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INTRODUCTION

The book is part of the projects KEGA and VEGA supported by the Ministry of
Education, Science, Research and Sport of the Slovak Republic. It aims at improving
higher education through the discussion of research methodology in language and
literature pedagogy. All the articles are focused on literature teaching, but from
different angles and in different languages. Two articles are written in English,
since they reflect on the state of teaching Anglophone literatures in the Slovak ed-
ucational system. The other two articles, written in Slovak, focus on the specific
problems of teaching Slovak literature at elementary and secondary schools. Alt-
hough at first glance the issues confronted by teachers seem to be different, result-
ing mainly from the difference of languages, an in-depth look tells us that that may
not be so. Whether using English or Slovak in the teaching of literature in contem-
porary educational system in Slovakia, teachers are challenged by one common
“danger” - the departure from intrinsically literary ways and methods of treating
literary works towards, currently modern and popular, extraliterary considera-
tions not necessarily falling to the field of verbal art. The monograph as a whole
can thus be taken as a call for coming back to literature, to “return to the text.”

The introductory study by Anton Pokrivcak is an attempt to theoretically grasp
the problems of combining the theory and practice of teaching literature at higher
education institutions in Slovakia. The author implies that contemporary new in-
formation-communication technologies provide almost innumerable possibilities
for the studying of as well as teaching of literature. Students get unprecedented
access to the texts of poems, short stories as well as novels. They are no longer
limited to their own university library services, which may not be at a high level
everywhere, but they can freely engage in what one could call a global education.
The texts students work with may be not only verbal, but interactive, hypertextual
and hypermedial. This adds a new dimension to the reading of as well as the stud-
ying of literature. While traditional approaches tend to see literary meaning as
more or less stable, identifying it in the semantics of the words, current literary
scholars point to the meaning which would be elusive, relative, semiotic, and mul-
tidimensional (audial and visual as well). In order to cope with the increased de-
mands of such multi-dimensionality and relativity, the students are challenged to
relieve the constraints of traditional thinking and make space for more critical in-
terpretive strategies.

Acknowledging the possibilities that technology provides for teaching in the
21st century, as mentioned earlier, the author asks the question whether they are
of essential importance for the teaching of literature. Given the fact that literature
is a verbal art, does technology change the essence of literary exploration? His an-
swer is that this is just a form, and that literature, being a verbal art, should be
studied primarily via the approaches which draw on the work with the text. Such
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approaches are for the author the ones that are frequently called formal ap-
proaches. Out of several possibilities to approach a literary work, mentioned in the
first part of the article, attention is paid to Anglo-American New Criticism as well
as the work of René Wellek. They are considered as the most suitable “theories,”
or approaches, to rely on by the literature teachers even at the lower educational
levels, especially because they allow students to work with the text through a pro-
cess of individual interpretation that may be used as an instrument in student at-
tempts to arrive at a more general conclusion, or value of particular literary works.
In addition to the development of aesthetic sense, literature can be used to develop
critical thinking, which is a very important skill at a time when thinking and argu-
mentation are devalued.

The aim of Eva Vitézova’s chapter, written in Slovak, is to offer a critical analy-
sis of attestation works of the in-service teachers of Slovak language and literature
at elementary and secondary schools, to summarise most frequent shortcomings
made by the authors of the attestation works, and to offer a relatively complex
view of a form of teacher education that follows several years into their pedagogi-
cal practice. Attention is paid especially to conceiving the attestation works of the
in-service teachers of Slovak language and literature (with the preference on the
literary part, or that part which develops reading competencies of learners) within
the lower secondary education, which is the second level of elementary school and
the lower grades of the eight year secondary schools (ISCED 2). At any educational
level, teachers do not make do with what they learned at a college, but are forced
to educate themselves during their whole life. Attestation education is an excellent
starting point for such type of education. Continual education is very important for
teachers of the Slovak language, since there is constant progress of research in the
area of literary studies and linguistics, and the didactic transformation of theory
into teaching acquires new dimensions.

Having participated in various attestation education commissions (as a re-
viewer of attestation works as well as a member of the commissions for the de-
fence of attestation works), the author produced an analysis of several tens of at-
testation works which shows, as she claims, that some shortcomings have been
frequently repeated. Based on the analysis of this type of works, as well as on the
analyses of the attestation works reviews, the problems may be generalised.
Alarge group of shortcomings was connected with the conceiving of the work,
enough attention should be paid to the introductory phase, when the conception
as well as the methodological concept of the work is created. The applicants often
do not have adequate idea of what is the aim of their effort and what (including
formal) requirements such a qualification work must meet. The critical analysis of
attestation works showed that the further education of teachers, continuing edu-
cation as well as writing attestation works, are very important for pedagogical
staff. Having done these activities, teachers themselves have said that they were

8
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beneficial for their further work. The meaning is also in the fact that modern meth-
ods, new conceptions of teaching, as well as concrete realisations of teaching units,
are, in this way, recorded and given at the disposal of other teachers. The author
also claims that the most suitable places for attestation education are higher edu-
cation institutions which have scholarly capability as well as greatest possibility to
support the interconnection of theory with practice, college study with pedagogi-
cal process.

Gabriela Magalova’s study is a theoretical and practical documentation of the
fact that not all the methods teachers are attacked with at methodological semi-
nars are suitable for every type of teaching unit. The teaching of Slovak language
and literature is specific for its cumulating the three constituent parts: grammar,
literature, and composition. The methods applicable in literature or composition
may not be applicable in the language part. Literature and composition require
a creative approach to teaching, therefore it is quite natural to implement as many
creative methods as possible to the teaching. However, the author pointed out sev-
eral stumbling blocks of such teaching when it comes to grammar where playful
forms of teaching can also be used, but they should not substitute for the activities
that need automatization or practicing of certain phenomena.

The author focused on the use of the cinquain method at the lessons of Slovak
language and literature, drawing attention to the fact of some possibly wrong
claims or practices. As a method, cinquain is often narrowed down to such a poetic
form in which lines are created based only on parts of speech and their number in
individual verses. However, this is not a cinquain yet. To work with this form at
literature lessons is debatable also from another aspect. It is a presentation of
a text of art in the spirit of Japanese culture which uses the concept of “poem” to
denote a text of art, based on other textual elements. The pupils however, have
problems also with a rhymed poem, let alone the fact that the procedures of Japa-
nese verse making are foreign to our Western culture. From our point of view cin-
quain is a type of free verse, an unrhymed poem, but our poetry is characteristic
for its syllabic (accentual-syllabic) verse. The pupils come across free verse only
as late as in the 7th grade of elementary school. Therefore, it is good to work with
an adapted version of this method, with the so-called cinquefoil (with different var-
iations) - and to not to call this method directly a cinquain. That, what pupils will
create according to instructions, will never be a cinquain.

The author also discusses the application of the method of free writing in the
language part of the subject Slovak language and literature, demonstrating that its
use in composition is possible only with certain restrictions that are, however, not
mentioned in respective methodologies. The principle of “free writing” requires
the pupil not to “lift the pen from paper,” mark everything that comes to his/her
mind - even nonsense. The teacher is not intended to see the pupil’s text, nor to
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correct grammar or respond with an evaluation. The author shows that this pro-
cedure is against the aims of language education at schools; much more successful
approaches could be the traditional methods of practicing grammar, because what
is needed here is automatization of certain spelling procedures. In general, inno-
vative methods recommend not to evaluate pupils, or to evaluate their perfor-
mance only positively. This methodology, in the end, does not strengthen the lan-
guage consciousness of children regarding correct spelling, but just distorts it. In
recent years, the general evaluation of children in their mother language and liter-
ature does not correspond with their real knowledge and skills.

Dagmar Blight’s article draws on the findings of domestic and foreign projects
that have examined foreign language teacher training (Blight, HanuSov3, Kelly, Ko-
sova, PiSova). Their conclusions stress the need for radical changes to be imple-
mented in foreign language teacher training, as its contemporary state does not
reflect the needs of todays’ fast changing society. In compliance with the projects’
recommendations, the study attempts to draw the professional public’s attention
to this persistent problem. The article examines all the English language teacher
training programmes across Slovakia and reveals incompatible differences in the
range of literary courses offered: in their content, their duration and the number
of credits assigned to them.

There are ten faculties that provide university education for future English lan-
guage teachers across Slovakia at both undergraduate and graduate levels. The ar-
ticle is an analysis of the status of the compulsory and compulsory-optional litera-
ture courses within the single major and double major English language teacher
training programmes at BA and MA levels. It compares the number of literature
courses, the credits assigned to them, duration per week and their content. The
analysis revealed that within the ten faculties there is a remarkable disparity in
the range of the literature courses provided, in the number of credits students gain
for them, in the hours students are exposed to them and even in their content.
These dissimilarities result in producing teachers with officially the same qualifi-
cation yet with an incompatible literature input within their studies.

For illustration, the author points out the striking differences noticeable in the
four single major English language programmes. Within a five-year study, the FF
PU PreSov students are exposed to 9 compulsory literature courses worth 38 cred-
its with a duration of 23 hours a week, while their PdAF UKF Nitra mates take
5 compulsory literature courses worth 30 credits with a duration of 19 hours per
week. Similar discrepancies are to be found within the ten available double major
English language teacher training programmes. Over five years, PAF TU Trnava
provides its students with 7 compulsory literature courses worth 26 credits with
duration of 19 hours a week, whereas in the same period, FF UMB Banska Bystrica
provides 3 compulsory literature courses worth 16 credits with a duration of
8 hours a week.

10
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When it comes to the content of the compulsory literature courses, the pro-
grammes offer a more or less similar range. At undergraduate level, the courses
include an introduction to the study of literature and historical surveys of both
British and American literatures up to the 20th century. The graduate programmes
tend to provide follow-ups to the undergraduate surveys, concentrating on 20th
century and contemporary literatures. The list of the compulsory literature
courses lacks a course on children’s and adolescent literature. Although children’s
literature features to some extent in the single major programmes, it is, except for
two faculties, completely ignored in the double major programmes. As a result, the
majority of the double major English language teachers across Slovakia are not ac-
quainted with the literature suitable for their target pupils and students. The com-
pulsory literature courses also seem to lack a cross-disciplinary approach, critical
thinking and creativity. This vacuum is, however, filled by the wide range of com-
pulsory-optional courses which provide a more exotic option of literatures (Cana-
dian, Australian) and dare to venture into other disciplines (film, media, pop cul-
ture).

All in all, the book is an attempt to fill in the gap in the methodological treat-
ment of literature teaching, challenged by new technologies as well as new theo-
ries, in foreign language departments in Slovakia on one side, and, on the other
side, an attempt to focus on some practical issues of teaching Slovak literature that
also result from the demands of a changed social paradigm.

Anton Pokrivéak

11
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Return to the Text

Anton Pokrivcéak

The role of literature “at the present time” is not easy to discuss, for many
would say that the present time is not a literary one. Indeed, the early 21st century
is the era of media and technologies rather than words and ideas, of visual images
rather than meaningful letters. Traditional reading of literary works has to com-
pete with far more interesting films, videos, internet applications, and many other
“distractors” which are fast, colourful and simple, not requiring any unusual think-
ing effort from the “customers.” In a highly pragmatic and utilitarian age it is diffi-
cult to persuade people about the sense of reading, not having to resort to general
cliché arguments. Literature is something that does not bring any immediate ma-
terial success or acknowledgment, so why bother at all. In the educational area,
however, one may say that literature has not lost its importance, at least according
to the claims of many teachers and professors who maintain that the general de-
bilitating effect of the surrounding mass media machinery makes it of utmost im-
portance that students are given a chance of a real encounter with literary works,
getting engaged in meaningful discussions and analyses.

The twentieth century saw many approaches to teaching literature, each of
them reflecting particular social and cultural circumstances in which the meaning-
ful discussions, however, were as if forgotten, at the expense of farfetched theoris-
ing, often about the issues which had very little in common with literature, using
strange methodologies and arriving at strange and even funny results. Fortunately,
the century also saw approaches that remained within the literary field and used
literary methodology and language in teaching literature. Thus, one can character-
ise that time as one of “the major clash in the practice of literary criticism (...) that
between so-called formalist and so-called nonformalist (especially ‘political’)
modes of reading” (Lentricchia & DuBois, 2003, loc. 14). Of course, what happened
in literary criticism spilled over to higher education institutions where literature
was taught - in teacher training foreign language departments, as part of the
teaching of national languages as well as within non-teacher training oriented phil-
ological study programmes. In what follows [ will focus especially on discussing
literature education especially in foreign language departments in Slovakia.

Whereas in philological study programmes the more theoretical approaches to
literature are prevalent, the teacher training colleges have concentrated on either

12
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setting national literatures into a historical development of national values of
a given country or using it in the teaching of language. There has been an increas-
ing concentration on pragmatic methods of communicative approach to foreign
language teaching which either does not see any sense in teaching literature to fu-
ture language teachers, or sees it as one of the mediums through which a language
can be taught, drawing inspiration from an almost canonical book Literature in the
Language Classroom by Collie and Slater (1987) who claim that literary texts
should be used in the language classroom because they offer: valuable authentic
material, cultural enrichment, language enrichment, and personal involvement.

One must consider the approach which does not see the importance of litera-
ture in training foreign language teachers as shameful, though, unfortunately, very
strong since it is reflected in the fact that there is almost no place for literature in
foreign language curricula at elementary or secondary schools in Slovakia. The
reason why it should be there is not only because of what Collie and Slater claimed
above, but also because of what they did not mention, i.e. the formation of aesthetic
sense, and the development of critical and creative thinking. The growing im-
portance of critical thinking is confirmed by many developments throughout the
world, not only because it is evident in many fields that traditional skills cannot
satisfy the demands put on us by the increasing sophistication of our life any
longer, but also because of an increasing inclination of most of the population to
succumb to superficial ideologies, fake news and manipulation on a large scale.

What is critical thinking? The fact that there have been many attempts to define
this concept from different perspectives (psychological, philosophical, etc.) shows
that it is not simple. The complication is highlighted by its interdisciplinary na-
ture - it spans across all social and natural sciences, with particular manifestations
and specificities in each of them. When viewed from the perspective of cognitive
psychology, for example, critical thinking is “the ability to analyse facts, generate
and organise ideas, defend opinions, make comparisons, draw inferences, evaluate
arguments and solve problems” (Chance, 1986, p. 6). For philosophy, critical think-
ing is “the intellectually disciplined process of actively and skilfully conceptualis-
ing, applying, analysing, synthesising, and/or evaluating information gathered
from, or generated by, observation, experience, reflection, reasoning, or communi-
cation, as a guide to belief and action” (Scriven and Paul, 1992). There are also at-
tempts at its definition from other disciplines, stressing in one way or another, the
ability of a person to arrive at an independent judgement based upon the pro-
cesses of analysis and synthesis.

Although teaching critical thinking skills can be successfully applied in a broad
range of areas, literature is the subject which, when not approached from a dog-
matic perspective, opens space for an almost unlimited application of creative and
critical thinking strategies. They are basic constituents of literature’s most natural
activity - the process of interpretation of its works on various levels of intellectual
encounter. To illustrate this, we could quote many definitions of interpretation,

13
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past and present, all of them saying, more or less, that “to interpret a work of liter-
ature is to specify the meaning of its language by analysis, paraphrase, and com-
mentary” (Abrams, p. 127). Moreover, many scholars see literature as a subject
that provides the readers with “more opportunities than any other area of the cur-
riculum to consider ideas, values, and ethical questions” (Somers and Worthing-
ton, 1979). The acts of interpretation of literary works also demonstrate, more
than anything else, the crucial role of the ethical aspect in critical thinking. It goes
without saying that this has always been emphasised, since the time of Socrates,
as one of the most important dimensions of education. Its importance, however, is
strengthened by our life in the information age with its alienating, and often dehu-
manising, technological tendencies.

If critical thought is then considered an inherent part of the process of inter-
pretation of literary texts, it remains imperative for teachers not to neglect it in
their classes. My own awareness of the urgency of the task comes, primarily, from
the courses [ have taught so far (Introduction to the Study of Literature, English
Literature, American Literature, Anglophone Literatures, etc.).

Students brought up on a non-problematic, traditional, approach to literature
and literary signification, whose demotivating impact is considerably strength-
ened by a peripheral role of literature in foreign language classrooms at secondary
schools, are shocked when they are confronted with the necessity of an academic
study. The arguments they use to defend themselves against the demands of an
academic discourse about literature can be roughly divided into two groups: 1.
most literary texts, they say, are difficult to understand, 2. their understanding is
not vitally important for future careers of language teachers who should rather
concentrate on acquiring particular language skills, since this is what is considered
to be a condition sine qua non of a language teacher.

Such attitude to literature reveals the negative role of the “ruling” language
teaching methodology (in Slovakia) which has become a highly pragmatic process
whose aim is to “produce” a student with good command of language, equipped
with basic facts about the culture of the target language speakers as well as se-
lected “instructions for use” to be applied in practical teaching situations. Given
such a philosophy of language teaching, it is not surprising that the students do not
see the importance of the inclusion of literature, as well as other theoretical sub-
jects, in their curriculum. In focusing so specifically on critical thinking, and not, as
it might be expected, on the traditionally discussed aesthetic dimension of litera-
ture, I would thus like to stress the significance of teaching “intellectual skills” as
the most important educational objective in teaching foreign languages. Naturally,
emphasising the primacy of cognitive aspect of teaching, does not imply the denial
of the importance of mastering practical language - for it goes without saying that
the acquisition of basic skills of listening, speaking, reading, and writing should be

14
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prior to any other activity in the field. It should only be stated unequivocally, how-
ever, that the level of mastery in these skills should not be the sole parameter
showing the readiness of a student for his/her future job as a language teacher. Of
much more importance is a quality, critically-thinking mind; and this will not be
achieved if we do not make critical thinking a focus of our teaching.

How do we teach critical thinking? According to Paul de Man, “the only teaching
worthy of the name is scholarly, not personal” (de Man, p. 4). The above statement
reflects the shift that has occurred in literary studies in the twentieth and twenty
first centuries, from impressionistic and biographical nineteenth century towards
the attempt to use scientific criteria, resulting in the concentration on the exami-
nation of literary language, the exploration of its tropological and rhetorical char-
acter, often defying the fullness of meaning. Naturally, the concept of “scientific”
means something else in natural sciences, and something else in human sciences
in which the process of understanding is based on the awareness of the fictionality
of literary language, its non-referentiality enabling the reader to get involved in an
interpretation exploring the horizons of possibilities rather than a point of refer-
ence (Langer). My effort to explain the need for a different approach to literature
education in foreign language departments in Slovakia, to start seeing it not just as
ararely used tool for practicing language structures, but as a vehicle for the im-
provement of students’ intellectual capacity, cannot be done without postulating
the need for a return to language, for it is the only medium of literary expression,
and without briefly presenting the context between the above mentioned two
“warring” conceptions struggling for dominance at higher education institutions.

The ability to understand the language, its mechanisms, its denotative and con-
notative power became especially important at the turn of the nineteenth and
twentieth centuries, when literature was not even a stable part of university edu-
cation. It was then considered to be part of general philology and history, and was
studied accordingly. “[I]n economics, chemistry, sociology, theology, and architec-
ture,” claims J. C. Ransom, “it is taken for granted that criticism of the performance
is the prerogative of the men who have had formal training in its theory and tech-
nique... only the literary scholars wish to convert themselves into pure historians”
(Ransom). What Ransom said about literary scholars at the beginning of the cen-
tury, also holds true in the following decades which saw theoretical approaches in
which literary scholars as if wanted to substitute its object of study, literature, for
something else - not only philosophy, psychology, sociology, political sciences, as
closest disciplines from social and human sciences, but in extreme cases even the
disciplines from natural sciences.

Thus, in addition to the mentioned historicising, one of the first strong tenden-
cies tolook at literary texts from the outside was the attempt to associate literature
with psychology, to explain the motivation of characters through psychic phenom-
ena. Sigmund Freud, for example, compared artists to daydreamers projecting

15



Return to the Text 3 Navratk textu

their unfulfilled wishes, often erotic, into works of art. On the other hand, his dis-
ciple, C. G. Jung (1930), stood at the beginning of the archetypal approach through
which literary scholars searched in literary works for certain expressions (motifs,
symbols) representing a universal human unconscious. Marxist literary scholars
used literature ideologically, to represent class struggle, seeing it as a tool for the
advancement of the Communist Party (in the countries of the former Communist
Bloc), or a naive overestimation of the forces of production supposedly determin-
ing the so-called superstructure.

In the late twentieth and the beginning of the twenty-first century other
strange interdisciplinary approaches to literary study emerge. Cultural studies are,
in essence, a continuation of the Marxist approach, paying utmost attention to the
so-called material conditions in which literary works are written, and, naturally,
determined by them. Its aim is to look back at and reinterpret various kinds of his-
torical inequalities - social, gender, ideological, etc. The tendency is particularly
strong in comparative literature, since it has always been more bound to the ex-
tra-literary phenomena (especially to the concept of the national) than the
so-called general literature (Virk, 2003). Literature seen through the eyes of mul-
ticulturalism, postcolonial and de-colonial approaches also serves as a tool to ad-
dress the issues of ideological nature (of the kind their names clearly indicate). At
the beginning of the 21st century, there are still other views of what it means to
study literature, most of them abandoning it in favour of a rather wider concept of
cultural criticism in which literature does not play a principal role, but is just one
of the objects of study. Into his Introducing Criticism at the 21st Century (2002),
Julian Wolfreys, for example, includes the authors addressing diaspora criticism,
gender and transgender criticism, chaos theory, ecocriticism, etc.

This short reflection on the changes affecting the position of literary study
within humanities cannot be finished without paying attention to the most char-
acteristic and widespread phenomenon of recent years - digital humanities. Its im-
portance cannot be overlooked even in such “non-technological” field as literary
studies. The most obvious sign of the digitalisation of literature is the fact that
nowadays many books are read on electronic reading devices and can be down-
loaded in electronic formats from online bookstores. Our everyday world is not
what it used to be just several decades ago, it has become increasingly more elec-
tronic. As Ostrowicki claims, “the electronic sphere in today’s world directs inten-
tionality into electronic matter, creating conditions for satisfying human needs and
requirements. Thus, the physical world seems to lose some of its values, while the
electronic sphere enriches and develops. We might say that it grows in parallel to
the physical world: therefore, what is important is not the fact that it creates capa-
bilities and new possibilities unattainable in the physical world, but rather that the
electronic sphere becomes real” (2010, p. 2). Traditional libraries, once considered
“the islands of accumulated knowledge,” have been changed into databases (Mays,
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p. 117), the work into text, the author into inhuman codes. And, perhaps most typ-
ically, the traditional process of analysing the meaning of a work through interpre-
tation into the process of decoding the meaning of a text.

Despite their heterogeneity, the mentioned approaches have one thing in com-
mon - the fact that they need other sciences and methodologies to discuss literary
works. This is what makes literary studies unique, since the willingness of giving
up its own methodology of research in fact undermines its own right to exist, at
least to exist as an independent, self-conscious scholarly discipline. And [ am say-
ing this with perfect awareness of a constant flux of the present world, its high in-
terdisciplinarity, interconnectedness and intermediality, for even though the
changes of the media through which literature was traditionally offered to the
readers are enormous, and challenging, they have not so far essentially challenged
the fact thatliterature is primarily a verbal art. And it does not matter whether that
word is located on an electronic device, or printed in a book. The verbal nature of
literature is the source of its artistic effect, which has to be analysed, researched,
through methods applicable first of all in the way how words create meaning, and
only secondarily to how this meaning relates to the realm outside verbal confines.

Such study of literature is essential for the so-called intrinsic approaches that
build on language as the main constitutive element of meaning in literary works.
Although they are very often wrongly referred to as “formal” or “formalistic” ap-
proaches, they are the ones which, I would argue, are best able to disclose the com-
plexity of literary works by showing the interconnectedness of structural elements
of their motivation and themes, and thus present a real challenge for the training
of students’ critical thinking skills. In the next part I will concentrate on the critics
and theorists who in their works drew attention exactly to the mentioned issues
in literary study - the American scholar of Czech origin René Wellek and a group
of Anglo-American critics who are referred to as The New Critics - and thus de-
serve to be returned to in this contemporary age of critical confusion, simplifica-
tion and growing ignorance.

Although the initiators of the formal approach were the Russian formalists who
emphasised the scientific study of literature through the concept of literariness,
[ will concentrate on their Anglo-American followers, a group of literary scholars
and teachers referred to as New Critics as well as on René Wellek, the scholar who
represents a theoretical link between them and the European formalism and struc-
turalism. René Wellek was a type of scholar whose preoccupation with literary
text, through the employment of research methodology unique for literary studies,
neither drew superficially, uncritically, and naively, on the terminology and proce-
dures of other human, social or natural sciences, nor in turn led to formalistic and
mechanical interpretations separating literature from larger social contexts.

While New Critics could be characterised as a group that grew out of purely
American soil, spending most of their academic careers at American universities,
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from south to north, René Wellek was a truly cosmopolitan, global spirit. Born in
Vienna, he spent his first literary years in Prague at the time when the nineteenth
century historicism and moralising were giving way to new trends of formal inves-
tigation of literary works. He himself participated in the meetings of the Prague
Linguistic Circle, and despite his claim that the meetings were “completely outside
of [his] interests” (Demetz, 1991, p. 243) (we must realise that he was not a lin-
guist), he admitted that he “learned a conception of the totality of the work of art”
(ibid., p. 244) from them. Moreover, he also claimed that Prague Linguistic Circle
“taught [him] a far greater consciousness of methodological issues and questions,
the semiphilosophical questions - What is a work of art? How does it exist? Why?
and finally, of course, Why do we care? Why do we study these objects which are
works of art?” (ibid., 244).

The above questions are perhaps the most crucial ones, emerging in some form
not only during every analysis of a literary work, but even during most non-critical
readings. They were most comprehensibly answered in his seminal work, The The-
ory of Literature, published in collaboration with his colleague from lowa Univer-
sity, Austin Warren. Thus, in the chapter “Literature and Literary Study” he dis-
cusses that what comes to mind of every student of literature, i.e. if reading is a pri-
vate act, based on personal enjoyment, can we speak scientifically about it? Can we
transfer the subjective into the language of objectivity? Apparently, he says we can,
but that language and methods must be different, not the ones used in natural sci-
ences: “literary scholarship has its own valid methods which are not always those
of the natural sciences but are nevertheless intellectual methods. Only a very nar-
row conception of truth can exclude the achievements of the humanities from the
realm of knowledge” (Wellek & Warren, 1963, p. 16). Wellek’s understanding of
literature was thus in agreement with those who started to take literary studies
more seriously, not just an appendage of historical or philological discourse, which
was a prevailing attitude in those times. It could contribute to the knowing of the
world, though differently than in other disciplines. And that different knowledge
was not expendable. It was achieved through a highly personal activity, the act of
reading, but “[t]o say that literary study serves only the art of reading is to miscon-
ceive the ideal of organized knowledge, however indispensable this art may be to
the student of literature” (ibid., p. 19).

For Wellek, literature was always something more than just a simple entertain-
ment, and its study something more than just simple impressionism. Drawing on
the Formalists’ insights, he believed that it is possible to study and analyse literary
works not only through ethical or philosophical considerations, but to employ
a scholarly methodology. Such approach would be called “intrinsic,” as opposed to
the “extrinsic” approach when literary works would be seen through other disci-
plines.

Wellek also defined three basic categories, or rather aspects, through which
one can deal with literature, literary theory, literary history, and criticism, and
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pointed out to language as that which distinguishes imaginative literature from
scientific or everyday writings. While “the ideal scientific language is purely ‘deno-
tative’: it aims at a one-to-one correspondence between sign and referent,” and the
sign is claimed to be arbitrary and transparent, “literary language is highly ‘conno-
tative,”” thatis, it “abounds in ambiguities; it is, like every other historical language,
full of homonyms, arbitrary or irrational categories such as grammatical gender; it
is permeated with historical accidents, memories, and associations” (ibid., p. 23).
As for the distinction between the literary and everyday language, Wellek claims
that even though both can use similar resources, expressive function, irrationali-
ties, etc., in the literary language they are “exploited much more deliberately and
systematically” (ibid., p. 24). A work of art “imposes an order, an organization,
a unity on its materials” (ibid., p. 24), and art in general, “imposes some kind of
framework which takes the statement of the work out of the world of reality” (ibid.,
pp. 24-25).

The nature and use of language thus seem to be the main point of contention
between the formalist-structuralist theories of literature and the poststructuralist
ones for which language can never be a transparent vehicle for the expression of
a seemingly “detached” thought, but is always already “compromised” by the indi-
visibility between the form (signifier) and the meaning (signified). The linguistic
sign of poststructuralists is never conventional, but always motivated by material
accidents of its production, which leads them to the abandoning of the idea of the
universality of meaning, and, instead, positing the universality of relativity. Thus
in many poststructuralist theories literature lost its independence among human
sciences and was used as an instrument for all kinds of ideological struggles aimed
at subverting the validity of what Derrida referred to as “western metaphysical
oppositions” (Derrida, 1981). The most striking expression was the so-called “the-
ory” which attempted to transfer the relativity of the literary language to all scien-
tific discourse, thus placing, on the one hand, literature to the centre of (not only)
human sciences, though, at the same time, abusing it as a “destroyer” of stability
and relevance of scholarly investigation, and finally relegating it to a realm of un-
professional meddling into the issues literary scholars “did not have a clue of.”

The Theory of Literature was first published in 1948, several years before the
mentioned poststructuralist tendencies started to emerge. Almost immediately
upon its publication the book became the most respected pronouncement on the
nature of literature, literary language, methodology of literary studies, the relation
of literature to other disciplines, etc. [t was used in literary courses across the USA
as an essential work of literary theory. In the late 1960s, however, the poststruc-
turalists began to seek other sources of inspiration in European thought which fi-
nally made the book look obsolete and conservative, uninteresting for a new gen-
eration of critics grown up on fashionable deconstructive and leftist thinking. Alt-
hough Wellek responded by several articles, with the names themselves showing
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the author’s opinion about new trends, e.g. The Attack on Literature and Other Es-
says (1982), he never managed to return to the centre of literary critical attention
again.

A very similar fate befell the critics later labelled as The New Critics. What con-
nects them with René Wellek was the time of their professional engagement in lit-
erary studies and a very similar view of what that “studies” should be. Although
Wellek is often considered to have been a member of The New Critics, even a fa-
ther of the New Criticism, he refuted this by saying that it was only a coincidence
that he came to the USA when a new approach to literature was emerging, and he
happened to have shared many ideas about literature as expressed by the scholars
championing those new trends, though not all of them: “I don’t believe that I really
agreed with the tenets of the New Criticism as it was expounded, for instance, by
Cleanth Brooks. Of course, I always sympathized with it in the context of teaching.
This is the idea that you should read texts rather than merely have information
about the history of literature, as it was before the 1940s” (Demetz, op. cit,, p. 244).
As we can see, it was the work with the text, not the extra-textual, historical, or (in
Wellek’s language) extrinsic considerations, which is important for the teaching of
literature.

Most of the New Critics were, in fact, the teachers of literature at universities
and their rise to prominence is related to the changing place of the academic study
of literature. In the past it was not taught at universities as an independent disci-
pline but was part of general philology or history. As Graff has pointed out, “the
use of literature as a vehicle of education goes back to ancient times, and in Amer-
ica since the Colonial era literary texts had been studied in college classes in Greek
and Latin, English grammar, and rhetoric and elocution. These early practices as-
sumed a theory of the social function of literature that affected the shape of litera-
ture departments when they finally emerged” (Graff, 2007, p. 1). The methods of
study fully corresponded to the role assigned to literature in academic education.
Describing his experience at the beginning of his career, Cleanth Brooks, for exam-
ple, says that the textbooks which existed at that time “printed the text, gave some
brief account of the poet’s life, supplied notes for allusions or difficult words, and
usually topped it all off with a dollop of impressionistic criticism” (1995, p. 3). This
was one of the reasons why he and his colleague Robert Penn Warren wrote a text-
book Understanding Poetry in which they tried to show that literature could be
taught differently, not using the text to point to some historical events, ask stu-
dents to paraphrase the content (which is a very common practice even today), or
search for the “main idea,” usually of some didactic worth (see Pokrivc¢ak, 2017).
The book quickly became a model of the new approach to literary study, coming
out in multiple editions with different texts used for the analysis. It could be said
that it also provoked much critical response, positive and negative, ending up as
one of the first efforts in the USA in defining the concept of close reading, that is
reading closely a literary text and reflecting on its form, structure and meaning.
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Although “reading and responding to what one reads is an ancient practice, of
which there exists a library of examples ecclesiastical ecstatic, pedantic, dogmatic,
incidental, and so on” (Lentricchia & DuBois, op. cit., loc. 27), as a term close read-
ing “is associated in critical history with the New Criticism, a mode of Anglo-Amer-
ican scholarship that began between the World Wars and flourished into an insti-
tutional dominance that would not be relinquished until sometime during the war
in Vietnam” (ibid., loc. 42-43). Even though in the 1970s it went (undeservedly)
into a disrepute, it never really disappeared from literary instruction and has been
used, in one form or another, also during the post New Critical era. I would argue
that it is the main principle in deconstruction as well, though its application
slightly differed; while New Critics used it to point to a complex structural build-up
of every good literary work, for deconstructionists it was a procedure through
which they aimed at disclosing what they understood as “general relativity” not
only of the text, but of human condition as well. Paul de Man, for example, remem-
bers very positively his student classes with his professor Reuben Brower:
“Brower, however, believed in and effectively conveyed what appears to be an en-
tirely innocuous and pragmatic precept, founded on Richard’s ‘practical criticism.’
Students, as they began to write on the writings of others, were not to say anything
that was not derived from the text they were considering. They were not to make
any statements that they could not support by a specific use of language that actu-
ally occurred in the text. They were asked, in other words, to begin by reading texts
closely as texts and not to move at once into the general context of human experi-
ence or history. Much more humbly or modestly, they were to start out from the
bafflement that such singular turns of tone, phrase, and figure were bound to pro-
duce in readers attentive enough to notice them and honest enough not to hide
their non-understanding behind the screen of received ideas that often passes, in
literary instruction, for humanistic knowledge” (de Man, op. cit,, p. 23).

A critic and scholar who formulated New Critical principles for the first time
was John Crowe Ransom in his Criticism Inc. in which he maintains not only that
the critics should be, first of all, scholars, as mentioned above, but he goes on to
say what they ought to do in order to increase their reputation. The valuable, schol-
arly criticism should be done in the departments of English which “exist in order
to communicate the understanding of the literary art,” not historical knowledge or
general philological considerations, since history and linguistics with regard to lit-
erature are only secondary aids. Therefore, he claims, he would exclude from val-
uable criticism personal registrations, since they are declarations of the effect of
the artwork upon the critic as reader, synopsis and paraphrase, historical studies,
linguistic studies, moral studies, and any other special studies which deal with
some abstract or prose content taken out of the work (Ransom, 1937). Despite the
general cogency of these principles, Ransom’s work did not become symptomatic
for New Critical readings, because in most of his other works, he became much
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more theoretical, departing from practical educational issues towards ontological
levels of literary language.

Instead of Ransom’s high theorising, a book entitled Understanding Poetry
stood at the beginning of practical New Critical reading. It became a popular text-
book for at least two generations of American students, coming out, as mentioned,
in several editions in which the authors’ approach was always slightly varied, and
the analysed literary works were different as well. The reason for the changes was
that the authors saw the poetic process as allowing both an innocent immersion
into the work as well as its deep appreciation. It should never lead just “to a set of
clichés that may be parroted about any poem” (Brooks & Warren, 1978, p. ix). As
if preceding Paul de Man, they thought a textbook should be both “teachable and
flexible” (ibid., p. ix). The New Critics, however, developed their critical practice
most forcefully in other, more mature works.

Perhaps the most representative, and also most attacked by the opponents, ex-
ample of what New Critics meant by “close reading” was a collection of interpre-
tive essays by Cleanth Brooks entitled The Well Wrought Urn, published in 1947.
Brooks in it reads some well-known poems by famous English writers (John
Donne, John Milton, William Wordsworth, Thomas Gray, John Keats, etc.) and tries
to abstract from everything not connected with the text, from any historical or ide-
ological circumstances, and penetrate to the heart of the poetic meaning, which he
finds to be complex, paradoxical, ambiguous, sometimes deeply irritating because
of the materiality of our being, at other times attempting to transcend it. Each
shade of meaning, however, is derived from the connotative power of the words,
from the text’s morphological, syntactic and stylistic qualities.

The extent of New Critical preoccupation with verbal features of a literary work
can be illustrated on the work of, as some say, late New Critic, William K. Wimsatt.
Into his book The Verbal Icon (Wimsatt, 1954) he included two seminal essays -
“The Intentional Fallacy” and “The Affective Fallacy.” Without any need for their
deep analysis, even the names of the essays indicate that the approaches which see
the meaning of a literary work in the authorial intention, or, in other words, in try-
ing to find out what it is that the author wanted to say, to express, or in a reader’s
personal impression, in his feelings, are flawed, since they are fallacies. If we con-
centrate on the author or the reader, we forget what is most crucial in literary pro-
cess - the text itself.

From the 1970s onwards New Criticism lost its dominance in American literary
scholarship. With the strengthening of post-structural leftist trends (not only) in
literary studies, New Critics were labelled as conservative, reactionary, sexist and
racist that ultimately meant almost total ignorance of their works in American uni-
versities. Students knew that they had existed, but they have not read their essays,
just blatantly pushed them outside their interests. It was a pitiful development,
since their critical insights belong to the highlights of the twentieth century’s
thought on and interpretive engagement with literary texts as well as, through
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their textbooks, “on North-American secondary-school pedagogy” (Hickman,
2012, p. 14). As Devereux has it, “The call for a return to [New Critical] close read-
ing is thus a call for English studies to define itself again with reference to what it
is that English studies studies” (Devereux, 2012, p. 224).

This is perhaps the most important question to answer, if the study of literary
is to survive as an academic discipline interesting not only for the academics, but
for students as well. My answer, as | have tried to show, is to come back from a dis-
tant journey across unknown territories — and stay with the text.
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Je vSetko nové dobré?
Je vSetko staré zlé?

Gabriela Magalova

Otazka obsiahnuta v nazve tejto Stadie sa urcite netyka len vyucovania litera-
tlry. Stala sa akymsi obrannym stitom starSej generacie, ktora ma zvycajne prob-
lémy so spracovanim ¢i absorbovanim vSakovakych novét. K odbornikom patria-
cim k starSej generacii je dneSna doba eSte neprajnejsia ako ta predchadzajuca:
kompjuterizacia zivota, prechod na nové formy fungovania spésobené rychlym vy-
vojom vedy a techniky ¢asto odsuvaju tych, ¢o sa rychlo neprispésobia novym
trendom, do pred¢asného mentalneho déchodku. Tento ,trend” zasiahol aj ucite-
lI'ov. To, o platilo celé roky ¢i desatrocia, sa v poslednom case niekol’kokrat zme-
nilo, novelizovalo, premenovalo, inovovalo, a tak sa neraz stava, Ze ucitel - patde-
siatnik, ktory ma za sebou takmer tri desatrocia praxe a mnozstvo vzdelavacich
vysledkov, sa v rozhovore s Cerstvym absolventom pedagogickej fakulty citi ,za-
budnuty v ¢ase.” Straca motivaciu. Su tu, samozrejme, vzdelavania ucitel' ov meto-
dickymi centrami, no je skor zriedkavostou, Ze lektor pridelenych ucitel'ov - prak-
tikov nie¢im nadchne.

Ovela castejsi je fakt, Ze vykona svoju povinnost Cisto teoreticky (oboznamiich
s aktualnym delenim inovativnych metdd, prida d’alsSie nové definicie a mena), no
konkrétnych otazok suvisiacich s praktickymi problémami v skole sa boji. Michal
Blasko sa vo svojom kratkom c¢lanku v ¢asopise Didaktika zmienuje o tom, ako
v sucasnosti ,,vyznieva smutnosmiesSne ciel’ kritéria kvality v oblasti profesionali-
zacie ucitela, t. j. motivovat uditel'a pre komplexné rozvijanie svojich profesijnych
sposobilosti, pre zvySovanie svojho kvalifika¢ného, etického a osobnostného po-
tencialu“ (Blasko, 2013, s. 1). Katarina Hincova v suvislosti s celoZivotnym vzdela-
vanim ucitelov publikovala prispevok o rozdielnej ,rozhl'adenosti“ metodikov
v problematike svojho predmetu, o ,odliSnej schopnosti reagovat na palc¢ivé prob-
lémy meniaceho sa obsahu predmetu... o schopnosti reagovat na najnovsie trendy
vo vyucovani predmetu” (Hincova, 2003/2004, s. 295).

Hl'adanie novych a novych technik nie je len vecou profesionalneho rastu uci-
tel'ov; je to v prvom rade vecou motivacie samotnych ucitel'ov. Su ale nasi ucitelia
na zakladnych Skoldch motivovani hl'adat nové cesty? Otazka motivacie ucitel'ov
slovenského jazyka a literatiry bola predmetom vyskumu celoslovenského dotaz-
nika, jeho vysledky boli publikované v odbornom casopise Slovensky jazyk a lite-
ratira v skole vroku 2010/2011. Nebudeme sa zaoberat konkrétnymi cislami
a percentami, autorka svoje zavery formulovala jasne a navrhuje projekt urceny
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na skvalitfiovanie motivacie ucitel'ov slovenského jazyka a literatury, ktory by ob-
sahoval ,[...] pravidelné motivacné Skolenia pre ucitel'ov slovenského jazyka a li-
teratiry, medzi ktoré je potrebné zaradit zvladanie tazkych situécii, profesionalitu
prejavu, zvladanie stresu, time manazment ako aj rozli¢né druhy podpornych tech-
nik a pravidelné formy d'al$ieho vzdelavania“ (Spitalik Simkovi¢ova, 2010/2011,
s. 234).

Nepochybujeme o dobrom umysle autorky dotaznika (a uz vébec nie o relevan-
tnosti nie velmi pozitivnych vysledkov), na druhej strane si vSak treba klast
otazku, ¢i nie su niekedy ucitelia tlaceni do aktivit, s ktorymi sa nazorovo a profe-
sijne nezzili (a si im servirované ako jediné spravne), ¢i nie sa pretazeni skolskou
administrativou natol'’ko, Ze samotné ucenie tvori len sekundarnu zlozku ich pra-
covného vykonu. Reagovanie na neustale zmeny v Skolstve, ktoré sa na Slovensku
presadzuju v kratkych ¢asovych intervaloch, ucebnice, ktoré sa koncepc¢ne rozcha-
dzaju (ak vobec nejaké ucebnice k predmetom st) a aj mnoho inych faktorov spo-
sobilo, Ze ucitelia sa stavaju apaticki voci vSetkému novému. Ak totiz bolo ucitel'ovi
slovenského jazyka a literatiry v minulosti jasné, Ze vyucovanie musi mat racio-
nalne jadro v porad{ ,najprv praca, potom zabava“ (v preklade: najprv venuj cas
vysvetleniu uciva, jeho utvrdeniu, ndcviku - a az potom zarad’ hravé formy prace),
dnes sa mu zda, Ze je to obratene: moderny pristup od neho vyZaduje, aby zaradil
hravé ¢innosti nielen ako motivaciu ¢i utvrdenie uciva (v motivacnej a expozicnej
faze), ale pracoval s nimi Co najviac - najlepsie pocas celej vyucovacej hodiny.

Forma frontalneho vyucovania vSak sama osebe nemusi prinasat negativa, ak
vie ucitel svoj vyklad ozvlastnit; ak ma dar reci, dostatok pedagogickych skuse-
nosti a pedagogického taktu, da sa dosiahnut Zelatel'ny vysledok aj tradi¢nou ho-
dinou. U¢itel', ktory ma dostatok tychto kvalit, nemusi upustat od frontalneho vy-
ucovania, v tom uspesnost’ pedagogického procesu netkvie. Napadité formy vy-
ucby v kazdom pripade oZzivia vyucovaci proces, no vysvetl'ovanie a ani nacvik (i
upeviovanie istych nel'ahkych principov, bez ktorych sa ziak d'alej nepohne) ne-
nahradia. Pri predstave, Ze by sa kazda hodina zacinala tajnickou ¢i osemsmerov-
kou (taka je realita, obycajne ju devat z desiatich ucitel'ov aplikuje pri otvorenych
hodinach ¢i hodinach praxe pre Studentov pedagogickych fakult), robi aj z tejto
met6dy nudnu realitu. Je vSak evidentné, Ze sa zmenila tloha ucitela (a aj vztah
ucitel - Ziak), nova koncepcia vyucovania v duchu konstruktivizmu ,stavia na me-
nej tradi¢nych organiza¢nych formach a vyucovacich metdédach. St to zvacsa sku-
pinové a individualizované vyucby, kooperativne vyucby, praca na projektoch, dia-
logické vyucovacie metddy, inscenacné metddy atd’. Doraz je kladeny i na prak-
tické ¢innosti Ziakov“ (gkoda & Doulik, 2011, s. 143).

Nasim ciel'om v Ziadnom pripade nie je obhajoba starého spdsobu vyucby, nie
je to ale ani veleba nekonecnych inovAacii, ktoré v snahe po modernizme ¢asto
Sliapu po tom, Co je Ucinné, dobre prepracované a ucitel'skej verejnosti dobre
zname. Pod'me sa teraz pozriet na samotnu problematiku pouZivania niektorych
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met6d v modernej $kole, zaujima nas, ako su prezentované v metodickych priruc-
kach ¢i aplikované v konkrétnych vyucovacich hodinach. PrindSame i praktické
rady, ako niektoré z metdd aplikovat, pokdsime sa aj o argumentaciu, preco je
dobré niektoré z nich na hodinach slovenského jazyka a literatiry vyuZzivat ¢asto
a niektoré zasa nie.

Tradi¢né verzus inovativne

Tradi¢né metddy sa dostavaju na zoznam zastaranych, kym tie nové, inova-
tivne, predstavuju idedl moderného ucitel’a. Ich atraktivnost ¢asto zvySuje uz samo
nazvoslovie a neslovensky pévod: clustering, cubing, brainstorming, cinquain...
Aplikovanie netradicnej vyucovacej metddy do vyucovacieho procesu pritom ale
nemusi byt zarukou zmysluplnej edukacnej ¢innosti. Ak sa takato inovativna me-
toda zvoli, nemdze to byt iba preto, lebo sa riaditel’ Skoly v hospitacii na tito sku-
tocnost zvlast zameriava. A zasa: ak ucitel’ vyuZzije tradi¢nii metddu frontalneho
vyucovania a istu ¢ast hodiny diktuje informacie, ktoré si Ziaci zapisuju do zoSita,
nemusi ist' o krok spat - ak si to vyzaduje samotna téma Ci organizacia vyucovacej
jednotky.

Pouzijem priklad: ucitel si zaumieni, Ze pouZzije met6du brainstormingu, aby
nikto nemohol povedat, Ze je staromddny. Da si vysvetlit principy fungovania me-
tody (zvycajne zisti, Ze je to od nepamaéti pouzivanad diskusna metéda bez strikt-
ného riadenia u¢itel'om) a aplikuje ju v zaverec¢nej ¢asti hodiny. Ziaci totiZ &itali po-
viedku zo Skolského prostredia, atak ucitel' v zhode stouto témou brainstor-
mingovou metddou zist'uje, ako by jednotlivi Ziaci vylepsili svoju skolu, jej chod ¢i
samotny vyucovaci proces. A Ziaci formuluja svoje myslienky a chrlia napady az do
Casu, ked' zazvoni zvoncek. Ucitel Ziakov pochvali za ich aktivitu, rozkaze zotriet
tabul'u s ndpadmi a spokojny odchadza z triedy. Neuvedomil si, ako neuvazene
degradoval zZiacke napady a otvorenost’ len na ¢iru aplikaciu svojho metodického
majstrovstva, pricom to najcennejsie odignoroval a d’alej nerozvijal. Zvolena me-
toda viac pokazila ako pomohla.

Metody sme zvykli v pedagogickej praxi kategorizovat z viacerych hladisk
a zistujeme, Ze ¢im su pedagogické vedy koSatejSie, tym klasifikacii pribida a pri-
buda. V nasledujucich ¢astiach tejto Studie sa pokisim na konkrétnych pripadoch
vyuzitia istych metdd vo vyucovani literatiry dokumentovat nazor, Ze neexistuju
meto6dy ,tradicné” (= zastarané, nepouzitelné v modernom vyucovacom procese)
ametody ,inovativne“ (= moderné, nové, progresivne). Existuju iba metddy
vhodné a nevhodné, teda ic¢inné a neti¢inné - ak ich hodnotime z hl'adiska dosiah-
nutia Zelatelného vychovno-vzdeldvacieho efektu. Samozrejme, kreativni ucitelia
vZdy budud disponovat ndpadmi a hl'adat nové met6dy, ako vyucovanie spestrit.
Mo6zu to byt spokojne aj metody tradicné (obycajne z nich vsetky nové aj vycha-
dzaju), iba obohatené o kreativny novodoby prvok ¢i aplikované s vyuzitim do-
stupnych technolégii. Pravdaze, isté typy $kol su pri presadzovani réznorodej
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skaly metdd napaditejsSie (waldorfska $kola), iné sa pridfzaju skor tradicnych me-
tod, ale ani jeden a ani druhy pripad neimplikuje vopred vac¢siu kvalitu ¢i nekvalitu,
ale len inu filozofiu v pristupe k ziakovi, k jeho individudlnym potrebam a po-
dobne. Aj najednom a aj na druhom type Skoly sa mdzu Ziaci stretnut’ s kreativitou,
ktora je priamotimerna odbornej priprave a schopnostiam konkrétneho ucitel’a.

Metdda cinquian

S metdédou cinquian sa stretdvame hlavne na hodinach slovenského jazyka a li-
terarnej vychovy. M. Beldkova radi tito metédu k metédam precvicovania a pou-
zivania osvojovanych komunikacnych prostriedkov (Belakova, 2018, s. 14). Pod-
statou tejto metddy je naucit Ziakov opisat isty pojem pomocou klicovych slov
roznych slovnych druhov, vyjadrit v stru¢nosti pocity a najst k pojmu logické spo-
jiva. VSetky dostupné metodické prirucky opisuju cinquian ako ,basen,” ktora opi-
suje tému alebo na fu istym sposobom reflektuje. Cinquian je skuto¢ne basnicka
forma, ktora sa sklada z piatich verSov (pomenovanie pochadza z francuzstiny, je
odvodené od slova pat, oznacuje subor piatich prvkov). Je to patverSova basen,
ktora ma nasledujice pravidla tvorby versov:

1. vers - obsahuje iba jeden podmet (jedno podstatné meno); toto slovo zaro-
venl nahradza nazov basne;

2.vers - obsahuje dva privlastky (dve pridavné mend) - opis podstatného
mena z 1. riadka;

3. vers - obsahuje tri prisudky (tri nerozvité holé slovesa) - opis deja, Cinnosti
spojenej s podstatnym menom z 1. versa;

4. vers - vetna kompozicia s predmetom alebo s prislovkovym urcenim;

5. ver$ - metafora alebo asociacia k slovu z 1. versa.

Cinquian ako basnickd formu do literattiry vniesla americka poetka Adelaidy
Crapsey (1878 - 1914). Jej tvorba sa vSak striktne tychto zasad nedrzala. ISlo jej
o vytvorenie novej poetickej formy, ktora bola reakciou na tradi¢né haiku ¢i tanka
(su to formy vyskytujuce sa v japonskej poézii zalozenej na urc¢itom pocte slabik).
V publikacii R. Capka Moderni didaktika pod heslom cinquian ¢itame, Ze je varian-
tom metddy diamant. Autor tvrdi, Ze ,p6vodne Slo o odpoved’ na bajku (v ceskom
origindli: bajku), teda snahu o vytvorenie basnickej formy...“ (2015, s. 45).

Autor Moderni didaktiky si pravdepodobne nepozornostou zamenil nie vel'mi
zndmy pojem ,haiku“ s pojmom ,bajku“ (zly prepis zinternetového zdroja?).
Treba vsak povedat, Ze forma bajky ani zd’aleka nevystihuje podstatu a ani inak sa
nedotyka formy (a ani idey) formy cinquian, ide o chybu z nepozorného prepisu.
Dal$ou nepozornostou sa stalo, Ze priklad, ktory autor R. Capek uvadza, zasa od-
poruje opisu formy cinquian, ktory explicitne vyjadril takto: ,Stvrty vers obsahuje
ucelend vetu zo Styroch slov (slogan), ktory je nosnou pre celi basen a vyjadruje
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postoj alebo nazor autora“ (45). Ale priklad, ktory uvadza, ni¢ také neobsahuje.
Posud'te:

Velryba

Velk4, morska

Skace, plave, potapi se
Klidnd, jemn3, krasng, ticha
Modra

Pouzivanie metddy cinquian na hodinach literatdry ¢i jazyka podl'a chybnych
inStrukcii nesie v sebe pre ucitel'a slovenského jazyka a literatiry hned niekol'ko
nebezpecenstiev. Po prvé: vysvetl'uje basnickd formu istymi formalnymi pravid-
lami, ktoré nie sd pravdivé. Po druhé: pouZziva nespravnu terminolégiu, pojem slo-
gan znamend reklamné heslo, ma vyraznu obsahovu tenden¢nost’ (Findra, Plinto-
vi¢, & Gombala, 1987, s.328) - a to v ziadnom pripade vo forme cinquian nena-
jdeme. Po tretie: je otdzne, ¢i mozZno pouzit tuto basnicki formu ako idedlnu
ukazku basne. Ide totiz o prezentaciu textu v duchu japonskej kultury, ktora po-
jmom ,basen“ oznacuje umelecky text zaloZeny na inych textotvornych prvkoch,
ako ju pozname z nasej zapadnej kulttry. Cinquian je z ndsho pohl'adu typ vol'ného
versa, ide o nerymovanu basen. S takou sa ale Ziaci po prvy raz stretnt az v 7. roc-
niku ZS$ a vyssie (ISCED 2).

Z nasich avah vyplynulo niekol'’ko otazok: Je takto (nejasne, chybne) prezento-
vana metdda cinguian skutoc¢ne idealna pre vSetky ro¢niky nizsieho ¢i vysSieho se-
kundarneho vzdelavania? Je potrebné pracovat na hodine literarnej vychovy na
zakladnych Skolach s formou, ktora je nasSej kultire vzdialena? Ani snahy o mo-
dernu skolu nemdézu prekryt Komenského zadsadu postupu od znameho k nezna-
memu, ta je stale platnad. Ako teda s metédou narabat?

Karel Capek v zatvorke k pojmu cinquian uvadza pojem patlistok, pise, Ze ide
o variant metédy diamant (a ten méZe mat rézne obmeny). Pojem patlistok (ale
takisto moZe byt Stvorlistok ¢i povedzme Sestlistok - ako sa ucitel'ovi hodi) je
ovela vhodnejsi ako pojem cinquian, ktory ma vysSie umelecké ambicie a presa-
huje troveii ¢isto formalneho ustvztaznenia niekolkych slov rézneho slovného
druhu do formalneho celku. Pre porovnanie uvediem basenn Adelaidy Crapsey
v origindli. Posud'te, do akej miery sa zhoduje s tym, ¢o pod tymto pojmom chapu
metodici:

November Night

Listen...

With faint dry sound,

Like steps of passing ghosts,

The leaves, frost-crisp’d, break from the trees
And fall. (Poetry Foundation)

29



Return to the Text 3 Navratk textu

Porovnajme teraz cinquian ako didakticki met6du, ktorej cielom je ,vytvore-
nie basne.“ Na internetovych strankach ich mozno najst na desiatky, hrdia sa nimi
pedagogicki i metodicki pracovnici. Vyberam z publikacie ]J. Borovskej Rozvoj Cita-
tel'skej gramotnosti inovativnymi metédami, vydalo ju Metodicko-pedagogické
centrum v Bratislave v roku 2015 (je vol'ne dostupna na webovej stranke). V nej
sa opisuje, ako Ziaci tretiaci pracovali s metédou patlistka (cinquian). Predtym do-
stali takéto inStrukcie:

1. ver$ - jedno slovo s pomenovanim témy - podstatné meno BASEN;
2.vers - dve slova vyjadrujuce vlastnosti - dve pridavné men3;

3. vers - tri slova vyjadrujuice ¢innost - tri slovesa;

4.vers - emocionalny vztah k téme vyjadreny Styrmi slovami;

5.vers$ - jedno slovo vyjadrujice iné pomenovanie témy - synonymum.

V publikacii su ako vystupny prvok publikované dve prace tretiakov (uvadzam
ich aj s gramatickymi chybami tak, ako boli uvedené na webovej stranke (Borov-
ska, 2015, s.19):

Basen

kratka krasna

tancuje listuje spieva
Baseri je krasna kratka.
Muzika

Basen
drevena fialova
spieva tancovat kricat

Basen ma udi ¢itat.
Spieva.

Okrem toho, Ze jednym z ciel'ov hodiny bolo utvrdit vedomosti o ryme (s pou-
zitim metddy cinquian!?) a homonymach (pracu s nimi sme nasli v inych castiach
hodiny), pozorujeme, Ze cinquian bol zaradeny skuto¢ne iba formalne a cielene na
vyuzitie ,inovativnej* metédy. Ci Ziaci tilohu zvladli, postdi z ukaZok kazdy z nas.
Ucitel'ky slovenského jazyka aliteratury (zvlast na 1. stupni, ale casto ina
2. stupni) su neraz schopné zo svojej ucitel'skej blahosklonnosti povaZovat za ba-
sen vSetko, Co prinajmensom splni nimi dané formalne kritéria. Zvycajne detom
nevysvetlia ani zakladné pravidlo rymovania a neplnohodnotnost tvorby grama-
tickych rymov. Takto sme to nasli aj v citovanom metodickom dokumente v d'alSej
Casti opisovanej hodiny; v snahe o rym ucitel’ky ponukli Ziakom doplnit do viet na
konci (do versov) tieto slova: mamicka, Skoli¢ka, hlavicka, babicka. (Ide sice o za-
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kladnt vedomost' tretiakov, no z danych prikladov ani jeden nevypoveda o zna-
losti pedagdga, Ze za plnohodnotny rym sa poklada spojenie takych slov, z ktorych
kazdé reprezentuje iny slovny druh - zo zasady to vSak nie st deminutiva s rovna-
kym sufixom.)

Otazka znie: da sa metdda cinquian pouzit’ bez toho, aby sme dosiahli splni-
tel'ny ciel' a nedegradovali poéziu ako taka? PravdaZze, d3, iba navrhujem vynechat
pomenovanie cinquian a nahradit ho jednoduchym nazvom patlistok (¢i Sestlis-
tok, Stvorlistok) a pracovat s nim podl'a potreby. Potom sa ucitel nemusi viazat na
nejaké vopred ,predpisané” schémy - tud si urobi v zhode s ciel'mi vyucovacej jed-
notky sam.

Ponutkam priklad.

V 5. ro¢niku pracuju deti s pojmom l'udova rozpravka. Nie je to pojem novy,
stretli sa s nim uZ na 1. stupni ZS, a tak by bolo zbyto¢né, aby sme hodinu zaéinali
siahodlhym vykladom. Pouzijeme teda met6du pojmovej mapy a vyzveme Ziakov,
aby k centralnemu pojmu LUDOVA ROZPRAVKA (napisanému v strede tabule) pri-
davali pojmy, ktoré k pojmu prinaleZzia, ktoré s nim suvisia. A tak sa Ziaci so svojimi
navrhmi vystriedaju pri tabuli a vzdy slovne zdovodnia svoj navrh. K centralnemu
pojmu tak pribudnt nové: vecernicek, princeznd, Stastny koniec, drak, Dobsinsky,
Janko a Marienka, Kozliatka, princ, kralovna, striga, ¢arovny prutik, zvonec na
konci, kde bolo - tam bolo, Popoluska...

Ak mame pojmovi mapu hotovi, pokiisime sa eSte raz slovne zhrnut Ziacke
navrhy. Slov na tabuli je vel'a. Vyzvem ziakov, aby si predstavili, Ze su zostavovate-
lia prirucky o l'udovej rozpravke a maju zostrojit’' heslo, nejaku poucku (definiciu)
otom, ¢o to l'udova rozpravka je (inscenacnid metdda). Predpokladdm, Ze na
otazku: Kto z vas ma rad definicie? - sa zdvihne iba malo rik - ale tato otazka moze
uvol'nit atmosféru, ak sa sam ucitel zdoveri, Ze ani on nema vel'mi rad poucky, no
pre vzdelanie a porozumenie st potrebné. Skdsime to teda urobit nejako inak. Po-
kisime sa z niektorych délezitych slov, ktoré st na tabuli, urobit’ basern. Ziakom
pomdze, ak na tabul'u napiSem prvy vers:

V rozpravke - to kazdy zn3,
je tam a

Deti davaju navrhy slov, ktoré vyberaju z tabule, ucitel' caka na nejaké varianty,
ktoré reprezentuju pre rytmus basne vhodné ¢i nevhodné navrhy (jednou z tloh,
ktora je formulovana pre 5. roénik ZS v dokumente ISCED 2 pre oblast jazyk a ko-
munikacia, je naucit Zziaka ,reSpektovat rytmickd usporiadanost basnického
textu“).

1. mozny navrh - doplnenie slov: je tam striga a kral'ovna.

Ucitel'ka vysvetli detom, Ze rytmus basne vytvara napriklad pocet slabik vo
ver$och. Ziaci poéitaju, ¢i sa zhoduje pocet slabik v 1. a 2. versi (vyjde nezhodny
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pocet 7 + 8). Co to znamena? Utitel'ka vedie deti, aby pomenovali, kol'’koslabi¢né
slovo sa rytmicky do versa hodi, aby sme dostali zhodny pocet sedem slabik,
a ktoré slovo zo slov na tabuli by tam bolo vhodné (ziaci m6zu vymysliet aj nové
slovo).

2. mozny navrh - doplnenie slov: je tam drak a princezna.

Robime ten isty pokus, presvedcime sa, Ze 2. vers je rytmicky (v pocte slabik)
zhodny s 1. ver$om, a tak rytmus je neporuseny (7 + 7). Ziaci si do zosita zapisuju
svoj variant basne, dopliiaju svoje slova podl'a vyberu.

Pokracujeme v basni:

Na jej konci zvoni ,
rozpravka ma

Pri dopliiovani rymu ucitel pokracuje vo vysvetl'ovani jeho pravidiel (rymovat
by sa mali posledné dve samohlasky, pocitame slabiky). Postupuje tak, ako v pred-
chadzajucej ¢asti. Ziaci si svoju verziu basne zapisuji do zosita, skontroluje sa
i pravopisna stranka napisaného. Basen sa ziaci I'ahko naucia i naspamat/, su scasti
jej tvorcami. Teraz Ziaci dostant pokyn, aby sa eSte raz pozreli na tabul'u a istou
farbou vyznacili tie slova, ktoré oznacuji carovné prostriedky (alebo rozpravkové
postavy, alebo zberatel'ov, alebo nazvy rozpravok - podl'a toho, ¢o sa na tabuli na-
chadza). Tato metdda sa oznacuje pojmom LASO (Capek, 2015, s. 36 - 37),ale v na-
Sej praxi ju pouzivame beZne ako metddu kategorizacie pojmov (mnoZinové Clene-
nie). Na tabuli sa teda objavi kategorizacia:

@ rozpravkové postavy: (budd vyznacené kvéli prehl'adnosti povedzme Cerve-
nou);

@ Carovné predmety: (budd vyznacené kvoli prehl'adnosti zelenou);

@ zberatelia (budid vyznacené kvéli prehl'adnosti Zltou);

® nazvy l'udovych rozpravok (budid vyznacené kvéli prehl'adnosti fialovou);

@ textové zvlastnosti (zaciatotné, koneéné formulky, ¢isla...) - (budd vyznacené
kvoli prehl'adnosti bielou) - a podobne.

Potom da ucitel Ziakom ¢as, aby si z basne a z farebnych mnoZin slov vytvorili
svoju poucku (definiciu). Na tabul'u napiSem zaciatok:

Ludova rozpravka je - aZiaci sa v samostatnej praci snaZia vy-
tvorit definiciu (Ludova rozpravka je text (epicky text, pribeh...), kde vystupuju
neskuto¢né postavy, nachadzaji sa v nej Carodejné predmety, deli postavy na
kladné a zaporné, dobro vzdy vitazi, rozpravky zozbierali zberatelia - napriklad P.
Dobsinsky...). Zo ziackych vyrokov spolo¢ne vyselektujeme najpresnejSiu definiciu
a zapiSeme si ju do zosita.
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Metddu patlistka mozno pouzit v 2. polovici vyuc€ovacej jednotky, ked' si ucitel’
so ziakmi precita vybrant I'udovid rozpravku (ak ju Ziaci poznaji, méZze vyuzit dra-
matizované citanie alebo kratku dramatizaciu). Po dojmoch z rozpravky im zada
ulohu (ak to nestihnd, da sa to prelozit ako tloha na doma):

Vytvorte patlistok, bude obsahovat pat riadkov. Zadanie:

1. riadok: nazov l'udovej rozpravky, ktoru ste mali ako deti najradsej, moze to
byt i rozpravka prezentovanda na hodine;

2.riadok: tripridavné meng, ktoré rozpravku vystihuja (napinavj, strasidelna,
dlh4, kratka, poucna...);

3.riadok: jednou vetou napiste, o Com rozpravka je;

4.riadok: napiste tri sloves3, Co sa da s 'udovou rozpravkou robit (pocuvat,
Citat, rozpravat, dramatizovat, hrat sa, nakritit podla predlohy
film...);

5.riadok: vymyslite iny (svoj) nazov pre dant rozpravku.

Ucitel'ka si moZe schému zadania urobit vol'ne sama a miesto slovies Ziadat na-
priklad vymysliet' prislovky, prispdsobi sa tomu, ¢o treba s detmi utvrdzovat,
napr.: Napiste, ako na vas rozpravka zaposobila (strasidelne, milo, humorne...). Nie
je potreba viazat' sa na nejaku schému ¢i donekonecna kopirovat ,cinquian®: nikdy
nim Skolské cviCenie nebude.

Venovali sme pozornost argumentacii, preco sa neviazat striktne na pojem
cinquian. Je to predsa basnicka forma, a t4 znamena viac ako len formalne ,upra-
tanie” istych slovnych druhov v ¢iselnom poradi v neviazanom versi. Praca s via-
zanym verSom, ktory sme v nasej ukazke pouzili, ma vSak v nasej poézii domovské
miesto; az pochopenie zakonitosti viazaného ver$a méze v budicnosti nasmero-
vat' ziakov aj k chapaniu poézie vol'ného versa, s ktorym sa ziaci stretnt neskor,
ked’ pochopia principy sylabickej a sylabotonickej poézie. Horeuvedeny model vy-
ucovacej hodiny nepouziva pomenovanie cinquian, ale len metédu, ktora ho méze
pripominat. Najl'ahSou cestou chipania a poznania poetickych principov na za-
kladnej Skole je poznanie sylabickej ¢i sylabotonickej poézie, ktord pre nasinca
predstavuje poznané, zaZité a prirodzené.

Sylabizmus je ,verSovy systém, zaloZeny na vyskyte rovnakého poctu slabik vo
versi“a jeho Cirost a jednoduchost vyplyva z faktu, Ze vyrasta z nasich folklérnych
tradicii, ,vo folklére bol odjakziva jedinym prozodickym systémom* (Zilka, 1987,
s.174 - 175).

Sylabotonizmus pracuje takisto s ustalenym poctom slabik a v§ima si rozmies-
tnenie prizvukov vo versi. Pripomenime, Ze ,stipenci konstruktivistickych idei vo
vzdelavani povazuju za zvlast dolezité skimanie kultirneho dedic¢stva a zvykov
rodnej krajiny a sveta ako celku“ (Georgieva-Teneva, 2010/2011, s. 90).
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Je preto dolezité viest sposob vyucby v takom duchu, ktory podpori prirodzené
kultirne prostredie konkrétneho skolského systému. Ak bude ucitel vo vyucbe vy-
chadzat' ztakych prozodickych systémov, ktoré maji v nasich zemepisnych $ir-
kach bohatu tradiciu, da sa na takomto podlozi v budicnosti stavat a naucit poz-
navat i iné, moderné Ci netradi¢né formy umeleckych textov.

Stretnutie s poéziou v $kole (a zvlast na 2. stupni ZS) ma svoje uskalia, s kto-
rymi treba vo vyucbe literatury ratat. V predpubertalnom a pubertalnom veku sa
totiz vel'mi prudko straca zaujem o lyriku (a basne), a tak je ucitel postaveny pred
nel'ahkud tlohu naudit deti ,citit“ poetické slovo, hl'adat cestu, ako mu ziak ma po-
rozumiet napriek (celkom prirodzenej) preferencii prozaickych zanrov (Kopal,
Tucna, & Preloznikova, 1987, s. 23).

Ceskému didaktikovi J. Valovi potvrdili najnovsie prieskumy tie isté obavy
v praci s poetickym textom, aké signalizovali literarni teoretici ¢i didaktici spred
niekol'’kych desatroci. Preco je tak? ,Ked' Ziaci zacinaju citat v ranom veku poéziu,
povazuju jej zmysel za jasne dany: pobavenie, rozptylenie, radost. Po niekol'kych
rokoch vSak prichadza iny typ poézie a ziakom chybaji informacie a skdsenosti,
ako sa k tymto textom postavit.. [...] nie je im jasné, ¢o je ich podstatou a zmyslom
namiesto predchadzajucej zabavy. [...] Ciel'om literatdry je ukazat Studentom, Ze
pri ¢itani sa stavajui spolutvorcami basne a naudit ich mat k textu taky postoj,
ktory by im umoZnil reflexiu nad ich vlastnymi skidsenostami“ (Vala, 2011, s. 38).

Neschopnost pracovat' s poetickym textom (alebo ho vnimat) teda nemusi byt
iba ontogenetickou konstantou ziakov (Studentov). Vyskumy ]. Valu potvrdzuja
fakt, Ze samotni ucitelia nie st na prijem poetického textu nadstaveni, necitaju po-
éziu a nerozumeju jej. Jeho vyskumné zistenia ukazali, Ze ,hlavnym cinitel'om,
ktory tato situdciu spdsobuje, nie je zvicsa poézia sama osebe a nie su to ani Ziaci.
Ziaci len reaguju na situacie, do ktorych ich dostavaju ucitelia. [ ...] Pri interpretécii
postupuju niektori z nich velmi mechanicky, obavaju sa iného nazoru a maju
strach z oslabenia svojej autority” (Vala, 2013, s. 12).

Vtomto pripade, samozrejme, je tazké odporucat aplikovanie akejkolvek
z inovativnych ¢i funk¢nych tradi¢nych metéd, pretoze kazda z nich pocita s eru-
dovanostou ucitel'a a s jeho odbornou pripravenostou.

Metddy brainstormingu, metddy brainwritingu

O tom, Co je brainstorming (v preklade: burka napadov) sa toho uz popisalo
vel'a. V strucnosti zhrniem, Ze ide o metddu, pri ktorej sa vytvori atmosféra, pont-
kajuica ¢as a priestor na ,zber ndpadov” vSetkych zucastnenych k urcitej téme; na-
sledne ma tato ¢innost viest k vyrieSeniu urcitého problému (alebo aspoti k jeho
objasneniu). Ide teda o metddu, ktora zapaja do formulovania jednotlivych nazo-
rov vSetkych zicastnenych a jej cielom je ziskanie ¢o najvacsieho poc¢tu napadov -
aj tych, ktoré by sa mohli spoc¢iatku mohli zdat nerealne. Platia tu isté pravidla:
zakaz kritiky (nielen priamej kritiky nazoru, ale aj pohfdavého gesta ¢i uskl'abku
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zo strany ostatnych zacastnenych), ziadny napad sa nezavrhuje, zapisuju sa vsetky
napady, aj tie opakované. K. Capek k brainstormingovym metédam radi my$lien-
kové mapy, metédy volného pisania, clustering a mnohé d'alsie (Capek, 2015,
s. 39).

Okrajovo upozoriiuje ina jej nevyhody (limity); vtejto suvislosti cituje
Edwarda de Bona, ktory pre tiuto metdédu pouzil prirovnanie poskakujucich opic
po klaviri v nadeji, Ze tak zloZia symféniu (In Capek, 2015, s. 39). Edward de Bono
vo svojich clankoch upozornuje na fakt, Ze brainstormingova metéda vznikla
v prostredi reklamy, kde sa aj mozna blazniva myslienka mohla stat zdkladom pre
isty reklamny tah. Sdm vSak v odbornom texte nazvanom Seridzna kreativita piSe,
Ze tvorivy napad musi mat zmysel a byt istym spdsobom funkény (dostupné aj na:
http://www.debonogroup.com/serious_creativity.php). Na zaciatku nasho pri-
spevku sme si ukazali, ako sa tato metéda moze stat nefunkcénou, ba priam skodli-
vou, ak sa skutoCne nespaja s nieCim zmysluplnym, kreativnym a cielenym (s. 29).
Brainwriting je verzia brainstormingu, ktord zbiera formulované napady zucas-
tnenych v pisomnej forme (na listockoch), zachovava teda va¢siu anonymitu pisa-
tel'ov a ddva moznost vyjadrit sai introvertnym jedincom. S tymito metédami bez-
prostredne suvisi metdda clustering (zhlukovanie) - metdda, ktora sa pokusa ka-
tegorizovat a usporaduvat poznatky ziskané z brainstormingu alebo braiwritingu
do istych logickych celkov. Patri sem aj met6da vol'ného pisania.

V citovanej publikacii R. Capka sa spomina metédu vol'ného pisania (ako varia-
cia brainwritingovej metddy) na dvoch miestach: ndjdeme ju v kapitole Freinetov-
ské metody (200 - 202), ale podrobnejsi opis tejto metdédy so vSetkymi varidciami
ndjdeme aj na s.477 - 478. Jej prvy variant je v naSich kon¢indch dostato¢ne
znamy: ide o klasickud slohovu tlohu, ktora sa neviaZe na predpisanud tému ucite-
I'om, ale Ziak rozhodne o tom, ¢o bude témou jeho slohovej prace (sloh na vol'nu
tému). Druhy variant tohto pojmu zasa predstavuje metédu vol'ného pisania ako
met6du vyjadrujicu rozhodnutie ucitel'a neopravovat pravopis (napr. v slohovej
préaci), respektive opravovat, ale pocet chyb nezohladiiovat vznamke (Capek,
2015; Belakova, 2018). Treti variant mozno realizovat ako asociacni metodu, pri
ktorej Ziaci piSu vSetko, ¢o ich pri zadanej téme napadne. ,Podstatou je, aby ziak
nepoloZil pero a neprestal pisat' v urCenom case, prevaZzne su to 3 - 4 minuity* (Be-
lakova, 2018, s. 47). Niekedy sa ¢as médze predizit (Capek tito skutoénost’ rozpi-
suje ako 4. variant voI'ného pisania, ale meni sa len ¢asovy aspekt pisania, nie pri-
ncip, takze ide takisto o variant ¢. 3). Poklisime sa teraz zanalyzovat pouzitie
tychto metdd na hodinach slovenského jazyka a literatiry a poukazat na ich moz-
nosti, ale aj uskalia.

V prvom rade treba brat do uvahy fakt, Ze metodici spajaju metédu pisania
s nekorigovanim pravopisnej stranky daného textu (Capek, 2015, s. 36) alebo s ko-
rekciou, v ktorej by sa chyby nezohl'adiiovali v hodnotiacej znamke (s. 477).
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M. Belakova sa in$piruje pokynmi R. Capka a navrhuje mat na pamiti tieto prin-
cipy:

@ poloZit pero na papier, zacat pisat a na uréenti dobu ho nezdvihat z papiera;

@ pisat stvisly text, nie slov4, hesla, body a pod.;

@ pisat vetko, ¢o k téme napadne, ale pritom sa usilovat nevzd'al'ovat od témy;

@ nevracat sa k napisanému, nevylepSovat, pisat d’alej, sledovat prud myslie-
nok;

€ nezaoberat sa pravopisom (Beldkova, 2018, s. 47; Capek, 2015, s.478).

Ucitel'a slovenského jazyka a literatary stavia tato metdda pred dilemu; musi si
najst adekvatnu odpoved’ na otazku, aky ciel vyucovacia hodina s pouzitim me-
tédy volného pisania ma. Otazne je jej vyuzitie vjazykovej zlozke predmetu.
Vieme, Ze jednotlivé kompetencia sa v oblasti jazyk a komunikacia (ISCED 2) ¢lenia
na hovorenie, ¢itanie, pisanie a po€ivanie - vSetko s porozumenim. A tak napri-
klad pozadovany vykon Ziaka po ukonéeni 5. ro¢nika v oblasti PISANIE je v doku-
mente charakterizovany takto: dokaze skontrolovat svoj text s cielom vyhl'adat
a opravit chyby, pricom pri oprave aplikuje nadobudnuté znalosti z pravopisu, le-
xikologie, morfolégie, syntaxe a slohu; [...] dokaze prijat hodnotenie druhych (spo-
luziakov a ucitel'a), opravit obsahové a formalne chyby s cielom zlepsit organiza-
ciu a nadvaznost myslienok v texte (s. 16). Met6da vol'ného pisania vSak hovori -
pisat nepretrzite isty urCeny cas, pisat, aj ked’ vypovede nemaju nijaky vyznam
(napriklad: momentalne mi ni¢ nenapada; neviem, ¢o pisat; uz by som chcel, aby
to skoncilo; nebavi ma to, radSej by som spal... a pod.) - a nezaoberat' sa pritom
pravopisom.

R. Capek vyslovene v stvislosti s metédou vol'ného pisania hovori o popisanom
papieri, ktory ziak nemusi nikomu ukazovat, vol'né pisanie sa ma precitat’ iba vo
dvojiciach a bez vymeny textu. M6zeme ale Ziaka poziadat o verejné precitanie
pred celou triedou (478). Ide teda len o nekognitivnu ¢innost’ ¢asovo okliestenu
a jej vyznam je pri tvorbe slohu vel'mi vagny. Miron Zelina v publikacii z roku 1990
pri metdéde brainstormingu (pri etape produkcie napadov) radi: ,Medzi produko-
vanim, tvorenim a hodnotenim treba urobit prestavku. Ma svoju funkciu. NielenZe
sa v nej ,odosobnia“ navrhy, ale s postupom ¢asu mézu nastat vyznamné pozitivne
posuny v motivacii ucastnikov tvorby“ (1990, s. 103). S tym nazorom sa plne sto-
tozniujeme. Nemozno vidiet ciel iba v chrleni napadov, logickych, nelogickych ci
bizarnych (to ma isty efekt v reklamnej praxi), tvorbe zmysluplnych ndpadov ma
predchadzat faza premysl'ania, selekcie ¢i spajania logickych stuvislosti. Tym sa ni-
jako nepotlaca tvorivost, prave naopak: tvorivost sa tu spaja so zmysluplnou ¢in-
nostou, utvrdzujeme v zZiakoch vedomie, Ze proces tvorby napadov si vyzaduje cas
na realizaciu kognitivnych operdcii.

Pod'me vsak d’alej: je metdda vol'ného pisania pouzitelna v jazykovej zlozke
predmetu? Domnievam sa, Ze jej uplatnenie by spdsobilo viac Skody ako osohu.
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Uvolnit Ziacke asociacie a spojit tlto Cinnost s pisanim textu, ktory pochvalime
napriek tomu, Ze bude plny pravopisnych nedostatkov, je ako pochvalit Ziaka na
hodindch matematiky za spravny vysledok prikladu a nechciet od neho vysvetle-
nie, preco pocital tak ¢i onak, ako pri tom rozmysl'al (takze spokojne to moze byt
alebo nahoda, alebo naSepkané rieSenie od spoluziaka).

Zmysluplné vyucovanie materinského jazyka ale nikdy nesleduje len jeden as-
pekt vyucby (stvorit za minimalny oklieSteny cas text s ndpadmi - a ak nie st k dis-
pozicii, tak staci pisat hocico). Tak ako na hodinach slohu rozvijame i literarnu
a gramatickd zlozku, tak aj opacne: na hodinach gramatiky nepriamo rozvijame aj
literarnu ¢i slohovu zlozku - a podobne (princip komplexnosti). V tomto spajani
a preskupovani vidi ciel aj moderna pedagogika. Ak by som teda ako ucitel’ka slo-
venciny programovo ,nevidela“ chyby (alebo nechcela vidiet text), utvrdzujem Zia-
kov vo vedomi, Ze pravopisna droven nic neriesi, da sa to aj bez nej, a tak je tu
vlastne len na to, aby ucitelia mali s ¢im Ziakov zataZovat. Ak k tomu pripoc¢itame
fakt, Ze ziacke ¢itanie je na zostupe (mame k dispozicii mnohé prieskumy vztahu
deti k ¢itaniu a k umeleckym textom), Ze Ziaci s zvacSa konfrontovani s interne-
tovymi textami, kde sa pravopis neriesi vobec, pouzitou metédou vol'ného pisania
bez kritického pohl'adu na formalnu stranku napisaného (ato v Skolskom pro-
stredi a priamo na hodinach slovenského jazyka, kde je tato zlozka prvorada), viac
pokazime, ako by sme dosiahli.

Spominany princip komplexnosti vyucovania materinského jazyka poznaju aj
v Cechach. I. Gejgu$ova v nadviznosti na spolo¢nti $tidiu s autorkou J. Svobodovou
hovori o Styroch principoch vyucby materského jazyka: ide o, princip komplex-
nosti, princip komunika¢ného pristupu, princip orientécie na zZiaka a princip aktu-
alnosti lingvistickych poznatkov” (Gejgusova, 2009, s. 11). Ten posledny zo spomi-
nanych by sa v met6de vol'ného pisania implementovanej do jazykovej zlozky vy-
ucovania stal ignorovany, zanedbany. Ani Ziaka 5. ro¢nika a ani ziakov vyssich roc-
nikov by sme tym nenaucili prijat hodnotenie (od spoluziakov, od ucitel'a), nena-
ucili by sme ho ani opravit chyby - ¢i uz obsahové, alebo formalne (ISCED 2). Ako
jedind mozna by zostala pochvala za ¢innost - v tomto pripade len ako d’alsi prvok
k spokojnosti ucitel'a, ktory dostal jednoznacné direktivy: za kazdu (aj nevyda-
rent) aktivitu chvalit, chvalit, chvalit... Priznajme, Ze by to motivovalo isté typy
deti s obmedzeniami rézneho typu. Ak vSak pracujeme s detmi vykonnostne a in-
teligenc¢ne na danej irovni, zZI'ahCovanie tloh iste nie je to, o ich posunie vpred.

Pozrime sa na met6édu vol'ného pisania ajej vyuzitie v literarnej ¢i slohovej
zlozke. V literarnej zlozke sa metdéda da vyuzit v istej modifikacii. Povedzme, Ze
ucitel'ka Cita so Ziakmi basen o prirode (méze to byt basen rymovana v nizsich roc-
nikoch alebo vo vol'nom versi vo vysSich ro¢nikoch, moZe to byt takisto text pro-
zaicky, kde je opis prirody - povedzme Ondrejovova Zbojnicka mladost). Vedie
s nimi dial6g o texte, v§imaju si spolu jednotlivé textotvorné zlozky a po slovnej
analyze navrhne ¢innost, pri ktorej maju Ziaci pisat svoje asocidcie na tému pri-
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roda. Predchadzajuci dialdg a ticha hudobna vlozka im pomahaju vo vlastnych aso-
cidcidch (stanovime, ¢i to budd spojenia slov alebo len slova - alebo nechdame
vSetko na rozhodnutie konkrétnemu ziakovi). Stanovi sa ¢as (¢as vSak moze byt
uréeny aj dizkou hudobnej skladby, Ziakov o tom ucitel dopredu informuje).
V ziadnom pripade vsak od nich ucitel neziada, aby pisali bez prestavky, prave na-
opak: zdvihnutie pera, premyslanie, prizmurenie oci, predstavy, ktoré sa budu Zia-
kom vynarat - to vSetko chce cas, ktory budi mat k dispozicii. Ak by ucitel'ka vy-
uzila met6édu vol'ného pisania podl'a horeuvedenej instruktaze a nakazala Ziakom
»polozit pero na papier, zacat pisat’ a na ur¢ent dobu ho nezdvihat z papiera,” pri-
bliZuje sa skor psychoterapeutickej freudovskej metéde vol'nych asociacii (pouzi-
tel'nej napriklad pri liecbe hystérie), ale nie metode, v ktorej ma ziak ukazat svoj
posun, vedomosti, zru¢nosti ¢i kreativitu.

Niektoré ukazky ziackych prac sa uz na hodine moézu precitat’ (ucitelka ich
moze hodnotit zndmkou, ale aj nemusi, na pravopis sa v tejto faze neorientuje, ide
o Stylistické ukazovatele, tvorbu viet, ndpaditost, kreativitu a podobne). Ak chce
umocnit dojem z precitaného, vyzve ziaka, aby svoj text precital so zvukovou kuli-
sou a s vyuzitim vyrazného prednesu (pripadne sama moze posluzit ako priklad).
Ziaci su v tejto faze konfrontovani so synestetickym posobenim viacerych druhov
umeni (slovesné a hudobné). Tym sa vSak praca s textom nekonci. Ucitel'ka vyzve
Ziakov, aby sa pokusili svoj text doma opravit z pravopisnej stranky, k dispozicii
maju slovniky ¢i aktualne Pravidla slovenského pravopisu. Prepis urobia na
zvlastny papier, no na papier sa nepodpisu.

Na nasledujticej hodine slovenského jazyka ucitel'’ka vyzbiera opravené texty;
vyzve Ziaka, aby ich premiesal ako karty a ndhodne kazdému spoluziakovi vybral
jeden text. Nasleduje hra na korektorov. Ulohou Ziakov je pozorne preditat’ text
a vyznatit' chyby, ktoré sa v lom nachadzaju. Cas je pre vietkych rovnaky. Na ta-
bul'u urobi ucitel’ tabul'ku a zapisuje, kto kol'ko chyb v texte nasiel, v tejto faze ide
len o priebeznu kolektivhu sumarizaciu: kol'ko bolo textov sjednou chybou,
dvoma, troma chybami a pod. - spokojne vSak mo6Ze tuito Statistiku na tabuli zapi-
sovat' aj vybrany ziak. Potom ucitel vyzve d’alSieho ziaka, aby vypocital priemer -
podl'a priemerného poctu chyb (najdenych ziakmi) vyjde zndmka (hodnotenie),
ktoru by dostala trieda ako celok (pravdaZe, ide o recesiu, zndmka sa nikomu ne-
zapisuje, vypoveda len o kolektivnej pravopisnej Urovni triedy ako celku). Na-
sledne prichddza etapa kontroly. U¢itelka postupne vyzyva Ziakov, ktori nasli isty
pocet chyb, aby vetu s najdenou chybou (chybami) napisali na tabul'u a zd6vodnili
pravopis (nemusia sa vystriedat vSetci - podl'a vel'’kosti triedneho kolektivu a ¢a-
sového harmonogramu). Konkrétny ziacky vykon so spravnym odévodnenim pra-
vopisnych noriem moéZe ucitel'’ka hodnotit zndmkou.

Dal$ou moZnostou je praca s opravenymi textami. U¢itel'’ka si vyberie niektoré
texty opravené Ziakmi a ak je text skutocne opraveny s tym poctom chyb, ktory je
v nich vyznaceny, hodnoti vykon ,korektora“ znamkou. Ak ,korektor” na nieco za-
budne, o stupen sa znamka znizi a podobne.
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Dal$ou aktivitou zasa moZe byt ¢innost, ktora vyzdvihne zaujimavé vety z nie-
ktorych textov (Ziaci v tejto faze nevedia, ¢i text prezentuji). PiSu sa na tabul'u, ak
sa niektory ziak k textu prizna ako autor, méZeme jeho text hodnotit takisto znam-
kou. MéZeme potom zmenit kritérium a hl'adat' povedzme najvtipnejsiu vetu z tex-
tov, najdlhsiu vetu (mo6Zeme si ju gramaticky rozobrat) a podobne.

Inou aktivitou na slohovej zlozke moze byt praca stym istym materialom,
s ktorym sme pracovali na jazykovej zlozke, teraz vsak vyuzijeme met6du grama-
tickej a sémantickej selekcie. S textom, ktory dostane ziak pred seba, pracujeme
podl'a pokynov: ucitel’ moZe zadat indiciu, aby Ziaci v texte, ktory im bol ndhodne
prideleny (nie vlastny text) farebne vyznacili podstatné menda. NapiSeme si ich ta-
bul'u (mdZeme robit presnejsiu selekciu tak, ze do jedného stipca radime pod-
statné mena muzského, do druhého Zenského a do tretieho stredného rodu). Vy-
selektujeme, ktoré z podstatnych mien sa najcastejsie vyskytovali v Ziackych tex-
toch, za konkrétnym slovom mozno jeho pocet vyskytu oznacit Cislom). Ucitel
zada ulohu: vymysliet synonyma pre pojmy, ktoré sa najcastejsie opakovali (maja
najvyssie ¢isla), pokusit sa nimi nahradit text a sledovat, ako sa text zacne menit.
Moze to byt takisto praca so slovesami ¢i pridavnymi menami - podl'a toho, ¢o ko-
reSponduje s ciel'om hodiny, ¢o je zimerom pedagogickej aktivity ucitel’a.

Je nanajvys nepravdivé, Ze tvorivosti, samostatnosti v mysleni a kreativnej
praci sa da naudit' iba vyuzivanim inovativnych met6d a modernych didaktickych
postupov (vSetci sticasnici v produktivnom veku st predsa odchovanci socialistic-
kej Skoly prezentujuicej tradi¢ny sposob frontalneho vyucovania - a tejto generacii
nechybaju ani vedci svetového mena, ani umelci eurépskeho ¢i svetového vy-
znamu). AK totiZ chceme tvorivosti naucit svojich ziakov, nesta¢i nam ,kopirovat™“
nové metddy a zabudnut na tie staré: sam ucitel’ musi prejavit tvorivost. Tvori-
vost' ucitelov sa teda zd'aleka netyka iba vyuZivania inovativnych metéd, tvori-
vost - ako piSe L. Turek, sa moZe prejavit rozli¢ne: ,[...] v neStandardnych pristu-
poch k rieseniu pedagogickych problémov, vo vypracovani novych metéd, foriem
a materialnych prostriedkov vyucovania, v efektivnom vyuziti skisenosti (! - zvy-
raznila GM) v novych podmienkach, vo vybere optimalneho vyucovacieho po-
stupu, v schopnosti transformovat’ metodické odportcania a teoretické tézy do
praktickej ¢innosti, v ispeSnej improvizacii vychadzajicej nielen z poznania teé-
rie, ale aj intuicie” (2002, s. 53).

Ak sa spatne pozrieme na niektoré publikacie pedagogického charakteru spred
niekol’kych desatroci, zistime, ze zd'aleka neboli také netvorivé a nudné. Tvori-
vosti sa i v starSich pedagogickych koncepcidch nechaval dostatoCny priestor. Aj
ked’ V. Obert v publikacii Detska literatdra a Citatel'sky rozvoj dietata z roku 1998
teoreticky rozpracuva iba desat metdd tradi¢nej povahy (metdda Citania, poc¢ava-
nia, pisania, rozhovoru, predvadzania, pozorovania, preZivania, objavovania -
problémové vyucovanie, konkretizacie a hodnotenia), v rozpracovanych metodic-
kych krokoch prace s literarnym textom nachddzame mnozstvo podnetnych napa-
dov, ktoré koresponduju s metddami brainstormingu a brainwritingu (93 - 95),
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s metddou tvorivého pisania (dokonc¢i nedopovedanu otazku, vypli chybajuci text,
premenuj postavy podla ich charakteristik a pod.), s metédou navstev muzei a ga-
1érif, kde sa ziak stretava s prirodzenym (domacim) prostredim tvorcov literatury,
a s mnohymi inymi. Kniha obsahuje i samostatnu kapitolu Zabavné a hravé formy
prace s literaturou (s. 236 - 248), v ktorej su rozpisané didaktické hry a postupy
(tlieskana, vejar spisovatelov, vlak, latovka...), ktoré su ziadané v dnesSnej moder-
nej Skole, Casto su vSak prezentované pod inymi nazvami a pontikané ako névum.
Podobne je to aj v publikacii M. Zelinu Rozvoj tvorivosti deti a mladeZe z roku
1990, kde sa vSak uz pojem brainstorming objavuje (vel'a sa v nej hovori o heuris-
tickych metédach, problémovom vyucovani, fluencii, flexibilite, originalite a pod.).

Skripta Zlaty Matldkovej pochddzaju z roku 1987. Autorka ich nazvala Podpo-
rovanie a rozvijanie Ziackej tvorivosti a hned' v ivode piSe o potrebe vediet ¢o naj-
viac o zal'ubach deti, o potrebe ucit zazitkovo, pretoze ,aj detsky autor (tak ako
dospely basnik ¢i prozaik) musi najprv poznat a prezit to, o com chce pisat”“ (s. 6).
Hovori o strachu, aby sa forme vyucovania literatury (teda takej hodine, kde sa
dava zbytoc¢ne vel'ky doraz na teoriu literatiry) nepodriadil napad, vtip, invencia,
fantazia a prirodzena detska hravost’ (s. 7). V jej publikacii ndjdeme vela metdd,
ktoré vyuzivajui asociatné metddy, dramatizacné metddy, hru v role, inscenacné
met6dy, metody exkurzii a prechadzok (priameho pozorovania), slovnych hier
(prekricanky, vetna retaz, slovna retaz, tvorba epigramov...) a brainstormingu.
Sympaticky tieZ piSe o prirodzenom jave - odmlcani sa v tvorbe (v kruzku tvori-
vého pisania v Skole), tento jav vidi ako tvorivu prestavku (napriklad v ¢ase, ked’
ziaka ,naplno pohltia nevyspytatel'né variacie puberty“) a pri stretnutiach s nim
odporuca neorientovat sa na literatiru, primarnym ciel'om je ,pomoc, snaha po-
radit, podrzat ho“ (17).

Prikladov, ktoré ndm ponukajui pohl'ad na tvorivé pedagogické stratégie pouzi-
vané spred niekol'kych desatrodi, je vel'a. Ukazuje sa, Ze pouZzitie metdd (¢i uz tra-
di¢nych, alebo tych inovativnych) nie je eSte zarucenou cestou k uspechu. V ovela
vacsej miere za uspeSnymi Ziakmi treba vidiet osobnost ucitel'a, ktory ma dostatok
pedagogickych skusenosti a l'udskej empatie, trpezlivost a cit pre vyber takych
stratégii, ktoré su pre zvolené spektrum ziakov v istom kolektive najucinne;jsie,
pretoZe ,[...] k dosiahnutiu rovnakych vysledkov Ziakov méZu byt potrebné od-
liSné spdsoby riadenia ucebnej ¢innosti ziaka. Ucitelia by tak mali disponovat re-
pertodrom urcitych ué¢ebnych stratégii, pomocou ktorych dosiahnu vytyceny ciel'.
Konkrétna vol'ba tychto stratégii by sa potom mala odvijat v zavislosti na konkrét-
nom obsahu vzdelavania, zodpovedajlicom vyucovacim cielom a takisto na uceb-
nych $tyloch” (Skoda & Doulik, 2011, s. 41).

Vo vyucovani slovenského jazyka a literatiiry musi mat ucitel na zreteli fakt, ze
jeho tlohou je rozvijanie komunika¢nych kompetencif, ktoré sa skladaju z niekol-
kych vrstiev. Kym sa napriklad v slohovej zloZke ¢i literarnej zlozke d4, ba doslova
vyZaduje pouZzitie tvorivych metdd a koncepcif a frontdlne vyucovanie sa tu javi
ako malo efektivne a podnetné, pri vyucovani jazyka je tato pozicia uz z charakteru
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podavanych informacii a rozvijanych zru¢nosti ina. Tu maju tradi¢né formy vyuco-
vania (pravda, v interakcii s tymi inovativnymi) svoje opodstatnenie. Spravnu pra-
vopisnd formu sice mézeme ucit komunikaéne a zazitkovo (Palencarova a kol,,
2003), no aplikovaniu tradi¢nych pravopisnych patminutoviek ¢i diktatov, vy-
kladu teoretickych pravidiel aneustadlemu precvicovaniu sa nevyhneme, ak
chceme dosiahnut zautomatizovanie istych gramatickych javov a ich celozivotné
praktizovanie.

Vidime, Ze Giroven pravopisu dneSnych Ziakov je vel'mi slaba, Ziaci s elementar-
nymi nedostatkami vSak neraz maju z predmetu i ti najlepSiu zndmku, ktort zis-
kaju pri ,nezavaznych“ aktivitach - priCom i na vysoku $kolu prichadzaju s nedos-
tatkami, ktoré sa bezne a ispesne odstranovali pri ,tradicnom” vyucovani uz v 3.
ro¢niku zakladnej $koly. Jednou z pricin moZze byt i fakt, Ze inovativne metddy su
metodikmi Casto popisované ako metddy nehodnotené, resp. hodnotené iba klad-
nou znamkou. Aj tak sa moze stat, Ze vylucnost pouzivania istych metdéd moze
viest ku kontraproduktivnemu javu: poznatkovo st na tom Ziaci vel'mi biedne, ale
zistili, v ktorych ¢innostiach je I'ahSie prist k dobrému hodnoteniu (sta¢i mat' isty
nazor, hoci aj nelogicky a opakovany, ako ten druhy, stadf si tipnat spravnu odpo-
ved’ v nejakej slovnej hre - a Gspech je zaruceny). V tomto duchu sa vyjadrili aj res-
pondenti - §tudenti ¢eského jazyka a literatiry vo vyskume Jany Sladovej. Studenti
v poslednom roc¢niku $tidia (2. ro¢nik magisterského studia) na otazku: Aky pri-
nos maju pre literarnu vychovu aktivizatné met6dy? - vyjadrili okrem pozitiv i po-
chybnosti: ,Tykali sa nielen pripadného nepremysleného, a tym aj nadbytocného,
neefektivneho ¢i nevhodného zaradenia zmienenych metéd do vyucby. Vyjadro-
vali tiez obavu, ¢i niekedy nie si podobné postupy na dkor dostato¢ného uplatne-
nia informacnej stranky vyucby a ukotvenia tém literarnej vychovy v historickom
kontexte“ (Sladova, 2015, s. 92).

Zaver

V tejto $tudii sme sa podujali dokumentovat' (scasti teoreticky a scasti aj prak-
ticky) fakt, Ze nie v§etky metddy, ktorymi st ucitelia atakovani na metodickych se-
deniach, st vhodné pre kazdy typ vyucovacej jednotky. Vyucovanie slovenského
jazyka a literatury je navyse Specifické tym, Ze kumuluje tri zlozky: gramatickad, li-
terarnu a slohovu. V kazdej z nich sa na text ¢i komunikacny akt pozera ziného
zorného uhla, pricom optimalny pedagogicky vykon aktualizuje vo vyucbe princip
komplexnosti, a tak kazda konkrétna vyucovacia jednotka by mala aktivizovat
vSetky tri (v réznom pomere). Problematika vyucovacieho Stylu a i teoretické na-
zeranie na tdito problematiku bude vZdy v pohybe. ,Napriek intenzivnemu vy-
skumu nie je problematika uc¢ebnych Stylov dorieSend, ndzory na 1iu nie su jed-
notné, naopak, st rozporné, ba niekedy az protirecivé“ - pise I. Turek (2005, s. 83).

Uvedomujeme si, Ze aj nas text tento fakt iba potvrdzuje. Jeho cielom nebolo
ani bezbrehé velebenie novych metdd, ani veleba tradi¢ného postoja k vyucovaniu,
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ktory nevyzaduje Ziadne zmeny a reflexiu zo strany ucitel'a. Ak sme hovorili o tom,
Ze sa nemusime vzdat v istych ¢astiach hodiny (alebo v istych situaciach) tradi¢ne
vedenej hodiny, nemali sme na mysli nudnd hodinu, kde ,,dochddza k deformécii
tradi¢ného vyucovania na proces odovzdavania poznatkov ucitel'om, ich pasiv-
neho prijimania Ziakmi a naslednom procese skdsania, ako dokazu Ziaci tieto po-
znatky memorovat, niekedy aj aplikovat® (Turek, 2002, s. 10).

Pojem ,tradicna“ nema skryvat neschopnost ucitel'a tvorivo mysliet, ale jeho
schopnost pracovat s osved¢enymi metédami v zmysluplnom prepojeni s novsimi
metodami. Ani frontdlne ucenie, ktoré ma v naSich podmienkach tradiciu, nie je
neefektivne (ucitel'’ predsa musi brat’' do tvahy aj materialne a priestorové pod-
mienky Skoly, mnozstvo Ziakov v triede, ich intelektové zloZenie a mnohé iné fak-
tory). Isté je, Ze tvorivé metddy su jednoznacne osozZné, potrebné a omnoho pro-
duktivnejsie pri jednotlivych vychovach (literarna, slohova, hudobn3, vytvarna),
pretoze sa dotykaju estetickych realii.

Naopak, tie zlozky vyucovacieho procesu, v ktorych sa ma dbat na precvicova-
nie, zautomatizovanie istych tkonov (pravopis, isté matematické ukony a po-
dobne), je osozné tradi¢né ucenie. Nie tradi¢né v zmysle deformacie vyucovacieho
procesu na isté ukony, ale také, v ktorych st tradicné metddy pouzité v sicinnosti
s fungujticou pedagogickou rutinou a taktom. VyzZaduju disciplinu, do istej miery aj
stereotyp, ktory v§ak nemusi byt ubfjajuci, ba ani nudny.

Ukazali sme si, Ze aj didaktické prirucky spred tridsiatich - Styridsiatich rokov
prezentovali dostatoCny sumar metdéd, mnohé z nich sa dnes (Casto len pod inym
nazvom) predkladaju ako inovativne. Vyucovacie jednotky s tradicnym podory-
som mozu byt celkom logicky Ziadanou protivahou hodin, ktoré su vedené v este-
tickej linii posobenia, preto sa v nich ziada pracovat vol'nejsie ¢i tplne volne. Aj
jeden a aj druhy postup vo vzajomnej symbiéze vedie Ziakov k poznaniu, Ze $kola
je ako Zivot sdm: je v iom to 'ahké, pekné, hravé, ale aj zlozité, vyZadujtce precvi-
Covanie pamadte, uCenie i disciplinu.
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Reflexia literarneho vzdelavania

v d'alSom vzdelavani ucitel'ov literatiary
(kriticka analyza atesta¢nych prac ucitel'ov)

Eva Vitézova

Najdolezitejsiu ulohu v ramci vzdelavania mladych I'udi, ziakov ¢i Studentov,
zohravaju kvalitni pedagdgovia. Preto by mali byt na tiito tlohu adekvatne vzde-
lanostne pripraveni, mali by mat zanietenie pre knihy a literatiru, a - najma ak
mame na mysli ucitel'ov slovenského jazyka a literatiry ¢i ucitel'ov literatury vse-
obecne - mali by vediet motivovat a nadchnut svojich Ziakov pre ¢itanie a zaroven
by mali byt pre nich vzorom v réznych oblastiach. Pri u¢itel'skom povolani sa ¢asto
sklonuje termin kontinualne vzdelavanie, ktoré ma naozaj vyznamné postavenie
v ramci celoZivotného vzdelavania. Skola je Zivy organizmus a je ddlezité vnasat’
do nej nové stratégie a metédy vyucovania. Si¢asnym svetovym trendom je, aby
ucitel’ pdsobil v triede ako moderator, facilitator. Ziakov tak vedie k va¢$ej samo-
statnosti, zodpovednosti a ku kooperacii. Toto vSetko kladie na ucitel'ov vysoké
kritéria, musia sa neustale vzdelavat vo svojej $pecializacii, dopliiat’ si poznatky
z psychologie, pedagogiky, zdokonal'ovat si i svoje technologické kompetencie. Vy-
plyva to z toho, Ze ucitel pracuje so ziakmi, s mladymi I'ud'mi, ktori si pravom vy-
Zaduju nové vedomosti a modernt komunikaciu. Ttto neustalu potrebu vzdelava-
nia podporuje aj su¢asna Skolska legislativa, ktora vzdelavanie, zvySovanie kvalifi-
kacie, postavila i ako podmienku platového i kariérneho postupu ucitel'ov. Peda-
gbg na ktoromkol'vek stupni vzdelavania nevystaci s tym, o sa naucil na vysokej
skole, je nateny vzdelavat sa celoZivotne. Atestacné vzdelavanie tvori vynikajice
vychodisko prave k takémuto typu vzdeldvania. Pre ucitel'a slovenského jazyka
a literatury je kontinudlne vzdelavanie vel'mi do6leZité, pretoZe vyskum v oblasti li-
terarnej vedy napreduje a aj didakticka transformacia vedy do vyucovania nado-
buida nové dimenzie.

Ciel'om nasej kapitoly je ponuknut analyzu atestacnych prac ucitel'ov sloven-
ského jazyka a literatiry pdsobiacich na zadkladnych a strednych Skolach, zosuma-
rizovat najcastejSie nedostatky, ktorych sa dopustaju autori atestacnych prac
a ponuknut relativne komplexny pohl'ad na formy vzdeldvania ucitel'ov, ktoré na-
sleduju po ich niekol'korocnej pedagogickej praxi (najma na vykonavanie atestac-
nych skdsok, pisanie atestatnych prac a problematiku s tym suavisiacu). Zame-
riame sa najma na koncipovanie atestacnych prac pedagogov, ktori posobia ako
ucitelia slovenského jazyka aliteratiry (prioritné bude zameranie na literarnu
zlozku, resp. zloZku vyucCovania, ktora rozvija Citatel'ské kompetencie Ziakov)
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v ramci nizSieho sekundarneho vzdelavania, ¢o je druhy stupen zakladnej skoly
a nizsie ro¢niky osemrocnych gymnazii (ISCED 2). Atesta¢né prace, ktorym bu-
deme venovat pozornost, boli obhajované v rokoch 2010 - 2018 na dvoch praco-
viskach, na FF UKF v Nitre a na PdF TU v Trnave. Najskor je vSak potrebné venovat
sa i vSeobecnym otazkam suvisiacim s atesta¢nymi pracami a s atestaCnym vzde-
lavanim. Podmienky vykonavania atestacii pedagogickych zamestnancov vycha-
dzaju z platnej slovenskej legislativy tykajucej sa prvej a druhej atestacie pedago-
gickych zamestnancov. Od roku 2009 je ucinny zakon ¢.317/2009 o pedagogic-
kych zamestnancoch a odbornych zamestnancoch a o zmene a doplneni niekto-
rych zadkonov, ktory sa zaobera aj profesijnym rozvojom pedagogickych zamest-
nancov a odbornych zamestnancov, ich kontinudlnym vzdelavanim a atestaciami.
Uvedeny zakon a jeho vykonavacie predpisy uvadzaji do praxe cely rad zmien nie-
len vo vztahu k pedagogickym zamestnancom, ale aj vo vztahu k institiciam, ktoré
st opravnené poskytovat kontinualne vzdelavanie (napriklad moznost vykonavat
atestacné skusky i na prislusnych vysokych skolach). V savislosti s kontinudlnym
vzdeldvanim dochaddza aj k urcitym zmenadm v spésobe ukoncovania vzdeldvania
pedagogickych zamestnancov, hlavne pokial' ide o pisomné zaverec¢né prace. V po-
rovnani so stavom pred 1. novembrom 2009 ide predovSetkym o terminologické
zmeny (namiesto kvalifikacnych skuSok sa pouZiva pojem atesticie, namiesto
d’alSieho vzdelavania kontinualne vzdeldvanie atd’.), ale aj o zmeny v poZiadav-
kach na obsah a rozsah pisomnych prac.

Pisomné atestacné prace su zavere¢nymi pracami, ktoré su stcastou ukonco-
vania Specializa¢ného vzdelavania, funkéného vzdelavania a kvalifika¢ného vzde-
lavania pedagogickych zamestnancov a odbornych zamestnancov. Od pedagogic-
kého alebo odborného zamestnanca s vysokoskolskym vzdelanim druhého stupna
sa ocakava, Ze kvalita jeho prace presiahne uroven diplomovych prac. Zamestnanci
so stredoskolskym vzdelanim (napriklad majstri odbornej vychovy) by sa zas
urovnou svojich prac mali ¢o najviac priblizit bakalarskym pracam. DoleZité je, aby
si autor vybral vhodnu tému zaverec¢nej prace. Vyber témy suvisi s icelom zave-
recnej prace a pracovnym zaradenim autora, teda kategériou pedagogického alebo
odborného zamestnanca, jeho kariérnou poziciou a podobne. Zvolena téma (prob-
lematika) by mala autora zaujimat, mala by byt aktualna a zvladnutel'na. Zakladné
pravidla pre vyber témy atestacnej prace su, aby téma zodpovedala zaujmom au-
tora prace, aby pramene nutné na spracovanie problematiky (témy) boli pre au-
tora dostupné a aby metodologické predpoklady na dany vyskum zodpovedali
skdsenostiam a priprave autora.

Atestacia pedagogickych zamestnancov je overenim ziskanych kompetencii,
ktoré vymedzuje profesijny Standard pre prislusnu kategériu a podkategoériu za-
mestnanca, ktory ich ziskal na zaklade kontinudlneho vzdelavania, viykonom peda-
gogickej pripadne odbornej ¢innosti a sebavzdelavanim. Podl'a vyhlasky MS SR
o kontinualnom vzdelavani, kreditoch a atestaciach pedagogickych zamestnancov
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a odbornych zamestnancov (445/2009 Z.z.), obsahom atestacnej prace su objek-
tivne poznatky, ktoré si v silade s aktudlnym vedeckym poznanim a je vymedzeny
zvolenou témou, vykonavanou pedagogickou ¢innostou alebo odbornou ¢innos-
tou, na ktorej vykon splia autor kvalifikaéné predpoklady. Obsah atestaénej pra-
ce ucitel'a je urCeny aj Studijnym odborom alebo vyucovacim predmetom, na kto-
rého vyucovanie spifia kvalifikaéné predpoklady a ktory si zvolil na vykonanie
atestacie. Pri posudzovani atestacnej prace sa berie do uvahy jej legislativou upra-
vené zameranie.

Prva atestacia je zamerand na uplatnenie tvorivych skiisenosti zamestnanca pri
rieSeni odborno-metodickych problémov pedagogickej ¢innosti a podl'a vymedze-
nych profesijnych Standardov jednotlivych kategérii a podkategérii pedagogic-
kych zamestnancov. Druh3 atestacia je zamerana na uplatnenie vyznamnych ino-
vacii a preukazanie tvorivych skusenosti zamestnanca pri rieSeni odborno-meto-
dickych problémov pedagogickej ¢innosti a podl'a vymedzenych profesijnych Stan-
dardov jednotlivych kategoérii a podkategérii pedagogickych zamestnancov. Zakla-
dom 2. atestacnej prace je odborno-metodicky problém a akény vyskum. Odborny
problém by mal vychadzat z praxe, z konkrétnej situdcie - i uz je to kvalita ¢itania,
problémy s komunikaciou, napr. v niektorom triednom kolektive nie su ziaci
ochotni sustredit sa, aktivne sa ucit, v niektorych kolektivoch je problém s aktivi-
zujucimi metddami a pod. V urcitych triedach prevladaja ziaci s vizualnym uceb-
nym Stylom, v inej s kinestetickym ¢i auditivnym. Ddlezité je tento didakticky
problém odsledovat, vhodne pomenovat a nasledne si stanovit tému a spracovat
ju. Pred pisanim atestacnej prace je potrebné ujasnit’ a zadefinovat nasledujice
kroky:

1. odborny problém, ktory je v skimanej triede, co chce autor atestacnej prace
rieSit - zlepSit tak, aby to bolo mozné merat, verifikovat a dokumentovat,

2. akym sposobom zaistit Co najviac meratel'nych vstupnych a vystupnych
udajov k problému,

3. akym spésobom - metédami odborno-metodicky problém riesit.

Rozsah atestacnej prace pre druhu atesticiu pedagogického zamestnanca
alebo druhu atestaciu odborného zamestnanca je 40 az 60 stran. Atestacnou skus-
kou sa rozumie Ustne preskusanie z vyzrebovanej témy prislusného tematického
okruhu alebo praktické preukazanie vykonu ¢innosti z vyZrebovanej témy prislus-
ného tematického okruhu. Témy urcené na tstne preskisanie alebo praktické pre-
ukazanie vykonu ¢innosti sa zverejnia najneskoér 30 dni pred atesta¢nou skidskou.
V ramci predatesta¢ného stupiia (pred zrealizovanim 1. alebo 2. atestacie) musi
adept splnit nasledujiice poziadavky: musi byt minimalne v kariérovom stupni
,samostatny* a splfiat’ kvalifikatné predpoklady, zaroveii musi ziskat najmenej
30 kreditov. Tie m6ze nadobudnut absolvovanim akreditovaného programu kon-
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tinualneho vzdelavania, pripadne vzdelavanim v zahranici alebo tvorivou ¢innos-
t'ou, akou je tvorba ucebnic, odbornych ¢lankov ¢i metodik. Nasledne sa bud’ pri-
hlasi na vykonanie atestacie a v ramci nej absolvuje pripravné atestatné vzdelava-
nie v rozsahu 60 hodin, alebo pokracuje v ziskavani celkovo 60 potrebnych kredi-
tov, aby mohol priamo pristapit k vykonaniu atestacie. V podstate to znamen3, Ze
vzdelavanim ziskané kredity st sucastou ziskania prvej ¢i druhej atestacie.

Obsah atestacie vymedzuje vyucovaci predmet alebo Studijny odbor, ktory si
pedagogicky zamestnanec zvolil na vykonanie atestacie a pre ktory spiia kvalifi-
kac¢né predpoklady. Tematické okruhy pre 1. atestaciu ucitel'ov st nasledujuce:

a) ciele vyucovacieho procesu, ucivo, vzdelavacie Standardy,

b) ucebné Styly a metddy vyucovacieho procesu,

c) didaktické zasady, organizacné formy vzdelavania, u¢ebné pomdcky, didak-
ticka technika,

d) hodnotenie a klasifikacia Ziakov.

Tematické okruhy pre 2. atestaciu ucitel'ov:

a) didaktika, jej ulohy a predmet skiimania, systém, ciele vyucovacieho pro-
cesu, ucivo, vzdelavacie Standardy,

b) ucebné Styly, metody vyucCovacieho procesu, didaktické zasady,

¢) koncepcie vyucovacieho procesu, organizacné formy vyucovacieho pro-
cesu, ucebné pomdcky, didakticka technika,

d) hodnotenie vysledkov vyucovacieho procesu,

e) kvalita vyucovacieho procesu.

Hlavné Casti atestacnej prace su presne také, aké sa vyzaduju pri kvalifikacnych
pracach kazdého typu: tvod, jadro, zaver azoznam bibliografickych odkazov.
Uvod je v porovnani s predhovorom podrobnejsi, vecnejsi a spresiiujici v opiso-
vani ciel'ov prace, jej zamerania, vyznamu rieSenej problematiky, zdroja informacif
apod. V ivode moZe byt naértnuta aj $truktiira prace. Uvod je vstupnou ¢astou
zaverecnej prace, v ktorej by malo byt uvedené, na co je praca zameranj, ¢o bolo
podnetom na vol'bu danej problematiky, ¢im je zvolena téma vyznamn4, kto pri-
padne pomahal pri realiz4cii zavere¢nej prace a pod. Uvodna &ast’ atesta¢nej prace
by mala citatel'ovi poskytnut predbeznu informaciu o cieli atestacnej prace a jej
prinose. Jadro atesta¢nej prace sa ¢leni na jednotlivé kapitoly a podkapitoly. Obsah
kapitol aich Casti zavisi od témy a charakteru atestacnej prace. Kazda atestacna
praca musi obsahovat analyzu problému, kde autor preukaZe orientéciu v zvolenej
problematike. Z analyzy problému vyplynie, ¢im moZe a chce autor prispiet k rie-
Seniu danej problematiky (témy). Autor atestacnej prace potom opiSe postup, me-
tody a vysledky vlastného rieSenia. Jadro atestacnej prace by teda malo obsahovat
teoretickil Cast a prakticku cast. Teoreticka Cast poskytuje analyticky prehl'ad
o doterajsich zisteniach o zvolenom probléme aotom, akymi spdsobmi (me-
tédami, vyskumnymi ¢i prieskumnymi nastrojmi) sa problém doteraz skumal.
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Tato cast si vyZaduje spracovanie na zaklade poznania relevantnej literatury. Ne-
treba zabudat, Ze v tejto Casti je dblezity aspekt vyberu tych teoretickych vstupov,
ktoré maju vo vzt'ahu k rieSenej problematike zjavny suvis. Nie je mozné jednotlivé
poznatky k sebe priradovat bez logickej nadvaznosti vo vztahu k nazvu prace
a nasledujucim castiam atestacnej prace. Prakticka Cast atestacnej prace v pod-
mienkach realizicie atestacie alebo ukoncovania kontinualneho vzdelavania pred-
stavuje prakticky pohl'ad autora na rieSent problematiku. Jej obsahom méze byt
napriklad vlastny navrh na rieSenie predkladanej problematiky, ktory vychadza
z dlhodobejsieho pozorovania, interpretacie a analyzy daného javu pedagogickej
praxe alebo z dlhodobejSieho zbierania (ziskavania), interpretacie a analyzy uda-
jov o danom jave pedagogickej praxe (dokumenty pisomného charakteru, ktoré su
sucastou pedagogickej agendy Skoly alebo Skolského zariadenia). Ak prakticka
Cast predstavuje prieskum na zistenie idajov o sledovanom jave, jeho stucastou je
interpretacia a analyza nameranych hodnot a odporucania pre prax.

Z nasho posobenia v réznych poziciach atesta¢ného vzdeldvania - poOsobila
som ako oponentka atesta¢nych prac i ¢clenka komisii pre obhajobu atestac¢nych
prac - vyplyva d'alSia ¢ast kapitoly. Z analyzy niekol'’kych desiatok oponovanych
atestacnych prac bolo evidentné, Ze niektoré nedostatky sa v atesta¢nych pracach
pravidelne opakovali. Na zaklade analyz tohto typu prac, ako i na zadklade analyz
posudkov atestacnych prac mozno tieto chyby zovseobecnit. Prva skupina nedos-
tatkov sa tykala koncipovania prace a z toho vyplyva, Ze dostatok ¢asu je potrebné
venovat uvodnej faze, kedy sa tvori koncepcia i metodologicky koncept prace.
Adepti si Castokrat nedostatocne ozrejmili, ¢o je cielom ich snazenia a aké (i for-
malne) nalezitosti ma takato postupova praca obsahovat. Aktudlne poziadavky na
pisanie atesta¢nych prac napriklad na konkrétnom pracovisku Katedry sloven-
ského jazyka a literatiry PdF TU v Trnave su spristupnené na webovej stranke ka-
tedry. UzZito¢nou pomockou pre adeptov na pisanie atesta¢nych prac mdézu byt
zoznamy akreditovanych vzdelavacich programov kontinualneho vzdeldvania
(uvadzané podla Zoznamu akreditovanych vzdelavacich programov kontinual-
neho vzdelavania).

Zoznam akreditovanych vzdelavacich programov kontinualneho
vzdelavania:

Na rozvoj citatel'skej a predcitatel'skej gramotnosti si zamerané nasledujice
vzdeldvacie programy:

1. Rozvoj citatel'skej gramotnosti na vyucovani slovenského jazyka a litera-
tary.

2. Rozvoj citatel'skej gramotnosti v primarnom vzdelavani.

3. Rozvoj Citatel'skej gramotnosti v zdkladnych skolach s vyuc¢ovacim jazykom
mad’arskym.

48



Return to the Text 3 Navratk textu

7.
8.
9.

10.
11.
12.

13.
14.

15.
16.
17.

18.
19.
20.
21.

Rozvijanie Citatel'skej gramotnosti ziakov v Skolach s vyucujucim jazykom
mad’arskym.

Budovanie ¢itatel'skej gramotnosti na 1. stupni zakladnych Skol.

Ako vytvorit texty aulohy na rozvoj citatel'skej gramotnosti ziakov
1. stupna zakladnej skoly.

Budovanie citatel'skej gramotnosti na 2. stupni zakladnych skol.

Rozvoj Citatel'skej gramotnosti.

Rozvoj citatel'skej gramotnosti Ziakov so Specidlnymi vychovno-vzdelava-
cimi potrebami.

Podpora citatel'skej gramotnosti Ziakov v zakladnej Skole.

Integracia Citatel'skej gramotnosti do vyucby na strednej Skole.

Rozvoj Citatel'skej gramotnosti v primarnom a nizSom sekundarnom vzde-
lavani.

Rozvoj Citatel'skej gramotnosti ziakov zakladnych a strednych Skol.
Aktivne vyuZzivanie ¢itania s porozumenim vo vyucovacom procese v za-
kladnej a strednej Skole.

Rozvoj ¢itatel'skej gramotnosti v Skolskom klube deti.

Rozvoj Citatel'skej gramotnosti na zadkladnej a strednej Skole.

Citatel'skd gramotnost a Ziaci so $pecidlnymi vychovno-vzdelavacimi po-
trebami.

Rozvijanie Citatel'skej gramotnosti v $kolach.

Citanie s radostou - Ako motivovat deti k &itaniu.

Ako ucit ziakov spracovat informdcie z textu.

Rozvijanie predcitatel'skej gramotnosti v materskej §kole.

Na slovensky jazyk aliteratiru st zamerané nasledujuce vzdeldvacie pro-

gramy:

1.

Posilnovanie komunika¢nych kompetencii v predmete slovensky jazyk
a slovenska literatdra v zakladnych Skolach s vyucovacim jazykom mad'ar-
skym.

Rozvoj schopnosti Ziakov v argumentacii na vyucovani jazykovej zloZky
predmetu slovensky jazyk a literatara.

Kvalifika¢né vzdelavanie na splnenie kvalifikacného predpokladu vyucova-
nie predmetu slovensky jazyk a literatura.

Inovativne sposoby hodnotenia Ziakov v predmete slovensky jazyk a litera-
tara.

Posiliiovanie komunika¢nych kompetencii v predmete slovensky jazyk
a slovenska literatira v zakladnych skolach s vyucovacim jazykom mad'ar-
skym.

Aplikdcia modernych vyucovacich metdd a koncepcii vo vyucovani pred-
metu slovensky jazyk a literattra.
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7.
8.
9.
10.
11.

Metodika vyucby slovenského jazyka a literatiry v ramci novych pedago-
gickych dokumentov.

Debata a diskusia - rozvoj re¢nickych zru¢nosti ziaka na hodinach sloven-
ského jazyka a literatury.

Ako pracovat s u¢ebnicami a cvicebnicami na hodinach slovenského jazyka.
Ucebnica ako zakladna textova pomocka Ziaka.

Vyuzitie ucebnice literatiry v uCebnom procese so zameranim na rozvoj
klicovych kompetencii ziaka.

12. Vyuzitie literarnych textov na rozvoj kl'icovych kompetencii ziaka so zame-

13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24,
25.
26.
27.
28.
29.
30.

31.

ranim na etické aspekty literarneho diela.

Tvorba testov a moznosti ich vyuzitia v predmete slovensky jazyk a litera-
tlra.

Tvorba didaktickych testov vo vS§eobecno-vzdelavacich predmetoch s vyu-
¢ovacim jazykom mad'arskym.

Tvorba a aplikacia didaktickych hier a u¢ebnych pomocok na prvom stupni
zakladnej skoly s vyuc¢ovacim jazykom mad’arskym.

Kvalifika¢né vzdelavanie na splnenie kvalifika¢ného predpokladu na vyu-
Covanie predmetu slovensky jazyk a literatara.

Moderné lingvistické a literarne obzory slovenciny v $kole.

Ako ucit sloh.

Kritéria hodnotenia slohovych prac.

Inovativna vyucba slovenského jazyka a literatiry atvorba Skolského
vzdelavacieho programu pre druhy stupen zakladnej skoly.

Posiliiovanie komunika¢nych kompetencii vo vyucovani slovenského ja-
zyka pre ucitelov prvého stupna zakladnych $kol s vyucovacim jazykom
mad’arskym.

Umelecky prednes v systéme Skolskych sutazi.

Rozvijanie grafomotorickych zruc¢nosti deti ako priprava na pisanie v za-
kladnej skole.

Implementacia novych jazykovych poznatkov do vyucovania jazyka v za-
kladnej a strednej Skole.

Citanie s radostou - Ako motivovat deti k ¢itaniu.

Literdrna komunikacia na strednych Skolach.

Literarna komunikacia na druhom stupni zakladnych $kél.

Pripravné atestacné vzdelavanie ucitel'ov SJL na 1. atestaciu.

Pripravné atestacné vzdelavanie ucitel'ov SJL na 2. atestaciu.

Premena Skoly: Cesta od tradi¢ného vyucovania k aktivnemu uceniu sa zZia-
kov.

Priprava ucitel'a na realizaciu maturitnej skasky zo slovenského jazyka a li-
teratury.
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V kontexte s vysSie nacCrtnutymi vychodiskami sa v d'alSom priestore budeme
venovat konkrétnej analyze a kategorizacii najcastejSich nedostatkov, ktorych sa
dopustaju ziadatelia o atesticie a hlavne sa budeme snazit pomenovat moznosti
a sposoby, ako pomdct zdujemcom o atesticie v ramci pisania atestacnych prac.
Metodoldgia krokov aich postupnost sa, samozrejme, s istymi modifikaciami,
moze pouzit ipri akychkolvek postupovych pracach (bakalarskych, magister-
skych, rigoréznych).

Chronolégia krokov pri pisani atestac¢nej prace je nasledujica:

Stanovenie nazvu (resp. témy prace)

Ide v podstate o najdolezitejsi krok, ktory si vyZaduje potrebny Cas na uvazenie,
pretoze téma a s iou suvisiaca skimana problematika by mala byt pre autora nie-
len dostato¢ne zaujimavj, ale predovsetkym je potrebné, aby autor disponoval is-
tymi znalostami a poznatkami z danej oblasti. Pri vybere témy je preto nevy-
hnutné:

© zvolit’ si problematiku, ktora je svojim charakterom aktualna a predpoklada
vytvorenie priestoru pre formulaciu vlastnych zaverov a je vyuzitel'na v praxi;

© zvolit si problematiku, ktorej podstate autor jasne rozumie, ktoru je schopny
spracovat na kvalitnej odbornej irovni, a ktora koreSponduje s vykonavanou
odbornou alebo pedagogickou ¢innost'ou autora;

@ zhodnotit dostupnost relevantnych informaénych zdrojov k danej téme, ddle-
Zité je siahat po najaktualnejSich literarnych pramenoch a nelimitovat sa len
na odborné domace monografické diela ¢i odborné studie;

© vyvarovat sa vol'be témy vyluéne kvoli svojej atraktivite, pretoZe téma, ako-
kol'vek je pre autora putava, stroskotava v tom pripade, ak absentuju hlbsie
znalosti a schopnost prieniku do podstaty problematiky;

© vyhnit sa vignym a nepresnym formulaciam tém, ktoré spocivaji v nejasnom
a nepresne vymedzenom cieli, bez prepojenosti na prax a moznosti empiric-
kého overenia.

Vyber témy nemozno podcenit, pretoZe cela struktira prace striktne zavisi od
skimaného problému. Preto pri volbe tematického zamerania atestacnej prace
odporucame autorom vyrieSit niekol’ko prvotnych fundamentalnych otazok, ktoré
suklicové pre proces pisania zaverecnej prace a koriguju jej liniu smerovania: Aky
je dévod vyberu skiimanej problematiky? Aky je primdrny ciel’ atestacnej prdce?
Akymi metodologickymi postupmi bude autor smerovat’ k naplneniu vymedzeného
ciela? Aky je autorov postoj na skiimanu problematiku (na zdklade relevantnej ar-
gumentdcie)? V ¢om spociva jeho tvorivy, inovativny pristup? Akd je praktickd vyu-
Zitel'nost' prdce, resp. ¢o autor pontika pre prax?

51



Return to the Text 3 Navratk textu

Definitivnu podobu nazvu schval'uje predseda atestacnej komisie. Dolezité je
v ivodnej faze uvazovania o praci skonkretizovat' si ndzov (tému prace), konkre-
tizdcia ma byt ¢o najvyraznejSia a najpresnejsia. Absolutne nevhodné su vseo-
becné nazvy typu: Vyuzitie IKT v $kolskej praxi, Citanie s porozumenim na
2. stupni zakladnych $kél a podobne. Takymto nazvom sa treba vyhnut a ¢o naj-
viac konkretizovat, Specifikovat’ problematiku, ktora bude v priestore prace sku-
mana. V nazve by mal byt konkrétny problém, ktorym sa bude adept zaoberat, roc-
nik a stupen vzdelavania, ku ktorému sa viaze skimana problematika. Nazov by
mal koreSpondovat' s konkrétnym vystupom. V ndzvoch prac pokojne moézu byt
typy uloh, oznacenia konkrétnych tematickych celkov, okruhov, zamerant. Je to d6-
lezité i preto, aby konkrétne vystupy z databdzy prac mohli pomdéct ucitel'om.
Atestacné vzdelavanie totiZ nie je samoucelné a vystupy by mali tvorit pomdcku
pre ostatnych ucitel'ov v praxi. Na prvy pohl'ad ma byt evidentné, comu sa pisatelia
atestacCnej prace v kontexte pisania venuju.
Ciel prace

Pri stanovovani ciel'a prace si treba uvedomit, Ze podobne ako pri urcovani
nadpisu, opat - ide o konkrétny vystup. Nemalo by ist napr. o charakteristiku,
opis, ale cielom st cvicenia, ulohy, pripravy, vyu€ovacie hodiny (jednotky). Treba
siuvedomit, Ze je rozdiel medzi prvou atesticiou a druhou atestaciou. Kym v prvej
atestacii stacia cvicenia, ulohy, zaznamenanie toho, ¢o sa potvrdilo, ¢o sa nepotvr-
dilo, resp. ¢o sa podarilo, pripadne nepodarilo, v druhej atestacii uz musi byt prie-
skum (vyskum), musi byt zapojeny dostacujuci pocet respondentov a podobne.

Ak ide o vyskum v jednej triede, je to len model. V tomto pripade treba jasne
naznacit, Ze to nie je celoslovenska zovSeobecnujica skisenost. Zdoraznujeme to
prave preto, Ze mnoho atestaénych prac ma nazov napr. ,Uroveli vyu¢ovania na
Skolach.“ V tomto pripade je nutné sledovat dant problematiku v ramci viacerych
$kol. Odporucame venovat viac ¢asu prave tymto dvom vstupnym castiam atestac-
nych prac (nadpis a ciel’), nedavat do nazvov zovSeobecnenia na celé Slovensko
(pripadne regioén). Dobre je overit si problematiku (predmet prieskumu) na viace-
rych 8kolach, viacerymi ucitel'mi. Je vhodné ist jednym smerom, spracovavat
jednu tému, nie dve. Nedocenenou a zriedkavou oblastou je prepajanie humanit-
nych a prirodnych vied, priestor atesta¢nych prac ponuka priestor i tejto proble-
matike. Nazdavame sa, Ze prave prienik tychto oblasti je nateraz malo spracovany.

Metodoldgia

V ramci pisania atestacnej prace je nutné vyvarovat sa takej tedrii, ktora nesu-
visi s praxou a s pracou. V ivode prace je treba uviest ciel, v zavere je potrebné
jeho splnenie zhodnotit. V minulosti sa hovorilo, Ze ivod treba koncipovat v bu-
diicom ¢ase a zaver v minulom ¢ase, uz to tak nie je nevyhnutné. Ciel musi byt jed-
nou vetou skonkretizovany, aby ho uz v ivode bolo mozné nijst a identifikovat.
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V ramci met6d pdjde najCastejsie o analyzu, syntézu, Stidium literatury, dedukciu,
indukciu, interpretaciu vysledkov; a v kone¢nom désledku hlavne o to, ako vhodné
meto6dy aplikovat' do Skolskej praxe.

Pravdepodobne dost riskantné bude aplikovat experiment, pripadne pouZzivat
dotaznik, hoci je medzi uciteI'mi vel'mi obl'ibeny. So Ziakmi na 1. stupni zakladnej
skoly je vyuzitie dotaznika nemozné, ale i na 2. stupni zakladnej Skoly ma malu vy-
povednu hodnotu. Ak sa v pracach vyskytuje dotaznik, z nasSich skusenosti vy-
plyva, Ze ucitelia sa boja davat v nich priestor na otvorené otazky. Je to Skoda, lebo
prave z takychto je moZné vyvodit napr. to, ¢o si Ziak zapamaétal, v ¢om bol pre
neho prinos zvolenej metddy. V analyze sa potom d4 tento material citovat, hlavne
vtedy, ak su jeho sti¢astou i otvorené otazky. Netreba zabudat i na to, Ze met6dou
je aj interview (nezabudnut zdokumentovat miesto, datum, ¢as), pozorovanie, Std-
dium literatary atd.

Inovovany Statny vzdeldvaci program

V texte atestacnej prace je priam nutné vel'mi korektne nadvéazovat na aktualny
Inovovany Statny vzdelavaci program. Atestacna praca vznika v konkrétnom Case
a priestore, preto nemoze byt bezkontextova, zasadend len tak vo vzducho-
prazdne, ale ma byt situovand v konkrétnom okruhu, celku, ma byt uvedeny vyko-
novy a obsahovy Standard a ostatné nevyhnutné nalezitosti. Predmetom prace ne-
musi byt len praca pocas vyucovania, ale aj konicek, krizok - exkurzia, zazitkové
vyucovanie, projekty.

Ako priklad korektného a zaroveni tvorivého pristupu uvediem 2. atestacnu
pracu PaedDr. Dase Baratovej, ktora bola napisana v roku 2015 a obhajena v roku
2016. Nazov znel Projektové vyucovanie na hodinach slovenského jazyka a litera-
tury v tretom roc¢niku strednej Skoly. Tematicky okruh bol nasledujici: ucebné
Styly, metddy vyucovacieho procesu, didaktické zasady. V praci sa autorka zame-
rala predovSetkym na dramatickd tvorbu Wiliama Shakespeara, konkrétne na tra-
gédiu Romeo a Julia, ktora sa aktudlne prebera v druhom polroku tretieho ro¢nika
na strednej Skole, v ramci tematického celku Svetova drama. Ciel om prace, tak, ako
ho deklarovala autorka, bolo poukazat na pozitivny dopad a efektivnost vyuZitych
tvorivych aktivit a aktivizujucich vyucovacich metéd. V praci autorka popisala
mnohé sposoby, ako ziakov ,pritiahnut“ k preberanej téme, jednym z nich bola ex-
kurzia do talianskeho mesta Verona.

V dvoch paralelnych triedach tretieho roc¢nika autorka realizovala prieskum,
ktory potvrdil predpoklad, Ze aktivny pristup k vyu€ovaniu a vyuZivanie projekto-
vého vyucovania ma nezastupitelné miesto vo vyucovani slovenského jazyka a li-
teratury. Jadro, okolo ktorého sa vetvili tvorivé aktivity, bola uzZ spomenuta exkur-
zia do Verony, ktoru si pripravili (samozrejme, pod vedenim pedagoga), sami Stu-
denti. Vypracovali mapu exkurzie (v programe Maps Google), zoznamili sa s histd-
riou mesta, zoznamili sa so Zivotom a tvorbou Wiliama Shakespeara, vypracovali
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charakteristiky postav, pouzili inscenacné metédy a metody tvorivej dramatiky,
sami dokazali abstrahovat a zovSeobecnit dosiahnuté vysledky. Ako sme uz vyssie
spomenuli, v priestore atesta¢nej prace je nevyhnutné prechadzat ISCED (Statny
vzdelavaci program) a konkrétny Skolsky vzdelavaci program, hoci va¢$inou je len
modifikaciou Statneho vzdeldvacieho programu. Platny program je nevyhnutné
v atestacnej praci spomenut, niektoré skoly maju napr. viac hodin slovenského ja-
zyka aliteratiry, projektového zamerania, ponikaju ziakom iné, alternativne
predmety, napriklad regionalnu vychovu. Toto vSetko istym spdsobom navetvuje
poznatky ziakov suvisiace i s predmetom slovensky jazyk a literatira, preto v ates-
tacnej praci maju miesto i odkazy na tieto aktivity.

Atestacnd praca by mala obsahovat konkrétne zavery a odporucania pre prax.
Zaver moze mat itrochu citové zafarbenie (nie je to nutné), délezité je hlavne
vecne zhodnotit, o sa podarilo, ¢i sa ciele naplnili, aké tazkosti a problémy spre-
vadzali pisanie prace. Pomer medzi teoretickou a praktickou ¢astou nie je striktne
dany, dolezité vsak je, aby to stiznelo, nie je dolezité naplnit konkrétne percenta.
Pri koncipovani prace je potrebné si uvedomit, Ze hoci pracu treba zasadit do teo-
retického kontextu, tento vsak nie je potrebné naddimenzovat. Pri posudzovani
prac sa casto stretdvame s tym, Ze pisatelia atesta¢nych prac (ale i diplomovych ¢i
bakalarskych) nevedia odhadnut mieru kontextu, vel'akrat ida prilis do Sirky teé-
rie. Nevyhnutnostou je vyvaZena lingvisticka, resp. literarna a aplika¢na cast. Sa-
mozrejmostou by malo byt korektné citovanie, ale nielen odbornej literattry, mo-
nografii, publikacii rézneho druhu, ucebnic, ¢asopiseckych prispevkov, textov z in-
ternetu, ale iatestacnych prac. Tento fakt povazZujeme za nesmierne dodlezity
i preto, lebo atesta¢né prace vytvaraju komplexny material vyuzitelny v pedago-
gickej praxi. Castym problémom, s ktorym sa v atesta¢nych pracach stretavame, je
nevhodnost’ a nezrozumitel'nost priloh. Velkym (a nezriedkavym) nedostatkom
je, Ze sa PowerPoint prekopiruje na niekol’ko stran (1 strana - 1 slajd) a popiSe sa.
Atestacna praca potom vyzera ako technicky popis jednotlivych stran power-
pointovej prezentacie. Powerpointova prezentacia (v takomto ponati) ma byt len
v prilohe. Taktiez grafy rozneho druhu patria do prilohy. V atestacnej praci (ale
ivinej), je mozné, samozrejme, pouzit i Statistické metddy, najma v tom pripade,
ak sa prieskum realizoval na viacerych Skolach. Vhodné je vyuZzivat socidlne siete,
najma pri doéraze na ndhodny vyber respondentov je efekt ,lavinovej gule” vel'mi
Ziadany.

Formalne atributy

Pri koncipovani atestacnej prace je podstatné si uvedomit, Ze ide o vlastnu ve-
deckovyskumnu ¢innost autora, ktord obsahuje objektivne poznatky v stlade s ve-
deckym poznanim, priCom jej zaveretna podoba by mala vypovedat o erudicii au-
tora, jeho zaujme o skimanu problematiku a schopnosti orientacie v nej, ako aj
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o sposobilosti aplikovat moderné, inovativne postupy pri odbornych, vychovnych,
¢i vzdelavacich aktivitach.

Na naplnenie uvedeného ciel'a je nevyhnutnd praca s relevantnymi bibliogra-
fickymi zdrojmi koreSpondujicimi s obsahovym zameranim prace, ktorych vyber,
sposob zhromazd' ovania Ci selekcie a interpretacie poznatkov podciarkuje droven
kvality, aktualnosti a originality atesta¢nej prace. Atributy, ktoré ma praca spiiat,
su v podstate totozné s tymi, ktoré platia pre bakalarske ¢i diplomové prace, musi
sa v nich vsak odrazat i pedagogicka skusenost a roky praxe v $kolskom systéme.

V stivislosti s poZiadavkami, ktoré ma praca spiiiat, mohli by sme ich vymeno-
vat' takto:

© atesta¢nd praca musi byt originalnym, individualnym dielom, ktoré obsaho-
vym zameranim reflektuje vlastné profesijné skisenosti autora,

<@ autor je povinny striktne reSpektovat’ pravidla prace s bibliografickymi, infor-
macnymi zdrojmi, ktorych mnoZzstvo je determinované druhom atestacie,

© atesta¢nd praca nesmie vykazovat' charakter plagiatorstva,

@ autorovi vznika povinnost doslednej citicie pouZitych informaénych zdrojov
v stlade s platnymi poziadavkami a normami,

@ atestalnd praca by mala byt jasne a propor¢ne Struktirovana s logickou kon-
tinuitou teoretickej ¢asti na prakticku liniu prace, ktora obsahuje vlastné pri-
nosy autora, jeho vyskumné rezultaty a postoje k rieSeniu danej problematiky.

Okrem kvalitného obsahového spracovania vybranej témy, ktorej textova cast
je pisana v odbornom nauc¢nom Style s prizna¢nou vecnostou jazyka, jeho jasnos-
tou a jednoznac¢nostou, musi charakter prace spliiat’ vietky formalne naleZitosti
kladené na atesta¢nu pracu. Ddlezitou sticastou pisania atestacnej prace je zorien-
tovanie sa v relevantnej odbornej literatdre. Ide o bibliograficky prieskum, ziska-
vanie a Stidium informacnych zdrojov, ktoré tematicky koreSponduju so skima-
nou problematikou. Pri $tidiu literatiry je podstatné zhodnotit aktudlny stav vy-
skumu problematiky, tzn., Ze je potrebné dozvediet sa, na ¢o vSetko sa v danej ob-
lasti vyskumu prislo, ktoré otadzky a problémy zostali nezodpovedané, resp., ¢o
eSte nebolo rozpracované. Prave tento parcialny krok vytvara pre autora priestor
k ujasneniu a spresneniu vyskumnej otazky tak, aby jeho praca obsahovala isté n6-
vum a bola pre prax a vyuzZitel'nost’ prinosna. Stadium literatiry ul'ah¢uje opod-
statnit’ primarny ciel, ucel a vyznam prace, predikciu vyskumu - tzn. formulaciu
hypotéz, metodiku a vol'bu metodologického aparatu, ako aj spracovanie rezulta-
tov vyskumu. DéleZité je pocas Stidia relevantnych prameniov robit excerpovanie -
tzv. vypisky zo Stidia literattry.

Pri prieniku do podstaty riesenej problematiky, ktort podnecuje Stidium rele-
vantnych zdrojov sa autorovi konkretizuje predstava skimanej otazky a vynaraju
sa nové myslienky a vizie spdsobu rieSenia. Preto je v danej faze podstatné pisom-
nou formou zaznamenavat jednotlivé tézy vychadzajice zo Stadia literatury
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a podl'a zhodnotenia ich vaznosti zvolit bud’ formu doslovného prepisu textu (ci-
tovanie) alebo volI'nejsej reprodukcie (parafrazovanie). Okrem vlastnych poznat-
kov vyplyvajacich zo skiisenosti autora nemozno zabudnut, Ze vSetky prebraté in-
formacie je potrebné ddsledne uvadzat v texte prace. Osnova prace by mala byt
prehl'adna, jasna, vecnd, proporcne vyvazena a mala by prechadzat od teoretickej
analyzy skimanej problematiky do praktickej roviny vyuzitel'nosti, vlastnej tvori-
vosti ako aj inovativnosti a to vSetko na zaklade objektivnej relevantnej argumen-
tacie. Finalna podoba atestacnej prace si vyZaduje presnd formalnu upravu, ktorej
nalezitosti rozpracujeme nizsie a opatovnu kontrolu textu po jazykovej, Stylistic-
kej, ¢i gramatickej stranke.

Analyza najcastejSich nedostatkov atestacnych prac

NajcastejSie typy nedostatkov atestacnych prac mozno rozdelit na mierne
a vazne (systémové). Medzi tie mierne (hoci ani tie by sa najma v kontexte peda-
gbégov slovenského jazyka a literatiry nemali vyskytovat) patri napriklad nedos-
taCujuca formalna dprava, nespravne ¢lenenie odsekov, nadpisov, nekorektné za-
rovnanie textu, nejednotny styl grafiky, gramatické chyby, preklepy, nejasna styli-
zacia, vagny vyznam viet, opakovanie sa, nepodloZené a zbyto¢né tvrdenia. Castym
nedostatkom je nekorektna cita¢na disciplina, najma neodliSenie medzi citovanim
a prerozpravanim, resp. parafrazovanim.

Spravne uvedenie citovanych textov a parafrazovanych casti obsahov je jed-
nym z faktorov ovplyviiujicich déveryhodnost textovych ttvarov, ale tieZ pred-
stavuje naplnenie autorského zakona - ochranu dusevného vlastnictva tych, kto-
rych obsah je preberany. Rozdiel medzi citadciou a parafrazou je ten, Ze citacia je
text doslovne prevzaty, musi byt ohrani¢eny ivodzovkami a mal by v pripade tla-
¢ovin odkazovat na presnu stranu, pricom parafraza je preformulovany obsah pa-
rafrazovaného textu, nie je v ivodzovkach a spravidla sa neodvolava na presnu
stranu, ale len na konkrétneho autora a dielo. Citacia alebo citovanie je podla
Kimlicku (2004) skratené oznacenie citovaného zdroja (dokumentu). SliZi na spo-
jenie citovaného miesta so zaznamom o citovanom dokumente. Tento zdznam je
potom polozkou v zozname bibliografickych odkazov. Citatje podla Katus¢aka
(2005, s. 216) ,text, ktory sme doslovne prevzali z nejakého dokumentu, informac-
ného zdroja.“

Citat sa na rozdiel parafrazy uvadza v ivodzovkach. Parafraza je vol'né spraco-
vanie cudzej myslienky. Parafrazuju sa tiez nekvalifikované preklady cudzojazyc-
nej literatury, ktord pouZivame vo svojich pracach. Citovany dokument je ten,
z ktorého sa nie€o prebera. Je to dokument, ktory je zdrojom informacii pre kvali-
fika¢nu pracu. Mo6Ze to byt kniha, ¢lanok v ¢asopise, encyklopédia, slovnik, rozhla-
sovy alebo televizny dokument, film, osobnd komunikacia (rozhovor), elektro-
nicka sprava (e-mail), CD-ROM, elektronicky casopis alebo zbornik, webova
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stranka a pod. (Kimlicka, 2004). Zoznam bibliografickych odkazov je supis biblio-
grafickych odkazov usporiadany abecedne alebo podl'a poradovych ¢isel ich cito-
vania. NajcastejSie pramene tvoria knihy, ¢asopisy a internetové zdroje.

Atestacné prace su posudzované dvoma posudzovatel'mi. Nase d’alSie analy-
tické postrehy budu vychadzat z kvalifikacnych prac posudzovanych v rokoch
2010 - 2018. Pojde o tieto atestacné prace:

© PaedDr. DaSa Baratova: Projektové vyutovanie na hodinach slovenského ja-
zyka a literatiry v tretom ro¢niku strednej Skoly (2. atestacia).

€ Mgr. Lubomira Bu¢anyova: Prehlbovanie a praktické vyuzitie teoretickych po-
znatkov v Specifickej forme vychovno-vzdelavacieho procesu (1. atestacia).

@ Mgr. Mdaria Bibelova: Projektové vyucovanie vo vyucovani slovenského jazyka
a literatury na strednej skole (2. atestacia).

€ PaedDr. Kristina Cvintekova: Aktiva¢no-motiva¢né metddy vo vyucovani lite-
ratury pre nizsie stredné vzdelavanie (1. atestacia).

€ Mgr. Rat Domanicka: Porovnanie dvoch sposobov vedenia vyucovania s dora-
zom na poziciu ucitel'a (2. atestacia).

@ PaedDr. Barbora Houdekova: VyuZitie inovativnych metdd a foriem na rozvoj
Citatel'skej gramotnosti na hodinach literatiry v 5. ro¢niku zakladnej skoly
(1. atestacia).

@ PaedDr. Ingrida Jakubitkova: Citatel'skd gramotnost avyulovanie v ZS
(1. atestacia).

€ PhDr. Lubica Krajmerova: Projektové vyucovanie na hodinach slovenského ja-
zyka a literatiry: Prieniky umenia ,Portrét” (1. atestacia).

@ PaedDr. Anna Marackova: Exkurzia ako zaZitok cudzojazy¢nej komunikicie
(2. atestacia).

@ Mgr. Ing. Zuzana Nagyova: Rodova korektnost u¢ebnic slovenského jazyka pre
zakladné skoly (2. atestacia).

€ PaedDr. Petra Oveckova: Metddy a spdsoby hodnotenia v predmete slovensky
jazyk a literatura (1. atestacia).

@ Mgr. Simona Sediva: Rozvijanie ¢itatel'skej gramotnosti na hodinach literarnej
vychovy v 7. ro¢niku (1. atestacia).

@ Mgr. Katarina Simkova: Uplatiiovanie novych koncepcif vyu¢ovacieho procesu
s ciel'om zvySovania motivacie a aktivity Ziakov vo vyucovani slovenského ja-
zyka a literatury (2. atestacia).

& Mgr. Gertida Stramova: Aplikovanie prierezovej témy regionalna vychova
a tradi¢na l'udova kultira s vyuZitim inovativnych metéd a foriem prace vo vy-

vy

ucovani literatury pre nizsi sekundarny stupen (2. atestacia).

V ponuknutej sumarizacii najcastejsich kladov i nedostatkov (zaznamenanych
i v posudkoch uvedenych prac) vyplynu d’alSie konsStatacie. V ramci posudkov sa
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hodnoti aktudlnost a naro¢nost zadanej témy prace; zorientovanie sa adepta v da-
nej problematike predovsetkym analyzou doméacej a zahranic¢nej literatary, origi-
nalita prace; vhodnost zvolenych metdd spracovania rieSenej problematiky; for-
muldcia cielov prace a miera ich splnenia; rozsah a drovei dosiahnutych vysled-
kov; analyza a interpretacia vysledkov a formulacia zaverov prace; vyuzitelnost
vysledkov v praxi; prehl'adnost alogicka Struktira prace; formalna, jazykova
a Stylisticka uroven prace. V rozsiahlejSom (slovnom) hodnoteni prace sa uvadza
prinos (silné stranky) prace i nedostatky (slabé stranky) prace. Nasleduju odporu-
Cania, otdzky alebo ndmety tykajtice sa obhajoby zaverecnej prace a celkové hod-
notenie v zmysle pracu odporucit na obhajobu, resp. neodporucit na obhajobu.
Hodnotenie zndmkou sa pri atestaénych pracach neuvadza.

Aktualnost a narocnost tém atestacnych prac zo slovenského jazyka a litera-
tiry bola vacsinou hodnotena pozitivne (vplyva na to i fakt, Ze téma je vopred od-
suhlasena a prekonzultovana s predsedom atestacnej komisie), vacsinou st v po-
sudkoch formulécie:

© ,Téma je vel'mi aktudlna. Jej ndro¢nost vyplyva prave z aktualnosti a v nut-
nosti orientacie v mnohych problémoch* (Stramova).

© ,Téma je aktudlna, pretoZe problematika ¢itatel'skej gramotnosti je vel'mi do-
lezita“ (Sediva).

© ,Téma je aktudlna, pretoze problematika metéd a sposobov hodnotenia je
vel'mi déleZzit4 (a to nielen v predmete slovensky jazyk a literatura, ale i v Sir-
Som kontexte)“ (Oveckova).

@ ,Téma je aktudlna, suvisi so sucasnou $kolskou situdciou. Jej naro¢nost vy-
plyva prave z aktualnosti a z nutnosti orientacie v mnohych problémoch. Pri
projektovom vyucovani je nutnost nachadzat stvislosti“ (Krajmerova).

© ,Problematika citatel'skej gramotnosti a otazok stvisiacich s jej rozvijanim je
vel'mi aktualna“ (Jakubickova).

€ ,Narocnost témy spociva v jej aktudlnosti a v nizkom zastipeni v odbornej li-
teratire” (Hudecova).

@ ,Problematika rozvoja Citatel'skej gramotnosti je velmi aktudlna (napriek
tomu, Ze sa jej v ostatnom obdobi venovalo dost teoretickej i praktickej pozor-
nosti). Naro¢nost témy je prave v tom, ¢o nové, inovativne jej opatovné spra-
covanie prinesie“ (Houdekova).

© ,Zvolenda téma je primerane naro¢na a aktualna, pretoZe i v sti¢asnosti je prob-
lematika osobnosti ucitel'a a pristupov k vyucovaniu nesmierne dolezita“ (Do-
manicka).

@ ,Vybrand téma je aktudlna, nové koncepcie vyucovacieho procesu je nutné
skimat i zavadzat do vyucovacieho procesu. Problematika je vSak stanovena
vel'mi $iroko, nie je moZné v jednej praci obsiahnut cely jej rozsah (Simkova).
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@ ,Zvolena téma je primerane naro¢na, pretoZe i v siasnosti je problematika
konkrétnej prace s mladymi tvorcami ¢lankov Skolského Casopisu dolezita
a aktualna“ (Buc¢anyova).

UZ zo struCnej sumarizacie tohto bodu posudkov je evidentné, Ze vyhrady sa
tykali len Sirky spracivanej problematiky, pripomienky boli najma k priliSnej ob-
$irnosti (resp. rozsahu)skiimanej témy.

TieZ originalita prace a zorientovanost' v literature, ¢i uzZ domacej, resp. cudzo-
jazycCnej, byva na primeranej arovni. S ovela zavaznej$imi pripomienkami sa stre-
tdvame v bode posudkov nazvanom Vhodnost' zvolenych metdd spracovania riese-
nej problematiky, pripadne pri hodnoteni prace s odbornou literatirou. Prave
v zru¢nom narabani s odbornou literatirou bolo zaznamenanych vel'a nedostat-
kov - stretli sme sa s malym poctom pouzitej literatiry, ale i s velkym poctom se-
kundarnych citacii (signalizujtcich neochotu prepracovat sa k pévodnym zdro-
jom):

© ,Zvolené metddy boli vhodné. V praci bola vyuzita celd $kala metdd, niektoré
suviseli s didaktikou (vacSina), ale bol pritomny napr. i dotaznik s grafickym
zobrazenim odpovedi“ (Stramova).

© ,Zvolené metddy boli vhodné. V praci bola vyuzita celd $kala metdd, niektoré
suviseli s didaktikou (védc¢sina), ale bol pritomny napr. i dotaznik a jeho ana-
lyza“ (Krajmerova).

@ ,Met6dy boli vhodne zvolené, pri rieSeni problematiky vyuZila i dotaznik. Na
adekvatne zistenie vysledkov je vSak potrebnych viac respondentov” (Hude-
cova).

@ ,Autorka atestanej prace uvadza len Sest zdrojov, s ktorymi pracovala (len
jeden sa tyka slovenciny - Mistrik: Moderna slovencina, 1983). Absentuje lite-
ratdra z oblasti odborovej didaktiky. V praci sa ¢asto pracuje so sekundarnymi
citAciami“ (Simkova).

@ ,Autorka atesta¢nej prace zvolila metddu pedagogického vyskumu, jej vyskum
je v8ak nepostacujuici (odporucam doStudovat literatiru k metodoldgii peda-
gogického vyskumu), nie je pritomna interpretacia vysledkov vyskumu“ (Sim-
kova).

@ ,Précaje primerane originalna, hoci jej nedostatkom je malo pouzitej odbornej
literatiry (uvadzam i v nedostatkoch prace). Autorka formou komentovanych
priprav na vyu€ovanie vyuZila priestor atestacnej prace na prezentovanie ,ak-
tivatno-motivaénych metéd” vo vyucovani literatiry. Uroven prace do istej
miery zniZuje terminologicka rozkolisanost (Cvincekova).

@ ,Metddy spracovania rieSenej problematiky st v praci zvolené primerane.
Forma komentovanych priprav je vhodna na prezentovanie Sirokého spektra
pouzitych metdd. Scenare vyucovacich hodin su praktickou ukazkou toho, ako
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mozno na hodinach slovenskej literatury vyuzivat moderné met6dy*“ (Cvince-
kova).

@ ,V teoretickej Casti prace bola pouZita analyticko-historicka literarna metéda
a metdéda komparacie. Autorka vSak neuvadza odkial ¢erpa poznatky v pod-
kapitole 1.4 a ¢ast podkapitoly 2.3. Za pozitivne povazujem prepojenie teore-
tickej Casti s odkazmi na Cast praktickd. Nachadzame v nej korektné vysvetle-
nia, ako autorka uplatnila teoretické poznatky v praktickej ¢asti“ (Bubelova).

Odporucania pre prax

Kriticka analyz atestac¢nych prac (i posudkov) nam ukazala, ze d'al$ie vzdelava-
nie ucitel'ov, kontinualne vzdelavanie i pisanie atestacnych prac ma pre pedago-
gickych pracovnikov nesmierny vyznam. Samotni ucitelia po absolvovani tychto
aktivit konsStatovali, Ze boli pre ich d'alSiu pracu prinosom. Vyznam je i v tom, Ze
moderné met6dy, nové koncepcie vyucovacieho procesu, ale i konkrétne realizacie
vyucovacich jednotiek st takymto sp6sobom zaznamenané a dané k dispozicii os-
tatnym ucitel'om. V tejto suvislosti by bolo vhodné urobit’ celoslovenskt databazu
prac a umoznit pedagogickej verejnosti zoznamit sa s celou plejadou atestacnych
prac.

Z nasich skusenosti tiez vyplyva poznanie, Ze najvhodnejsie je atestacné prace
smerovat na pddu vysokoskolskych pracovisk, ktoré maji odborny potencial i naj-
vacsie moznosti podporit prepojenie teérie s praxou, vysokoskolského Studia
s pedagogickym procesom. Zatial nevyuzity potencidl vidime v kontinualnom
predatestatnom vzdelavani, ktoré by mohlo byt realizované na p6de vysokych
skol (pedagogickych fakult). V kontexte slovenskej literatiry by mohli ucitelia za-
kladnych a strednych $kél v ramci takéhoto vzdelavania dostavat relevantné po-
znatky zo sucasnych reflexii slovenskej - i sicasnej (t4 je u sic¢asnych ucitel'ov po-
vazovana za najvacsi problém) literatiry, interpretacné navody, ale i didaktické
usmernenia. Idedlne by bolo, keby kazdy zaujemca o pisanie kvalifikacnej prace
mal svojho Skolitel'a (vediceho prace, tak, ako je to pri bakalarskych pracach ¢i
magisterskych pracach).

V takomto pripade by dosah na pozitivne zmeny vo vyucovani slovenského ja-
zyka a literatiry na Skolach bol najvyraznejsi. V ramci predatesta¢ného vzdelava-
nia by sa mohlo zdéraznit, aby pedagogovia nekladli ortodoxny déraz na ucebnice,
ale zacali naplno vyuzivat kvalitné nové ¢itanky, ktoré sa vSak do vacSiny skol vo-
bec nedostali. Jednoducho: ¢itat najma autenticku literatiru, az potom teoretizo-
vat. Ucitelia by mali ubrat z priliSnej orientacie na encyklopedické vedomosti;
Casto sa napriklad v praxi stava, Ze Ziak vie presné bibliografické udaje o Hugoli-
novi Gavlovicovi, ale humor z jeho diel vébec nepozna.

Dolezité je ucit Studentov, ako porozumiet literdrnemu textu. Nehovorit obsah,
ale viest k vlastnému nazoru a interpretacii. Viac vyuzivat autenticku sucasnu li-
teratiru, pozyvat do $kol stcasnych autorov. Daniel Hevier, Gabriela Futova,
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Zuska Kepplova, Samo Marec a mnohi d'al$i st velmi ochotni ticastnici Skolskych
literarnych besied ¢i autorskych ¢itani. Netreba sa bat populdrnych Zanrov, ako
science fiction alebo fantasy. Vyuzivat v triedach multimédia, napriklad tablety.
Preco nespoznat Zivy bi¢ alebo Pannu zazracnicu v elektronickej podobe, ked' ich
to urobi atraktivnejSimi? K textu sa mdzZe navySe hned’ priradit ukazka z filmu,
uryvok zo scenara, rozhlasova hra, interview s autorom, fotky obalok a podobne.
Daju sa rozvijat témy ako graficky dizajn knihy, typografia, filmova adaptacia
a d’alsie. Obojstranne prinosny vztah vysokoskolsky pedagég - pedagdg na stred-
nej ¢i zakladnej skole by vzajomnymi konzultaciami o atestacnych pracach nado-
budol eSte obohacujticejSie prepojenie teérie a praxe.
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The status of literature courses in
undergraduate and graduate English
language teacher training programmes
across Slovakia

Dagmar Blight

The current state of language teacher training research

Experts within the EU as such, as well as within its individual member coun-
tries, have been dealing with the issue of implementing changes in foreign lan-
guage teacher training for several years. The research results show an unsatisfac-
tory state of language teacher training as it does not reflect the needs of the chang-
ing society. As a result, the specialists call for the necessity to develop teachers’
skills more effectively so that they can adequately prepare their own students for
a quality professional life in 21st century Europe.

Of the projects financed by the EU dealing with foreign language teacher train-
ing it is necessary to mention two carried out at the University of Southampton in
Great Britain. In 2002 the research team presented the European Commission Di-
rectorate General for Education, Youth, Sport and Culture with the findings of their
research in the report: The Training of Teachers of a Foreign Language: Develop-
ments in Europe (2002). The project examined the state of primary and secondary
foreign language teacher training in 32 European countries. The research analysed
the training organization, curricula, teaching practice, duration of the training, etc.
In the final report the study offered recommendations to improve the unaccepta-
ble state of foreign language teacher training at European, national and regional
levels.

Two years later the very same team from the same university followed up the
issue in a new project: European Profile for Language Teacher Education - A Frame
of Reference (Kelly et al, 2004.) The project report provided the European Com-
mission with a new frame of reference for foreign language teacher education that
contained thoroughly elaborated recommendations concerning the structure of
the teacher training programmes, the knowledge, skills, strategies and values of
the teachers.

In the Czech Republic the state of English language teacher training was ana-
lysed by Svétlana HanuSova. Her findings were published in Pregradudlini vzdéld-
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vani ucitelti anglického jazyka (HanuSova, 2005). Along with the report on the cur-
rent state, HanuSova draws up a frame of reference for English language teacher
study programmes at Czech faculties of education. It is a programme which fully
corresponds to the need of our modern times. In 2012, on the basis of the Czech
Accreditation Committee aimed at mapping teacher education, a team of experts
under the leadership of Michaela PiSova from the Faculty of Education, Masaryk
University, Brno did a survey of English language teacher training in the Czech Re-
public. The research report Didaktika cizich jazyki v pripravném vzéldvdni ucie-
telii: vysledky dotaznikového Setieni drew attention to the diametrically different
range of courses offered within the teacher training programmes (PiSov4, 2012).
The survey paid special attention to the place and status of methodology classes
within the programmes. Even today, Czech research teams are looking into the
teacher training issue (teachers’ life-long education, career progress, etc.).

Within Slovakia, the project Transformdcia vysokoskolského vzdeldvania ucite-
lov v kontexte reformy regiondlneho skolstva coordinated by Matej Bel University
Banska Bystrica (2009 - 2012) had a closer look at teacher training. The research
was led by prof. Kosova and the team consisted of experts from 14 teacher training
faculties, representatives of the Ministry of Education and of methodological cen-
tres. The research findings were published in a monograph Vysokoskolské vzdeld-
vanie ucitel'ov (Kosova, 2012). The experts identified all the requirements for the
teacher’s changed competences; they analysed teacher training programmes;
pointed out the basic challenges transforming university teacher training educa-
tion; suggested strategic and conceptual changes to be implemented in order to
carry out a qualitative change in teacher training.

Based on the outcomes of the projects mentioned above and in view of the fact
that a substantial modernisation of English language teacher training has not been
implemented in Slovakia, the paper attempts to draw the professional public’s at-
tention to the need of an innovative frame of reference that would simultaneously
respect the political, socio-economic, cultural and educational conditions of Slo-
vakia. A frame of reference that would be used by all the ten faculties providing
English language teacher training to ensure that all the qualified teachers across
Slovakia have more or less the same education.

In order to analyse literature courses status in undergraduate (BA) and gradu-
ate (MA) English language teacher training programmes across Slovakia the paper
will first offer a survey of the faculties and the programmes provided by them. For
brevity, the following abbreviations are used in the tables:

FF UK Bratislava - Faculty of Arts Comenius University in Bratislava
PdF UK Bratislava - Faculty of Education Comenius University in Brati-
slava
PdF TU Trnava - Faculty of Education Trnava University in Trnava
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FF UKF Nitra
PdF UKF Nitra

FF UMB Banska
Bystrica

FF ZU Zilina

FF KU Ruzomberok

FF PU Presov
FF UPJS Kosice

- Faculty of Arts Constantine the Philosopher University
in Nitra

- Faculty of Education Constantine the Philosopher Uni-
versity in Nitra

- Faculty of Arts Matej Bel University in Banska Bystrica

- Faculty of Arts University of Zilina

- Faculty of Arts and Letters Catholic University in Ru-
Zomberok

- Faculty of Arts University of PreSov

- Faculty of Arts Pavol Jozef Safarik University in KoSice

Table 1: List of undergraduate and graduate English language
teacher training programmes across Slovakia

BA Single BA Double MA Single MA Double
major major Major major

FF UK Bratislava - v -
PdF UK Bratislava v v v v
PdF TU Trnava v v v v
FF UKF Nitra - NG - v
PdF UKF Nitra v v v v
FF UMBtiacr;ska Bys- _ v _ v
FF ZU Zilina - v - v
FF KU RuZomberok - v - v
FF PU Presov v NG v v
FF UPJS Kosice - v - v

NB At the time of writing the UCM Trnava data were not available.

The table shows ten faculties across Slovakia that offer undergraduate and
graduate English language teacher training programmes. Of these faculties, two
are in the Bratislava region, one in the Trnava region, two in the Nitra and two in
the Zilina regions, and one in the Banska Bystrica, PreSov, and KoSice regions. As
a result, each of the eight regions of Slovakia, apart from the Trencin region, pro-
vide an opportunity to prepare future teachers of English.
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Interestingly, only three of the listed faculties are in fact teaching faculties (PdF
UK Bratislava, PdF TU Trnava and PdF UKF Nitra), the remaining seven are facul-
ties of arts, which may lead to questioning the role of these faculties in higher ed-
ucation. An intriguing duplication can be observed at Comenius University in Bra-
tislava and Constantine the Philosopher University in Nitra. One town, one univer-
sity, yet, two faculties providing English language teaching training programmes.
Perhaps it is time to consider the specialisation of these faculties, particularly in
view of decreasing numbers of annual applicants.

Similarly, interesting is the fact that of the ten faculties four offer BA and MA
English language teacher training programmes for both single and double major
students. Together in 2017, the programmes prepared a number of qualified single
major and double major English language teachers, specifically 43 single major,
and 263 double major students finished their undergraduate and graduate studies
(Statisticka ro¢enka - vysoké $koly). Taking into consideration this number of
qualified teachers leaving Slovak universities on an annual basis, the authorities
may ponder where all the graduates end up working, as our schools still suffer
from a persistent lack of qualified English language teachers. A study examining
the graduates’ career decisions upon finishing their studies could provide a useful
insight and help faculties in determining the range of the programmes provided
and the number of required applicants.

The survey will commence with the four single English major programmes at
undergraduate level. The BA degree takes three years divided into six terms. To
finish their undergraduate studies students must obtain 180 credits. The analysis
will specifically compare and contrast the number of compulsory, and optional
(compulsory optional) literature courses provided by the faculties in question, the
number of credits and finally the duration of the courses in hours per week.

Undergraduate single major English language teacher training programmes

Table 2 shows four faculties providing BA single major English language
teacher training programmes across Slovakia. Three of these are faculties of edu-
cation (PdF Bratislava, PdF Trnava and PdF Nitra), and one is a faculty of arts (FF
PU PreSov). Together the faculties cover half of the eight self-governing regions of
Slovakia.

According to table 2 the number of compulsory literature courses taught in the
BA English single major English language teacher training programme varies be-
tween 2 and 7 courses. The average number of courses is 4.75. The range of the
number of credits given for compulsory literature courses is between 12 and 27,
the average being 20.25. The duration of the literature courses oscillates between
4 and 17 hours per week, while the average time spent on literature courses is
12 hours a week.
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The analysis reveals remarkable differences in the number of compulsory lit-
erature courses available to students of BA single major English language teacher
training programmes, the number of credits obtained for them and their duration.
The most evident of the dissimilarities can be observed between PdF UKF Nitra
and PdF TU Trnava. Whereas the Nitra students have in their three-year BA study
2 compulsory literature courses worth 12 credits with the duration of 4 hours per
week, their Trnava fellow students are exposed to 7 courses (3.5 times more!)
worth 27 credits with duration of 15 hours per week (3.75 times more!).

Table 2: BA single major English language teacher training programmes

Number of compul- Credits for compul- Hours of compul-
sory/compulsory-op- sory/compulsory op- sory/compulsory-op-
tional literature tional literature tional literature
courses courses courses
PdF UK
Brati- 4/3 16/9 12/6
slava
PdF TU
Trnava 7/1 27/3 15/2
PdF UKF
Nitra 2/1 12/2 4/2
FF PU
Pretov 6/2 26/6 17/4

The choice of the compulsory-optional literature courses is a little more diffi-
cult to compare and contrast as there are too many different variables. The indi-
vidual programmes apply different conditions for signing up for them. For exam-
ple, the Pdf UKF Nitra single major English language students are supposed to ob-
tain 12 credits from compulsory-optional courses within their BA studies, they can
choose from 8 various courses of which only one is a literature course. As a result,
the students are under no obligation to do any optional literature courses on top
of the two compulsory ones. The Pdf TU Trnava students are also supposed to ob-
tain 12 credits from the compulsory-optional courses, but as there are only
6 courses each worth 2 credits the students are eventually obliged to take the only
compulsory-optional literature course available to them.

So if we examine the status of the compulsory-optional literature courses
within the four single major English language teacher training programmes, the
figures are as follows. The number of the offered courses vary from 1 to 3, the av-
erage is 1.75. The credits range from 2 to 9, with the average being 5. The duration
of the optional literature courses is between 2 and 6 hours per week, the average
is 3.5 hours.
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Graduate single major English language teacher training programmes

Let us now turn our attention to the comparison of the number of literature
courses, credits assigned to them and their duration at graduate level. The master’s
degree lasts two years divided into four terms. To finish their MA studies, students
are expected to obtain 120 credits. As in the case of BA single major English lan-
guage teacher training programmes, the MA ones are provided by the very same
four faculties.

Table 3: MA single major English language teacher training programmes

Number of compul- Credits for compul- Hours of compul-
sory/compulsory-op- sory/compulsory op- sory/compulsory-op-
tional literature tional literature tional literature
courses courses courses
PdF UK
Brati- 2/3 6/6 6/6
slava
PdF TU
Trnava 1/2 4/6 4/4
PdF UKF
Nitra 3/2 18/4 15/4
FF PU
Pretov 3/5 12/15 6/10

Table 3 shows four faculties providing MA single major English language
teacher training programmes. According to the table, the number of compulsory
literature courses taught in the MA English single major English language teacher
training programme varies between 1and 3 courses. The average number of
courses is 2.25. The range of the number of credits is between 4 and 18, the aver-
age being 10. The duration of the literature courses oscillates between 4 to
15 hours per week, while the average time spent on literature courses is
7.75 hours a week.

In the MA single major English language teacher training programmes, the
most noticeable variation is as in the BA programmes between PdF TU Trnava and
PdF UKF Nitra. At graduate level, however, the lowest number of compulsory lit-
erature courses is offered by the Trnava faculty, only 1 worth 4 credits with a du-
ration of 4 hours per week. During the two-year programme the Nitra faculty pro-
vides its MA students with 3 compulsory literature courses worth 18 credits
(4.5 times more than Trnava) with a duration of 15 hours a week (3.75 times more
than Trnava).
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Looking at the status of the compulsory-optional literature courses within the
MA single major English language teacher training programmes the figures are
again dissimilar. The number of the offered courses vary from 2 to 5, the average
is 3. The number of credits range from 4 to 15, with the average being 7.75. The
duration of the literature courses is between 4 to 10 hours per week, the average
is 6. The most remarkable discrepancy is observed between FF PU Presov and PdF
UKF Nitra. Whereas FF PU PreSov offers its MA single major English language stu-
dents 5 optional literature courses worth 15 credits with a duration of 10 hours
per week, PdF UKF Nitra provides two optional literature courses worth 4 credits
with a duration of 4 hours.

Undergraduate double major English language teacher training
programmes

Moving on to the undergraduate double major English language teacher train-
ing programme, it is clear that it is a widely available programme since it is offered
by ten faculties across Slovakia.

According to table 4 the number of compulsory literature courses taught to fu-
ture double major English language teachers at the undergraduate level vary be-
tween 2 and 6 courses. The average number of courses is 4. The range of the num-
ber of credits is between 6 and 22, the average being 14. The duration of the liter-
ature courses swings between 4 and 15 hours per week, while the average time
spent on literature courses is 10.6 hours a week.

The most striking difference in these figures is between PdF UKF Nitra and PdF
TU Trnava. The figures imply that whereas the PdF UKF Nitra students finish their
BA studies with two literature courses worth 6 credits of the 180 they are sup-
posed to obtain, and are exposed to 4 hours of literature courses per week, the PdF
TU Trnava students will have had during their three years of study 6 literature
courses worth 22 credits and will have spent 15 hours per week on literature.
These remarkable differences leave the Pdf UKF Nitra students at a disadvantage
not only in relation to literature course exposure but mainly when it comes to the
compatibility of their alma mater with the remaining nine faculties providing MA
English language teacher training programmes.

An examination of the status of the compulsory-optional literature courses
within the ten BA double major English language teacher training programmes re-
veals figures which are once again quite dissimilar. The number of the courses of-
fered varies from O to 7, and the average is 3.3. The credits range from 0 to 21, with
the average being 10. The duration of the literature courses is between 0 and
14 hours per week, while the average time is 6.7 hours a week. The most remark-
able discrepancy is observed between FF UPJS Kosice and FF ZU Zilina. While the
former’s students have the choice of 7 compulsory-optional courses worth
21 credits and with a duration of 14 hours per week, the latter have none.
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Table 4: BA double major English language teacher training programmes

Number of compul- Credits for compul- Hours of compul-
Literature | sory/compulsory-op- sory/compulsory-op- | sory/compulsory-op-
courses tional literature tional literature tional literature
courses courses courses
FF UK Bra-
tislava 4/6 18/18 15/12
PdF UK
Bratislava 3/3 12/9 9/6
PdF TU
Trnava 6/1 22/3 15/2
FF UKF Ni-
tra 5/6 16/20 15/14
PdF UKF
Nitra 2/1 6/2 4/4
FF UMB
Banska 3/2 16/10 8/4
Bystrica
FF ZU
Zilina 4/0 8/0 8/0
FF KU Ru-
Zomberok 4/5 1/ 8/7
FF PU Pre-
Sov 4/2 13/6 10/4
FF UPJS Ko-
Sice 5/7 18/21 14/14

Graduate double major English language teacher training programmes

When it comes to the graduate English language teacher training programme,
the table below shows again the same ten faculties providing MA programmes in
this field of study as at undergraduate level.

The table shows that the number of compulsory literature courses taught to
MA English double major students vary between 0 and 3 courses. The average
number of courses is 1.8. The number of credits ranges between 0 and 18, the av-
erage being 6.3. The duration of the literature courses shifts between 0 to 9 hours
per week, while the average time spent on literature courses is 4.4 hours per week.
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Table 5: MA double major English language teacher training programmes

Number of compul- Credits for compul- Hours of compul-
Literature | sory/compulsory-op- sory/compulsory-op- | sory/compulsory-op-
courses tional literature tional literature tional literature
courses courses courses
FF UK Bra-
tislava 1/5 3/15 2/10
PdF UK
Bratislava 2/3 6/7 4/6
PdF TU
Trnava 1 4/3 4/2
FF UKF Ni-
tra 2/3 8/12 7/6
PdF UKF
Nitra 3/2 18/4 9/4
FF UMB
Banska 0/3 0/12 0/6
Bystrica
FF ZU
Zilina 2/0 8/0 4/0
FF KU Ru-
Zomberok 3/3 6/6 6/3
FF PU Pre-
Sov 2/5 6/15 4/10
FF UPJS Ko-
Sice 2/2 4/6 4/4

Obvious discrepancies can be observed among the teacher training pro-
grammes in the number of compulsory literature courses they provide, in the num-
ber of credits students will obtain for them and also in the duration of the literature
classes. The most evident difference is between FF UMB Banska Bystrica, which
provides no compulsory literature courses to their MA students at all, and PdF UKF
Nitra along with FF KU Ruzomberok. Both these offer three compulsory literature
classes. Even more noticeable is the difference in the number of credits. The FF
UMB student will get no credits for compulsory literature classes in the two years
of their MA studies, whereas the PdF UKF Nitra students will have gained 18 cred-
its during the same period of time. As for the duration of the classes, Pdf UKF pro-
vides 9 hours of compulsory literature classes per week, while FF UMB provides

none.
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The status of the compulsory-optional literature courses within the MA double
major English language teacher training programmes is markedly different. The
number of the courses offered varies from 0 to 5, while the average is 2.7. The
credits range from 0 to 15, with the average being 8. The duration of these litera-
ture courses is between 0 and 10 extra hours per week on top of the compulsory
courses, the average is 5.1. The most remarkable discrepancy can be observed be-
tween FF UK Bratislava, FF PU Pre$ov and FF ZU Zilina. Both the Bratislava and
PreSov faculties provide their MA double major students with 5 compulsory-op-
tional literature courses worth 15 credits, with a duration of 10 hours a week. The
Zilina students have no compulsory-optional literature course to choose from.

Having covered the specification of the literature courses, the number of cred-
its students will obtain for them and their duration within both the single and the
double English language teacher training programmes, let us now move our atten-
tion to the analysis of the actual content of these literature courses.

Undergraduate single major literature courses

Table 6: BA single major literature courses

Compulsory courses Compulsory-optional courses
PdF UK Brati- | € Introduction to the study of Anglo- © 0ld English literature
slava phone literature @ 19th century English litera-
<@ English literature I ture
@ Children’s Anglophone literature © Anglo-American short prose
© American literature [
PdF TU @ Introduction to the study of litera- © Anglo-American short story
Trnava ture

@ Interpretation of literary text
<@ English literature 1
@ English literature 2
€ American literature 1
@ American literature 2
@ Modern Interpretation strategies

PdF UKF Nitra | € Theory and history of Anglophone © Interpretation of literary

literatures texts
@ Selected chapters from Anglophone
literatures

FF PU PreSov | © Theory of literature © Interpretation of literary text
<@ British literature 1 © Literature of American eth-
< British literature 2 nic minorities
< British literature 3
@ American literature 1
@ American literature 2
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Within the BA single major English language teacher training programmes, the
compulsory literature courses include an introduction to the study of literature
and several surveys of both British and American literatures. Interestingly, only
one of the four faculties (PdF UK Bratislava) offers a course on Children’s literature
at undergraduate level. Both PdF UKF Nitra and FF PU PreSov provide the course
in their MA programme. On top of the survey courses only the PdF TU Trnava stu-
dents have a chance to gain interpretative skills of literary texts. PAF UKF Nitra and
FF PU PresSov provide this course as optional.

The BA compulsory-optional literature courses bear slightly more specialized
names but they are still defined by period. Overall, none stands out in their content
except for the Literature of American ethnic minorities, introducing authors who
have an ethnic affiliation in common rather than just the time of their writing.

Graduate single major literature courses

Table 7: MA single major literature courses

Compulsory courses Compulsory-optional courses
PdF UK Bra- | € English literature II € Working with literary text
tislava © American literature II © Contemporary Anglophone litera-
ture
© Minority literature written in Eng-
lish
PdF TU © Contemporary English and © Children’s and adolescent literature
Trnava American literature © Media in literary communication
PdF UKF Ni- | € British literature © Multiculturalism and ethnic writers
tra © American literature in American literature
<@ Children’s literature in Eng- @ Literature written in English
lish language
FF PU PreSov | € Children’s and adolescentlit- | € Contemporary literature and pop
erature 1 culture
Children’s and adolescentlit- | € Fantasy fiction in literature
erature 2 @ Australian literature
© Contemporary British and © Spoken literature and film
American literature @ Stories in English

Table 7 shows that in the MA single major English language teacher training
programmes the compulsory literature courses are mainly a follow-up to the BA
survey courses. The graduate students thus concentrate on 20th century and con-
temporary British and American literatures. Even though only two faculties (PdF
UKF Nitra & FF PU Presov) provide their MA students with an opportunity to be-
come familiar with children’s literature, the PdF UK Bratislava students take the
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course in their BA studies, and the PdF TU Trnava students have the children’s
literature course among optional courses. As a result, despite the fact that the stu-
dents are, in theory, future teachers of English at lower secondary and upper sec-
ondary education (pupils and students aged 10 - 19), the Trnava graduates may
not be acquainted with the kind of literature suitable for their future students at
all.

The MA compulsory-optional courses are a lot more interesting than their BA
counterparts. Instead of a historical survey they provide a cross-disciplinary ap-
proach by juxtaposing literary works with media, culture or film. Some are also
more exotic, going beyond the British and American literatures, such as the course
on Australian literature.

Undergraduate double major literature courses

Table 8: BA double major literature courses

Compulsory courses Compulsory-optional courses
FF UK Bratislava | € Introduction to the study of liter- | € Children’s and adolescent
ature literature
< British literature 1 © Canadian 20th century short
< British literature 2 story
@ American literature to the end of | € English 18th century novel
the 19th century © Introduction to Canadian lit-
erature
@ English regional novel
@ British 20th and 21st cen-
tury novel
PdF UK Brati- @ Introduction to the study of An- <« 0l1d English literature
slava glophone literature © 19th century English litera-
@ English literature I ture
@ American literature I © Anglo-American short prose
PdF TU Trnava @ Introduction to the study of liter- | € Anglo-American short story
ature
@ Interpretation of literary text
<@ English literature 1
@ English literature 2
€ American literature 1
@ American literature 2
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Compulsory courses

Compulsory-optional courses

FF UKF Nitra @ Introduction to the study of liter- | € Analysis and interpretation
ature of literary text
@ Survey of British literature 1 < Children’s literature
@ Survey of American literature 1 © Literature and film
@ Survey British literature 2 © Modern American drama
@ Survey of American literature 2 © Modern British drama
© Forms of literary modern-
ism
PdF UKF Nitra © Theory and history of Anglo- < Interpretation of literary

phone literatures
Selected chapters from Anglo-
phone literatures

texts

FF UMB Banska

Introduction to the study of lan-

© 20th - 21st century Ameri-

Bystrica guage and literature can literature
@ 17th-19th century American lit- | € 20th - 21st century British
erature literature
@ 16th - 20th century English liter-
ature
FF ZU Zilina British and American studies and

© © & 9

literature 1
British and American studies and
literature 2
British and American studies and
literature 3
British and American studies and
literature 4

FF KU Ruzombe-
rok

0o 9

Introduction to the study of liter-
ature

History of British literature 1
History of British literature 2
History of British literature 3

Critical studies 1
Critical studies 2
Critical studies 3
Critical studies 4
Critical studies 5
20th century literatures

FF PU PreSov

0@

&

Introduction to literature
British literature 1
British literature 2
American literature

Interpretation of literary
text

Literature of American eth-
nic minorities

© O 00000
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Compulsory courses Compulsory-optional courses
FF UPJS Kogice @ Introduction to literary Science < British literature - selected
@ History of British literature 1 Chapters
@ History of British literature 2 <@ Different books - different
@ History of American literature 1 Worlds
@ History of American literature 2 © Modern feminity
© Gender mainstreaming
€ Modern masculanity
< Fan fiction
© American literature - se-
lected chapters

Of the ten BA double major English language teacher training programmes nine
include a separate compulsory introductory course to the study or theory of liter-
ature. FF ZU Zilina is the only exception. The remaining courses are, as in the case
of BA single major study, surveys of British and American literatures. Bar PdF TU
Trnava, no other faculty provides a compulsory course developing students’ inter-
pretative skills. No faculty provides a compulsory children’s literature course
within the three-year BA programme.

The BA double major compulsory-optional literature courses are a combina-
tion of genre and period-based surveys and interpretative courses. The FF UPJS
KosSice students seem to have the most exotic option, reflecting contemporary is-
sues. A positive aspect of the list is the wide choice, which is considerably more
impressive than within the single major BA programme.

Graduate double major literature courses

The compulsory literature courses within the MA double major English lan-
guage teacher training programmes resemble those in the MA single major pro-
grammes. They are also mainly follow-ups to the BA survey courses specializing in
20th century and contemporary British and American literatures. PAF UKF Nitra &
FF PU Presov are the only two of the ten faculties providing their MA students with
a compulsory course on children’s literature. In PdF TU Trnava it is an optional
course. The shocking result is that a majority of double major English language
teachers across Slovakia are not familiar with the kind of literature suitable for
their future pupils and students. An interesting choice of compulsory courses de-
viating from the standard MA offer is available at FF UPJS Kosice. They actually
include ethnic literatures and modern literary streams in their programme.

Finally, the compulsory-optional literature courses within the MA double ma-
jor English language teacher programmes must be mentioned. The choice is im-
pressive and innovative as it includes interpretation of literary texts, lesser known
minority literatures, and inter-disciplinary courses.
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Table 9: MA double major literature courses

Compulsory courses

Compulsory-optional courses

and American literature

Australian literature and film
Spoken literature

FF UK Brati- © American 20th and 21st @ Canadian Black literatures and cultures
slava century literature @ Experiment in the novel
@ Contemporary literature and culture of
the native inhabitants of North Amer-
ica
< Film adaptations of literary work
@ American theatre and society
PdF UK Brati- | € English literature II © Working with literary text
slava © American literature II © Contemporary Anglophone literature
© Minority literature written in English
PdF TU @ Contemporary English < Children’s and adolescent literature
Trnava and American literature
FF UKF Nitra | € Anglophone literature @ Literature of ethnic minorities
<@ Short story of Anglo- @ Postcolonial literature
phone countries © World literature
PdF UKF Nitra | € British literature € Multiculturalism and ethnic writers in
© American literature American literature
<@ Children’s literature in @ Literature written in English
English language
FF UMB Ban- © Selected chapters from American liter-
ska Bystrica ature and culture
0 Selected chapters from English litera-
ture and culture
@ 0ld English literature
FFZU Zilina | € Masterpieces of Anglo-
phone literature 1 0
© Masterpieces of Anglo-
phone literature 2
FF KU RuZom- | € Anglophone drama @ Critical studies 6
berok © Anglophone prose © Critical studies 7
© Anglophone poetry @ Critical studies 8
FF PU PreSov | € Children’s and adoles- © Contemporary literature and pop cul-
cent literature 1 ture
© Contemporary British © Fantasy fiction in literature
%
&
%

Stories in English
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Compulsory courses Compulsory-optional courses
FF UPJS Ko$ice | € American ethnic litera- @ Literary seminar
tures @ Anglophone literatures - selected
© Modern literary streams chapters

Conclusion

There are ten faculties that provide university education for future English lan-
guage teachers across Slovakia at both undergraduate and graduate levels. The pa-
per analysed the status of the compulsory and compulsory-optional literature
courses within the single major and double major English language teacher train-
ing programmes at BA and MA levels. It compared the number of literature
courses, the credits assigned to them, duration per week and their content. The
analysis revealed that within the ten faculties there is a remarkable disparity in
the range of the literature courses provided, in the number of credits students gain
for them, in the hours students are exposed to them and even in their content.
These dissimilarities result in producing teachers with officially the same qualifi-
cation yet with an incompatible literature input within their studies.

For illustration, let us use the striking differences noticeable in the four single
major English language programmes. Within a five-year study, the FF PU PreSov
students are exposed to 9 compulsory literature courses worth 38 credits with
a duration of 23 hours a week, while their PdAF UKF Nitra fellow students take
5 compulsory literature courses worth 30 credits with a duration of 19 hours per
week.

Similar discrepancies are to be found within the ten available double major
English language teacher training programmes. Over five years, PdF TU Trnava
provides its students with 7 compulsory literature courses worth 26 credits with
duration of 19 hours a week, whereas in the same period, FF UMB Banska Bystrica
provides 3 compulsory literature courses worth 16 credits with a duration of
8 hours a week.

When it comes to the content of the compulsory literature courses, the pro-
grammes offer a more or less similar range. At undergraduate level, the courses
include an introduction to the study of literature and historical surveys of both
British and American literatures up to the 20th century. The graduate programmes
tend to provide follow-ups to the undergraduate surveys, concentrating on 20th
century and contemporary literatures. The list of the compulsory literature
courses lacks a course on children’s and adolescent literature.

Although children’s literature features to some extent in the single major pro-
grammes, it is, except for two faculties, completely ignored in the double major
programmes. As a result, the majority of the double major English language teach-
ers across Slovakia are not acquainted with the literature suitable for their target
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pupils and students. The compulsory literature courses also seem to lack a cross-
-disciplinary approach, critical thinking and creativity. This vacuum is, however,
filled by the wide range of compulsory-optional courses which provide a more ex-
otic option of literatures (Canadian, Australian) and dare to venture into other dis-
ciplines (film, media, pop culture).

Recommendations

The findings of the analysis show a great deal of disparity in the literature input
of future English language teachers in Slovakia. See also Blight, 2012. In order to
take specific measures to assure a certain level of compatibility within the pro-
grammes further research is needed. As English language teacher training tends to
focus on five core areas (literature, linguistics, cultural studies, methodology and
language in use) it would be useful to see the status of the other four core disci-
plines within the programmes.

A colossal quantitative survey on the national scale is needed to find out the
practical needs of in-service teachers and to identify the courses the teachers lack
in their professional training. Only then can an innovative frame of reference be
drawn that would guarantee a common English language teacher training pro-
gramme for all the faculties providing it. Finally, it needs to be stressed that the
paper by no means calls for total uniformity within the programmes available
across Slovakia. Instead, the study suggests a certain degree of overlapping (to be
discussed by experts) leaving the individual departments in questions with a free
hand to design the rest of the programmes according to their preferences or staff
possibilities.
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