriek objektivnym
obmedzeniam (45 min. vyucovacia hodina, vysoky pocet zZiakov v triede ai.) by vSak za
urcitych podmienok mohlo ddjst’ k dosiahnutiu ¢iastocnej emancipécii zZiaka, ktord by tak
vytvorila isty zéklad pre d’alsi rozvoj kIi¢ovych kompetencii.

Zaver

Je prirodzeng, Ze tak ako v minulosti i v sucasnosti je vyvojovy trend vyucby cudzich jazykov
ovplyvneny predovsetkym spolo¢enskymi potrebami a novymi poznatkami z pribuznych
vednych disciplin. V tomto smere silne rezonuje potreba reagovat’ vo vzdelavani na rychlo sa
meniace poziadavky pracovného trhu ako aj potreba rozvoja osobnostnych kvalit jednotlivca.
Reforma skolstva bola oficidlne zahdjena v Skolskom roku 2008/2009, su zadefinované nové
ciele, obsahy a sposoby riadenia vyucovacieho procesu. Po prestudovani zavéznej Skolskej
dokumentécie je zrejmé, ze vyucba cudzieho jazyka nemdze viest' k osvojovaniu vsetkych
kIaicovych kompetencii uvedenych v profile absolventa nizSieho a vysSieho sekundarneho
vzdelavania (Statny vzdelavaci program 2008). Moze viak podstatne prispiet’ k efektivnemu
osvojovaniu a rozvoju niektorych vybranych kl'icovych kompetencii, avSak za predpokladu,
ze kompeten¢ne orientovany pristup bude prispdsobeny vlastnym narodnym podmienkam
v ucebnych osnovach, v ucebniciach cudzich jazykov a v neposlednom rade v metodickej
priprave a ¢innosti ucitela na vyuCovani. Bez zohl'adnenia tychto skuto¢nosti zostava len
v teoretickej rovine avyucba pokracuje po vychodenych chodnickoch uz zauzivaného
pristupu.
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Resumé

Koncept kI'aiCovych kompetencii tvori jeden z pilierov sucasného kurikula v SR. Jeho korene
siahaju ku koncu 20. storocia, kedy vznikla v zdpadnych europskych Statoch potreba reagovat
vo vzdeldvani na rychlo sa meniace poziadavky pracovného trhu. V prispevku autorka uvadza
struény vyvin konceptu kl'i¢ovych kompetencii a Specifikuje niektoré podmienky pre rozvoj
klucovych kompetencii vo vyucbe cudzich jazykov. Zaverom poukazuje na skuto¢nost, ze
zakladné teoretické idey konceptu kI'icovych kompetencii je potrebné prispdsobit’ vlastnym
narodnym podmienkam, aby mohli byt premietnuté do praxe vyucovania cudzich jazykov.
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Abstract: HENCEKOVA, E.: Dealing with Intercultural Matters. Acta Fac. Paed.
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The world we live in has become an intercultural pot. The term interculture penetrates
into almost every sphere of human activities. Education, schools and teaching foreign
languages offer many possibilities how to form and raise our children to become
interculturally competent individuals. The paper presents comparative methods when teaching
as they are the best way how to enable two different cultures to meet. The paper is rooted in
the methodological concept of the learning theory, educational purposes of foreign language
teaching and the relations between linguistics and cultural learning. Many activities carried
out during lessons help pupils/students to understand the notion of dealing with the
“otherness”. We have decided to describe one of them — theatre and we add some more tips
how to make cultural studies more appealing and attractive to our students.

Key words: culture, methodology, comparative methods, theatre, classroom activities,
cultural barriers

It is indisputable that the process of foreign language teaching has changed to a large
extend during the last decades. The main objective is no more the acquisition of
communicative competence in a foreign language. Teachers are now required to teach
intercultural communicative competence. As a result of this new professional demands need
to be made on teachers. Foreign language teaching can not be defined as a purely linguistic
task. It must be directed towards the attainment of communicative competence, including the
intercultural dimension. We face the problem how to prepare teachers to manage the task of
including intercultural dimension into teaching process. They have to possess necessary
knowledge, skills and attitudes to accomplish this task in appropriate way. Their approach to
teaching and their views must be adjusted as well. To derive the knowledge, skills and
attitudes, which a foreign language teacher should possess, we could look at Byram's
definition of intercultural competence. Intercultural competence always implies
communicative competence. Therefore we can state that this competence includes linguistic,
sociolinguistic and discourse component. It is false to think that we should try to promote the
acquisition of intercultural competence only when there are ethnic minority community
children in class. Intercultural competence represents an assumption that our pupils will be
able to have a successful intercultural dialogue in everyday situations. Language and culture
should be taught in an integrated way. It is not possible to separate them. They can not exist
without each other. Together they create a living whole. One is conditioned by the other one.
Intercultural education has an effect on pupils” attitudes. By bringing intercultural education
into the teaching process we can fight the stereotypes and prejudices our students have. More
knowledge and a larger familiarity with the foreign culture will lead to a more tolerant
attitude. We are convinced that it is important to present a realistic image of a foreign culture,
not only the positive one. Secondly, students” own culture must not be omitted. Language
teaching should not only deal with foreign cultures, but also help pupils to deepen their
understanding of their own culture. Then one’s own culture and the foreign language culture
can be compared and the similarities and differences between them can be discussed.
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Comparative methods play an important role in language and culture teaching. Although
contrastive analysis has lost much of its direct influence, it is still a very frequently used
technique. This is so due to the fact that students very often compare and contrast as part of
their general strategies of accommodation and assimilation. Here arises the question: To what
extend is this supported within a broader methodological context? It can be seen from three
angles: a) learning theory; b) educational purposes of foreign language teaching; c) the
relationship of linguistic and cultural learning (Byram — Morgan, 1994).

» The statement within the English and Welsh National Curriculum that one of the
educational purposes of foreign language teaching is "to develop pupils” understanding
of themselves and their own culture” (DES, 1990) is perhaps the most explicit
statement available in documents of this kind. The value of language and culture
learning is that it can add to this educational purpose.

» To know about other cultures, to accept them and to be sympathetic with them does
not mean to get rid of the learners” own culture. The aim orf intercultural education is
not to make the learners deny their own cultural heritage. Culture is a part of
themselves. If they get rid of their own culture they put down a significant part of their
being. Consequently they will attempt to assimilate, to use a Piagetian term or
"anchor’ it (Moscovici, 1984) within their existing categories. Comparison is a mean
of helping learners to realise that this process will not do justice to the reality lived by
other people, to their culture and cultural values and meanings (Byram — Morgan,
1994, s. 37).

» The third angle concerning the use of comparison is the examination of the link
between linguistic and cultural learning. It is the fact being true not only for Slovakia
but for other European countries as well that foreign language teachers turn their
attention mostly to teaching grammatical structures and linguistic functions. If we take
into consideration the former, teaching vocabulary is the teaching of equivalents of
lexical items in the first language. However, more importance should be given to
semantic structures and fields within which lexical items are interrelated and
interdependent. When students acquire an understanding of the connotations of lexical
items in the foreign language and contrast them with connotations of equivalent items
in the first language, they begin to gain insight into the schemata of the foreign
culture. Lado suggests three kinds of contrast. These are the following:

e ’‘same form, different meaning” — when a foreign observer attributes a different
meaning to aphenomenon to that understood by native-speakers and thereby
misunderstands the phenomenon,

e ’‘same meaning, different form” — it is common for people from one culture to assume
that their way of doing something, from accepting an invitation to writing an essay, is
the same everywhere whereas the underlying meaning or purpose might be the same
but the realisation of it different,

e ’‘same form, same meaning, different distribution — a particular behaviour may have
the same meaning but be less general than in the foreign observers” own society, for
example in forms of greeting or leave-taking hands is more frequent in some societies
than others (Lado, 1957).

Further on, we would like to point your attention to another effective way of
implementing intercultural matters into foreign language teaching. The role of drama or
theatre in education has been described for many times. Drama in education has arisen almost
simultaneously in Australia and North America in the late 1980s. Cecily O'Neill (1995)
promotes process drama as artistic form, which can offer its participants authentic and
satisfying dramatic experiences, even though the major concern of the work is not to produce
plays. There are two main approaches to drama. The first says: let us be true to the use of the
text. Theatre, understood in broad terms, includes the areas of experimentation within
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performance arts and more traditional concepts of theatre, but whatever form participants
choose to work with, they are interested in the communication with audience. Other approach
says: let us be untrue to the text. This approach includes fictional instabilities. Actors are
allowed to explore the text from different angles and to use it with other aesthetic elements.
In this case participants do not function as only actors, but also as playwrights and spectators.
It may seem for some people that theatre is not a really good way to help people from
different cultures or ethnic groups to understand one another. However, theatre has a
significant role in intercultural education. “Intercultural theatre is always a challenge, but
doing theatre in a foreign language is even more so in underprivileged areas, insofar as it
seems to increase difficulties in communication.” (Schmidt, 1998, p. 198) It is very often
taken for granted that theatre should be performed in one” s own language. Therefore
intercultural theatre is considered to be a new method of teaching foreign language. When
speaking about intercultural theatre one must be aware of the fact that its aim is not to
promote a particular language. The participants are not corrected if they say something
grammatically wrong or if they make mistakes in pronunciation. More important is to express
sensations and emotions. The aim of theatre is foremost artistic. If the participants are from
various social environments, circumstances under which they live cannot be ignored. What
matters is the mediating role theatre can take between individuals, irrespective of whether
they are poor or rich. Another important point in the plays is the multicultural aspect. Equality
is one of the central notions in intercultural theatre. Feeling equal allows the students to
disclose their own cultures and languages, as a means of expressing themselves. Once we
have decided to use theatrical performance when dealing with interculture there are two stages
to be discussed here. First, that there are universal elements in theatre training which can be
understood by all regardless of nationality. The second is how intercultural theatre draws on
those elements. It is important in intercultural theatre to establish relationships between the
participants and to make students become aware of the body” s resources. The prerequisite for
this is various games and rhythm exercises. Music and dance are on the first place for they
are based on rhythm and movement, both being very important in theatre. Students of
different origin can teach dance or song of their culture to others. This can bring the students
closer to each other, to strengthen their relationships and to get acquainted with other cultures.
Signs of communication and non-verbal expression are an important part of theatre. The
actors of intercultural theatre need not to be good at English. In such cases body language
becomes the tool of communication. Movements, space, objects, images, etc. are used to
convey meaning. Playing with partners from different countries makes students realise that
there are different and very interesting ways of expressing oneself either through gestures or
sounds. They are aware that it cannot be just any movement or any noise, in as much as it has
to carry a meaning for the building up of a scene together. This experience expands their
acting skills. Prisca Schmidt further continues: “Creating images together through nonverbal
communication allows the participants to reach the essence of human relationships and
understanding through a genuine act of theatre, leaving behind stereotypes and prejudices,
hackneyed words and ham acting” (1998, p. 201). What is the use of intercultural theatre?
How does it influence people? The answer to these questions is very simple. Intercultural
theatre develops the creative powers of people and it widens their imagination as well. Taking
into consideration the participants, or let ‘s call them actors, the relationships among them
become stronger and they can establish true and joyful friendships. When creating an
intercultural play and setting it into different national context, one must take into
consideration also the country’s way of life. Transporting of the elements from one culture
into another is not as easy as it seems to be. The history and the traditions of the country have
to be taken into account as well. If one is to translate any work, she/he has to do it in
accordance with all those historical background and not to focus on direct translation. Culture
and language become inseparable whole in the classroom. Robert Politzer says: “As language
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teachers we must be interested in the study of culture (in the social scientist’s sense of the
word) not because we necessarily want to teach the culture of the other country but because
we have to teach it. If we teach language without teaching at the same time the culture in
which it operates, we are teaching meaningless symbols or symbols to which the student
attaches the wrong meaning; for unless he is warned, unless he receives cultural instruction,
he will associate American concepts or object with the foreign symbols™ (Politzer, 1959, p.
189). Many teachers start their lesson by introducing a new topic. The introduction should be
done in the foreign language being taught and which is appropriate to the learners” level of
knowledge. The topics should bring out identity, similarity or to point upon differences. The
method of comparison can be applied. For example: different holidays and festivals of the
native country and of the foreign country can be compared. The following is the list of topics
that can be introduced to students:

» Greetings, friendly exchange, farewells. This presents students with the information
how people greet each other, how they converse briefly or how strangers are
introduced.

» The morphology of personal exchange. Teacher is expected to explain how
interpersonal relationships (differences in age, degree of intimacy, social position) are
reflected in the choice of appropriate forms of pronouns and verbs.

Verbal taboos. What common words or expressions in English have direct equivalents

that are not tolerated in the new culture and vice versa?

Stereotypes and prejudices. How can we explain them? Where is their origin? Are they

true? How to eliminate them?

Written and spoken language. This considers the choice of words preferred in spoken

language and those typical for written language.

Childhood literature and literature in general. Literature is one of many parts of

country’s cultural heritage.

Festivals and holidays. It is useful to mention the dates, the ways of celebrating and to

compare them with the festivals in their own country. When speaking about holidays,

the method of comparison may be used.

Radio and television programs. What kinds of programs are offered on TV? Which are

the most favourite ones? Do they form public opinion? How?

» Books and other reading material. What types of books are sold the best? Are
newspapers, magazines, weeklies or reviews popular in the foreign country?

» Family meals. Food and meals is quite a common topic for each nation. Everybody
has to eat. But there are differences in the way they serve dishes, in the time dishes
are served and also in their character. Each nation has food and meals typical for the
country. So there are various things to be discussed as far as eating is concerned.

» Movies and theatre. Where are cinemas and theatres to be found? What can be said of
the quality and popular appeal of the entertainment? Is the taste of the target country
and us similar or different? Why?

» Contrasts in town and country life. Advantages and disadvantages of living in the
country and in town can be spoken about. But other topics may be included as will,
e.g.: differences in shopping, clothing, manners, etc.

vV VvV ¥V V VY

From our ideas above it is obvious that to bring culture into the classroom does not mean to
teach students as many facts about the other culture as possible. Teaching culture should be
based on the view of life as seen from within the new speech community. Teacher can convey
to his students the concepts that make language learning invaluable. To be an interculturally
competent teacher on one hand and an interculturally competent student on the other is a
really demanding task for both participants in the educational process. We have to admit that
fluency in a foreign language does not ensure perfect understanding, neither avoids it cultural
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misunderstanding. To lead our students to foreign language fluency and cultural
sensitivity/awareness is the best mixture we as language teachers can offer to our students.

Literature

BYRAM, M.: Teaching and assessing intercultural communicative competence. Clevedon:
Multilingual Matters, 1997, ISBN 1-85359-377-X, 140 s.

BYRAM, M. — MORGAN, C.: Teaching-and-Learning Language-and-Culture. Clevendon:
Multilingual Matters No.100, 1994, 37 s.

DES: Modern Foreign languages for ages 11 — 16: Proposals of the secretary of State for
education and Science and the Secretary of State for Wales. London: HMSO 1990, 287 s.
LADO, R.: Linguistics across Cultures. Michigan: University of Michigan Press 1958, 141 s.
MOSCOVICI, S.: The Phenomenon of Social Representations. In: Farr, R. — Moscovici, S.
(eds.): Social Representations. Cambridge: Cambridge University Press 1984, ISBN 978-0-
521-85410-8,s. 371 — 410.

O’'NEILL, C.: Drama worlds. A Framework for Process Drama. Portsmouth: Heinemann
1995, ISBN-13: 9780435086718, 165 s.

POLITZER, R.: Developing Cultural Understanding Through Foreign Language Study.
Washington, D.C.: Georgetown University Press, 1959, 256 s.

SCHMIDT, P.: Intercultural theatre through a foreign language. In: Byram, M. — Fleming, M.
(eds.): Language Learning in Intercultural Perspective. Cambridge: Cambridge University
Press 1998, ISBN 1 85856 780 0, s. 193 — 203.

Resumé

Moderny svet sa stal miestom stretu mnohych kultar. Tie, doposial’ existujuce separovane
v ramci svojich teritdrii, su v sucCasnosti Casto konfrontované a akoby donutené existovat
spolo¢ne vo vzajomnej tolerancii a harmonii. Na to je potrebna vzajomna ochota prislusnikov
oboch kultir spoznavat’ sa a naberat’ nové vedomosti a poznatky o ,,tych druhych®. Odborna
verejnost’ pracuje s pojmom interkultira ¢i interkultirna komunikacia. Tento koncept prenika
do mnohych oblasti 'udskych ¢innosti, edukdciu nevynimajtc. Pre nas, pedagogov, je ulohou
vzdelavat’ a viest’ Studentov tak, aby sa z nich stali kultirne uvedomeli Eurdpania. Je dolezité
uvedomit’ si, ze kulturne uvedomelého Studenta dokéze spravne viest’ iba kultirne uvedomely
pedagoég. V prispevku uvadzame spdsoby implementédcie interkultury vramci vyucby
cudzieho jazyka, pricom podciarkujeme vyznam komparativnych metdd. Samozrejme, Skala
moznosti je ovela SirSia. V prispevku Specifikujeme jednu z nich — divadlo, ktoré vytvara
vel'a moZnosti pre konfrontaciu a komparaciu kultary rodnej krajiny Studenta a kultaru krajiny
cielového jazyka.
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no. 13, pp. 41-45 .

The paper is focused on moral and practical problems linked with the testing and assessing of
intercultural communicative competence. We address the issues of reliability, validity and
authenticity of the tools of assessment as well as the dynamic character of intercultural
communicative competence. The purpose of the paper is to point out to the fact that the need
for an effective scientific tool is rapidly growing and that research in the field of intercultural
communication is constantly being shifted forward.

Key words: intercultural communicative competence, testing and assessing, reliability,
validity, authenticity

Otazky tykajuce sa testovania a hodnotenia interkultirnej komunikativnej kompetencie
(d’alej len IKK) prindsaju rozdelenie IKK na urcité oblasti, dimenzie, ¢i premenné, na ktoré sa
vyskum zameriava. V svojej podstate nazory vyskumnikov zaoberajicich sa moznostami
testovania IKK dnes (Arasaratnamova [2009], van der Zee, Zaal a Piekstra [2003], Byram
[2003]) stavaju na troch zakladnych komponentoch IKK, a to kognitivnych komponentoch,
afektivnych komponentoch a behaviordlnych komponentoch. S tymto rozdelenim sa
stotoznujeme, nakolko zodpoveda i samotnému zadefinovaniu IKK, pricom IKK chipeme
ako suhrn vedomosti (o vlastnej a cielovej kultire); zruénosti (aplikovania osvojeného);
schopnosti (reSpektovania, chipania a ocenenia kultirnych odliSnosti) a postojov (ku
kultirnej identite, k narodnym a kultGrnym stereotypom a predsudkom), ktoré umoziuji
jednotlivcovi efektivnu participaciu v rozliénych kultirnych kontextoch. Tak ako je tomu i pri
komunikativnej kompetencii, pojem interkultirnej komunikativnej kompetencie zaroven
implikuje pojem interkultarnej komunikativnej performancie.

Potreba preskimat’ mozZnosti hodnotenia IKK neustdle vzrastd. Stihlasime s M. Byramom
(2003), ze hodnotenie by nemalo byt oddelované od vyufovania ani Vv pripade
interkultirnych vedomosti, zru¢nosti, schopnosti a postojov. Sme si vedomi, ze len tazko
vytvorit’ univerzalny nastroj, nakolko rozdielnosti, prirodzene, existuji ivramci jednej
kultary, Ziadna kultira nepredstavuje homogénnu jednotku. Radi by sme zaroven zdoraznili,
ze cielom vyskumov nie je ,,hodnotit™ hodnoty, presvedcenie, ¢i postoje. Ciel'om je hodnotit’
schopnost’ kriticky pristapit’ k vlastnym hodnotdm a postojom a schopnost’ objektivne
a nezavisle nazerat’ na postoje a hodnoty prislusnikov inych kultar.

Problematika validity a reliability, resp. ich nedostatku v néstrojoch hodnotenia IKK sa
zvéacsa vzt'ahuje na testovanie a hodnotenie kvalitativneho aspektu, t.j. postojov, neobchadza
vSak ani hodnotenie vedomosti, zrucnosti, resp. spravania.
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Testovanie a hodnotenie interkultirnych vedomosti sa uz na prvy pohlad javi ako empiricky
uchopitel'né, treba vSak mat’ na pamiti, ze predstavuje Siroké spektrum skumanych javov.
Vedomosti o ciel'ovej kulttre a jej ¢lenoch sa prirodzene nemézu obmedzit’ len na historické,
geografické, ¢i politické fakty; minimalne rovnocenné st vedomosti o postojoch, nazoroch, ¢i
zivotnom S$tyle v odliSnej kultare; systematicky obsiahnut’ tuto rozmanita Skalu zostava
nad’alej vyzvou pre vyskumnikov zaoberajucich sa problematikou hodnotenia a testovania
IKK.

Testovanie postojov tzko suvisi s testovanim empatie. Skiimanie zékonitosti vztahov k sebe
samému a k svojmu okoliu, vcitenie a vzitie sa do druhého, z odborného hl'adiska i z aspektu
kazdodenného Zzivota, je sucCastou roznych teoretickych koncepcii i diskusii v laickych
kruhoch uz niekol’ko storo¢i. “Empatia” sa stala Casto skloiovanym pojmom i na poli
pedagogickom, interkultirne vyucovanie cudzieho jazyka nevynimajuc. V svojej podstate, vo
svojom jadre je empatia naturalny proces, jej prejavenie vSak zavisi od mnohych faktorov,
ktoré sa vzajomne podmieiiuji. Podl'a Budu (1993) samotny moment vzivania sa eSte nerovna
empatii. Vzivanie sa stava empatiou az vtedy, ked vzivanie dokdzeme vedome spracovat
a interpretovat’. Podl'a Budu (1993) predpokladom empatie je bezprostredny komunikacny
kontakt, t.j. ked’ sa dve osoby sa navzajom vidia a pocuju. Kladieme si preto otazku, ako
mozno dosiahnut’ empatiu v interkultirnej komunikacii, kde kontakt dvoch kultar je asto len
sprostredkovanym javom, ktory najmd u mladSich ziakov a Studentov Castokrat predchadza
osobnému stretnutiu s cielovou kultirou. Je teda mozné vzit sa do toho druhého, tu
prislusnika ciel'ovej kultiry, i bez priameho kontaktu s nim? Ako jednu z odpovedi na thto
otazku vidime vyuzitie autentického kontextu, kritickych incidentov a pripadovych stadii.
Vyberom vhodnych technik je nevyhnutné dosiahnut, aby bola osobnost na druhého
cielavedome zamerana, sustredena aaby zdzitok empatie bol nasledne analyzovany,
vyhodnoteny, vedome spracovany. Pri testovani postojov za najlepsi sposob povazuje Byram
(1994) prave hodnotenie empatie, ku ktorému uvadza i konkrétne metoédy. Pracuje s dvoma
aspektmi empatie, menovite s afektivnou zlozkou a kognitivnou zlozkou, pricom kognitivna
zlozka, resp. kognitivna dimenzia empatie, nadvdzuje na faktické vedomosti, a to schopnost’
vysvetlit' faktické vedomosti a ich vyznam v rdmci kognitivneho vnimania cielovej kultury.
Afektivna zlozka empatie v sebe nesie schopnost’ decentralizovat’ svoje postoje a hodnotit’ ju
mozeme na zékladne rozpoznavania relativnosti roznych kognitivnych perspektiv, vratane tej
svojej. Za metody skiimania st navrhované semantickd diferencidlna metdda, Griceov pristup,
portfolio zamerané na reflektovanie a analyzovanie roznych konvencii interakcie.

Tak ako pri kazdom inom merani, i pri merani postojov, vedomosti, zrucnosti, ¢i spravania
nas zaujima, ¢i naSe meranie bude stabilné, spol'ahlivé a presné. Taktiez nds zaujima, do ake;j
miery chyby merania (systematicky a ndhodny rozptyl) ovplyvnia reliabilitu nasho indikéatora.
Z tedrie reliability vyplyva rovnica X; = X, + X, , pricom X je totalne ziskané skore kazdej
osoby, ktoré ma dve zlozky: X, €o je ,,spravne* skore (skore, ktoré by respondent ziskal,
keby podmienky a prostriedky merania boli dokonalé) a X, ¢o je skore chyb. Reliabilitu teda
mozno zadefinovat chybou. Pre ur€enie spol'ahlivosti merania je dolezité poznat’ variabilitu
chyb. Pri pedagogickom a psychologickom vyskume, kde merania ovplyviiuji i psychické
premenné ako je napriklad aktudlna nalada respondenta, skére chyb casto nepozname.
Zlepsenie reliability je mozné dosiahnut’ jednoznacnym vyjadrenim/formulovanim poloziek
v prostriedku, ktory je zvoleny na meranie, tak, aby nedoSlo k interpretacii zo strany
respondentov viacerymi spdsobmi. Konkrétna kritika, ktora je vznaSand na metody
hodnotenia IKK aich reliability, sa podla Byrama (1997) najCastejSie tyka faktu, ze
testovanie sa nezameriava na tie zrucnosti a schopnosti, ktoré povazujeme za Zzelatelny
vysledok.
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V nastrojoch na meranie IKK, ktoré v sucasnosti vyskumnici a timy vyskumnikov vytvaraja
sa reliabilita zva¢Sa stanovila pomocou Cronbachovho alfa koeficientu, ktord stanovila
vnutornu konzistenciu pouzitych skal.

Geert Hofstede (1978), dansky autor zaoberajuci sa spojitostou medzi narodnymi kultGrami
a kultarami organizacii s prizvukom na kultirne rozdiely, je autorom modelu, resp. rdmca na
hodnotenie kultury (Framework for Assessing Culture). Hofstede rozoznava 5 dimenzii
kultary (dimensions of culture), pomocou ktorych mozno dané kultiry charakterizovat’:
vzdialenost’/rozpétie moci (power distance), individualizmus (individualism), maskulinita
(masculinity), vyhybanie sa neistote (uncertainty avoidance) a dlhodoba orientacia (long-
term orientation).

Hofsetedeove dimenzie kultury, hoci i dnes pouzivané pri skimani hodnét narodov a kultur,
boli castokrat podrobené kritike. Hofstedemu a jeho Radmcu hodnotenia kultary je vytykany
fakt, ze kultaru, resp. hodnoty vnej, ma tendenciu hodnotit’ staticky, nereflektuje ich
dynamicky charakter. Kritick¢ hlasy zaznievaju i smerom k jednotlivym dimenzidm, resp.
kontrastom zobrazenych v nich. Napriklad dva poly dimenzie individualizmus, teda
individualizmus vs kolektivizmus, nie st chapané ako protipoly. Gelfand, Triandis a Chan
(1996, 5.406) (In: Vlach, 2006) tvrdia, ze ,protipolom k individualizmu je autoritarstvo a
protipolom ku kolektivizmu vyhybanie sa zapdjaniu do skupiny.*

Hodnotové domény v spolo¢nosti su d’alej rozpracované v praci Schwartza a Bilskyeho
(1987).

Hammer a Bennett (1998) na zdklade Bennettovho DMIS (Developmental Model of
Intercultural Sensitivity) vytvorili Intercultural Development Inventory (IDI), ¢ize urcity
nastroj obsahujuci supis, ¢i zoznam 60-tich poloziek, pomocou ktorého mozno zmerat
jednotlivé stadia DMIS (Stddium integracie merané nie je). ,,Vacsina testov na interkulturnu
kompetenciu je zameranych na vopred stanovené kritéria, teda meraju do akej miery sa
respondent priblizi charakteristikam, resp. zrucnostiam, ktoré su spajané s interkulturnou
kompetenciou. Pri tychto testoch je tazké preukadzat reliabilitu a validitu. IDI, test zaloZeny na
teorii, splita Standard vedeckych kritérii pre validny psychometricky ndstroj. IDI meria
kognitivne Struktury, nie vyslovene postoje. Tym tento ndstroj podlieha menej situacnym
faktorom, je stabilnejsi a vysledky je mozné zovseobecnit. (Hammer, Bennett, 1998, str. 1)
Zo zaverov Hammera a Benneta vyplyva, Ze rozvoj interkultirnej vnimavosti je spéty
s rozvojom interkulturne kompetencie a to v poradi navrhnutom v modeli. V pohl'ade na IDI
sa stotoziiujeme s Arasaratnamovou (2009), Ze to, do akej miery interkultirna vnimavost
predznamenava interkultirnu komunikativnu kompetenciu bude musiet’ byt v buducnosti
empiricky podloZzené a naviac, interkultirna vnimavost je koncepéne odlisSnd od IKK.
Zastavame nazor, ze interkultirna vnimavost’ svoje postavenie vramci koncepcie IKK
bezpochyby ma, je jej sucastou v ramci konkrétnych zruénosti a postojov, avSak nemozno len
na zéklade IDI urcovat’ troven IKK.

Zmienime sa eSte ojednom ndstroji, konkrétne o nastroji, ktory slizi na predvidanie
interkultirnej efektivnosti. Autormi st van der Zee & van Oudenhoven (2000); van der Zee,
Zaal a Piekstra (2003). Multicultural Personality Questionnaire (Multikultirny osobnostny
dotaznik) sa sklad4 z piatich dimenzii, na zdklade ktorych je respondent hodnoteny, menovite:
kultirna empatia (cultural empathy), emocionalna stabilita (emotional stability),
nepredpojatost/objektivnost’  (open-mindedness), flexibilita (flexibility) a spolocenska
iniciativa (social initiative). Suhlasime s Arasaratnamovou, ktora tvrdi, ze ,,meranie je vsak
primarne psychometrickym nastrojom zhotovenym na hodnotenie multikulturnej orientdcie
a adaptability, a nie nevyhnutne oslovuje komunikacny aspekt interkulturnej kompetencie.”
Arasaratnamova (2009, str.2)
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V stcasnosti sa vytvorenim ndastroja na testovanie a hodnotenie IKK zaoberd nami uz
spominand autorka Arasaratnamova (2009), ktorej Stadia The Development of a New
Instrument of Intercultural Communication Competence pojednava o procese tvorby tohto
nastroja. Arasaratnamova a Doerfel’s (2005) najskér skumali kvality interkultirne
kompetentného pouzivatela jazyka, pricom ich zistenia su nasledovné: empatia (empathy),
interkultirna sktsenost/tréning (intercultural experience/training), motivacia (motivation),
globalny postoj (global attitude), and schopnost’ nacuvat’ v konverzacii (ability to listen well
in conversation). Stavajic na kognitivnych komponentoch, afektivnych komponentoch
a komponentoch tykajucich sa spravania sucasny nastroj bol vytvoreny piatimi polozkami
tak, aby sa vzt'ahoval ku kazdej z tychto troch dimenzii.

K novému IKK nastroju boli priradené i d’alSie premenné tak, aby bola otestovana validita.
Tieto premenné boli vybrané na zaklade predchadzajiiceho vyskumu autorky a s nasledovné:
motivacia interakcie s 'ud’'mi z odlisnych kultar (motivation to interact with people from other
cultures), pozitivny pristup k 'ud’om z odlisnych kultar (positive attitudes toward people from
other cultures) a zapéjanie sa do interakcie (interaction involvement). K spomenutym trom
premennym bol taktiez pridany etnocentrizmus a to na zéklade predpokladu, Ze respondenti s
vysokou IKK budu mat’ nizke etnocentrické skore.

Obrat'me teraz nasu pozornost’ k otdzke validity. ,,Predmet validity (platnosti) je komplexny,
rozporny, ale obzvlast' dolezity v psychologickom a pedagogickom vyskume. Snad’ viac nez
kdekolvek inde tu ide o otizku, aka je povaha skutocnosti“ (Kerlinger, 1967, s. 435)
Jednotlivé typy validity (predik¢nd, subeznd, obsahova a konStruktovad) svedcCia o zlozitosti
tejto problematiky, pricom Kerlinger (1967) povazuje v psychologickom a pedagogickom
vyskume, teda tam, kde sa skimaju vztahy, za najsmerodajnejSiu z nich konStruktova
validitu, v ktorej mézno badat’ i validitu prediként, obsahovll a subezni. Byram (1997) sa
domnieva, Zze hoci to modze vyzniet ako zjednoduSovanie, test alebo technika, ktord je
autentickd a reliabilnd s vysokou pravdepodobnostou spifia i kritérium validity. Inak
povedané, malo by byt pomerne bezpecné povazovat’ takti formu hodnotenia za hodnoverny
prediktor Sudentovho spravania v redlnych situdciach.

Otazka autentickosti pri hodnoteni IKK patri podobne ako validita a reliabilita k tym
zlozitejSim. Pri hodnoteni autentickosti ide v zésade o skutocnost, ze koncepcia IKK, ako uz
vieme, v sebe zahfna i performanciu, lenze tito performanciu nie je v Skolskych podmienkach
vzdy mozné hodnotit’ v autentickom kontexte a v autentickych situdcidch. Nastroje
hodnotenia IKK pozostdvaji z viacerych metdd a technik, priCom niektoré za autentické
povazovat mozeme, niektoré su vSak len simuldciou autentickych situdcii. Napriek tomu,
vychéadzajuc z redlnych moznosti Skolského prostredia, metddy a techniky testovania IKK su
minimdlne odrazom reality zaloZenym na autentickych okolnostiach.

Jeden zproblémov spojenych s testovanim IKK je idynamicky charakter jednotlivych
komponentov IKK. Podl'a Stiera (2006) IKK mozZno rozdelit' do dvoch skupin:

- obsahova kompetencia
- procesudlna kompetencia

Obsahova kompetencia sa vzt'ahuje na poznanie, vedomosti o historii, jazyku, spravani,
kultarnych normach, zvykoch, symboloch, tradiciach a podobne; procesudlna kompetencia sa
vzt'ahuje na dynamicky charakter IKK ajej interakény kontext, priCom pozostava
z intrapesondlnej a interpersondlnej subkompetencie. Do intrapersonalnej subkompetencie
zarad’'uje napr. adaptaciu perspektivy, sebareflexiu, rieSenie problémov, rozpoznanie kultar
a axiologicki  vzdialenost; do interpersondlnej subkompetencie zarad’uje napr.
interpersondlnu vnimavost, komunika¢nu kompetenciu a situa¢ni vnimavost. Delenie podla
Stiera neuvadzame kvoli deleniu ako takému, prostrednictvom procesudlnej kompetencie
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chceme poukazat’ prave na dynamicka stranku IKK a zlozitost’ jej hodnotenia. Je potrebné
vytvorit’ taky kontext a také situdcie, ktoré tito dynamiku budu reflektovat. Otazkou vsak
zostava, do akej miery je nastroj hodnotenia IKK stidly ado akej miery ho mozno
Standardizovat. Vyskumy zamerané na recyklaciu a reviziu vysledkov ziskanych v oblasti
stereotypov, predsudkov a postojov k inym kultram a narodnostiam prinasaju zistenia, ktoré
potvrdzuji nasu tézu o dynamike IKK. Na druhej strane, hoci globalizatné procesy,
informatizécia, ¢i politické zmeny v spolocnosti nesporne vplyvaju a podiel’aja sa na kultirne;j
zmene, sposob, akym sa to deje, nie je podl'a nas radikalny. Verime, ze pokial’ ndstroje na
hodnotenie IKK spiiiaju vedecké kritéria reliability, validity, objektivity a autentickosti,
mozno ich povazovat’ za stale a presné.
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Resumé
Prispevok sa zameriava na moralne a praktické problémy spojené s testovanim a hodnotenim
interkultarnej komunikativnej kompetencie. Pristupujeme k otdzke reliability, validity
a autentickosti ndastrojov hodnotenia, tak ako 1ikotdzke dynamického charakteru
interkultrnej komunikativnej kompetencie. Ugelom prispevku je poukézat na fakt, Ze
potreba existencie efektivneho vedeckého néstroja rapidne vzrastd aze vyskum v oblasti
interkultiirnej komunikacie sa posuva neustale
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Abstract: LAGEROVA, V.: Problems with the Understanding of the Didactic
Pictures. Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2009, No. 13, pp. 46-51.

Working with pictures is an effective form that all the teachers should use when
teaching and thus take advantage of its possibilities. The pictures not only resemble reality
and help our memory but they motivate and make the students more active during the lessons.
It is possible to say that they help the teachers in hte process of the language acquisition. The
pictures also help in the process of thinking development, understanding of the text itself, in
the process of the vocabulary enhancement, in the process of communication, in the usage of
the control exercises. Simply said thez can be used in different classrooom situations.

Key words: communication, teaching process, visualisation, picture, analogic and
logic pictures, cultural conventions, fakes.

Obrazy vnimame vo vSeobecnosti ako I'ahko zrozumitel'né komunika¢né prostriedky.
Text sa v porovnani s nimi povazuje za tazky. Preto sliZia obrazy na vyucovani na to, aby sa
text stal zrozumitelnej$im, ndzornej$Sim. Vac¢sina obrazov st napodoby. Poznadvame na nich
nieCo z realneho sveta. Toto poznavanie sa spravidla dari bez ndmahy a v priebehu okamihu,
aj ked’ nejde o fotografie, ale o kresby, malbu alebo iné¢ ru¢ne zhotovené vyobrazenia,
dokonca karikatiry alebo komiksy. Preto st napodoby v pedagogickych situdciach také
obl'ibené. V ucebniciach a vo vyucovani nemciny ako cudzieho jazyka sa napr. nachadzaju
napodoby na najrozli¢nejsie pouzitia:
- ako podnet na hovorenie, lebo odrazaji vyseky zo skusenostného sveta uciacich sa a
vyvolavajui reCové akty ako pomenavanie a opisovanie;
- ako podnet na rozhovor, lebo povzbudzujii v ramci skupiny ziakov na vymenu nazorov,
sktisenosti, vykladov;
- ako pomocka pri porozument, lebo ilustrujii vyznam nového cudzojazycného pojmu;
- ako organiza¢na pomocka, lebo napr. predstavuju "kulisu" nasledujticej ucebnej jednotkys;
- ako pomocka pri zapamitavani, lebo poskytuji oporné body pri memorovani;
- ako material pre uciacich sa na tvorenie obraznych vypovedi (napr. vo forme kolazi a
plagétov).
Pretoze prave napodoby su také blizke skuisenosti a daji sa bez namahy uchopit, maju este
d’al$iu prednost’: st obl'ibené a prebudzaji zadujem o latku.
Lahkost’, s akou "Citame" napodoby, sa da teoreticky vysvetlit. Grafické znaky, ktoré tvoria
napodobu, postacuji naSmu mozgu na aktivaciu kognitivnych schém, ktoré uz vyvinul zo
skusenosti s prirodzenym prostredim a ulozil. Pri schémach, ktoré sa pouzivaju vel'mi Casto,

postacuje uz prekvapivo malo znakov na vytvorenie tohto efektu; spomenime si len na
kombinaciu bodka — bodka, Ciarka - Ciarka, ktora v pozorovatelovi vyvolava kognitivnu
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schému "tvar". Pozoruhodny, ale takisto vysvetlitelny pomocou nasich vedomosti o svete, je
aj vykon, ked’ sa z dvojrozmernej ndpodoby vo vnimani rozvija trojdimenziondlna predstava.
Na obrazoch vyhodnocujeme prostrednictvom svojich vedomosti o svete rad znakov ako
odkazy na hibku a perspektivu. Ked’ sa napr. na obraze zbichaju dve &iary, o ktorych vieme,
ze "v skutoCnosti" ide o rovnobezKky (napr. krajnice cesty, ktord vedie k horizontu), tak ich
"vidime" ako znak hibky v priestore.

Aj zdanlivo samozrejmy spOsob poznavania napoddb teda vychadza z celého radu
komplikovanych procesov vnimania, ktoré sa v prvom rade zakladaji na vedomostiach o
svete. Napodoby su "Tahké", lebo tymto vedomostiam o svete spravidla zodpovedaju.

Autori obrazov v pedagogickej oblasti sa usiluju vyberat’ zobrazovacie kddy (zobrazovacie
formy), ktoré su na vnimanie zvlast pohodlné. To znamena: Na rozdiel od mnohych
umeleckych obrazov, ktoré st imyselne mnohozna¢né a skor sa zameriavaji na nové videnie,
maju didaktické obrazy co najjednoznacnejSie a najrychlejSie odovzdat’ svoje posolstvo
uciacim sa. Toto sa vSak vzdy nedari. Skor st aj pri ndpodobach dost’ Casto problémy s
porozumenim. A eSte viac to plati pre ostatné typy obrazov, ktoré sa len podmienene alebo
vObec neopieraji o nase prirodzené vnimanie. Myslime tu na analogické obrazy a tzv. logické
alebo analytické obrazy. Dalej chceme predstavit’ niektoré typické problémy s porozumenim
pri vyobrazeniach, analogickych obrazoch a logickych obrazoch.

Uciaci sa pozoruju napodoby ako "okno do sveta": pozerajui sa na napodobu, ako keby hl'adeli
na vysek z redlneho sveta. Niektoré napodoby st také verné skuto€nosti, Ze prehliadame
vlastnost’ dvojrozmernosti a znakovosti obrazu v pravom zmysle slova. Napriek tomu mézu aj
pri napodobach vznikat’ problémy s porozumenim.

Prvym problémom s porozumenim su nedostatocné vedomosti o zobrazenej skutoc¢nosti
(o svete). Vo vyucovani prislusnikov inych kultur sa tento problém moéze 'ahko vyskytnut'.
Niekedy sa tieto vedomosti vyzaduji opakovane, ked niekto chce vyobrazenie a s nim
spojent ulohu pochopit’.

Vnimanie obrazu si mozno predstavit’ ako priehladny bubon, ktory sa da otacat’ kl'ukou a z
ktorého podobne ako pri zrebovani ndhodne vypadavaju predmety do jednej z troch nadob.
Treba poznat’ predmety v bubne, aby sa dali spravne pomenovat’. Nie je tazké pochopit’, ako
je toto vyobrazenie vzhl'adom na potrebné vedomosti o svete spojené s kulturou.

Druhym problémom s porozumenim pri napodobach je nedostatok znalosti zobrazovacich
koédov. Spdsob zobrazenia je Casto stanoveny kultirnymi zobrazovacimi konvenciami. Tak sa
zobrazenie podla principu centrdlnej perspektivy, bezné v naSej kultare, zaviedlo az v
talianskej vCasnej renesancii. Iné konvencie poruSuju tato zvyklost' a takéto obrazy preto
robia problémy pri vnimani zobrazeného priestoru.

Z afrického kultarneho okruhu pozname zobrazenie zvierat ako plosného obrazu videné¢ho
zhora. V inych kultirnych okruhoch (Indidni, Eskimaci a i.) sa pouzivaji zase iné
zobrazovacie konvencie. Pri kampaniach k zdravotnej vychove v rozvojovych krajinach je
Casta skuisenost, ze obrazkové informacéné letdky neboli pochopené, lebo 'ud’om tam neboli
zname "zapadné" zobrazovacie kddy a k tomu chybali potrebné vedomosti o zobrazenych
predmetoch a procedutrach.

Na vyucovani sa vyskytuje eSte treti problém s ndpodobami: Uciaci sa maju sklon k
podcenovaniu ich informac¢nej nasytenosti a povrchnému vnimaniu. To plati prave pre
napodoby, pri ktorych nie je naméhavé ihned zistit, ¢o sa zobrazuje, teda fotografie alebo
vel'mi verné kresby.

Casto sa mnoZstvo informacii, skryvajiicich sa v obraze, objavi az pri bliz§om pozorovani. Pri
napodobach by preto mali byt uciaci sa prostrednictvom ulohy alebo dodato¢ného textu
povzbudeni, aby sa po prvom pohlade d’alej zaoberali obrazom. V tomto pripade maju k
nemu uciaci sa vytvorit’ opisny text.
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Pri analogickych obrazoch sa spravidla pouziva napodoba na to, aby sa ozrejmilo nieco
nenazorné alebo tazko vizualizovatel'né. Analogicky obraz teda sice nie¢o napodobiiuje, toto
sa vSak pouziva v "prenesenom zmysle".

Kresba stromu na luke je ndpodoba. Strom sa vSak pouziva ako analdgia na zndzornenie
slovotvorby. "Kmenom" mdze byt nejaké slovo; vetvy vlavo a vpravo od kmena su
analogiami prefixov a sufixov, ktorymi sa daju tvorit’ nové slova s rovnakym kmenom.
Analogické obrazy su obl'ibené prave vo vyucovani cudzich jazykov na obrazné znézornenie
"suchych" a abstraktnych obsahov, a teda na ich lepSie zapamétadvanie. Sucasne sa s nimi
podla skusenosti spéjaju zvlastne problémy pri porozumeni. V prvom rade platia pravdaze
vSetky tie problémy s porozumenim, ktoré boli uvedené pri napodobach.

Uciaci sa, ktory ma problémy uz s potrebnymi vedomost’ami o svete a/alebo zobrazovacimi
koédmi, sotva nieco z analogie ziska.

Druhy problém sa tyka jadra analogie. Kazdd analdgia sa zakladd na zhode medzi
vychodiskovou oblast'ou a cielovou oblast'ou, ktord sa ma znézornit’, ale vzdy su aj Ciasto¢né
nezhody. Nebezpefenstvo nespravnych analogickych usudkov je teda pri analogickych
obrazoch velké. Aj pri ,,strome* pokrivkava porovnanie so skutoénym stromom vo viacerych
ohladoch. Zhoda v didakticky rozhodujucej oblasti je vSak vystizna a zdovodiuje druh
zobrazenia: Bez kmena niet kondrov; spojenia medzi konarmi su mozné len cez kmei. Pri
analogickych obrazoch by mali ucitelia v zdsade dbat’ na to, aby uciaci sa analogiu aj naozaj
pochopili a aby nerobili nejaké nepripustné zavery. Analogické obrazy teda potrebuji najma
sprievod vysvetl'ujiceho a istiaceho jazyka. Okrem toho modze byt analogia uciacim sa
napomocna len vtedy, ked’ im je vychodiskova oblast’ naozaj doverne zndma. Na vyucovani
nemciny ako cudzieho jazyka sa mézu teda pouzivat’ len také analogické obrazy, ktoré nie su
kultarne viazané.

Ako ukdézali rozlicné experimentalne Studie, je pedagogicky vel'mi vhodné podnietit na
tvorenie analogii samotnych uciacich sa. Analogické obrazy, ktoré si sami vytvoria, umoziuji
vyucujucim okrem toho dobru diagndézu vedomosti. Zo skic I'ahko zistia, Ci si Ziaci urobili o
skuto¢nosti vhodny vnutorny obraz.

Logické alebo analytické obrazy pre naSe vnimanie nieCo znazoriiuju nie realisticky, ale
pouzivaju Specialne notacné systémy, napr. vyvojové diagramy, sietové zndzornenia, krivky,
grafy atd’. Obrazy tohto druhu pochopi len ten, kto poznd zodpovedajuci nota¢ny systém.
Kazdodenna sktisenost’, pomocou ktorej 'ahko chapeme napodoby, nam tu nepomdze. V
ucebniciach pre oblast nemciny ako cudzieho jazyka su logické obrazy skor zriedkavé.
Viacsinou ide o schematické zndzornenia, v ktorych sa pojmy navzajom spajaji Sipkami alebo
¢iarami, teda sa znazoriuju v priestorovom usporiadanti.

Uz toto velmi jednoduché vyobrazenie je nadchylné na problémy s porozumenim. Uciaci sa
chybne pochopia tento logicky obraz, ked” ho "precitaji" ako jednoduchu siet’, v ktorej su
navzajom pospdjané pojmy. Skor musia vediet, ze v priestore obrazu je hierarchia zhora
nadol. Vyobrazenie sa teda nemusi pozorovat’ z vtacej perspektivy, ale ¢itat’ zhora nadol.
Hore stoji nadradeny pojem, smerom nadol sa stale viac Specifikuje. Na horizontale sa vzdy
nachadzaji pojmy rovnakého stupna vSeobecnosti. Aj jednoduché schematické zndzornenia
teda predpokladaju urcité znalosti, ktoré nie sii samozrejmé. Toto plati eSte viac pre rozlicné
typy diagramov. Skusenost’ ukazuje, Ze problémy s chapanim tohto druhu autori obrazkov, ale
aj vyucujuci vicsinou podceniuji. Naozaj je pre niekoho, komu su tieto jazyky obrazov
doverne zndme, sotva pochopitelné, Ze ini by s nimi mohli mat’ t'azkosti.

Kazdy den sa vdcsinou stretdvame s obrazmi, ktoré su koncipované na rychly pohlad: obrazy
v obrazkovych Casopisoch, obrazy na plagatoch, obrazy v prospektoch atd’. Tu postacuje, ked’
¢lovek spoznd, ¢o zobrazuju. Celkom inak je to u didaktickych obrazov. Vyznacuju sa tym, Ze
sprostredkuvaju informacie, ktoré plnia nejaki funkciu v ramci pedagogického procesu.
Pedagogickd intencia sa prejavuje napr. v tom, ze didaktické obrazy su spravidla zriedka
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fotografie; skor sa autori obrazov pokusaju zndzornované skutocnosti didakticky spracovat,
aby riadili vnimanie uc¢iacich sa podl'a didaktického zameru.

Na strane uciacich sa vyzaduju didaktické obrazy celkom iny postoj pri vnimani, ako by to
mohlo byt’ vhodné pri zabavnych obrazoch, napr. v masmédidch. Nestaci len spoznat’, €o je na
obrazku stvarnené. Okrem toho treba pri didaktickych obrazoch skumat’ to, o nimi chce autor
v ramci vyucovaco-ucebnej situdcie oznamit® a dosiahnut. Zakladnou otazkou je, preco je
predlozeny didakticky obraz stvarneny takto, a nie inak. Toto porozumenie obrazu
orientované na ucenie plati takisto na spracovanie ndpodob, ako aj analogickych obrazov a
logickych obrazov. Uciaci sa, ktory napr. spoznd len strom, ale sa nepyta: "PreCo tu autor
obrazku nakreslil strom?", tento obraz ako didakticky obraz nepochopil.

Toto porozumenie druhého stupnia — ako nadstavba prostého spoznania toho, ¢o sa prave
znazoriiuje - robi vyucujucim zriedka problémy, lebo je im doverne znadma tak predmetna
oblast’, ako aj uc¢ebné ciele. Z tohto dovodu I'ahko prehliadaju, ze mnohi uciaci sa praktizuju
len porozumenie prvého stupiia a myslia si, ze didakticky obraz dostatocne vyhodnotili uz
vtedy, ked zistili, ¢o zobrazuje. Prax ukazuje, ze uciaci sa velmi zriedka pouzivaju pri
obrazoch porozumenie druhého stupnia. Ked’ tak robia, potom predovsetkym v situdciach, v
ktorych je obraz jedinym zdrojom informacie na rieSenie problému. Prikladom by bola
obrazna inStrukcia na montaz kipeného pristroja; treba ju podrobne preStudovat’, vratane
otazky: "Preco je to tu nakreslené prave takto, a nie inak?", aby sme sa pohli dalej. V
pedagogickych situdciach vSak sme len vo vynimocnych pripadoch odkédzani na obrazovi
informaciu. V nasej vyucovacej kultare privel'mi dominuje slovo.

Este stale sa v naSom vzdeldvacom systéme porozumenie obrazov a efektivne pouzivanie
obrazovych kédov na oznamovanie posolstiev neuci ako samostatnd kulttirna technika tak
systematicky, ako je to bezné pri verbalnom kode (jazyk/hovorenie) alebo numerickom kode
(¢isla/pocitanie/matematika). Aj u uciacich sa bude treba pocitat’ s vel'kymi rozdielmi v tzv.
vizudlnej gramotnosti, teda v poznani zaobchadzania s obrazmi vsetkych druhov. V skupine
uciacich sa budu ucastnici, ktori nie st schopni efektivne vyuzit ponuku obrazovych
informécii. Mozno neberi obrazy dost’ vazne a uz po jednom pohlade prerusia kontakt s
obrazom, lebo sa nespravne domnievaju, ze to najdolezitejsie uz zistili. Alebo sa im nepodari
pri analogickom obraze vytvorit’ rozhodujlice spojenie. Alebo im nie je znamy Specidlny kod
logického obrazu. Na pomoc takymto u¢iacim sa sa nukaji rozlicné moznosti. VSetky sa v
praxi, tak vucebniciach, ako aj vo vyuCovani pouzivaju prili§ malo, azda preto, lebo
zodpovedni si nespravneho nézoru, Ze obrazy sa vysvetl'uja samy.

Zakladnym principom kompenzacie slabin porozumenia je pouzitie jazyka. Zatial’ co bezne v
ucebnych textoch maju obrazy text urobit’ zrozumitel'nejSim, ide d’alej o to, aby sa pomocou
jazyka podporilo porozumenie obrazov. Podl'a typu obrazu a problému s porozumenim sa
ponukaju rozlicné moznosti:

- Legendy, ktoré explicitne riadia vnimanie obrazu. Bezné legendy obrazov nie su ni¢im inym
ako druhom titulkov k obrazu. ZmysluplnejSie su priame pokyny na spravanie sa
pozorovatel'a pri ¢itani obrazu, napr. na to, €o si treba zvIlast’ v§imat, ¢i si obraz vyzaduje
urcity smer Citania (bezné pri diagramoch), ktor¢ detaily nemozno prehliadnut’ atd’.

- Ulohy, na spracovanie ktorych sa musi obraz vhodne preskimat’ aje potrebné k nemu
polozit’ spravne otazky. Na rozdiel od vysSie popisaného typu s legendou, ktory obraz skor
podrobne verbdlne zachytdva, v tomto pripade text poskytuje sémanticky prazdne miesta,
ktoré musia byt uciacimi sa vyplnené informéaciami z obrazového materialu. Sem patria tlohy
ako popis obrazu, zhrnutie obsahu, kontrola spravnosti podanych vypovedi na zédklade obrazu,
porovnanie obrazov, doplnenie obrazov atd’.
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- Spolo¢ny rozhovor o obraze, ktory prip. méze byt vel'mi kratky (napr. ked’ vyucujuci ukaze
obraz a len kratko si so ziakmi pohovori o tom, ako mu Ziaci rozumeji). Na vyucovani
nemciny ako cudzieho jazyka moze vSak tento spolocny rozhovor prebehnut aj vel'mi
podrobne, napr. ked’ sa obraz cielene pouziva ako podnet na hovorenie.

Prave na vyucovani by sa vSak mali vzdy hladat’ aj moznosti, aby Ziaci sami mohli
vypracovat’ obrazy kazdého typu. Zial, stalo sa pravidlom, Ze sa vedomosti nielen skoro
vyluéne verbalne poskytuju, ale sa aj verbalne skusajt, resp. aplikuji. Novsia psycholdgia
myslenia vSak vel'mi pdsobivo dokazuje, v akej velkej miere sa nase vedomosti buduju a
uchovavaji vo forme vnutornych obrazov a vyvolavaju sa na rieSenie problémov. Grafické
koédovanie by bolo primeranejSou a priamejSou cestou na informovanie ako preklad do slov,
¢o sa na vyucovani od uciacich sa bezne vyzaduje. Nielenze by sa tak precviCovala potrebna
flexibilita v mysleni, ale zaroven by sa podporovalo aj poznanie grafickych moznosti
znazoriovania.

Autorom ucebnic, ako aj vyucujicim by bolo treba na zaver odporucit’, aby boli pozornejsi pri
pouzivani obrazov na vyucovani a odvykli si chapat’ obrazy len ako nendro¢né pomocky pri
porozumeni jazyka. Obrazy treba stvariiovat’ s rovnakou starostlivostou, ako sa to o¢akava pri
ucebnych textoch. A prave dobré obrazy kladu na uciacich sa poziadavky, aj ked’ si myslime,
ze uz jeden pohl'ad staci, aby sme pochopili vSetko.
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Resumé
Pre mnohych uditelov su obrazové materidly ambivalentné, na jednej strane by radi pouzivali
obrazy na vyucovani, atym zvySovali motivaciu, na strane druhej na pracu s obrazmi
nepostacujui doteraz osvedcené metoddy analyzy textov. Obrazy s vysekom urcitej kultary, st
objektivne aj subjektivne, autori si vyberaji motivy zistych dévodov, napriklad na
informovanie, sprostredkovanie dojmu atd’. Volia urcity sposob zobrazenia, napr. realisticky,
karikatary a pod. Vnimanie obsahu obrazu zavisi vzdy od sktsenosti a navykov samotného
pozorovatel'a, od schém, ku ktorym patria hodnotové predstavy, ocakévania a predchadzajice
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vedomosti. Priblizenie sa k obrazu je mnohoraké, je to proces. Obrazy by mali prispiet
k rozSirovaniu a diferencovaniu vedomosti a predstdv. Maju aktivizovat Ziakov,
povzbudzovat’ ich k vyjadrovaniu aj s nizkou jazykovou kompetenciou. Obrazy motivuju aj
ucitela, jeho praca je uvolnenejSia a kvalitnejSia aon sam si buduje aktivnej$i vztah
k ziakom. Pri takomto pristupe mozno povedat’, Ze ziaci ziskaju vacsiu chut’, radost’ a zvysi sa
ich zaujem o ucenie cudzieho jazyka.
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