Editorial

Milé ¢tenarky a Ctenari,

co nejsrdecnéji Vas vitdm na strankach nového cisla casopisu CASALC Review.
Vidite, Ze nas cil - pravidelné publikovat odborné prispévky z oblasti jazykové-
ho vzdélavani na vysokych Skolach - se opét naplnil a Vy otvirate ¢asopis, ktery
prinasi osm empirickych studii a Sest velmi kvalitnich informativnich ¢lanki z ob-
lasti, které jsou jist& véem ¢lenim CASAJC (Ceské a slovenské asociace jazykovych
pracovist) velmi blizké. Autory ptispévki jsou predni Cesti a slovensti odbornici,
ktefi se otdzce jazykového vzdélavani jiz fadu let vyzkumné i prakticky vénuji.

Prvni text nového ¢isla vénuje pozornost vyuce jazyka nikoli ciziho, ale slovenské-
ho - pro zahrani¢ni studenty mediciny na Lékarské fakulté Univerzity Komenské-
ho v Bratislavé. Problematiku slovenstiny jako ciziho jazyka zkouma i dalsi z textd
- jeho autorka analyzuje problémové jevy v projevu ukrajinskych studentd, kteri
studuji na PreSovské univerzité.

Pozornosti autorl se tési i pouzivani novych technologii ve vyuce jazyki - Kkole-
gyné ze Zilinské univerzity se s nami podéli o zkuenosti s pouzivanim mobilnich
aplikaci v hodinach angli¢tiny a kolegyné z Akadémie Policajného zboru v Brati-
slave popisuje své zkuSenosti s e-learningem ve vyuce policistd.

Neméné prinosné jsou i dalsi prispévky, mapujici jazykové vzdélavani profesio-
nali - ucitelG jazyki i nelingvistli a pravnikid. Stranou zajmu autord nezdstala
ani oblast testovani jazyk, uc¢ebnich styli vysokoSkolskych studenti ¢i hodnoceni
tvorivosti uciteld.

Vsechny publikované clanky tak prinaseji prehled, jak riiznoroda je prace uciteld
na vysokoskolskych jazykovych pracovistich v Ceské i Slovenské republice.

v7s ovs

Dalsi cisla CASALC Review jsou stale v rukou nas vsech, redakce, redak¢ni rady
i ¢tenari. Nevahejte sdilet své zkuSenosti z praxe a svych vyzkumi a neotalejte
s pripravou svych novych prispévka.

Pfeji nAm vSem, aby nam i toto cislo ¢asopisu ptineslo inspirujici a zajimavé po-

znatky a informace, které vyuZijeme ve své kazdodenni pedagogické praxi.

Za redakci
Ludmila Koldckova
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Slovencina ako cudzi jazyk na Lekarskej fakulte
Univerzity Komenského v Bratislave

Slovak language as foreign language at Medical faculty of
Comenius University

Radoslav Durajka

Abstrakt: Autor predstavuje vyucovanie slovenciny ako cudzieho jazyka na Lekarskej fakulte
Univerzity Komenského v Bratislave. Zameriava sa na $pecifikd vyucovania jazyka v nefilolo-
gickom odbore, opisuje jednotlivé ro¢niky a zaroveil upriamuje pozornost na ciel vyucby - na
(odbornu) komunikaciu. V§ima si tieZ komunikacné stratégie Studentov a ich postoj k sloven-
Cine.

Klacové slova: slovencina ako cudzi jazyk, Specifika vyucovania, nefilologicky odbor, komu-
nikacia, komunikacné stratégie

Key words: Slovak language as foreign language, specifics of teaching, language in a non-
philological field of study, communication, strategies of communication

Uvod

,Ucenie (jazykov) ostane vzdy umenim, presne ako je umenim veda.”
S. Krashen

Histéria Ustavu cudzich jazykov Lekarskej fakulty Univerzity Komenského (LF UK)
siaha do roku 1953, ked’ bola zaloZena Celouniverzitna katedra cudzich jazykov.
mostatné katedry jazykov, pricom oddelenia jazykov Lekarskej fakulty a Farmace-
utickej fakulty UK existovali pod spolocnym vedenim az do r. 1981. Vyznamnym
momentom sa stal rok 1991, ked’ sa vytvorila katedra jazykov na LF UK, ktora jes-
tvuje pod nazvom Ustav cudzich jazykov LF UK aZ dodnes. Vyuéduje sa tu latinska
lekarska terminolégia v 1. ro¢niku vSeobecného lekarstva, zubného lekarstva (vra-
tane Studia v angli¢tine) a medziodborového Stidia (biomedicina). Vyucba cudzie-
ho jazyka (anglicky jazyk, nemecky jazyk) sa realizuje v 1. rocniku vSeobecného
lekarstva a 2. ro¢niku zubného lekarstva. Slovencina ako cudzi jazyk sa vyucuje od
akademického roka 1991/1992, teda uz Stvrtstorocie. Predtym sa slovencina ne-
vyucovala, kedZe zahrani¢ni $tudenti prichadzali (a dodnes prichadzaji) z Ustavu
jazykovej a odbornej pripravy a $tidium mediciny absolvuji v slovencine. Medzi
dalSie aktivity pracovnikov dstavu patria odborné jazykové seminare pre dokto-
randské Studium, preverovanie znalosti z cudzieho jazyka (anglictina, nemcina)
pri vybere Studentov, ktori maji zaujem o Studijné pobyty a staze v zahranici,
vedeckovyskumna a publika¢na ¢innost' a v neposlednom rade pomoc dekanatu,
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Studijnému oddeleniu i jednotlivym pracoviskam pri prekladoch. Pracovisko per-
manentne rozvija kontakty s domacimi i zahrani¢nymi partnermi a institdciami,
najmi v ramci ERASMUS+1.

1 Specifika vyucovania slovenéiny (v nefilologickom odbore)

Nasim cielom je, aby Studenti po absolvovani piatich semestrov boli schopni ko-
munikovat s pacientmi v nemocnici, tvorili anamnézu, zistovali symptémy pacien-
ta, viedli dialég smerujici k diagnéze pacienta. Délezita je tak aktivna aj pasivna
znalost slovenciny. Na zaklade hodinovej dotacie? a redlnych ¢asovych moZznosti
je zrejmé, Ze sa musime primarne sustredit na hlavny ciel' - na komunikaciu. Pr-
vé Specifikum teda vyplyva z reSpektovania nedostatku ¢asu Studentov mediciny,
ktori (samozrejme) primarne svoj ¢as venuju stidiu mediciny. Kurz slovenského
jazyka je povinny (v 1.2.a 3.roc¢niku) a je sucastou Studijného planu Lekarskej
fakulty UK. V prvom a druhom roé¢niku je stanovena dotacia 4 hodiny tyZdenne
a 2 hodiny v tretom roc¢niku. Je to vSak nepostacujice a vytvara sa tak tlak na
nutnost’ pripravit Studentov na nemocni¢nu prax v slovenskom jazyku za neadek-
vatne kratky cas (v 3.rocniku uz praxuju a Studenti prichadzaji do prvého roc-
nika bez akychkolvek jazykovych znalosti). V jazyku nedokaZzeme ist do ,hibky*
Pre nefilolégov su, napr. genetické znaky slovenciny ¢i kontrastivne porovnania
s ostatnymi (ne)slovanskymi jazykmi dopliiujice (ak nie absoliitne marginalne),
ale spolu s histériou, historickym vyvinom slovenciny a etymoldégiou pomahaju
odpovedat na Casté otazky Studentov - osvojovatelov: ,Preco je to tak? Ako je to
mozné? Preco to neexistuje v ,nasom“jazyku?“ a zdévodnuja tak dnesny stav sloven-
¢iny v jednotlivych jazykovych rovindch. Tato oblast ale netvori integralnu stucast
vyucby, ¢im sa podstatne 1isi od Studia slovakistov, slavistov, filolégov. S ohladom
na zameranie nasich posluchacov sa uz v prvom ro¢niku pokiiSame smerovat kurz

1 Viac informacif na http://www.fmed.uniba.sk/pracoviska/teoreticke-ustavy/ustav-cudzich-jazykov-
If-uk/.

2 Spolo¢ny eurdpsky referencny ramec pre jazyky predpoklada 140 h pre troven A2 teda v priebehu
troch semestrov musia $tudenti zvladnut' slovensku gramatiku a vSeobecnu lexiku. Pre uroven B1 a B2
je 100 vyucovacich hodin, no redlne mame do 72h. Inspiraciou na zvySenie hodinovej doticie st pre
nas lekarske fakulty v Cesku i Bulharsku, ktoré pripravujt intenzivny jazykovy kurz pred semestrom.
Ni¢im nezatazeni Studenti, v ¢ase medzi zapisom a zaciatkom semestra, dokazu zvladnut ucivo, ktoré my
preberieme pocas polovice semestra. Vyborny je i martinsky jednosemestralny kurz (raz do tyzdina) pre
treti a Stvrty ro¢nik, ktory nie je fakultou pozadovany: ,Komunikacia s pacientom v slovenskom jazyku",
ktory sa zameriava na potreby Studentov, ktori uz majt prax v nemocnici, prichadzaji do kontaktu s do-
macim pouzivatelom jazyka. Predmetom tohto kurzu je rozsirenie slovnej zasoby s ohladom na pracoviska
nemocnice, na ktorych vykonavaji prax, fixacia instrukcii pre pacienta pri vySetreniach na vybranych
pracoviskach, automatizacia otazok pre pacienta suvisiacich s anamnézou a diagnostikovanim chordb na
konkrétnom oddeleni atd. Na kurze je dorozumievacim jazykom (prevazne) jazyk cielovy. Upeviiovanie
poznatkov je zaloZené na met6de hrania roli - lekar/pacient.

3 Je v§ak pochopitelné, Ze redlny vyucovaci proces ovplyviiuje celkovy rozvrh i kreditova dotacia vyuco-
vania jazyka, nakol'ko existuje nepomer k tzv. ,velkym predmetom*




k cielu komunikacie s pacientom. Hoci v ramci prvého ro¢nika ma Student na-
dobudnut poznatky z gramatiky a vSeobecnu slovnu zasobu, snazime sa, aby aj
tato cast bola Co najviac prepojena s cielovym zameranim. Nie je vela priesto-
ru na rozvijanie slovnej zasoby ¢i upevilovanie gramatickych pravidiel, preto sa
v Stvrtom a piatom semestri venujeme gramatike len okrajovo, demonstruje sa
predovSetkym v ramci preberanych medicinskych tém a opakovani.

Za druhé 3pecifikum mo6zeme povazovat spoloc¢né znaky vsetkych Studentov. Su
to: 1) rovnaké miesto, stupen a typ vzdelavacej institicie (niekedy aj rovnaky
lektor); 2) charakter a zameranie jazykového vzdelavania - povinny predmet ne-
filologického odboru, ktorého zvladnutie je vSak nevyhnutnym predpokladom dal-
Sieho Studia; 3) nepripravenost na novy (cudzi) jazyk - Studenti prichadzaju Stu-
dovat’ medicinu v anglickom programe, a tak stidium slovenciny neocakavaja. Ich
pozornost sa pred prichodom sustreduje najma na anglictinu (nematerinsky ja-
zyk); 4) takmer neobmedzené moznosti kontaktu s nositelmi osvojovaného jazyka
a kultury - vyuzivanie ale velmi zavisi od Studentovej psychologickej charakteris-
tiky); 5) vekové rozmedzie nie je markantné - najcastejSie 18-20 rokov. Najmé
prvé tri skuto¢nosti sa naplno odraZajii v ich motivacii i v pristupe k $tadiu.*

Spominana narodnostna pestrost skupin je pritazlivd svojou multikulturalnos-
tou, ktora obohacuje hodiny v dimenzii odliSnych mentalit, temperamentu, zvy-
kov a tradicii, ale zaroven kladie vysSie naroky na vyucujuceho, ktory neméze
vychadzat zo vzijomnych vztahov slovenciny a vychodiskového jazyka kazdého
frekventanta kurzu. Vyucovanie je tak nevyhnutne zaloZené na porovnavani slo-
venciny s anglictinou, pricom ta nie je materinskym jazykom frekventantov ani
lektora - tretie Specifikum. Existuju dokazy, Ze vyvin materinského i cudzieho
jazyka prebieha v podobnych sekvencidch s podobnymi fazami (Doughty & Long,
2003) a pri ziskavani jazykovej kompetencie sa ¢asto podcenuje stcinnost vyucby
materinského jazyka a cudzich jazykov, lebo ich znalost prispieva k hlbSiemu,
»suvedomovanému“ poznaniu systému vlastného jazyka a moZnosti jeho pouzitia.
Pre zaujimavost uvadzame a dopitiame sedem rozdielov D. Slobina (1993, s. 239),
ktoré vidi medzi osvojovatelom a dietatom osvojujticim si materinsky jazyk.>

4 Skupiny st réznorodé najma z hladiska narodnosti, a tak krajina pévodu nie je zjednocujicim faktorom.
Vacsina su neslovanski Eurépania (Nemci, §panieli, Gréci, Taliani, Rakd$ania), ale st tu i slovanski Poliaci,
¢i Japonci a Iranci.

5 1.vekovo starsi osvojovatelia za¢inaju osvojovanie s biologickym hendikepom (plasticita mozgu, kapa-
cita, rychlost’ vytvarania neurondlnych prepojeni); 2. komunikacné potreby st komplexnejsie, zloZitejSie
a ddlezitejSie pre Zivot; 3. osvojovatelia nemajui automaticky uspokojované zakladné zivotné potreby, tak
ako ich majui uspokojované deti; 4. spracovavaji osvojovany/cielovy jazyk cez ,filtre”, ktoré su pritom-
né vdaka materinskému jazyku a uz ziskanym jazykovym vedomostiam; 5. si zvyknuti pouzivat svoj
materinsky jazyk v sociokultirnom kontexte svojho jazyka, ktory sa méze liSit od osvojovaného jazyka
(stereotypy, tradicie...); Cize 6. st (relativne) psycho-socidlne vzdialeni kulttire osvojovaného jazyka; 7.
komunikovat’ musia flexibilne a funkéne. A nesmieme zabudat, Ze ich socialna rola sa zmenila a mozZe
byt zavisla od zvladnutého osvojenia si jazyka (nova praca, Stidium, rodina), preto sa Casto boja robit
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Preto je istou vyhodou, ak sa pri vyucovani slovenciny ako cudzieho jazyka mozno
opriet o znalost materinského/vychodiskového alebo iného uz osvojeného jazyka,
ktory je casto i sprostredkujucim jazykom. Napriklad anglicky jazyk je vnimany
$tudentmi v dvoch protipéloch. Studenti zo slovanskych krajin, resp. $tudenti, kto-
ri sa uz ucili nejaky slovansky jazyk, ju vnimajd ako nieCo nepotrebné, zbytocné,
dokonca ,kontraproduktivne®, lebo ,zvddza k mysleniu na anglické slovd, ktoré st
udomdcnené v mojom materinskom jazyku a ja sa ich potom snaZim vyuZivat'i v pred-
pokladanej slovenskej derivdcii a nie vZdy mi to vychddza®, hovori polska Studentka
Ela, ale jedinu vyhodu angli¢tiny vo vztahu k slovencine predsa len videla, a to
,V rychlom nauceni sa slovenskych ndzvov mesiacov, ktoré st totozné s anglickymi ek-
vivalentmi“. Na druhej strane stoja Studenti z neslovanskych krajin, ktori vnimaju
anglictinu ako ,podstatnii sti¢ast Stiidia, nevyhnutnost a nutnost™. Ti naopak vnimaju
anglictinu ako pomocnika a snaZzia sa vyuzivat v komunikacii anglické slova, ktoré
povaZzuju za univerzalne a aj tie, ktoré sa udomacnili aj v ich materinskom jazyku.
Pre lektora je nespornou vyhodou vyuzivat paralely a podobnosti v systéme ja-
zykov na rychlejSie osvojenie komunikac¢nych zru¢nosti a kontrastivnou analyzou
viest k uvedomenému vnimaniu vzajomnych rozdielov (Pekarovic¢ova, 2004, s. 21).
Slabé prepojenie medzi uz osvojenym a prave osvojovanym ucivom sa povaZuje za
Castu pricinu neefektivneho Studia, a to z hladiska vnutrojazykovych vztahov, aj na
pozadi interlingvalnych kontaktov.

Ako stvrté specifikum musime spomenut osobitnu didaktiku vyucovania cudzieho
jazyka, ktoru treba odliSit' od vyucby materinského jazyka, aj ked’ v oboch pripa-
doch je dany jazyk predmetom aj prostriedkom vyuc¢by®. Prihliadajic na jednotlivé
stupne a na ciele pri osvojovani cudzieho jazyka je nevyhnutna modifikacia spri-
stupniovania slovenciny, vztah gramatiky a nacviku, receptivnych a produktivnych
recovych schopnosti, cielavedome budovanie inventaru potrebnych systémovych
lingvistickych znalosti spolu s vymedzenim jazykového minima (lexikdlneho, gra-
matického, fonetického, ortografického, terminologického, frazeologického a pare-
miologického), ktora prispieva k zefektiviiovaniu procesu vyucby. Preto u nas pre-
vlada enormna snaha o 1) jednoduchost a praktickost (napriklad naucit' G.pl iba

chyby / citia sa trapne. Stretavaju sa totiZ s Gplne odliSnou skupinou l'udj, t. z. v pripade materinského
jazyka je typické osvojovanie v prirodzenom prostredi a prevazne s rodinou a v situdciach, v ktorych je
prirodzene podporovany vyvin dodavanim dostatoéného mnoZzstva materialu a opornych bodov, zatial
Co starsi osvojovatelia sa vacSinou ucia v prostredi triedy, v ktorej nie je dostupna dostato¢na expozicia
jazyka ani socialna interakcia. V kontraste s malymi detmi je vstup jazyka (input) diametralne odlisny
a ich komunikacia takmer nikdy nie je spontdnna. Malé deti si vytvaraju lexikalne Specifické vzorce a az
neskdr sa vyvinie znalost o abstraktnych syntaktickych kategériach, ktoré potom vedu ku kreativnej$im
kombindacidm, star$i uz poznaju tieto kategérie a tato znalost moZe viest ku kreativnym kombinacidam
v medzijazyku, ¢i uz pozitivne alebo negativne. Progresivnost a ispeSnost procesu osvojovania st vysoko
zavislé od osvojovatelovej individuality a jeho motivacie osvojit' si jazyk.

6 0dlisn4 je predovsetkym vychodiskova znalost jazyka ako prostriedku komunikacie, o sa zékonite
musi premietnut v pristupe k opisu jazykového systému (metajazyk), ako aj v procese osvojovania cielo-
vych zru¢nosti (komunikacia) (Pekarovicova, 2004, s. 21).




tromi pravidlami); 2) efektivne vyucovanie, ktoré (z nasho pohladu)zabezpecuje
efektivita ¢asu na vyucovani - jeho maximalne vyuzitie, kedZe vacsina Studentov
Zije vo svojej ,uzavretej“ komunite a zvyCajne si osvojuju iba to z vyucovacej hodi-
ny. Lektor by sa mal najma snazit, aby Student pochopil nevyhnutnost osvojenia
si jazyka pre prax v nemocnici (a tym jeho chdpanie ako prostriedku naplnenia
vysSieho ciela — byt dobrym lekdrom); 3) dodrziavanie Specifického obsahové-
ho zamerania, t. j. smerovat ku komunikacii s pacientom - vyuZzivat a modifikovat
bezné slova jazyka, napr. trojizbovy byt - trojmesacné dieta) 4) prakticky nacvik
komunikacie, znamena vniest' realitu do vyucovania, pripravit Studenta na to,
s ¢im sa redlne stretne, teda aj slang ¢i nespisovnost - slinivka/pankreas, odpo-
rucit/doporucit; 5) doéraz na priatel'ski atmosféru na vyucovani. Sustredujeme
sa na 6) prepojenie a nadviznost pocas vietkych 5 semestrov. Studenti musia
vidiet, Ze to Co sa naucia aj redlne pouZziju. V neposlednom rade je to 7) rozliso-
vanie pasivnej a aktivnej slovnej zisoby. Bezpodmiene¢ne musia aktivne ovladat
nazvy Casti ludského tela, ale napriklad pomenovanie $tadii l'udského Zivota (no-
vorodenec, doj¢a, batola) staci rozumiet.

Piatym Specifikom je odbornost. 1. Popelkova (2010, s. 72) uvadza definiciu od-
borného jazyka ako ,subor vSetkych jazykovych prostriedkov, ktoré sa pouzivaju
v odbornej ohranicenej komunikacii s cielom ulah¢it dorozumievanie odbornikov.”
M4 svoje $pecifika v lexikalnej, morfologickej aj syntaktickej rovine.” Pri vyucovani
slovenciny ako odborného jazyka uZ nie je dolezita len jazykova kompetencia ale
aj odborna. V tomto pripade lektor (ucitel’) berie na seba obrovskd zodpovednost,
pretoZe jeho kvality v jazykovej oblasti musia byt doplnené o odborné znalosti®.
Uvedomujeme si, Ze Studentov neucime striktne odborny jazyk. NaSich Studentov
ucime porozumiet pacientom, ktori budu laicky opisovat svoje symptémy, ale za-
rovell ich orientujeme na odbornd komunikaciu (ndzvy choréb, orientacia v ne-
mochnici,...), trénujeme zapisanie spravy z vySetreni. Kurzy slovenciny sa opieraju
predovsetkym o komunikacny ciel a mozZnost frekventanta uplatnit sa v konkrét-
nom odbore.

KedZe vyucovanie je teda predovsetkym spité s poziadavkami praxe, preto aj cie-
le musia vychadzat z potrieb vyuzitia jazyka v pracovnej sfére. Preto je ulohou
lektora, aby Studentov nabdadal k ststredeniu sa na realitu popri pouzivani ja-
zyka - Sieste Specifikum. Ako priklad uvadzame ciselné hodnoty (porozumenie
a zapisovanie). Studenti sa nemézu sustredit’ len na mechanickd tvorbu otazok
a zachytenie odpovedi, lebo sa m6zZzu pomylit. Ak ma Student zapisat vysku pa-
cienta, ktorého vidi pred sebou, méze vychadzat nielen z pacientovho prehovoru,

7 Mali by sme pripravit Studentov na vSetky mozné podoby komunikacie. Napr.: Tlak? Aky je pacientov
tlak? Aky tlak ma pacient? // Skalpel! Skalpel, prosim! Podajte mi skalpel... ¢i variabilné tvorenie otazok:
Kol'ko meriate?//AKka je vasa vyska? - Kol'ko vazite?//Kolko mate kil?//Aka je vasa hmotnost?

8 Ide4lom pre vyucovanie odbornej slovenciny by bol lekar - lingvista. Takdto kombinaciu sme mohli
vidiet' v Prahe, kde cudzi jazyk (angli¢tinu) vyucuje lekar z Anglicka.
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ale aj z vlastnej skusenosti. Hoci sa zahranicnému Studentovi javi velmi podobne
vypovedana hodnota meter sedemnast a meter sedemdesiat, vychadzajic z pri-
tomnosti dospelého pacienta vo vySetrovni, bude celkom zrejmé, Ze pacient meria
viac nez meter sedemnast. Rovnaky postup plati aj pri otazkach o veku ¢i vahe.
Stars$i pacient nebude mat sedemnast rokov, ale sedemdesiat, obéznejsi pacient
nebude mat devitnast kilogramov, ale devatdesiat. Studenti sa velakrat natol'ko
sustredia na slovencinu ako jazyk, Zze zabudnud vnimat realitu, ktora im pomaha aj
pri pochopeni jazykovych prehovorov. Pre Studentov mediciny je obzvlast délezita
schopnost’ porozumiet a spravne zachytit hodnoty vyslovené pacientom (moze
byt ovplyvneny chorobou, vekom, stavom) pri popise zdravotného stavu.

Pred samotnym zacatim preberania tejto problematiky obvykle so studentmi opa-
kujeme ¢isla vo vSetkom, ¢o sme uZ prebrali (¢as, datum, cena, mnozstvo...). Po
zopakovani prechadzame na teoretické objasnenie Specifického ¢itania hodnot tla-
ku, teploty a pulzu, vysky, vahy, veku. Napriklad tlak vysvetlujeme na hodnote
normalneho, vysokého a nizkeho tlaku (uZ nauc¢ené adjektiva). Citanie tlaku po-
zostava z uvedenia systolického (horného) tlaku, prepozicie na a diastolického
(dolného) tlaku. Pri ¢itani hodnot pulzu je dbleZité upozornit na fakt, Ze hoci
v zapise pouzivame rovnako lomku, pri hodnote tlaku ju ¢itame ako prepoziciu na,
v pripade hodnoty pulzu ju ¢itame ako prepoziciu za. Pri popise hodnoty pulzu po-
uzivame vyrazy ako normalny, zrychleny a slaby pulz. Pri popise hodnét tlaku sa
sustredujeme ako na slovenské povodné adjektiva, tak i na pomenovania prebraté
z latin¢iny. Musime mat neustale na zreteli, Ze pri komunikacii s pacientom budu
Studenti pravdepodobne pouzivat slova slovenského pdvodu, avsak v lekarskych
spravach, ktoré musia vediet' citat, budud pri diagnostike pouzivané predovsetkym
slovenské formy latinskych slov.”

2 Vybrané sSpecifika vyucovania medikov

V prvom roc¢niku sa venujeme so Studentmi obligatnym témam, ktoré tvoria zaklad
beznej dennej komunikacie. Na lexikalnej drovni sa snaZime k findlnemu cielu
(odborny jazyk) pribliZovat najmai fixaciou najdélezitej$ej lexiky - Iudské telo.!?

Na drovni gramatiky je to podobne. Tu sa ndm vytvara priestor pre potencidlne
prepojenie vSeobecnych gramatickych pravidiel a Specifického ciela osvojenia si

9 Podobne pri popisovani teploty hovorime o normalnej, nizkej, vysokej teplote a hortucke a v lekarskych
spravach Studenti mozu najst aj latinské slovo prispdsobené slovenskej forme adjektiv ako hypotermicky
(podchladeny) pacient, hypertermicky (prehriaty) organizmus. Aj pri zistovani veku, teploty, vysky je na
mieste, aby lektor predvidal, Ze Student sa mdZze stretnut minimalne s dvomi formami. 37,9 °C tridsatse-
dem devat, 37,9 °C tridsatsedem celych devat stupna Celzia.

10 Ludské telo je dokonalé aj pre jazykové vzdelavanie. Nachadzame tu pravidelny i nepravidelny plural,
pluralia tantum, farby, a v neposlednom rade jednoduché precvicenie vsetkych padov. Napr. A I'udské telo
ma... L: Krv je v srdci, v Zile I: nos je nad Gstami... Lexika o ludskom tele sa neskdr rozvija dalej cez témy:
choroby, symptémy, Grazy... a nakoniec i v jednotlivych anamnézach.
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jazyka s ohladom na vyuzitie v lekarskom prostredi. Pre deklindciu substantiv sme
zaviedli vlastné vzory, ktoré su terminologicky blizsie medicinskej praxi a Studenti
si tak upeviiuju pravidla priamo na potrebnej lexike. Vzory sme nahradili nasle-
dovne: M: pacient/lekar, kolega, byt, pocita¢; F: lekarka, nemocnica, dlail a kost;
N: koleno, srdce, oddelenie, dievca.

Pri ¢asovani slovies berieme do Gvahy nielen ich vyber, ale s ohladom na forméalnu
komunikaciu, ktord si ma Student osvojit predovsetkym, sa stistredujeme na prva
osobu singularu (Mam problém. Vidim zle. Citim sa zle), tretiu osobu singularu
(Dcéra ma problém. Syn vidi zle. Manzelka sa neciti dobre.) a druhd osobu pluralu
(Ako sa mate? Vidite dobre? Citite sa zle?). Samozrejme, Ze sa snazime, aby Stu-
dent ovladal formalnu aj neformdalnu komunikaciu, avSak s ohladom na hodinovu
dotaciu sa priklaname k pragmatickej vyucbe so zameranim na vytyceny finalny
ciel.

Druhy ro¢nik je tematicky orientovany vyhradne na pacienta a nemocni¢né pro-
stredie. Studenti by si mali osvojovat slovnii zasobu a spésob komunikécie v ne-
mocnici. V tomto ro¢niku je tlohou lektora Studentov vzdeldvat nielen v sloven-
¢ine ako takej, ale v slovencine ako v odbornom jazyku, konkrétne v lekarskej
terminoldgii. NaSou tlohou je jazykovo ,previest” Studentov nemocnicou, jej odde-
leniami, zoznamit ich s persondlom nemocnice, zopakovat I'udské telo, s typickymi
chorobami a symptomatoldgiou. V neposlednom rade musime Studentov pripravit
na redlnu komunikiciu s pouZivatelmi slovenského jazyka, ktori nebudu tvorit
homogénnu skupinu. Budu diferencovani vekom, socidlnou prislusnostou, vzdela-
nim, schopnostou vyjadrovat' sa, prip. ich jazykovy prejav bude ovplyvneny nielen
chorobou, ale aj dialektom. Bez komunikacie s pacientom nie je mozné, aby rastli
vo svojom odbore, kedZe prave velmi prinosna medicinska odborna prax musi byt
absolvovana v slovencine.

Studenti musia: 1) tvorit imperativ - instrukcie pre pacienta: Dychajte zhlboka!
Zavrite oci. PredpaZte...; 2) aktivne tvorit otdzky v minulom, pritomnom case:
Boli ste operovany/a? Mali ste kiahne? Vyskytla sa vo vasej rodine cukrovka? Aky
mate problém? Mate suchy kaSel? Mate hypertenziu v rodine? ...; 3) v budicom
Case najma opisat, ¢o budu pacientovi robit: Preklepem vas. Zoberiem vam ster.
Odmeriam vam tlak. Musia teda viest dialég smerujuci k diagnéze (Méate bolesti?
Kde vas to boli? Aka je to bolest? Kedy to zacalo? ...).

V tretom ro¢niku sa naplno prejavuje uzZ spomenuté prepojenie a nadvaznost vo
vyucovani a vrcholi v zavere¢nej dstnej skuske.!’ Komunika¢né zru¢nosti sa pre-

11 7avere¢na tstna skigka je zhrnutim nadobudnutych schopnosti. Sklada sa zo Styroch casti: 1) vlastna
medicinska téma - Student si ju vybera a vypracuje sim pocas semestra. Vyucujici mu ju v pripade zaujmu
skoriguje; 2) téma z beznej slovenciny; 3) dialdg lekar - pacient; 4) ¢itanie a reprodukcia odbornému textu
- zvycajne kazuistika.
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cvic¢uju na jednotlivych anamnézach a porozumenie na vybranych kazuistikach.!?
Dialogy prepdjame s predchadzajucimi lekciami (bolest, symptomy, lieky), opa-
kujeme kapitoly, ktoré sme sa naucili a priddvame uz Specializované, konkrétne
otazky a vSetky mozné odpovede v jednotlivych anamnézach. Opakujice sa otazky
o bolesti (jej typ a trvanie) upresiiujeme lokalizaciou, napriklad pri kardiovasku-
larnej anamnéze: za hrudnou kostou, pri anamnéze traviaceho traktu: v Zaludku
... a pod. choroby a ochorenia, ktoré sa tykaju danej ststavy, napr. infarkt, srdcova
chyba, nizky/vysoky tlak, ¢i charakteristické symptémy a mozné lieciva.

3 Komunikacia a bariéry komunikacie

Komunikacia (hlavne odborna) je efektivna vtedy, ked’ je minimalizovana mozZnost
nedorozumenia zapri¢inend komunika¢nymi poruchami, ktoré znemoziuju, alebo
prinajmenSom komplikujui priebeh komunikacie. Pri otdzke komunika¢nych bariér
vychadzame z koncepcie, ktorti naznacila J. Pekarovi¢ova (2004, s. 133) so zrete-
lom na osobitosti a zvlastnosti slovenciny ako cudzieho jazyka, Ze ,komunikacné
bariéry tizko suvisia s nedostatocnou schopnostou cudzinca rozlisit, ktoré jazyko-
vé a socialne znalosti su v danej situdcii relevantné“ Autorka sa vo svojej koncep-
cii opiera o sociolingvisticku klasifikaciu ]J. Mezuldnika (1993) a uvadza jednotlivé
typy komunikaénych bariér aj s prikladmi z pohladu didaktickej praxe.'?

Ako sme uz spomenuli, komunikacia je naSim prvoradym cielom, preto na ilustra-
ciu uvadzame niekol'ko prikladov komunikacnych bariér:

1. Ak vo vypovedi ide o nejednoznacnost. Efektivna komunikacia sa zac¢ina jasnou
informdaciou. Porovnajme nasledujice dve vety. A. Zajtra, prosim, pridte okolo
desiatej. Zajtra, prosim, pridte o desiatej. Rozdiel v jednom slove robi prva vy-
poved menej jasnou. Pouzivatelia jazyka (i cudzinci) intuitivne citia rozdiel, ale
je prirodzené, Ze ,okolo desiatej“, Cize chvilu pred desiatou a po desiatej, vni-
maju inak. Ako sa vystrihat nedorozumeniu, vysvetlime na inom priklade. Pri

12 JInfarkt Volam sa Martin. Mam 59 rokov. Som Zenaty, mam tri deti. Pracujem v ECCU ako majster. Som
obézny, mam cukrovku, fajéim a cez vikend chodim na pivo. Do nemocnice som prisiel pred tyzdiiom. Mal
som silny infarkt. Ked' sa to stalo, nastastie bola pri mne manzelka. Hned zavolala sanitku. Zachranka
prisla okamzite. Bol som pri vedomi, mal som silnu bolest v hrudi a vIavom ramene, nemohol som dychat.
Odviezli ma na interné. Urobili mi EKG a sono. Lekari rozhodli, Ze je potrebna operacia. Urobili mi by-
pass. Po operéacii som mal bolesti v hrudi. Dostaval som inflzie a lieky proti bolesti. Srdce mi teraz funguje
normalne. Som $tastny, Ze vSetko dopadlo tak dobre. Viem, Ze by som mal schudntt. Buduci tyzden zacnem
s diétou.” (Balkova D. a kol.: Odborna slovencina v medicinskej praxi - kazuistiky, UK, 2014)

13y ramci nej su relevantné tieto bariéry: 1. kddové bariéry - ide o netiplnd znalost jazykového kdédu;
2. informacné - ide o chybajice/nedostatocné vedomosti zo slovenskych lingvoredlii; 3. transkultirne -
suvisia s podmienkami Zivota ucastnikov komunikacie v odliSnom geopolitickom a etnokultirnom pro-
stredi a s nimi suvisiace 4. interak¢éné bariéry; 5. fyzikalne - paralingvalne a extralingvalne prostriedky.
Do komplexu bariér zaradila aj dosledky medzijazykovej interferencie a zaroven medzikultirne rozdiely
v neverbalnych prejavoch, ktoré tieZ zohravaju ulohu pri vzniku komunikac¢nych bariér (op. cit,, s. 135
az 147). Tymto vymedzenim sa vytvoril zaklad na ich dalSie skimanie.
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viachodinovom vyucovacom bloku si so Studentmi robime prestavku, zvycajne
desatmindtovi. Studentom vidy zddraznime, %e prestavka trva slovenskych
desat’ minut, lebo grécka alebo talianska desatminutovka trva 15-25 minut.
Nejasna informécia je bariérou komunikacie, lebo recipientov zdmer zostava
nejasny. Podavanie takto nejednoznacnych informacii moZe mat rézne priciny.
MéZe to zapricinit napriklad aj expedientova nejasnost, ¢o vlastne chce pove-
dat’ (nepripraveny recovy prejav Studenta, prip. nepripraveny vyklad lektora).
Do6vodom na podanie nejasnej informacie moze byt aj problematicka séman-
tika vypovede. Ako priklad moZe posluzit nasledujuci inzerat: ,Pes na predaj.
Zerie vsetko. Najradsej md deti. Zavolajte... Zodpovednost za takiito nejasnu in-
formaciu nenesie percipient a iba jeho spatna vazba ukaZe, ¢i bola informacia
spracovana spravne.

2. Stereotyp u komunikujucich, ktory znazorniuje ¢loveka, skupinu, udalost” alebo
vec ako zjednoduSenu predstavu, presvedcenie, nazor. Basketbalista musi byt
vysoky, modré oblecenie je pre chlapcov vhodnejSie nez cervené, hra¢ americ-
kého futbalu je silny hlupak, Slovenky su najkrajsie Zeny, I'udia z dedin maju
prirodzene lepsi vztah k zvieratam. Stereotypy Casto nahradzajd nase rozmys-
lanie, konanie, otvorend mysel. Stereotyp je bariérou komunikacie vtedy, ked’
sa ludia za¢nu spravat tak, akoby dopredu vedeli odpoved’ - alebo eSte horSie,
ani na nu necakaju, pretoze ,odpoved je kazdému jasna“. Cudzinca sa netreba
ni¢ pytat, lebo aj tak nerozumie. Jeho nazor je aj tak nespravny, lebo nechape
Jnasu“ realitu, ,nas“ svet. Dvaja Studenti dokonca skonstatovali, Ze spravanie
sa Slovakov k nim nieslo ¢rty stereotypu hraniciaceho s diskriminaciou.'*

3. Vyber a povaha komunikatu (hovoreny - pisany, monol6g - dialdg, bezny -
odborny, ...). Dva priklady ndm pomdzu ilustrovat, ako sa moze stat komu-
nika¢ny kandl bariérou. Povedat dobré rdno je pre receptnu vhodnejsie, ako
napisat’ tento pozdrav na tabulu a zavesit' ju niekde za seba. Pripravit typicku
slovensku S$pecialitu bez zapisania si potrebnych surovin a postupu by iste
viedlo k neuspechu. Spésob komunikacie teda zavisi od a) komplexnosti in-
formacii (pozdrav uzatvorenie zmluvy), b) moznych nasledkov nedorozumenia
(predpis lieku rozpravanie sa o zajtrajSom pocasi), c) vedomosti a schopnosti
partnera (zoznamenie sa s novym priatelom rozhovor o praci/domaécej dlohe
s kolegom), d) naliehavosti (inStrukcie na hodine plan prace na cely semester).

4. Neznalost lingvoredlii. Su to slovj, frazy a slovné spojenia, ktoré nie st totozné
s realitou a cudzincovi nie vZdy davaju zmysel. Slova, ktoré si vypovedané,
st vzdy v spojeni s percipientovym chapanim reality. Cierny deri nevypoveda
o zamracenej oblohe a zlaté ruky neodkazuji na ich farbu. Tu uz jazyk presta-
va byt nastrojom priamej komunikacie a stava sa sprostredkovatelom kultury.
Kym sa cudzinec nenaudi aj jazyk napriklad frazeolégie, je preitho osvojovany

14 yiac v &lanku Marginalizované skupiny z pohladu Studentov Lekarskej fakulty UK v Bratislave v ramci
slovenéiny ako cudzieho jazyka (SakoCj). Durajka, 2011a.
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jazyk stale cudzim a neprenikd k podstate jazyka. Tou sa mysli jeho realny
identifikacny zaklad, ktorému ,zodpovedaju zakonitosti, ktoré Specifikuja da-
ny jazyk, a teda ho diferencia¢ne urcuju vo vztahu k inym jazykom“ (Dolnik,
2010, s. 82). Tyka sa to typickych vlastnosti jazyka, ktoré vytvaraju jazykovy
obraz sveta a podla definicie ]J. Dolnika jeho diferencované podoby v rozli¢nych
kultdarach.

Absencia spatnej vazby je zrkadlom komunikacie, kedZe odraza to, ¢o bolo
vyslané. Bez nej je komunikicia jednostrannad. Pozndme rozne formy spéatnej
vazby (napr. direktivna: poziadat o zopakovanie toho, ¢o bolo povedané, zo-
pakovat instrukcie), no mozZe to byt i prikyvnutie hlavou, ismev, vystrase-
ny/bezradny pohlad alebo neschopnost odpovedat po komplikovanom zadani.
Spatna vizba by mala byt uzito¢nd, nie Skodlivd/urazlivd. Pohotova odpoved
je efektivnejSia ako ¢akanie na ,spravny“ moment. Malo by sa odpovedat na
to, na ¢o sa pytame, nie vo vSeobecnych frazach.

Nepozornost' pri pocuvani. Po¢ivat s porozumenim je zloZzité nielen pre cu-
dzincov. Priemerny hovoriaci vyslovi okolo 125 slov za minutu, no ¢lovek do-
kaze absorbovat az 400-600 slov. Znamena to, Ze sedemdesiat percent ¢asu
pocuvania je nevyuzitého. Ten odvadza pozornost na ,vedlajsiu kolaj“ Jednou
z najdolezitejSich schopnosti pocivania je byt pripraveny a vediet pocuvat.
Treba byt ,naladeny” na pocivanie ostatnych, hladat zmysel v tom, ¢o hovoria,
vystrihat sa preruSovania skor, ako je dokonéena mySlienka. Mentdlna osnova,
sumar klticovych myslienok m6zu pomoct stat sa aktivnym posluchacom. Po-
skytovat’ spatnud vazbu v pravy Cas je najdolezitejSou zrucnostou (davat otazky,
prikyvovat pri sihlase, mat’ oény kontakt, ...) (Erven, 2010).

Prerusenie komunikacie je dnes ¢astym javom. Prerusenie moze byt zapricine-
né ,niecim“ délezitejSim (neslusnostou, nedostatkom stikromia, neo¢akavanym
hostom, mimoriadnou udalostou), alebo iba obyc¢ajnou zvedavostou, o com sa
inf rozpravaju. Bez ohladu na pricinu, prerusenia chapeme ako bariéry ko-
munikdacie. Extrémnym pripadom je strach kolektivu/Studentov z toho, Ze pri
rozpravani budud urcite preruseni. Mensim, ale castejSim a seridznej$Sim prob-
lémom je nekompletnost pokynov, pretoZe niekto potreboval polozit ,ddlezi-
tejSiu“ otazku.

Fyzické zabrany su veci, ktoré brania uspesnej komunikacii (napr.: telefon, la-
vica, hluk, neprijemné prostredie, ...). Tie su Casté i v triede. Teleféon zazvoni
- a tendencia Studentov, najma zo zaciatku semestra, je odpovedat, i ked’ je
rozbehnutd diskusia. PohodIné sedenie lektora na stolicke v spojeni s rozpra-
vanim ¢i vysvetlovanim cez lavicu robi z lavice i lektora bariéru komunikacie.
Hovorenie tvarou v tvar prinasa ovela viac volnosti a zosobni vzajomnud ko-
munikaciu. Nevhodné miesto (mala miestnost, prili$ teplo/chladno, zlé stolic-
Ky, hluk zvonka, ...) st zname veci, ktoré spdsobuju tazkosti pri koncentracii
a taktiez brania uspeSnej komunikacii.
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Studenti - osvojovatelia uZ majii mnoZstvo lingvistickych vedomosti, ktoré zis-
kali pri osvojovani si materinského jazyka, a my ocakavame, Ze z nich budu pri
osvojovani si jazyka Cerpat. TaktieZ ovladaju vSeobecné znalosti o svete, ktoré im
dokazu pomoct pri pochopeni a porozumenti ziskavanych informécii. Nakoniec tiez
ovladaju komunikacné stratégie, ktoré im pomdahaju efektivne pouzivat vedomosti
z novoziskaného jazyka. Napriklad, ak eSte nepoznaju slovo ,galéria“, s schopni
ho odkomunikovat, a to: 1. pouzitim opisu ,tam je vela obrazov/obrazy na jednom
mieste”; 2. pouZzitim materinského jazyka - oCakavajuc, Ze budd pochopeni; 3. po-
uzitim pre nich univerzalneho jazyka - anglictiny ,gallery, dafajic v podobnost
slova; 4. vytvorenim okazionalizmu, vyuzijic pri tom uZ osvojené poznatky, na-
priklad ,budova s obrazmi“. Najma treti a Stvrty spdsob vyuZzivaji osvojovatelia na
zaCiatku osvojovania, ked’ eSte nemaji osvojené dostatocné mnozstvo slov z bez-
nej komunikacie a vyuzivaju tie, ktoré poznaju, napr. ,voduje” - ,prsat™.

Upozornujeme, Ze osvojovatelia vyrazne pouzivaji nemenné a pevne stanovené
frazy a vyrazy. Niekedy vsak toto ,akoby“ pouzivanie cielového jazyka poukazuje
na jeho neosvojenie, je teda neproduktivne. Studenti si, napriklad, velmi skoro
osvojuju pozdravy (dobré rdno, dobry derni, dobry vecer), ale pouZivanie jednotlivych
slov (napriklad adjektivum dobry) v inej vete ¢i situacii nastava az po zvnatorneni
vyznamu daného pojmu, a to je Casovo narocnejSie ako ich jednoducha repro-
dukcia. Nemdzeme teda hovorit o osvojeni si adjektiva dobry, ak je pouzivané
iba v jednej, i ked' uz osvojenej fraze. Ako mézeme urcit alebo rozhodnit, ¢i je
skimany jav naozaj osvojeny?

Osvojovatelia si osvojuji mnoho konvenénych fraz, ktoré pouzivaji pri komuni-
kacii, ktoré su pre nich doélezité a ktoré prispievaju k plynulosti neplanovaného
recového prejavu. Ddélezitou otazkou v osvojovani si jazyka je uloha tychto fraz,
nielen pri zlepSovani osvojovatelovej aktivity, ale tiez pri osvojovani si jazyka.
Mobze fraza ,Prosim si...“ pomdct osvojovatelovi objavit, ako ,prosim“ gramaticky
funguje v jazyku? Mo6Zeme zacat s hypotézou, Ze osvojovanie si jazyka zahfiia roz-
ne druhy ucenia. Na jednej strane si osvojovatel zvnitornuje znacnu Cast jazyka,
jazykovych struktur a fraz, na strane druhej si osvojuje pravidla, t.j. vedomosti,
Ze isté lingvistické prvky su pouZivané v istom (konkrétnom) kontexte s istou
(konkrétnou) funkciou. Inymi slovami, osvojovatel sa musi zaoberat aj ucenim sa
prvkov a aj ich zasadenim do systému. Ak sa iba naudi frazu ,Prosim si.. je to
neanalyzovany prvok - jeden z velkého systému. Ked' sa nauci, Ze ,prosim si.." sa
da spojit s réznymi slovnymi druhmi (prosim si + pit, prosim si + ¢aj) a substantiva
sa pouzivaju v akuzative - osvojuje si aj slova aj systém jazyka. Pravidla sa dosta-
vaju ,do krvi“. Osvojovanie musi teda prebiehat vo vzajomnom prepojeni prvkov
a systému.
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Zaver

Proces ucenia a osvojovania si jazyka je ovplyviiovany viacerymi faktormi - jazy-
kovymi i mimojazykovymi. Za jeden z najvyznamnejsich ¢initelov mozno povazo-
vat skutocnost, Ze medzi osvojovatelmi jazyka existuje vysoka miera individual-
nosti, a to aj napriek spolo¢nej vSeobecnej charakteristike, akou je napr. nefilolo-
gicky odbor. Z nej vyplyva pristup (motivacia, emdcie, stotoZnenie sa s jazykom
a kultarou) k osvojovaniu jazyka i uspokojovaniu vlastnych komunikacnych po-
trieb. My sme sa na tento proces snazili nahliadnut v podmienkach, ked' Student
nemd len obmedzeny pristup k osvojovanému jazyku, teda si vSimame situdciu,
ked’ ma takmer neobmedzeny pristup, t.j. nachddza sa v konkrétnom jazykovom
prostredi a zaroveil prebieha formalny edukacny proces. Nemenej délezitym sub-
jektom skimania je aj lektor a jeho pristup (vyber a prezentacia uciva, kladenie
dorazu na typ osvojovanych vedomosti), lebo je potrebné tematické okruhy a gra-
matické javy radit tak, aby sa novy jav logicky zaclenil do doposial' existujiceho
a zvnutorneného systému poznatkov, lebo Studenti neabsorbuju prezentované uci-
vo (gramatiku, lexiku, atd.) naraz, ale aby si pri jeho preberani sticasne zopakovali
a doladovali predtym naucené vedomosti. V suvislosti s vyu¢ovanim sa casto pre-
mieta predovSetkym priliSné zamerania sa na zvySovanie gramatickej uvedome-
losti, zdoraznovanie spravnej formy na tkor vyznamu a funkcie s nedostato¢nym
Casovym priestorom na precvicovanie a automatizaciu, ktora by viedla k plynulej
a spravnej recovej percepcii i produkcii v redlnych komunikaénych situaciach Stu-
dentov. Prave nedostatok casu je asi jedna z najvacsich bariér efektivnosti vyuco-
vania zhodne oznacena Studentmi aj lektormi, pricom Studenti rovnako oznacili aj
vysokd naroc¢nost svojho studia.
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Learning styles of university students and language
learning: Concepts, recent views and research-based
recommendations

Ucebni styly studentii univerzity a jazyky: modely, aktualni
védecké poznatky a doporuceni

Lenka FiSerova

Abstract: The contribution deals with Vermunt’s - Van Rijswijk’s constructivist model and in-
ventory of learning styles (ILS). Students in experimental group learned English from arbitrary
internet materials and control group students studied in face-to-face lessons. Common values
and students scores were compared; in both groups identical ILS items exceeded common
values range.

Key words: learning styles, language learning, common scores, information processing, uni-
versity students

1 Pedagogy and learning styles

Since a series of overview articles and monographies covering the basic facts on
learning styles (LS) and suggesting their categorisation have been published, this
chapter concentrates entirely on essential information illustrating the problems
concerned.

More than four decades ago, the concept of LS has been shaped in the field of ped-
agogy. Many definitions have been introduced, and manifold research tools have
been developed resulting in wide choice of models. A general definition of learn-
ing styles can be stated to clarify the problems discussed. American researcher
De Bello suggests that “Learning style is the way learners absorb, process and
remember information” (1990, p. 204).

The section on learning styles can proceed with brief information on selected LS
models originating in the field of pedagogy. Curry’s onion model (Curry, 1991)
compares learning styles to an onion with a flexible outer layer of learning prefer-
ences and a rather rigid sphere of personal characteristics in its core. Kolb’s model
of experiential learning (Kolb, 1984) presents learning as a process of passing
through particular experience completed with reflective observation. Widely used
Dunn’s multidimensional model (Dunn & Shea, 1991) covers dimensions such as
perceptional aspects, environment, personal emotions, sociological and physiolog-
ical aspects and also ways of processing knowledge.

18



Later, a constructivist meta-cognition oriented model was introduced by ]. D. Ver-
munt, a Dutch researcher (Vermunt, 1996). He was inspired by works of N. En-
twistle, J. Biggs and P. Honey with A. Mumford (FiSerova, 2006). In phenomeno-
graphic interviews with first year university students, ]. D. Vermunt discussed
their cognitive strategies, mental models of learning, affective processes, and ways
of learning process control (Mares, 1998), which resulted in elaboration of a new
LS model.

Among other constructs, the model deals with information processing and de-
velopment of learning self-regulation. Basically, it comprises four rather complex
types of learning styles: (a) the undirected one emphasizing cooperation, external
learning stimulation, and ambivalent motivation; (b) the reproduction directed
style used by students who rather reproduce items of curriculum than produce
new (quality) knowledge and are subjected to external regulation; (c) the mean-
ing directed approach based on deep processing of information, on seeking for
relations between items of knowledge and on self-regulation of learning; (d) the
application directed approach focused on practically oriented information and on
relating items discussed at universities to those occurring in real life. To imple-
ment an investigation on LS, J. D. Vermunt and E. van Rijswijk, another Dutch edu-
cationalist, constructed a standardized questionnaire called Inventory of Learning
Styles (ILS). The basic ILS dimensions and its individual items are stated in Table
2 in the Results and Discussion chapter hereafter.

Being focused on university students and on meta-cognitive processes, both the LS
model and the ILS inventory might offer fairly promising potential for research
on language learning in tertiary sphere (FiSerova, 2006). Nevertheless, certain
specificity of the language learning process should be considered.

2 LS models focused on language learning

Besides general LS models originating in pedagogy, models focused on language
learning have also been introduced. Two principal models are discussed hereafter.

Reid (1987) developed a perception preferences model reflecting comments of
linguists, teachers, and English learners. The research instrument shaped on
the model philosophy, the Perceptual Learning Style Preference Questionnaire
(PLSPQ), covers visual, auditory, kinaesthetic, tactile, and individual/group learn-
ing preferences and its Appendix relates the PLSPQ to age, sex, subject of study,
length of stay in the USA, and native/non-native speaker. In a study (Reid, 1999),
students with higher TOEFL scores explored learning styles similar to those used
by native speakers.

The model does not regard cognitive factors.
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The other model, shaped mainly by Oxford (Oxford, Hollaway, and Horton-Murillo,
1992), specifies the following dimensions of learning styles of English learners
in tertiary sphere: (a) visual, auditory or hands-on that expresses combination
of tactile and kinaesthetic aspects; (b) extroverted or introverted; (c) intuitive-
random or concrete-sequential; (d) open or closure oriented; (e) global or an-
alytical; (f) field dependent or independent; (g) impulsive or reflective; and (h)
feeling or thinking. Oxford et al. (1992) recommend language teachers to be aware
of learning characteristics of tertiary students and to consider specific aspects of
individual cultures.

Later on, dimensions of learning styles were reduced to three and a research
instrument called Style Analysis Survey (SAS) was introduced. The SAS question-
naire focuses on (a) visual, auditory or practical, (b) extroverted or introverted,
(c) intuitively or concretely sequential dimensions of learning styles (Carson and
Longhini, 2002).

Both general and specific models of learning styles are explored to study the pro-
cess of language learning; the general models predominate. A question on their
applicability in the field of language learning has arisen. Up to now, they have
been applied to study language acquisition quite commonly. This article repre-
sents a contribution to the discussion on shaping specific language learning fo-
cused models and on possible application of general learning styles models.

3 Methods and procedures
3.1 Experimental outline

The second year students of the Faculty of Chemistry, Brno University of Tech-
nology (BUT), became subjects of the experiment. The learners in the experimen-
tal group (EG) studied assigned general English topics using arbitrary language
focused websites; hereby, the experiment was used as a research means. Before
the trial, the subjects had been instructed how to find, use and explore proper
internet based materials. Students in the control group (CG) used the Hotline
intermediate textbook in regular face-to-face seminars one year later. Both the
groups discussed identical topics and curricular items. No selection procedure was
used because of lower number of students in both the consecutive academic years
(46). The Czech ILS version adapted for English language learning (see FiSerova,
2015) was distributed in both the groups at the beginning of summer semester
and at its end. The ILS research tool for tertiary sphere was selected due to its
potential for research on the process of language learning.
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3.2 Processing of results

Quantitative research was employed in the experiment; after the pre- and post-
test administration of the ILS research tool, average scores for individual ILS items
were calculated. The acquired values were compared with the common ones ob-
tained in a study (Mare$, 2005) using Vermunt’s-van Rijswijk’s ILS (1996; Ver-
munt and Vermetten, 2004) and are discussed in further detail in the following
chapter. This article complements findings acquired in a previous research.

4 Results and discussion
4.1 General notes

Common values represent scores obtained in a construct oriented research and
they are values typical of the examined population; such an investigation usually
covers a quite extensive set of subjects involved in recurrent administration of
a particular research tool. In a series of administration of a questionnaire or in-
ventory and during its standardization, statistical processing of scores is imple-
mented and normality of Gaussian distribution is checked.

For ILS, the common scores are scores found between the first and third quartile
limits; they were acquired after the administration of ILS to university students
in a pilot trial (Mares, 2005).

The common scores were obtained for non-linguistic university students; ILS
items scores acquired in any further research have the potential to range mostly
within the common scores interval. Thus, the average scores obtained during this
author’s research were also expected to fluctuate mostly between the common
range limits.

To be compared with common ILS scores, the values obtained in this study are
stated in Table 1.

Tab. 1: ILS items with average scores out of the common interval limits; the first value represents average pre-
and the second one average post-test score. The used abbreviations stand for the following terms: EG
for experimental group, CG for control group, CS for common scores, SS change for statistically
significant change of ILS items.

ILS item EG pre/post test | CG pre/post test cs SS change: EG/CG
Memorising 12.74/13.13 12.15/12.33 14-21 No/No
Concrete processing 12.20/12.17 11.43/12.24 15-22 No/Yes
Vocation oriented 16.84/17.17 16.91/17.41 22-25 No/No
Intake of knowledge 26.00/24.26 26.11/25.09 27-38 Yes/No
Construction of knowledge 31.02/30.07 28.89/29.11 35-41 No/No
External stimulation of learning 22.35/19.59 21.57/22.02 29-36 Yes/No
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4.2 ILS items scores and common interval scores

Firstly, in both the experimental and control group, the average scores of the
following ILS items exceeded the common score interval limits: memorizing, con-
crete processing, vocation oriented learning motivation, learning as intake of
knowledge or construction of knowledge and external stimulation of learning.
Some of the above ILS items like memorizing, concrete processing, and vocation
oriented learning motivation showed tendency to approximate the common scores
interval in both the EG and CG groups. In CG, construction of knowledge and ex-
ternal stimulation scores approached the common interval; in EG, on the contrary,
scores of the identical ILS items showed tendency to recede from the common
values interval, which in the case of lower external stimulation of learning can be
considered a positive change. The above mentioned recession of external stimula-
tion could have been triggered by teacher-independent learning from subject ori-
ented websites. Understanding of learning as intake of knowledge dropped deeply
out of the common scores interval in both the groups, surprisingly not accompa-
nied by a significant change of any other learning conception but only with a slight
improvement in construction of knowledge structures in the control group. During
a longer experiment, significant changes of other ILS learning conception items
might be expected.

4.3 The most significant deviations from common scores

Secondly, the ILS items most noticeably exceeding the limits of the common scores
intervals are to be discussed. In the experimental group, external stimulation of
learning (post-test, 33% below the lower common scores limit) and vocation ori-
ented stimulation of learning showed the values most distant from the closest
limit of the common scores interval (pre-test, 23% below the lower common
scores limit). Accordingly, in the control group, the same ILS items exhibited the
largest deviations: external stimulation of learning (25.6%, below the lower com-
mon scores limit) and vocation oriented stimulation of learning (23.1% below
the lower common scores limit). Differences in deviation from the closest limit of
the common scores interval are quite alike in both groups which might indicate
a similar approach of the research subjects to learning. Lower motivation by their
future profession slightly more improved in the control group. Quite high aware-
ness of own responsibility for learning outcomes developed in the experimental
group, which could be estimated from the markedly decreasing post-test aver-
age score in the external stimulation item (FiSerova, 2006). Nevertheless, wide
generalization should not be considered because the research subjects were not
selected randomly.
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4.4 Out-of-common-scores items that showed statistically significant changes

Other interesting problems to be discussed are ILS items that showed statistically
significant changes and, at the same time, exceeded the common scores interval.
In the experimental group, learning as intake of knowledge and external stimu-
lation of learning exhibited statistically significant changes. To a considerable ex-
tent, students understood learning less as intake of knowledge; provided that this
change had been accompanied with some alterations of other beneficial learning
aspects, it could be considered positive. The drop of external regulation was ob-
served, which can be interpreted as an advantageous change. Concerning other ILS
items exhibiting a statistically significant beneficial change like deep processing
of information (critical processing 12.09/13.67, common scores 9-16) and self-
regulation (self-regulation of learning process and results 21.59/24.52; common
scores 17-28), they ranged within the common scores interval. Altogether, all
these changes can be taken as profitable for university students.

In the control group, concrete processing ranked among items with the above
characteristics. The students used the Hotline textbook which employs, simi-
larly to other general English learning materials, concretization based tasks. The
teacher also assigned them concretized and personalized tasks in face-to-face
lessons. Both the concretized tasks in the textbook and in face-to-face lessons
might have resulted in a significant change of concrete processing. On the con-
trary, the students in the experimental group studied from websites that usually
do not employ concretized exercises, thus the change of this ILS item was rather
small, not statistically significant. There was another ILS construct that showed
a marked change in the control group: study motivation oriented on acquisition of
a certificate (14.22/12.78; common scores range between 11 and 17). The certifi-
cate motivation scores decreased, which means that a certificate or a diploma was
taken less as a study motivation. An interesting illustration of the above is a slight
increase of the vocation oriented motivation; nevertheless, the change was not
statistically significant (16.91/17.41, 22-25). Surprisingly, students might have
been motivated by testing their abilities; the change was not statistically signif-
icant, however it almost met the criteria for statistical significance (16.41/17.48;
13-23; statistical significance 0.064; changes below 0.05 are considered statisti-
cally significant). Thus, a tendency to certain restructuring of learning orientation
can be detected in the control group students.

4.5 General ILS common scores and scores acquired in language lessons

The Vermunt’s-van Rijswijk’s ILS was elaborated using data from students of var-
ious subjects. At this point, the idea on general aspects of learning and on those
specific for language learning can be introduced and discussed.
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On one hand, the generally shaped models of learning styles like Curry’s, Kolb’s
and Dunn’s have been used quite commonly to study the process of language
learning. On the other hand, some language learning models like Reid’s and Ox-
ford’s have been introduced. The potential of common scores acquired in non-
linguistic subjects to meet those obtained in language learning can be discussed.
As a particular example of a general learning process, language learning bears
some of its features and, at the same time, it also shows some specific ones. Indi-
vidual ILS items are elaborated as general constructs showing quite a big potential
to cover processes of individual subjects learning, as apparent from Table 2. To
a certain extent, concrete processing and also memorizing can be considered to
be the items quite specific for language learning; their exceeding the range of
common values might have been caused (at least partly) by their specific role
in this particular process of learning. Other out-of-scores ILS items could bear
a rather general character and, in the process of learning, they might play a some-
what universal role. Altogether, the author suggests that both the general and
subject specific features of ILS items are apparent from the results of her research;
however, the fact that there had been no random selection of participants makes
the possibility to generalize the research results rather limited.

Tab. 2: Four basic ILS dimensions and their individual items

Cognitive processing of subject matter Mental models of learning
Relating and structuring Construction of knowledge
Critical processing Intake of knowledge
Memorising and rehearsing Use of knowledge
Analysing External stimulation of learning
Concrete processing Cooperative learning
Regulation strategies Learning orientation
Self-regulation: learning process and results | Ambivalent
Self-regulation: learning content Personally interested
External regulation: learning process Certificate oriented
External regulation: learning results Self-test orientation

Lack of regulation Vocation oriented

4.6  Research based suggestions and recommendations

The author proposes further research on suitability of general LS models for
investigation of language learning process and she also welcomes a discussion
on necessity to develop specific models oriented on language learning. From her
point of view, some dimensions of general models like information processing or
self-regulation can be combined with aspects specific for language learning and
a new complex learning style model can be elaborated.
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The author also suggests further investigation producing ILS common scores for
language learning and their comparison with those obtained in other subjects. For
specific research on language learning, an extensive cohort of learners enabling
random selection of trial participants is essential so that the gained common
scores could be generalized for the field.

Finally, this chapter is concluded with some practical recommendations. The au-
thor emphasizes general awareness of ILS constructs such as critical processing,
deep processing, self-regulation and external regulation of learning process and
materials, which, nowadays, might not be commonly considered by all language
teachers. Application of pedagogy concepts together with specific aspects of lan-
guage learning appears to be a fruitful strategy.

Another practical recommendation concerns study materials. Due to the fact, that
identical ILS items ranged out of the common intervals in both EG and CG, and be-
cause of absence of statistically significant difference in semester test scores (EG
88.04%/89.71%; CG 86.30%/91.60%; beginning/end of semester), use of web-
based materials in combination with common textbooks and face-to-face envi-
ronment can be recommended. Some of learning internet based materials can be
proposed by teachers, some others might be suggested by students, which would
reflect their personal experience and needs. Internet-based materials might pro-
vide factors students miss in common textbooks; the research on students’ prefer-
ences in electronic learning environments (FiSerova, 2015) showed that students
preferred clear layout of the learning content and feedback provided in key. Thus,
teachers’ experience and students’ demands can combine in selection of proper
learning websites. Moreover, use of internet-based learning environments shows
potential to develop some aspects essential for learning like deep processing and
self-regulation as stated in a previous author’s work (2015).

Conclusions

Experimental and control groups of the BUT Faculty of Chemistry students were
administered the Vermunt's - Van Rijswijk’s Inventory of Learning Styles (ILS).
Learners in the experimental group studied assigned general English topics from
arbitrary language focused websites. Students in the control group used the Hot-
line intermediate textbook in regular face-to-face seminars one year later. The
author found that the same following ILS items ranged out of the common in-
tervals in both the groups; memorizing, concrete processing, vocation oriented
learning motivation, external stimulation and learning as intake or construction
of knowledge. The above finding could reflect common traits of language learning
in different study environments. Out-of-range scores of concrete processing and
memorizing might have been caused by their specific role in language learning.
Other out-of-scores ILS items could bear a quite common character and they
might play a somewhat universal role.
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Concerning the ILS items that most noticeably exceeded the limits of common
scores, the situation was identical in both the experimental and control group.
External stimulation of learning and vocation oriented stimulation of learning
showed the most distinct deviations from the closest limit of the common scores
interval, thus exhibiting possibly specific character of the process of language
learning, especially in the groups of technical university students.

In the experimental group, learning as intake of knowledge and external stim-
ulation of learning exhibited a statistically significant change and in the control
group, concrete processing ranked also among out-of-scores items with the above
characteristics reflecting thus certain influence of the study mode employed.

The author suggests further research on suitability of general models for research
on language learning process; from her point of view, dimensions of general mod-
els like information processing or self-regulation can be combined with language
learning specific aspects. She also proposes further research focused on specifica-
tion of ILS common scores obtained in the process of language learning and their
comparison with those received in other subjects.

Awareness of ILS constructs such as critical processing, deep processing, self-
regulation and external regulation of learning process and materials is also pro-
posed. Based on the results of the experiment, use of web-based materials in
combination with common textbooks and face-to-face learning environment can
be recommended. Some of the learning websites can be proposed by teachers;
some others might be chosen by students reflecting their personal experience and
needs thus.

Considering generalization of the research findings, impossibility to select re-
search subjects randomly should be taken into account.
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Constant enrichment of the mental lexicon
with new lexis

Neustale obohacovanie mentalneho lexikonu o novi slovna
zasobu

Zuzana Hrdli¢kova

Abstract: The paper deals with acquiring new lexis and storing it in the mental lexicon. The
results of research list significant abstract nouns and multiword units in political discourse
for the proficient user of English. Discourse analysis is based on the chronology of the most
important events and facts from twentieth and twenty-first century Britain.
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Introduction

Recent work in the areas of lexical grammar, above-the-word lexis, and idioms has
underlined the need for the learner to remember and recall much larger chunks
of language than the single word. Multiword units come in a variety of guises,
and therefore can be classified into several categories. The description of lexical
chunking indicates that there are processing advantages to using chunks and the
ability to rely on them is one of the factors that allows the native speaker to be
fluent. Linguistic ability requires not only the ability to produce discourse through
syntactic generation via grammatical competence, but also the ability to use lexical
chunks. Basically, the language learner needs both abilities to use a language well.

Every lecturer in ‘Area Studies in English focused on Great Britain’ is also a vo-
cabulary teacher. It is his or her duty to explain new lexis when dealing with the
economy, politics and the welfare state of the United Kingdom. The best lectures
are those in which the participants are motivated not only to listen but also to
talk, and the best time to learn new lexis is when the need to understand or
express ideas is at its height.

1 The study of lexical meaning

What words mean is not always easy to pin down (Cowie, 2009) - and this is well
demonstrated in defining the basic terminology of lexical semantics. Semantics
is the study of linguistic meaning. The word lexical in lexical semantics refers to
the lexicon, a collection of meaningful linguistic expressions from which more
complex linguistic expressions are built. Such lexical expressions are often, but not
always, words, and so lexical semantics is often generally defined as ‘the study
of word meaning’, although the word word is not the most straightforward term
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to use. It is more precise to use the term lexeme rather than word in the study of
lexical meaning.

Although the details of the structure and content of the lexicon are discussed in
the following sections, some general discussion of what the lexicon is and what it
contains must come first. Murphy (2010) claims that a lexicon is a collection of in-
formation about words and similar linguistic expressions in a language. But which
information? Which expressions? What sort of collection? Whose collection? As
might be expected, some of these issues will be covered, but first the polysemy
of the word Ilexicon must be acknowledged. Itcan refer to a dictionary, especially
a dictionary of a classical language, or the vocabulary of a language, or a particular
language user’s knowledge of his or her own vocabulary (Murphy, 2010).

In this context, the last two definitions are both relevant to the study of lexical
semantics. In speaking of the lexicon, different scholars and theories assume one
or the other or the interrelation of both, as the next section discusses.

2 ‘Out there’ and ‘in here’ lexicons

Some traditional approaches to the lexicon normally make claims about the vo-
cabulary of a language, its lexis. Taking this perspective on vocabulary, the lexicon
is ‘out there’ in the language community - it is the collection of anything and
everything that is used as a word or a set expression by the language commu-
nity. Other linguistic perspectives focus on vocabulary ‘in here’ - in the mind of
a language user (Murphy, 2010). The way words are stored in the mind resembles
a kind of network or web. The mind seems to store words neither randomly nor in
the form of a list, but in a highly organised and interconnected fashion - in what
is often called the mental lexicon (Thornbury, 2002). The term mental lexicon is
used in order to distinguish this more psychological and individualistic meaning
of lexicon.

Clearly though, the learner has to take into consideration the fact that the ‘out
there’ and ‘in here’ lexicons are interrelated; in order to communicate the speak-
ers of a language must aim to have reasonably indistinguishable ways of using
and understanding the words they know. The lexicon of the language ‘out there’
in one’s culture is the lexicon that he or she aims to acquire ‘in here’ and use.
This is not the same as saying that the lexicon of a language is a union of all the
lexicons of all the language’s speakers. When linguists study a language’s lexicon,
they tend to standardize it. To study the lexicon of a language, the learner needs
to have a sense of what does and does not count as part of that language; slang
and non-standard words are also part of the language.

Likewise, although mental lexicons exist in individual speakers’ minds, in studying
the mental lexicon the focus is standardly on an imagined ‘ideal’ speaker of the
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language. For an ‘ideal’ mental lexicon, one can imagine that a speaker has at
his or her disposal the knowledge necessary to use the language’s lexis (Murphy,
2010).

3 Lexemes in alexicon

The things that an individual knows when he or she knows a language can be
divided into two categories: the lexical and the grammatical. A grammar is a sys-
tem of rules or regularities in a language and a lexicon is a collection of linguistic
knowledge that cannot be captured by rules. The grammar explains linguistic is-
sues like word order and regular morphological and phonological processes. The
grammar tells one the difference between sentences. What the grammar cannot
tell him or her is what individual words bring to the sentence. At some point in
one’s acquisition of English, he or she learned that the sound and the spelling of
a word are paired with a particular set of linguistic and semantic properties -
like being a noun and denoting a kind of person, animal or thing, and so forth.
The lexicon is the collection of those associations between pronunciations, mean-
ings, and grammatical properties that had to be learned rather than produced by
grammatical rules (Murphy, 2010).

The lexicon is organized into lexical entries, much as a dictionary is organized
into entries that pull together all the information on a headword. Each of these
lexical entries collects the appropriate information about a particular linguistic
expression, called a lexeme. A linguistic form represents a lexeme if that form is
conventionally associated with a non-compositional meaning. Lexemes are conven-
tional - that is, these form-meaning pairings are common knowledge among the
speakers of the language, and one has had to learn these particular associations of
form and meaning from other members of the language community. Lexemes are
non-compositional - that is, the meanings of these linguistic forms are not built
out of the meanings of their parts (Murphy, 2010).

4 ‘Area Studies in English’ taught by principles

According to Brown (1994), a great many of a teacher’s choices spring from estab-
lished principles of language learning and teaching. By perceiving and internaliz-
ing connections between practice (choices the teacher makes in the lectures) and
theory (principles derived from research), his or her teaching is likely ‘enlight-
ened’ He or she is better able to see why he or she has chosen to use a particular
technique, to carry it out with confidence, and to evaluate its utility after the fact.

Such a principled approach to language teaching sounds logical. There are cogni-
tive, affective and linguistic principles - altogether twelve overarching principles of
foreign language learning from which sound practice springs and on which his or
her teaching can be based. As mentioned above, the first set of principles is called
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‘cognitive’ because they relate mainly to mental and intellectual functions. This set
consists of five principles and the focus will be put on one of them.

In the past, the language teaching profession mostly concerned itself with the ‘de-
livery’ of language to the student: teaching methods, textbooks, or even grammati-
cal paradigms were cited as the primary factors in successful learning. In the light
of many studies of successful and unsuccessful learners, language teachers focus
more intently on the role of the learner in the process. The ‘methods’ that the
learner employs to internalize and to perform in the language are as important
as the teacher’s methods - or more so. Brown (1994) calls this the Principle of
Strategic Investment: Successful mastery of the second language will be due to a large
extent to a learner’s own personal ‘investment’ of time, effort, and attention to the sec-
ond language in the form of an individualized battery of strategies for comprehending
and producing language (Brown, 1994:20).

Language teaching methodology has seen a dramatic increase in attention to the
strategic investment that learners can make in their own learning process. The
learning of any skill involves a certain degree of ‘investment’ of one’s time and
effort into the process. Every complex set of skills is acquired through an invest-
ment of considerable observing, focusing, practicing, monitoring, correcting, and
redirecting. And so one develops strategies for perceiving others and for choosing
relevant elements of language and all the other necessary behaviours essential for
ultimate mastery. A language is in all probably the most complex set of skills one
could ever seek to acquire: therefore, an investment is necessary in the form of
developing multiple layers of strategies for getting that language into one’s brain.

Needless to say, there is no single magic formula for successful foreign language
learning. The persistent use of a whole host of strategies for language learning is
required for ultimate mastery and the fluency (Brown, 1994).

5 Vocabulary learning strategies

One approach of facilitating vocabulary learning that has attracted increasing
attention is vocabulary learning strategies (VLS). Interest in VLS has paralleled
a movement away from a predominantly teaching-oriented perspective to one that
includes interest in how the actions of learners might affect their acquisition of
language. Many learners use strategies for learning vocabulary, especially when
compared to language tasks that integrate several skills. This might be due to the
relatively discrete nature of vocabulary learning compared to more integrated lan-
guage activities, making it easier to apply strategies effectively. It may also be due
to the fact that classrooms tend to emphasize discrete activities over integrative
ones, or that students particularly value vocabulary learning (Schmitt, 2000).
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Commonly used VLS seem to be simple memorization, repetition, and taking
notes on vocabulary. These more mechanical strategies are often favoured over
more complex ones requiring significant active manipulation of information (im-
agery, inferencing, keyword method). If the depth of processing perspective is
followed, it would seem that learners often favour relatively ‘shallow’ strategies,
even though they may be less effective than ‘deeper’ ones. Research into some
‘deeper’ VLS have been shown to enhance retention better than rote memoriza-
tion. However, even rote repetition can be effective if students are accustomed
to using it. In general, shallower activities may be more suitable for beginners,
because they contain less material, whereas intermediate or advanced learners
can benefit from the context usually included in deeper activities.

Rather than being used individually, multiple VLS are often used concurrently. This
means that active management of strategy is important. Good learners do things
such as use a variety of strategies, structure their vocabulary learning, review and
practice target words, and they are aware of the semantic relationships between
new and previously learned L2 words: that is, they are conscious of their learning
and take steps to regulate it. Poor learners generally lacked this awareness and
control (Amed, 1989; Sanaoui, 1995; In: Schmitt, 2000).

When considering which vocabulary learning strategies to recommend to the stu-
dent, the overall learning context needs to be considered. The effectiveness which
learning strategies can be both taught and used will depend on a number of vari-
ables. But the most important is to gain cooperation of the learners. According
to Molinsky and Bliss (1994), to actively involve students in their acquisition of
English vocabulary the communication activities such as naming, identifying, defi-
nitions, clues, asking questions, categories, associations, connections, dialogues, discus-
sion, research, extensions can be done. Thornbury (2002) offers a brief summary
of some of the research findings that are relevant to the subject of word learning:
repetition, retrieval, spacing, pacing, use, cognitive depth and personal organising.

There are numerous different VLS (Schmitt, 2000). To give some impression of the
range of possibilities some of the strategies are:

1. Strategies for the discovery of a new word’s meaning
a) Determination strategies: (i) analysing part of speech, (ii) analysing affixes
and roots, (iii) checking for an L1 cognate, (iv) analysing any available pic-
tures or gestures, (v) guessing the meaning from textual context, and (vi)
using a dictionary.
b) Social strategies: (i) asking teacher for a synonym, paraphrase, or L1 trans-
lation of a new word, and (ii) asking classmates for meaning.

2. Strategies for consolidating a word once it has been encountered
a) Social strategies: (i) studying and practicing meaning in a group, and (ii)
interacting with native speakers.
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b) Memory strategies (mnemonics): (i) connecting a word to a previous per-
sonal experience, (ii) associating the word with its coordinates, (iii) con-
necting the word to its synonyms and antonyms, (iv) using semantic maps,
(v) imaging a word form, (vi) imaging a word’s meaning, (vii) using a key-
word method, (viii) grouping words together to study them, (ix) studying
the spelling of a word, (x) saying a new word aloud when studying, and
(xi) using physical action when learning a word.

c) Cognitive strategies: (i) verbal repetition, (ii) written repetition, (iii) word
lists, (iv) putting English labels on physical objects, and (v) keeping a vo-
cabulary notebook.

d) Metacognitive strategies: (i) using English-language media, (ii) using spaced
word practice, (iii) testing oneself with word tests, (iv) skipping or passing
a new word, and (v) continuing to study a word over time.

Such a long list becomes cumbersome unless it is organized in some way, so
it is categorized in two ways. First, the list is divided into two main classes of
strategies. This reflects the different processes necessary for understanding a new
word’s meaning and usage, and for consolidating it in memory for future use. Sec-
ond, the strategies are further categorized into five groupings. The first contains
strategies used by an individual when faced with discovering a new word’s mean-
ing without recourse to another person’s expertise (Determination strategies). This
can be done through guessing from one’s structural knowledge of a language,
guessing from an L1 cognate, guessing from context, or using reference materials.

Social strategies use interaction with other people to improve vocabulary learning.
One can ask teachers or classmates for information about a new word and they
can answer in a number of ways (synonyms, antonyms, translations, etc.). One can
also study and consolidate vocabulary knowledge with other people.

Memory strategies or mnemonics involve relating the word to be retained with
some previously learned knowledge, using some form of imagery, or grouping.
A new word can be integrated into many types of existing knowledge (e.g. pre-
vious experiences or known words) or images can be custom-made for retrieval
(e.g. images of the word’s form or meaning attributes). Grouping is an important
way to aid recall, and people usually organize words into groups naturally with-
out prompting. If words are organized in some way before memorization, recall
is improved (Cofer, Bruce, & Reicher, 1966; Craik & Tulving, 1975; In: Schmitt,
2000).

It is worth noting that memory strategies generally include the kind of elaborative
mental processing that facilitates long-term retention. This takes time, but the
time expended will be well spent if used on important words that really need
to be learned, such as high-frequency vocabulary and technical words essential
in a particular learner’s field of study. A learner may not have time to ‘deeply
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process’ every word encountered, but it is unquestionably worth attempting for
key lexical items (Schmitt, 2000).

Cognitive strategies exhibit the common function of ‘manipulation or transforma-
tion of the target language by the learner’ (Oxford, 1990). They are similar to
memory strategies, but are not focused so specifically on manipulative mental pro-
cessing; they involve repetition and using mechanical means to study vocabulary,
including the keeping of vocabulary notebooks.

Finally, metacognitive strategies incorporate a conscious overview of the learning
process and making decisions about planning, monitoring, or evaluating the best
ways to study. This covers improving access to input, deciding on the most effi-
cient methods of study/review, and testing oneself to gauge improvement. It also
comprises deciding which words are worth studying, as well as persevering with
the words one chooses to learn (Schmitt, 2000).

6 Research - objectives, material and methods

The main objective of the research isto analyse political discourse - a 78,054-word
corpus composed of two chapters from the main textbook The Oxford History of
Britain and other sources for significant abstract nouns, proper names, acronyms,
idioms and multiword units the student needs to learn and use correctly. On the
basis of the chronology of the facts and events, at the back of the compulsory
textbook, and the above presented information, both quantitative and qualitative
methods of discourse analysis are carried out. The aim of the quantitative anal-
ysis is to find out whether and to what extent significant abstract nouns, proper
names, acronyms as well as idioms occur in this type of discourse. Consequently,
the qualitative analysis provides: a classification of proper names, i.e. official and
informal names of institutions, acts and treaties, wars and battles; and a list of
abstract nouns ending in -ism, -ion/-sion/-tion/-ition/-ation. The second main ob-
jective is to find out whether each abstract noun has a core (printed in bold in
tables) or near synonym, and an antonym. The third main objective is to explain
the meaning of all acronyms.

Concerning the material, The Oxford History of Britain (Morgan, 2010) is the com-
pulsory textbook for students to study the political, economic and social changes
of 20th and 21st century Britain. One of the most important criteria for the choice
of other sources is the fact that the main textbook does not cover the Political and
Legal Systems of the United Kingdom. The following chapters are investigated:
1) The Oxford History of Britain (Morgan, 2010) - The Twentieth Century (1914
to 2000) (32,174-word corpus), and Epilogue (2000-2010) (11,720-word cor-
pus); 2) An Illustrated History of Britain (McDowall, 1989) - The Twentieth Century
(14,500-word corpus); 3) Britain for Learners of English (O’'Driscoll, 2009) - the
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Political System and Legal Systems (19,118-word corpus); and 4) Oxford Guide to
British and American Culture (OUP, 2005) - the Legal System (542-word corpus).

7 Results and discussion

Recent research into collocations and idioms (Hrdli¢ckova, 2012-15) proved that
one of the features of English that presents greatest difficulty for the Slovak un-
dergraduate is the meaning of idiomatic expressions. Apart from significant ab-
stract nouns, proper names and acronyms, all ideational idioms, which should be
of particular interest to the learner, are identified. The quantitative analysis has
revealed that the number of acronyms and idioms in political discourse is quite
high (see Table 10), which is rather surprising.

Often successful learners achieve their goals through conscious systematic appli-
cation of a battery of strategies. As mentioned above, grouping is an important
way to aid recall. In order to help the student memorize the following lexemes,
they are all explained and organized in several categories. As can be seen, nearly
all abstract nouns have synonyms and antonyms.

Tab. 1: Acronyms

Acronym Full form
the BBC the British Broadcasting Corporation
the BNP the British National Party
BREXIT Britain + exit
BSE bovine spongiform encephalopathy (informal mad cow disease)
the CAP the Common Agricultural Policy
the CBI the Confederation of British Industry
the CND the Campaign for Nuclear Disarmament
the DUP the Democratic Unionist Party
the EC the European Community
the ECB the European Central Bank
the ECSC the European Coal and Steel Community
the EEC the European Economic Community
the EFTA the European Free Trade Association
the EMU the Economic and Monetary Union (European Monetary Union)
the ERM the exchange-rate mechanism
the EU the European Union
EURATOM the European Atomic Energy Community
the ILP the Independent Labour Party
the IMF the International Monetary Fund
the IRA the Irish Republican Army
JP Justice of the Peace
(to be continued)
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Acronym Full form

the LRC the Labour Representation Committee

MEP Member of the European Parliament (also Euro-MP)
MI5 Military Intelligence section 5

MP Member of Parliament

NATO the North Atlantic Treaty Organization

the NHS the National Health Service

NI National Insurance

the NUM the National Union of Mineworkers

the RUC the Royal Ulster Constabulary

the SDLP the Social Democratic and Labour Party

the SDP the Social Democratic Party

SEATO South-East Asia Treaty Organization

the SNP the Scottish National Party

the TRL the Tariff Reform League

the TUC the Trades Union Congress

UKIP the United Kingdom Independence Party

the UN, UNO | the United Nations (also the United Nations Organization)
the UUP the Ulster Unionist Party

Tab. 2: Abstract nouns ending in -ism

Abstract noun

Core synonym; Near synonym; Antonym (A)

anti-Semitism

fascism — authoritarianism; nationalism, anti-Semitism, jingoism

capitalism private enterprise, free enterprise, the free market

conservatism conservative (adj) — right-wing, traditionalist; in the UK Tory; A: socialist;
socialism (n) — leftism; A: conservatism

equilibrism equilibrium (n) — balance, equality; A: imbalance

Euroscepticism

scepticism — doubt; disbelief; rare Pyrrhonism; A: conviction

fascism authoritarianism, totalitarianism, dictatorship, Nacizm; German, historical:
Hitlerism; A: democracy, liberalism

idealism Utopianism, wishful thinking; A: realism, defeatism

imperialism imperial (adj) — royal, monarchical

internationalism

international (adj) — global, intercontinental; A: national; local

interventionism

intervention (n) — involvement; interference

jingoism extreme patriotism, chauvinism, flag-waving

liberalism liberal (adj) — progressive, reformist; left-wing; A: conservative, reactionary;
fascism (n) — authoritarianism, A: democracy, liberalism

Marxism socialism — leftism; Marxism

nationalism patriotism; xenophobia, chauvinism, jingoism

patriotism nationalism,loyalism; jingoism, isolationism; A: treachery

pluralism plurality (n) — wide variety; multitude, plethora

(to be continued)
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Abstract noun Core synonym; Near synonym; Antonym (A)

protectionism protection (n) — 1. defence; 2. safe keeping; 3. barrier

radicalism radical (adj) — 1. thoroughgoing; A: superficial; 2. revolutionary, reformist;
leftist, socialist; extremist; derogatory Bolshevik

republicanism Republican (adj) — supporting political parties that want Northern Ireland to
become part of the Republic of Ireland, not part of the UK

socialism leftism, Fabianism, welfarism; communism; A: conservatism

totalitarianism totalitarian (adj) — authoritarian; fascist, neo-Nazi, Stalinist; A: democratic,
liberal

unionism union (n) — 1. unification; A: separation; 2. association, trade union

Tab. 3: Abstract nouns ending in -ion/-sion/-tion/-ition/-ation

Abstract noun Core synonym; Near synonym; Antonym (A)

corruption dishonesty, deceit, fraud; bribery; A: honesty

decimalization decimalize (v) — to change to a decimal system of money
deflation deflate (v) — reduce; devalue, depress; A: inflate

depression recession, slump; credit crunch; technical stagflation; A: boom
determination resolution; strong-mindedness; the bulldog spirit; A: weak-mindedness
devaluation devalue (v) — belittle, depreciate, deflate

devolution decentralization, delegation, transfer; A: centralization
dominion dependency, colony, protectorate, satellite state

inflation inflate (v) — increase; A: decrease, depress

jurisdiction authority, control, power, dominion, rule

legislation law, body of laws, constitution, rules, acts

liberation 1. freeing, setting free; 2. freedom, equality; A: oppression
privatization the act of privatizing (selling) something

probation trial period, test period, trial

procrastination | dithering, delaying tactics, hesitation

prosecution prosecute (v) — take to court, sue; A: defend; pardon
recession economic decline, downturn, credit crunch; A: boom, upturn
remuneration payment, pay, salary, wages; earning(s)

retaliation revenge, vengeance; response, reaction

stagflation depression — recession; technical stagfiation; A: boom

Tab. 4: Proper names: Wars

Official name Also known as:
the Anglo-Irish War the Irish War of Independence; the Troubles
the Second Boer War the South African War
the Cold War —
(to be continued)
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Official name

Also known as:

the Falklands War

the Falklands Conflict; the Falklands Crisis; the
Malvinas War

the Gulf War the Persian Gulf War; the First Gulf War; Gulf War
I; the Kuwait War; the First Irag War; the Iraq War
Iraq War the War in Irag; the Occupation of Irag; the

Second Gulf War; Gulf War Il

the Korean War

the Pacific War

the Asia-Pacific War

the Second Italo-Ethiopian War

the Second Italo-Abyssinian War

World War |

the First World War; old-fashioned the Great War

World War Il

the Second World War

Tab. 5: Proper names: Battles

Official name

Also known as:

the Battle of Britain

the Blitz; the Blitzkrieg

the First Battle of El Alamein

the Second Battle of El Alamein

the Battle of Jutland

the First Battle of the Marne

the Miracle of the Marne

the Second Battle of the Marne

the Battle of Reims

the Battle of Passchendaele

the Third Battle of Ypres

the First Battle of the Somme

the Somme Offensive

the Second Battle of the Somme

the Battle of Stalingrad

the Battle of Normandy

Operation Overlord

Tab. 6: Proper names: Acts

Official name

Also known as:

the British Nationality (Falkland Islands) Act 1983

the Channel Tunnel Act 1987

the Climate Change Act 2008

the Commonwealth of Australia Constitution Act
1900

the Commonwealth Immigrants Act 1968

the Corn Production Act 1917

the Education Act 1902

Balfour’s Act

the Education Act 1918

Fisher’s Act

the Education Act 1944

Butler’s Act

the Gold Standard Act 1925

(to be continued)
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Official name

Also known as:

the Government of India Act 1935

the Government of Ireland Act 1914

the Home Rule Act; the Third Home Rule Bill

the Government of Ireland Act 1920

the Fourth Home Rule Act; the Fourth Home Rule
Bill

the Housing, Town Planning, &c. Act 1919

Addison’s Act

the Human Rights Act 1998

the Indian Independence Act 1947

Irish Free State (Agreement) Act 1922

the Labour Exchanges Act 1909

the National Health Service Act 1946

the National Insurance Act 1911

Northern Ireland Constitution Act 1973

Northern Ireland Act 1998

the Old-Age Pensions Act 1908

the Parliament Act 1911

the Probation of Offenders Act 1907

the Probation Act

the Representation of the People Act 1918

the Fourth Reform Act

the Representation of the People (Equal
Franchise) Act 1928

the Fifth Reform Act; the Equal Suffrage Act

South Africa Act 1909

the Trade Disputes Act 1906

the Welsh Church Act 1914

the Workmen’s Compensation Act 1906

Tab. 7: Proper names: Agreements

Official name

Also known as:

the Good Friday Agreement (GFA)

Belfast Agreement

the Anglo-Irish Agreement

Hoare-Laval Pact

Munich Agreement

Munich Pact; Munich Diktat; Munich Betrayal

Nassau Agreement

Ottawa Agreements

Tab. 8: Proper names: Treaties

Treaties known as:

Official name

the Anglo-Irish Treaty; the Treaty

Articles of Agreement for a Treaty Between Great
Britain and Ireland

Maastricht Treaty

Treaty on European Union (TEU)

The North Atlantic Treaty

(to be continued)
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Treaties known as:

Official name

the Treaty of Amsterdam

Treaty of Amsterdam amending the Treaty of the
European Union, the Treaties establishing the
European Communities and certain related acts

the Treaty of Canterbury

Treaty between the United Kingdom of Great
Britain and Northern Ireland and the French
Republic concerning the Construction and
Operation by Private Concessionaires of a Channel
Fixed Link with an Exchange of Letters relating to
the Arbitration Rules

the Treaty of Lisbon; the Reform Treaty

Treaty of Lisbon amending the Treaty on European
Union and the Treaty establishing the European
Community

the Treaty of Paris

Treaty establishing the European Coal and Steel
Community

the Partial Test Ban Treaty (PTBT); the Limited Test
Ban Treaty (LTBT); the Nuclear Test Ban Treaty
(NTBT)

Treaty banning nuclear weapon tests in the
atmosphere, in outer space and under water

the Treaty of Rome

Treaty establishing the European Economic
Community (TEEC)

the UN Charter

Charter of the United Nations

the Treaty of Versailles

Treaty of Peace between the Allied and Associated
Powers and Germany

Tab. 9: Idioms

Idiom

Idiom

another/the final nail in the coffin

a land fit for heroes to live in (catchphrase)

be in dire straits

loom large

be first past the post; first-past-the-post

make headway

be in the red

make up your mind

bit by bit

a new deal

blood, sweat and tears

the OId Bill BrE informal, old-fashioned

bread and circuses

peace in our time

the cold war

the permissive society

come under fire; (be) under fire

play (with) a straight bat

from the cradle to the grave

a sea change literary

the corridors of power

shoulder to shoulder

one’s darkest hour

a skeleton in the/your cupboard/closet

die hard a spin doctor
feel good stand still
a free loader informal take its toll

give sb a free hand; have a free hand

go/swim against/with the tide

go hand in hand

taken sb/sth for granted

go too far

a Trojan horse

(to be continued)
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Idiom Idiom

the golden age (of sth) a volt-face formal

the good/bad old days a welfare state

the grass roots the wind of change (catchphrase)

a guinea pig white-collar

have a hand in sth wither/die on the vine literary

keep a close eye on a winter of discontent (catchphrase)
laissez-faire

Traditional teaching approaches tend to group idioms together according to some
category, and present them in sets. But teaching a set of idioms that are notion-
ally related would seem to be a sure recipe for confusion. A more effective and
less perilous approach might simply be to teach them as they arise, and in their
contexts of use (Thornbury, 2002). Some examples are provided:

Epilogue

It followed that, in such an economic climate, much that embodied Old Labour
- public ownership, controls on industry, redistributive taxation, comprehensive
welfare, or support for the trade unions - withered on the vine. New Labour’s
‘Third Way’ implied structures of managerialism as a substitute for ideology. An-
alysts described an expanding ‘demi-monde’ of quangos, ‘czars’, task forces, pri-
vate finance initiatives, and the like, with a concomitant emphasis on unelected
management consultants, special advisers, and spin doctors at the expense of
Whitehall and Westminster. (Morgan, p. 678-9)

Skeletons in the cupboard

In modern Britain, the 1950s are often spoken of as a golden age of innocence.
But innocence can go hand in hand with ignorance - ignorance of what your
government is doing to you. In the early years of this century, it became clear that
British governments in the fifties were prepared to use people as guinea pigs in
their military experiments. (O’Driscoll, p. 73)

The welfare state

As a result of the changes which gave importance to people’s happiness and well-
being, the government became known as ‘the welfare state’. (McDowall, p. 169)
Conclusion

Vocabulary is more than just individual words working separately in a discourse
environment. Learning strategies are germane to the eventual success of learners.
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Tab. 10: The occurrence of significant lexemes to learn

Type of lexeme Number
Acronyms 40
Abstract nouns ending in -ism 22
Abstract nouns ending in -ion/-sion/-tion/-ition/-ation 20
Proper names: Wars 11
Proper names: Battles 11
Proper names: Acts 31
Proper names: Agreements 6
Proper names: Treaties 11
Idioms 49
Total: 201

Strategies are, in essence, learners’ techniques for capitalizing on the principles
of successful learning. In an era of interactive, intrinsically motivated, learner-
centred teaching, learner strategy training cannot be overlooked. One of the prin-
cipal goals of interactive language teachers is to equip students with a sense
of what successful language learners do to achieve success and to aid them in
developing their own unique individual pathways to success. Since interaction is
unrehearsed, mostly unplanned discourse, students also need to have the neces-
sary strategic competence to hold their own in the give and take of meaningful
communication.
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Mobilna aplikacia vo vyucovani anglického jazyka:
risk alebo zisk?

Mobile app in teaching English language: profit or risk?
Petra LaktiSova a Daniela Srsnikova

Abstrakt: Vzdelavanie prostrednictvom mobilnych aplikacii predpoklada zvySenu aktivitu
Studentov na vyucovacich hodinach, a tym aj vyssiu tiroveii procesu osvojovania si u¢iva. Tento
predpoklad sme sa rozhodli overit’ prostrednictvom prieskumu realizovanom na Elektrotech-
nickej fakulte Zilinskej univerzity. Cielom prieskumu bolo overit' vplyv mobilnej aplikacie na
aktivizaciu Studentov na vyucovacich hodinach anglického jazyka a droven osvojenia anglic-
kych idiomov.

Klicové slova: mobilna aplikicia, vyucovanie anglického jazyka, informac¢no-komunikacné
technoldgie

Uvod

Sucasna doba je charakterizovana rychlym rozvojom informacno-komunikac¢nych
technolégii, pod vplyvom ktorych sa menia aj spdsoby a nastroje realizacie vzde-
lavania. Spomedzi vSetkych za najviac vyuzivané nastroje mézeme oznacit tablety
a smartfény, ktorych obltbenost a rozsirenost’ podnietila vznik nového prudu ja-
zykového vzdelavania znameho ako MALL - Mobile-Assisted Language Learning.
Jednym z dévodov tohto vplyvu st bezpochyby i Specifika dnesnej mladej genera-
cie, ktoru charakterizuje digitalna gramotnost’ a preferovanie prace s vydobytkami
modernej doby. A preto pred nami pedagégmi stoji vyzva, ako adekvatne vyucovat
mladd generaciu prostrednictvom smartfénov, ktoré tato generacia bezpochyby
povaZuje za neoddelitelnt sucast ich existencie, a zaroven ako mobilné aplikacie
v smartfénoch vhodne implementovat do vyucovacieho procesu, aby nielen za-
traktivnili vzdelavaci proces a aktivizovali Studentov, ale aj zvysili tiroveil procesu
osvojovania si uciva.

Hlavnym problémom, ktory sa v sucasnosti snazime riesit v nasej vysokoskolskej
pedagogickej praxi je nedostato¢na motivacia Studentov, ich nezaujem o vyucova-
nie cudzieho jazyka, ich nizka aktivita na semindrnych hodinach, a predovSetkym
nizka uroven osvojenia anglickych ididmov. Z tohto dévodu neustale hladame al-
ternativne sposoby, ako uputat pozornost a zvysit aktivitu Studentov na vyucova-
cich hodinach. Na zaklade pozitivneho postoja mladej generacie k vyuZzivaniu tab-
letov a smartfénov sme predpokladali, Ze vychodiskom z tejto situacie by mohlo
byt implementovanie uvedenych mobilnych zariadeni do vzdeldvacieho procesu,
a tak prostrednictvom dostupnych mobilnych aplikacii podporujicich cudzojazyc-
nu vyucbu sa vyhnut fadnosti a stereotypu na vyucovacich hodinach.
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Cielom tohto ¢lanku je nielen opisat nasu pedagogicka skiisenost s vyuzivanim
mobilnej aplikacie na osvojenie anglickych ididmov, ale predovsetkym predlozit
vysledky prieskumu zameraného na uroven osvojenia anglickych idiomov a po-
stoje Studentov k zaradeniu mobilnej aplikdcie do vzdelavacieho procesu a tym
poukazat na jej prinosy, ktorymi sd: pozitivna motivacia Studentov, zvysenie pri-
tazlivosti ufiva a aktivity Studentov na hodinach.

1 Moderné technoldgie
1.1 Benefity implementdcie mobilnej aplikdcie do cudzojazycnej vyucbe lexiky

Dolezitost lexiky si uvedomuju nielen pedagdgovia, ale aj lingivisti na celom svete
a chapu ucenie lexiky ako nevyhnutnu sucast vyucby jazyka, nakolko su si ve-
domi, Ze vyucba slovnej zasoby tvori fundamentalny zaklad, bez ktorého sa neda
osvojit ani len materinsky jazyk. AvSak vyucba slovnej zasoby bola dlhodobo vni-
mana v zmysle statickosti. My sa vSak stotoZiujeme s ndzorom, Ze vztah medzi
mysSlienkou a slovami je dynamicky. Inak povedané, je to proces, nie vec. Ak by
sme sa drzali pohladu, Ze slova su len urcité polozky, ktoré sa ma Student naucit
v urc¢itom mnoZstve urcitym tempom a za urcity Cas, tak vyucba slovnej zasoby
navzdy zostane ,popoluskou” medzi jednotlivymi zlozkami, ktoré st stcastou vy-
ucby cudzich jazykov. Preto sme sa rozhodli slovni zadsobu vnimat ako zrucnost,
na ktorej sa Student aktivne podiela, a predovSetkym sme sa rozhodli sustredit na
to, ako si ju Student moze efektivne osvojit.

Nasi Studenti si pocas svojho vysokoskolského Stidia si osvojuju predovsetkym
cudzojazy¢nu terminoldgiu zamerand na ich Studijny odbor. Ich jazykova uroven
v tretom ro¢niku bakalarskeho Studijného programu zodpoveda popisu turovne B2
Eurépskeho referencného ramca, napriek tomu si takmer vébec neosvojili idiémy
v anglickom jazyku. AvSak pokial sa dokladne zamyslime nad charakterom jazyka,
ktory dennodenne pouzivame, tak zistime, zZe vel'ka cast myslienok a vyrazov ma
znacne idiomaticky charakter. Inak povedané, mame tendenciu rozpravat jazy-
kom, ktory je vyrazne obrazny, ¢o pre uzivatela konkrétneho jazyka nepredstavuje
problém. Ale ak sa dany jazyk u¢ime ako cudzi, je naSa schopnost rozliSovat do-
slovnost’ od obraznosti znacne nedokonald, napr. ak v naSom materinskom jazyku
chceme vyjadrit, Ze nieComu nerozumieme, pouZijeme ididm Spanielska dedina.
Vieme, ze v skutoCnosti sa v Ziadnej Spanielskej dedine nenachadzame. Na druht
stranu, ak narazime v anglickom jazyku na ekvivalentny vyraz ,It’s all Greek to me!*,
nemusi ndm byt okamZite jasné, ¢o sa vlastne tymto ididmom mysli.

Uvedomili sme si, Ze ak chceme zvysit troven jazykovych schopnosti a kompe-
tencif naSich Studentov, potom okrem znalosti odbornej terminoldgie je pre nich
nevyhnutna aj znalost idiomov v cudzom jazyku, pretoZe ich rodeni hovoriaci
pouzivaju v kazdodennej reci. AvSak z pohladu Studenta za najvacsSie negativum
osvojovania si anglickych idiémov je skutoc¢nost, Ze ich ucenie je v podstate otaz-
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kou mechanickej memorizacie. Navyse niektoré idiomy v jazykovych ucebniciach
st znacne zastarané a pokial by ich Studenti pouzili v beZnej konverzacii, boli by
skor na smiech, nez by ziskali uznanie. A prave preto sme sa rozhodli implemen-
tovat mobilnud aplikdciu podporujicu osvojovanie si anglickych idiomov do vzde-
lavacieho procesu, nakolko mobilné aplikdcie zamerané na podporu jazykového
vzdeldvania sa predovSetkym orientuji na moderny jazyk a vytvaranie asociacii
nezZ na memorizaciu. NavySe su vacSinou vysoko interaktivne, vizualne pritazlivé,
jednoduché na obsluhu, a tak Studentmi hodnotené a oznacované za vysoko mo-
tivujice. Dal$im dévodom pre implementaciu mobilnej aplikacie do vzdelavacieho
procesu boli ndzory vyskumnikov, ktori svojimi Stidiami potvrdili nasledujtce po-
zitivne ucinky vzdelavania prostrednictvom smartfénov a jednotlivych mobilnych
aplikacii. Medzi najvyraznejsie benefity aplikacii podla tychto studii patria:

1. zvySend motivacia Studentov (Cavus & Ibrahim, 2009),

2. personalizované, neformalne a prirodzené ucenie (Kress & Pachler, 2007; Na-
ismith et al, 2004),

3. moznosti timovej prace a spoluprace pri uceni (Pachler, 2007; Kukulska-Hulme
& Shield, 2008),

4. jednoducha manipulacia, nositelnost (Naismith et al, 2004),
5. interaktivita (Naismith et al, 2004).

KedZe nasim hlavnym cielom bolo najst sp6sob, ako zvysit motivaciu naSich Stu-
dentov, ich aktivitu na hodinach a predovsetkym zlepsit ich uroven osvojenia an-
glickych idiémov, rozhodli sme sa overit prostrednictvom prieskumu zameraného
na postoje Studentov k nami vybranej mobilnej aplikcie a jej vplyv na zmenu
pristupu naSich Studentov k uceniu sa. V naSom pripade sme zvolili komercnua
mobilnu aplikaciu, nakol'ko na rozdiel od webovej aplikacie je vzdy pripravena vo
verzii pre mobilny telefon.

1.2 Opis mobilnej aplikdcie zameranej na osvojenie si anglickych idiémov

Na zaklade vysSie uvedenych atribitov sme za vhodny nastroj zvolili aplikaciu
vyvinuti Cambridge English Online Ltd. s nazvom ,English Idioms Interactive“
dostupnu pre operacny systém i0S. Mohlo by sa zdat, Ze prave operacny systém
bude limitujicim faktorom pre vyuzivanie aplikacii v praxi, av§ak to sa ndm pocas
prieskumu nepotvrdilo. Kazdy Student tvoriaci experimentalnu vzorku disponoval
mobilnym zariadenim ¢i uz mobilnym telefénom, alebo tabletom s operacnym sys-
témom i0S. Aby sa predislo problémom s moZnym vyskytom Studenta s mobilnym
zariadenim pracujicim na platforme Android, k dispozicii bol ndhradny mobilny
telefén a tablet vyucujicej s operatnym systémom iOS.

Aplikacia ,English Idioms Interactive“ pozostava z 45 idiémov, ktoré boli vybrané
lingvistami a su vyobrazené vo vtipnej komiksovej ilustracii. Osvojovanie si idi6-
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mov je uskutocnované na podvedomej tvorbe asocidcie medzi situacnym obraz-
kom a idiomom nie na memorizacii. Aplikacia dalej pontka histériu a vysvetlenie
idiomu, jeho pouzitie, napovedu a testovaciu cast. Pre ilustraciu uvadzame jednot-
livé sekcie graficky spracované v obrazkoch.

Choose the correct idiom

(!l

Choose the correct meaning ®
A. Money is no object A. Working for peanuts

B. Areyouinsane? B. Nutjob

C. Crazy person C. My legs are turning into
jelly
D. Not getting enough pay D. What are you, nuts?!

Obr. 1: PouZivatelské rozhranie aplikdcie

Tato mobilna aplikacia je vysoko interaktivna, vizualne pritazliva, vtipnd, jednodu-
cha na obsluhu, a preto sme predpokladali, Ze nasi Studenti ju budu povazovat za
vysoko motivujicu a ulahcujicu im efektivne osvojovanie si idiomov v anglickom
jazyku. Pre overenie tohto predpokladu sme sa rozhodli zrealizovat' kvantitativno-
-kvalitativny prieskum a vytvorit vyskumnu vzorku.

1.3 Overenie mobilnej aplikdcie v praxi

Mobilnt aplikaciu, ktora podporuje osvojovanie si anglickych idiomov, sme overili
priamo na vyucovani anglického jazyka pocas letného semestra 2015/2016 u Stu-
dentov tretieho ro¢nika Elektrotechnickej fakulty Zilinskej univerzity, $tudijného
odboru Multimedidlne technolégie, pricom jej ucinnost sme zistili porovnanim
so skupinou, v ktorej bola hodina realizovana tradi¢nym spdsobom bez vyuzitia
mobilnej aplikacie.

1.4 Prieskum a Ciastkové ciele prieskumu

1. Zistit u¢innost mobilnej aplikacie porovnanim drovne osvojenia anglickych idi-
6mov u Studentov experimentalnej a kontrolnej skupiny.
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Labor (‘labour’ in
Brit-Eng) for a
very small
amount of mone

Working for peanuts ®
Worl INg for an Insignificant amount Of

money, not earning the money you think
you’re worth

Literal Meaning:

Working for someone and being paid in
peanuts instead of money; OR working for
an employer/employers named ‘Peanuts’.

Why is this funny?

Peanut butter and jelly (jam’ in Brit-Eng) are
often eaten together. However, in this
cartoon we see that Jelly is working for
peanuts (it is employed by them). Jelly is not
satisfied with its salary and wants a raise.
Jelly’s wages are so low that it feels like it's
working for peanuts (an insignificant salary).

Sample sentence:

Employee to Manager: “I can’t live on what
you're paying me. I'm sick of working for
peanuts. If you don’t give me a raise,

I'm quitting!”

Obr. 2: PouZivatelské rozhranie aplikdcie

2. Zistit nazory a postoje Studentov na vyuzivanie mobilnej aplikicie vo vzdela-

vacom procese.

Z cielov prieskumu vyplyvaju nasledovné tlohy:

1. Vypracovat vystupny test.

2. Urcit experimentalnu a kontrolnt skupinu.

w

skupine.

N o s

na mobilnu aplikaciu.

Porovnat vysledky testov v obidvoch skupinach.

8. Interpretovat’ vysledky prieskumu.

Working for peanuts

C!l

Origin:

Mid-19th Century, US — A similar idiom which
is probably newer is ‘working for chicken
feed’ which is usually small individual kernels
of corn. Both peanuts and chicken feed are
small and relatively inexpensive. These
idioms are symbolic of something not worth
a lot of money. When people had to do a lot
of work but only got paid a small amount of
money, these idioms came into use.

Usage:
Informal, spoken, general English

Idiomatic Meaning:

Working for an insignificant amount of
money, not earning the money you think
you're worth

Literal Meaning:

Working for someone and being paid in
peanuts instead of money; OR working for
an employer/employers named ‘Peanuts’.

Realizovat' vyucovacie hodiny s vyuzitim mobilnej aplikacie v experimentalnej

Realizovat’ vyucovanie v kontrolnej skupine tradi¢nym spdsobom.
Zrealizovat vystupny test v kontrolnej a experimentalnej skupine.

Uskutoc¢nit Struktdrovany rozhovor zamerany na zistenie nazorov Studentov

Vyskumnou vzorkou kvantitativneho prieskumu implementacie mobilnej aplikacie
do vzdelavacieho procesu boli Studenti tretieho roc¢nika Elektrotechnickej fakulty
Zilinskej univerzity, $tudijného odboru Multimedidlne technolégie. Vytvorili sme
dve rovnaké skupiny Studentov A a B. V skupine A sme zaviedli experimentalnu
zmenu, ¢im sa odliSovala od skupiny B.
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1. Experimentalna skupina (A) - Experimentdlna skupina - pozostavala z 20
$tudentov, ktori boli do skupiny zaradeni ndhodnym vyberom. Studenti v tejto
skupine si osvojovali ididmy prostrednictvom mobilnej aplikacie.

2. Kontrolna skupina (B) - pozostavala z 20 Studentov, ktori boli do skupiny
zaradeni nahodnym vyberom. Studenti v tejto skupine si osvojovali idiémy
prostrednictvom PPT prezentacie a tradicnymi metédami vyucby.

Vsetko ostatné prebiehalo rovnako t. j. rovnaky pocet vyucovacich hodin, rovnaky
input a rovnaké kritéria hodnotenia lexikalnej irovne. Na konci experimentu Stu-
denti napisali test, ktorého cielom bolo urcit, ¢i rozdielny pristup k vyucbe lexiky
mal Statisticky vyznamny vplyv na Studentovu lexikalnu droven.

Nezavislou premennou bol: rézny sposob vyucby lexiky

Vyskumné otdzky:

1. Aky je vztah medzi vyuZitou mobilnou aplikiciou a droviiou ziskanych vedo-
mosti Studentov?

2. Aké su nazory Studentov na implementaciu mobilnej aplikacie do vyucovania?
3. AKky je postoj Studentov k vyuZzivaniu mobilnych aplikacii ako zdroj ziskavania
novych poznatkov?

Pre prvu kauzalnu otazku sme naformulovali hypotézu a overili jej platnost, druhu
a tretiu deskriptivnu vyskumnu otdzku sme riesili prostrednictvom dotaznika.

Vyskumna otazka bola upravena do tejto podoby: Aky je rozdiel v uc¢ebnych vyko-
noch medzi experimentalnou a kontrolnou skupinou pri pouziti roznych spésobov
vyucby idiémov?

Z vyskumnej otazky vyplynula nizsie uvedend hypotéza:

HO Neexistuju Statisticky vyznamné rozdiely medzi spésobom vyucby idiémov
a zlepSenim drovne ich osvojenia v experimentdlnej a kontrolnej skupine.

H1 Rozdielny sp6sob vyucby idiomov sposobi Statisticky vyznamny rozdiel medzi
zlepSenim urovne osvojenia idiomov Studentov v experimentalnej a kontrolnej
skupine.

1.4.1 Metddy, prostriedky a etapy prieskumu

Pri overeni hypotézy H bol administrovany vedomostny test, pomocou ktorého
bola skiimana droven osvojenia anglickych idiémov. Na spracovanie udajov boli
pouzité: tabulky pocetnosti tidajov a grafické znazornenie udajov. Na zistovanie
nazoru Studentov na implementaciu mobilnej aplikacie do vzdelavacieho procesu
a jej vplyv na droven osvojenia anglickych idiomov sme pouzili Struktirovany roz-
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hovor. Na analyzu udajov a testovanie hypotézy sme pouzili Statistické metédy. Za-
vereCny test pozostaval zo Siestich tloh, ktorych vysledky ponikame v grafickom
spracovani v ¢asti prieskum.

Prvd etapa prieskumu

Cielom prvej etapy prieskumu bolo overit hypotézu H. Pri overeni hypotézy H bol
administrovany vedomostny test, pomocou ktorého bola skimana uroven osvo-
jenia anglickych idiomov. Na analyzu udajov a testovanie hypotézy sme pouzili
Statistické metddy. Zaverecny test pozostaval zo Siestich tuloh, ktorych vysledky
pontukame v grafickom spracovani.

Uloha jeden pozostavala z piatich anglickych viet, v ktorych bol uvedeny idiém,
ktorého Cast mali Studenti doplnit prostrednictvom vyberu zo Styroch mozZnos-
ti. Ako je mozné vidiet v grafickom spracovani, experimentalna skupina dosiahla
plny pocet bodov, t. j. 5, Co pripisujeme prave typu ulohy, s ktorou pracovali v ap-
likacii.

Experimentalna skupina Kontrolna skupina

Graf 1: Dosiahnuté vysledky experimentdlnou a kontrolnou skupinou v dlohe ¢. 1

V poradi druha dloha pozostavala z piatich anglickych viet, v ktorych bol opat uve-
deny nekompletny idiom. AvSak na rozdiel od predchadzajuicej tlohy Studenti uz
nemali na vyber moZznosti, ale ich tlohou bolo doplnit idiém na zaklade vlastnych
naucenych poznatkov. Ako je mozné vidiet v grafickom spracovani, experimental-
na skupina dosiahla plny pocet bodov, t.j. 5, o pripisujeme podobnosti zadania
s ulohami, s ktorymi sa Studenti stretli v aplikacii.

Uloha tri pozostavala z piatich situaénych dialégov, po preéitani ktorych mali $tu-
denti doplnit vhodny idiém zo siedmych pontkanych moZnosti. Ako je moZné
vidiet v grafickom spracovani, experimentalna skupina dosiahla skére 4, ¢o pripi-
sujeme faktu, Ze aplikacia obsahovala vyobrazenie situa¢nych dialégov, na zaklade
ktorych bola vytvorena asocidcia medzi situdciou a konkrétnym dialégom.
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Graf 2: Dosiahnuté vysledky experimentdlnou a kontrolnou skupinou v ulohe ¢. 2
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Graf 3: Dosiahnuté vysledky experimentdlnou a kontrolnou skupinou v ulohe ¢. 3

Uloha $tyri pozostavala z dvoch ¢asti, pri¢om jej prva bola zamerana na pomeno-
vanie nahodne vybranych piatich ilustracii z aplikacie spravnym idiémom. Co viak
povazujeme za nevyhnutné pripomenut je fakt, ze obrazové ilustracie, ktoré boli
v teste pouZzité boli predmetom aj tradicného sposobu vyucby idiémoy, t.j. kon-
trolnd skupina mala totoZnu vychodiskovu poziciu ako skupina experimentdalna.
V tejto casti ulohy dosiahla experimentalna a kontrolna skupina rovnaké skore.

Naopak, v druhej Casti tlohy Styri, ktorej cielom bolo overit, ¢i st Studenti schopni
vysvetlit pouzitie ididmu vlastnym slovami, dosiahla lepsie skdore v pocte bodov 5
kontrolna skupina. Vychadzame z faktu, Ze tradi¢ny sposob osvojovania si ididmov
a prezenticia ich vyznamu vyucujicou, zahfiial nielen samotny vyznam a situac¢ny
dialég, ale predovsetkym aj jeho podrobnu vyznamovu analyzu.
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Graf 4: Dosiahnuté vysledky experimentdlnou a kontrolnou skupinou v ulohe ¢. 4, cast .

Experimentalna skupina Kontrolna skupina

Graf 5: Dosiahnuté vysledky experimentdlnou a kontrolnou skupinou v ulohe ¢. 4, cast Il

Uloha pat bola orientovana na osvojené vedomosti $tudentov, ktoré sa tykali pre-
kladu, resp. spravneho idiomatického ekvivalentu v slovenskom jazyku. Nakol'ko
aplikacia, s ktorou sme pocas vyucovacich hodin pracovali so vzorkou Studentov
patriacich do experimentalnej skupiny, bola monolingvalna, predpokladali sme, Ze
experimentalna skupina v tejto dlohe dosiahne horSie skére. Nas predpoklad sa
spracovanim vysledkov testov potvrdil, ¢o je mozné vidiet v grafickom spracovani
nizsie. Uvedomujeme si, Ze Ziadat od Studentov z experimentalnej skupiny sloven-
sky ekvivalent anglickych ididmov, napriek tomu, Ze sa s takymto typom tlohy,
ktory pocas vyucovacieho procesu neprecvicovali, nebol najvhodnejsi. Avsak na-
$im zdmerom bolo zistit, ¢i su Studenti vysokych $kdl schopni samostatne prepojit
vedomosti ziskané pocas monolingvalnej vyucby anglickych idiémov s materin-
skym jazykom, nie testovat ich z nieoho, ¢o na hodinach nebolo preberané.
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Graf 6: Dosiahnuté vysledky experimentdlnou a kontrolnou skupinou v ulohe ¢. 5

Poslednou ulohou, ktorti sme do testu zaradili, bola dloha orientovana na spajanie
idiomatickych vyrazov s ich vyznamom. Uloha ¢islo Sest’ pozostavala zo siedmych
vyznamov, ku ktorym bolo potrebné na zaklade ziskanych poznatkov priradit pat
idiomatickych vyrazov. Obe skupiny dosiahli zhodné skore, ¢o pripisujeme obsa-
hu aplikacie a rovnako tak aj obsahovej naplni vyucovacej jednotky pri edukacii
kontrolnej skupiny.

Experimentalna skupina Kontrolna skupina

Graf 7: Dosiahnuté vysledky experimentdlnou a kontrolnou skupinou v ulohe ¢. 6

Druhd etapa prieskumu

Cielom druhej etapy prieskumu bolo zistit ndzory a postoje Studentov na imple-
mentaciu mobilnej aplikacie do vzdelavacieho procesu a jej vplyv na troven osvo-
jenia anglickych idiémov. Vzorku tvorilo 20 Studentov experimentalnej skupiny,
v ktorej sa anglické idiémy vyucovali prostrednictvom mobilnej aplikacie. Na zis-
tovanie nazoru Studentov sme pouzili dotaznik pozostavajuci z 10 vyrokov, ktory
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sme uskutocCnili po realizacii vyucovania s vyuZzitim mobilnej aplikacie a zaverec-
nom teste. Pri vyhodnoteni dotaznika sme vyuzili Likertovu $kalu hodnotenia do-
taznika. Dotaznik obsahoval vyroky, ktoré boli formulované pozitivne aj negativne,
pricom sa Studenti mali priklonit' k jednej z piatich moznosti $kaly. Jednotlivym
stuptiom S$kaly sme priradili koeficienty 1 az 5 nasledovne: sihlasim = 5, skor
sthlasim = 4, neviem sa vyjadrit = 3, skor nestihlasim = 2, nesthlasim = 1.

1 2 3 & s 6 7 8 9 10

Graf 8: Grafické vyhodnotenie dotaznika pomocou Likertovej skdly

Vysledky prieskumu nazorov studentov na vyuzivanui mobilnt aplikaciu potvrdili
ich pozitivny vztah k takejto forme vyucby. VSetci Studenti Gplne suhlasili s vyro-
kom, ktory tvrdil, Ze vyuZivanie mobilnej aplikacie zvysilo ich zaujem o preberanu
tému aj ich samotnu aktivitu na vyucovacej hodine, nakol'ko preberané ucivo cez
mobilnu aplikaciu bolo prehladné a po obsahovej aj vizudlnej stranke zaujima-
vé. Sucasne vSetci Studenti suhlasia, Ze vyucovanie pomocou mobilnych aplikacii
ma buducnost, ak bude takato vyucba spravne nastavena. Preto si myslime, Ze
vyuzivanie mobilnej aplikacie ma vyznamné miesto vo vyuCovacom procese, pre-
toze ovplyviiuje zapajanie vSetkych zmyslov, ¢im umoznuje akceptaciu viacerych
ucebnych Stylov a zadroven prispieva k vysSej motivacii a aktivite Studentov na
hodinach.

Zaver

Cielom tohto ¢lanku bolo poukazat na skdsenosti s pracou s mobilnou aplikaciou
na hodinach anglického jazyka a prezentovat vysledky overenia vyuZzitia mobilnej
aplikacie vo vyucovani cudzich jazykov. Vysledky ziskané prieskumom potvrdzuja
vyznam zaradenia mobilnej aplikacie do vzdeldvacieho procesu pre svoju atraktiv-
nost, ale zaroven aj pre zvySenie efektivnosti vyucovania.
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Prieskum sme rozdelili do dvoch casti, v prvej sme zistovali vplyv vyuzitia mo-
bilnej aplikacie na troven poznatkov Studentov z anglickych ididmov prostred-
nictvom testu, kde sme porovnavali experimentalnu s kontrolnou skupinou. Na
zaklade vysledkov testu sa potvrdila hypotéza o vplyve mobilnej aplikdcie na dro-
vell osvojenia poznatkov Studentov v pozorovanej oblasti. V druhej faze prieskumu
sme zistovali ndzory a postoje Studentov na implementaciu mobilnej aplikacie do
vzdelavacieho procesu. Na zaklade vyhodnotenia dotaznika pomocou Likertovej
skaly moZeme konsStatovat, Ze Studenti pozitivne ohodnotili vyuZivanie mobilnej
aplikacie pre jej nazornost, interaktivnost a povazuju tento sp6sob prijimania in-
formdcii za motivujici a aktivizujuci. VSetci Studenti by uprednostnili vyuZivanie
mobilnych aplikacif tohto typu pred tradi¢nym vyucovanim.

Na zaklade ziskanych vysledkov uvddzame odporicania pre prax:

1. je vhodné implementovat mobilné aplikacie do vzdelavacieho procesu pre ich
nazornost’ a interaktivnost,

2. pouzitie mobilnej aplikacie vo vyucovani priaznivo podporuje aktivne ucenie
sa Studentov,

3. vplyva na urovenn poznatkov,

4. zatraktiviiuje vzdelavaci proces

5. podporuje viaceré ucebné Styly Studentov, Co je zakladom pre ich vnutornd
motivaciu k uceniu sa.

Nami vybrand mobilnd aplikacia sa ukazala ako prinosna pre vyucovanie a jej
vyuzitim sa vyucovaci proces stal efektivnejsim.

Nérast inovéacii v oblasti informac¢no-komunika¢nych technolégii otvara nové obzo-
ry a moznosti pre ich vyuZivanie v eduka¢nom prostredi. V sticasnej dobe je MALL
ako metdda vzdeldvania prostrednictvom mobilnych zariadeni jednou z moZnosti
ako proces vzdelavania aktualizovat. Hoci si uvedomujeme, Ze mobilné vzdelava-
nie na slovenskych Skolach sa nachadza len v pociato¢nych fazach implementa-
cie, uz teraz je mozné na zaklade zahrani¢nych vyskumov sledovat jeho prinos
pre vzdelavanie. Chceme vSak zdoraznit, Ze v beznej pedagogickej praxi nedokaze
a ani nemo6Ze nahradit tradi¢ny sp6sob vyucovania, mdzZe vSak vyznamne podpo-
rit osvojovanie si poznatkov. Sucasne si uvedomujeme, Ze v zmysle perspektiy,
vyhod a moZznych limitov aplikacii a mobilnych zariadeni, zavisi aspech implemen-
tacie a realizacie MALL od podmienok, v ktorych sa ma takato metéda realizo-
vat. V pripade kontextu vzdelavania nesmieme opomentut ani digitidlne zrucnosti
cielovej skupiny uciacich sa, nakol'ko prave tie su jednym z dolezitych faktorov
uspesnosti MALL v eduka¢nom prostredi. Napriek vSetkému mobilné vzdelavanie
vo vyucovani cudzich jazykov vnimame ako zisk, aj ked’ nie vzdy prinasa absoltutny
zisk.
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Skusenosti s vyuzivanim e-learningu v jazykovom
vzdelavani policajtov

Practicalities of e-learning language courses developed for
police officers

Iveta Novakova

Abstrakt: Stidia predstavuje ¢iastkové vysledky medzinarodnej vedeckovyskumnej tilohy ,Ja-
zykové moduly pre vybrané sluzby PZ“ vo forme tzv. e-learningovych modulov, ktoré boli
spracované za ucelom zefektivnenia jazykovej pripravy prislusnikov Policajného zboru pre-
dovSetkym v ramci celoZivotného vzdelavania.

o

Klicové slova: e-learning, e-modul, prislusnik PZ, celoZivotné vzdelavanie

Key words: e-learning, e-module, police officer, life-long learning

Uvod

V suvislosti so zavadzanim optimalnych koncepcii vyucby je efektivnost prioritou
vzdelavacieho procesu cudzich jazykov. Za efektivne koncepcie a u¢ebné pomocky
povazuje dne$na spolocnost najma tie, ktoré ponukaju l'ahkd dostupnost, prilezi-
tost’ vzdelavat’ sa samostatne, nizke finan¢né zatazenie a mozZnost aktualizicie ob-
sahu z dovodu rychlo sa meniacej spolo¢nosti a vznikajicich novych potrieb edu-
kantov. Odpovedou na vySpecifikované atribtity sa javi elektronické vzdelavanie
podporované multimedidlnymi uc¢ebnymi poméckami, ktoré sa stalo trendom mo-
derného vzdelavania tak cudzich jazykov, ako aj inych predmetov. Vedecky prispe-
vok je vystupom z realizovaného medzinarodného vyskumu evidovaného pod ¢is-
lom VYSK. 165 na Akadémii Policajného zboru v Bratislave pod nazvom Jazykové
moduly pre vybrané sluzby Policajného zboru, ktorého cielom je navrhnat a v praxi
overit e-learningové kurzy odborného jazykového vzdelavania pre prislusnikov
policajnych sluzieb dopravnej policie, hrani¢nej a cudzineckej policie, poriadkovej
policie, vySetrovatelov, pracovnikov v oblasti krizového manazmentu a trestného
prava a v anglickom a nemeckom jazyku (Novakovd, 2015, s. 7). Doteraz boli spra-
cované Styri tzv. e-learningové moduly:1. Nemecky jazyk - Dopravnd policia. Poriad-
kovd policia. Vysetrovanie, 2. Anglicky jazyk - Dopravnd policia, 3. Anglicky jazyk -
Hrani¢nd a cudzineckd policia (ndmorné a vzdusné sily), 4. Anglicky jazyk - Poriadkovd
policia. Na tomto vyskume sa podielaju tak znalci odborného kontextu - policajti
vo vykone sluzby, ako aj znalci metodiky vyucovania odborného cudzieho jazyka -
pedagdgovia odborného cudzieho jazyka z viacerych medzinarodnych policajnych
vzdelavacich instittcii. Optimalizované e-learningové moduly (dalej len e-moduly)
boli zostavené na zaklade analyzy sicasného stavu odborného jazykového vzdela-
vania prislu$nikov Policajného zboru (PZ) v Slovenskej republike (SR), Ceskej re-
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publike (CR) a Madarskej republike (MR) a poZiadaviek agenttiry Frontex'. Vysled-
né e-moduly sa opieraju o optimalizované koncepcie vyucby, efektivne techniky,
pristupy a metédy vo vyucovacom procese vramci Specializovaného jazykového
elektronického vzdelavania prislusnikov PZ, ako aj o aktudlne a redlne potreby
jednotlivych sluZieb.

1 Odborny jazyk na Akadémii Policajného zboru v Bratislave

Odborna cudzojazy¢na priprava je na Akadémii Policajného zboru v Bratislave re-
alizovana pre Studentov internej a externej formy Stidia v ramci Studijnych prog-
ramov Bezpecnostnoprdvna ochrana oséb a majetku a Bezpecnostnoprdvne sluZby vo
verejnej sprdve a pre prislusnikov PZ v ramci dalSieho vzdelavania. Medzi Student-
mi uz niekol’ko rokov prevazuju civilni Studenti, z ktorych vacsinu tvoria Cerstvi
absolventi strednych $kdl. Hlavnym pozitivom tohto stavu je pomerne vysoka tro-
vell cudzojazycnych kompetencii studentov, ¢o prindsa vhodnu vychodiskovd po-
ziciu na Stidium odborného cudzieho jazyka bezpecfnostno-pravneho zamerania.
Na druhej strane Cerstvé maturitné vysvedCenie suvisi s minimalnymi znalostami
zo zvoleného odboru, ¢o znamena ziskavanie poznatkov a ucenie sa terminoléogie
stucasne v rodnom i cudzom jazyku. V sucasnosti je vyucovanie cudzich jazykov
na Akadémii Policajného zboru realizované v troch semestroch povinného pred-
metu Odborna komunikacia v cudzom jazyku (3. a 4. semester) bakalarskeho Stua-
dia a Specializovana jazykova priprava (3. semester) magisterského $tidia. Cudzi
jazyk je okrem toho v ponuke povinne voliteInych predmetov v druhom a piatom
semestri bakalarskeho $tidia (Uvod do odbornej terminolégie, Pisomna komuni-
kacia). Predmet je zamerany vyhradne na odborny cudzi jazyk v oblasti vykonu
policajnych Cinnosti a verejnej spravy. Obsahova a tematickd naplii odbornej ja-
zykovej pripravy pre obidve skupiny posluchacov, ¢i uz ide o civilnych Studen-
tov alebo policajtov, je podobna. Akademicka vyucba je tematicky zamerana na
policajno-pravnu problematiku s ¢asovou dotaciou 84 vyucovacich hodin; odborne
zamerané jazykové kurzy - napriklad pre uchadzacov o post v mierovych misidch
a operaciach krizového manaZmentu, v zahrani¢nej jednotke SR? - sa tematicky
stustreduju uz priamo na Specifickil problematiku v rozsahu 90 vyucovacich ho-
din. Jazykova priprava rozvija vSeobecny jazyk doplneny o niektoré jazykové javy
charakteristické pre odborny $tyl, je zamerana na osvojenie a rozvijanie Sirokého
registra lexikalnych jednotiek z policajno-pravnej oblasti. Neoddelitelnou sicastou
obsahu tejto jazykovej pripravy je téma ustnej prezentacie odbornej problematiky
a sposoby a jazykové prostriedky vedenia odbornej diskusie. Aktivna pisomna ko-

1 Agentiira pre riadenie operativnej spoluprace pri vonkajsich hraniciach EU.

2 Jazykova priprava je realizovana v zmysle Nariadenie ministra vnttra Slovenskej republiky ¢. 40/2016
o zahranic¢nej jednotke Policajného zboru a Nariadenia ministra vnutra Slovenskej republiky ¢. 116/2005
o medzindrodnych policajnych mierovych misiach a operaciach civilného krizového manazmentu v zneni
neskorsich predpisov
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munikacia je reprezentovand pisanim profesijného Zivotopisu, sprav, hlaseni, do-
ziadani, varovani, vyrozumeni, vyhlaseni, abstraktov, ktoré do vyucby pokrocilej
a odbornej komunikacie na vysokej skole nevyhnutne patria. V ramci odbornej
jazykovej pripravy prindlezi ddélezité miesto i odbornému prekladu. Vo vyucbe
sa uplatiiuju principy komunikativneho pristupu a uprednostiiuje sa integrovana
vyucba jazykovych zrucnosti. Ide o to, aby st¢astou procesu edukacie bola zmys-
luplna a autenticka komunikacia. Pedagégovia vyuzivaji prevazne interne zosta-
vené ucebné materialy vo forme skript ¢i ucebnic3. Specifikd odbornej jazykovej
pripravy na Akadémii PZ mozno zhrnat do nasledujucej tabulky.

Tab. 1: Specifikd odbornej jazykovej pripravy na Akadémii PZ v Bratislave

Vonkajsie faktory —
potreby praxe

internacionalizécia vzdeldvania

internacionalizacia pracovisk v rezorte MV SR

interkulturna komunikacia (vyslania prislusnikov PZ do zahranicia)
komunikdcia odbornikov

Vyucbovy a ucebny
ciel'

efektivna komunikdcia v odbore Bezpecnostnoprdvna ochrana oséb
a majetku a Bezpecnostnoprdvne sluzby vo verejnej sprdve

e akademickd komunikacia (Studijné potreby)

profesijnd interakcia odbornikov rezortu MV SR

Uc¢itel a jeho
kompetencie

odbornik v jazyku (lingvista)

odbornik v didaktike cudzich jazykov

odbornik v akreditovanych studijnych odboroch

facilitator ucenia, kou¢, radca

tvorca Specidlnych vzdeldvacich programov a u¢ebnych materidlov

Obsah

vybrané komponenty z registra odborného (policajno-pravneho) cudzieho
jazyka

komunikdcia, komunikacné stratégie a zru¢nosti odbornikov

odborna lexika, odborny diskurz

interkulturne vedomosti, zruénosti a stratégie

interkultdrna komunikacia

poznatky odboru v cudzom jazyku

Metodika

komunikativny a eklekticky pristup

integrovanie vietkych jazykovych zru¢nosti a odbornej slovnej zasoby
interaktivne, aktivizujuce metddy

kooperativne uéenie

CLIL/CBLL integrované jazykové a tematické ucenie

podpora autonémie uciaceho sa

vyuzitie informacnych technoldgii, e-zdrojov,

motivacia: ucebnice, odborné ¢asopisy, online zdroje, jazykové u¢ebne
a centrd, navstevy zahrani¢nych predndsajucich, odbornikov z praxe

3 Napr. Novakova, Ferencikova, English for Police (2012), Ondrejkovicova, Praktickd rustina pre Studentov
Akadémie PZ v Bratislave (2015), Ondrejkovi¢ova, Masarova, MiZenkova, Deutsch Im Beruf Polizei (2014).
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2 Pozitiva e-learningu v ramci celoZivotného vzdelavania
prislusnikov PZ

Kazdy prislu$nik PZ ma mat’ moZnost zvy$ovat alebo dopliiat svoje vzdelanie
s prihliadnutim na meniace sa podmienky vykonu sluzby a celej spolocnosti. S tym
suvisia aj vzdelavacie aktivity v systéme dalSieho vzdelavania na Akadémii PZ,
ktoré su uplatiiované v podmienkach PZ a medzi ktoré zaradujeme Specializova-
né policajné vzdelavanie, funkéné stidium, kvalifika¢né kurzy, rekvalifikacné kur-
zy, zdokonalovanie kurzy, jazykové vzdeldvanie, dopliiujice pedagogické Studium,
vedeckt pripravu. Dalsie odborné vzdelavanie umoziiuje prislusnikovi PZ ziskat,
rozSirovat, prehlbovat alebo obnovovat si vedomosti a zrucnosti, ziskat spdsobi-
losti na vykonavanie predpisanych ¢innosti alebo ziskat potrebny stupen vzdela-
nia na ucely splnenia kvalifika¢ného predpokladu vzdelania na vykon Statnej sluz-
by alebo kvalifika¢nej poziadavky policajného vzdelania (Pajpachovd, 2010, s. 6).

Pri rozhodovani sa akd formu vzdelavania zvolit pre odborny jazyk v rdmci ce-
lozivotného vzdelavania policajtov sme zvazZovali technické moZnosti, ich dostup-
nost’ a kvalitu, finan¢nd narocnost, didaktickil stranku a v neposlednom rade aj
zaujmy cielovych skupin, ktorym je vzdelavanie urcéené (Leskova a Sva¢, 2001,
s. 26). E-learning, ktory vyuziva individudlny S$tyl osvojovania si vedomosti a je
¢asovo nendrocny (ucitel aj Student nemusia byt synchrénni v tom istom case) sa
nam javil ako idealna forma. Aj preto, Ze sa rozsiruje hlavne vo sfére diStancného
vzdelavania a podnikového vzdelavania (Priicha, Walterova, Mares, 2009, s. 66).
Podla Frka (2010, s. 109) tvori e-learning podmnozinu diStancného vzdelavania
a predstavuje ti najrozsiahlejsiu, najucelenejsiu a najinteraktivnejSiu podmnozinu.
Jeho pozitivom je, Ze ho mdzZe pouZivat vacsie mnozZstvo uZzivatelov bez naroku
na priestorové zabezpecenie. Okrem nevyhnutného pocitacového zabezpeclenia je
tiez financne nendroc¢né. Potencial e-learningu v ramci celozivotného vzdelavania
vidime najma pri vzdelavani geograficky roztriusenych policajtov. Svoje miesto ma
e-learning samozrejme aj ako doplnkovad forma akademického jazykového vzde-
lavania. Je treba poznamenat, Ze e-learning je atraktivny nielen pre mladu gene-
raciu, ale naSe skiisenosti ndm potvrdili, Ze zaujem prejavuje i stredna ¢i starSia
generacia, ktora ocenuje ziskavanie jazykovych informdcii prostrednictvom pocita-
covych technoldgii. E-learningové programy uvitali prislusnici PZ ako doplnok pri
zauzivanom klasickom vyucovani jazykow.

E-learningové kurzy je vSak potrebné kvalitne premysliet, naplanovat a pripravit,
bertc do uvahy tak odbornt problematiku, ako aj droven znalosti cudzich jazykov
danej cielovej skupiny. Ide o naro¢nu ulohu, kedZe ich tvorba pre oblast cudzich
jazykov ma interdisciplinarny charakter. Pri tvorbe nasich e-learningovych mate-
rialov sme mali na zreteli nasledujtice skutoc¢nosti:

a) uzivatelia e-learningovych kurzov si volia svoje vlastné tempo i ¢as na ucenie,
Co prispieva k individualizacii vyucby;
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b) vyucba sa zintenziviiuje tym, Ze uzivatelia moZu pracovat i vo svojom volnom
case;

c) uzivatelia st vedeni k aktivizacii, pretoZe praca s pocitac¢om eliminuje pasivitu;

d) ciel je presne definovany a ma tieto vlastnosti: konzistentnost, primeranost,
kontrolovatelnost /meratelnost;

e) reSpekt voci niektorym znakom humanisticky orientovaného vzdelavania ako
napriklad: zmena roly vzdelavajiceho na mentora, moznost riadit sa vlast-
nou motivaciou, prechod od aktivity vzdelavajuceho k aktivite vzdelavajiceho
sa, zvySenie samostatnosti vzdelavajucich sa, uprednostnovanie tvorivosti pred
memorovanim, odstranenie stresu zo vzdelavacieho procesu, podporovanie se-
badévery vzdelavajucich sa, akceptovanie ich sktsenosti, zaujmov a potrieb,
vyuzitie roznych zdrojov poznania;

f) podpora vsetkych ucebnych stylov typoldgie VARK (visual - aural - read -
kinestetic)* - ide o kombinaciu $truktirovaného textu, grafickych obrazkov,
zvukovy zdznam a interaktivnych ovladacich prvkov, modelov a simulacii; inte-
ligencia je rozvijana prostrednictvom textovych hier (krizovky, hadanky), od-
borné pojmy su kategorizované do zmysluplnych logickych celkov, zadané tlo-
hy vychadzaja z realnych situacii (pripadové stadie);

g) strucnost, putavost, Struktirované a rozlozené materialy s prihliadnutim na
vel'kost' zobrazovanej plochy na obrazovke;

h) jednoduché ovladanie, moZnosti spitnej vazby, hodnotiace tulohy a podobne;
i) priestor na vlastné experimentovanie a rozvoj deduktivneho myslenia.

E-learning v tomto kontexte nepredstavuje formu individudlneho vzdelavania, ale
ide o skdsenostné ucenie (experiential learning). Podla Trindadeho (1995, s. 25)
je ucenie prostrednictvom e-learningu postavené na kaZzdodennej skisenosti jed-
notlivca, ucenie prebieha rieSenim problémov a riadenym objavovanim (guided
discovery learning). Pri uceni sa jazykov formou e-learningu urcite délezita tilohu
zohrava aj psychologicky efekt a sebamotivacia. Odborna literatira uvadza cely
rad vyhod e-learningu v ramci vzdelavania. Pre nase ucely, k najvyraznej$sim po-
zitivam vyuZitia e-learningu v ramci dalSieho vzdelavania prislusnikov PZ patria:
univerzalnost, pohodlnost Stadia, nizSie prevadzkové naklady, pristupnost, inte-
raktivita, hodnotenie a spiatna vazba, standardizacia vedomosti, flexibilita v mieste,
Case a sposobe a pod.

4 1de o oznatenie (akronym) jednej z Klasifikacie ucenych $tylov podla zmyslovych preferencii. Podla
VARK existuju $tyri zakladné ucebné Styly: vizudlny, auditivny, vizualno-verbalny, kinesteticky.
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3 Specifika jazykovych e-modulov pre prislu$nikov Policajného
zboru

V ramci vys$Sie uvedenej medzindrodnej vedeckovyskumnej tlohy boli doteraz
spracované Styri e-moduly:

1. Nemecky jazyk - Dopravna policia. Poriadkova policia. VySetrovanie.
2. Anglicky jazyk - Dopravna policia.
3. Anglicky jazyk - Hrani¢na a cudzinecka policia (ndmorné a vzdusné sily).

4. Anglicky jazyk - Poriadkova policia.

Prvé tri zatial' presli dspeSnou implementaciou na participujicich rezortnych in-
Stitticidch v SR, CR a Madarsku®. Treti modul ma $ir$i eurépsky rozmer a bol
tispe$ne implementovany v 16 ¢lenskych $tatoch EU®. Na$im hlavnym cielom bola
skutocnost, aby takto spracované odborné cudzojazy¢né materialy prispeli k zdo-
konaleniu odbornych jazykovych zrucnosti policajtov podla poziadaviek policaj-
nej praxe na zaklade analyzy potrieb vybranych policajnych sluZieb, ktord bola
realizovand na vzorke 1319 respondentov. Obsahovo sa e-moduly orientuji na
Specificka terminolégiu a cudzojazycny material reflektujici situacie typické pre
prislusnu policajnu sluzbu, vychadzaju z aktudlnych a realnych potrieb policajtov.
Boli sme toho nazoru, Ze takyto vzdelavaci material posilni schopnost policajtov
pouzivat terminolégiu prislusSného odboru a zvysi motivaciu policajtov/ucitelov
k Studiu/vyucbe odborného cudzieho jazyka.

Overenie fungovania tychto modulov v praxi sa odrdza v prednostiach povaZova-
nych za klticové zo strany zostavovatelov:

a) Moduly boli spracované medzinarodnym riesitelskym timom, v ktorom boli
zastupeni kvalifikovani jazykovi lektori, ako aj odbornici z praxe, ¢o prispelo
k spravnej identifikacii potrieb a respektovaniu poziadaviek z praxe.

b) Moduly zahfniaju odborné jazykové vedomosti a rozvijaju jazykové zrucnosti
nevyhnutné pre policajtov pri vykone ich sluzby.

c) Moduly kladti déraz na primarne operativne oblasti ¢innosti danych policaj-
nych sluzieb. Pri vybere jazykovych jednotiek sa zostavovatelia pomdcky za-
meriavali na tie, ktoré si v spolupraci so zastupcami uvedenych policajnych
sluzieb z praxe identifikované ako ,typické” pre dany kontext pouzitia v ramci
konkrétnej policajnej sluzby a s ktorymi sa Studujtci castejSie stretne v cielovej
situcii.

5 Akadémia Policajného zboru v Bratislave (SR), Stredna odborna $kola PZ v Bratislave (SR), Vyssi po-
licejni $kola a Stfedni policejni $kola Ministerstva vnitra v Prahe (CR), Narodna univerzita pre verejnii
sluzbu v Budapesti (MR).

6 Esténsko, Finsko, Francuzsko, Grécko, Litva, Loty$sko, Madarsko, Nemecko, Polsko, Portugalsko, Ra-
kiisko, Rumunsko, Slovensko, Slovinsko, Spanielsko, Taliansko.
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d) Moduly st urcené pre dospelych edukantov. Privlastok ,Specificky“ necharak-
terizuje iba angli¢tinu/nemcinu v sluzbach Specifickych policajnych cielov, ale
aj Specifické dovody edukantov. Ich motivaciou nie je ,skuska®, ale ich vlastny
zaujem o zdokonalenie cudzojazy¢nych kompetencii a zvladnutie tlaku kazdo-
dennych sluZobnych povinnosti.

e) Pouzivatelia maji moznost (resp. musia) pocivat rozne vyslovnostné variety
rodenych hovoriacich i cudzincov ¢o prispieva k ich schopnosti identifikovat
a porozumiet to, ¢o ini hovoria: t. j. vnimat' prizvuk a vyslovnost hovoriacich,
chapat gramatiku a slovnu zasobu a pochopit vyznam jazykového prejavu.

f) Moduly su vyuZitelné aj pri samostidiu, aj ako doplnkovy material na vyucova-
ni cudzieho jazyka v rdmci rezortnych vzdelavacich inStitdcii. Ich vyuZitie ako
doplnkového Studijného materidlu je opodstatnené, kedZze pocet vyucovacich
hodin cudzieho jazyka bol za posledné roky vyrazne zredukovany.

g) Modul pre hrani¢nd a cudzineckd policiu je jednotny pre vSetkych prislusni-
kov sluzby hrani¢nej policie - namorné a vzdu$né sily v ramci EU, ¢o prispie-
va k unifikacii odbornej komunikacie a k zvySeniu schopnosti interoperability
tychto prislusnikow.

Obsahom e-modulov je angli¢tina a nemcina pre Specifické potreby na trovni A2
az B1 podla Spolo¢ného eurépskeho referen¢ného ramca pre jazyky. E-moduly
poskytuju typické situacie, s ktorymi prichddzaja do styku prislusnici tychto po-
licajnych sluzieb vo vykone. E-moduly maji rovnaka Struktiru, su rozdelené do
hlavnej stranky, instrukcii a kapitol/lekcii podla tém relevantnych pre jednotlivé
policajné sluzby, ktoré reflektuju poziadavky kladené na vykon kazdodennych c¢in-
nosti. Uvodna stranka (Obr. 1), podobna vo vSetkych kapitolach, obsahuje kratku
charakteristiku prisluSnej kapitoly a vysvetluje ucel jednotlivych dloh a cviceni.
Odkazy v stipci nalavo presmeruji pouZivatela na jednotlivé sekcie ako prezen-
tacia slovnej zasoby s audionahravkami (a prekladom do AJ/N]) prip. videonah-
ravkami, prezentacia modelovych viet (fraz) s audionahravkami (a prekladom do
AJ/NJ), odborné texty na Citanie s porozumenim a interaktivne cviCenia, v ktorych
je precviovanych 95 % prezentovanej slovnej zasoby a modelovych viet (Novako-
va, 2015, s. 62-65).

Slovna zasoba predstavuje glosar vybranych terminov a terminologickych spojeni.
Tieto su nasledne inkorporované v ramci dalSich sekcii jednotlivych kapitol/lekcif,
napr. v ramci odbornych textov, interaktivnych cviceni. Modelové vety (frazy) su
suborom frekventovanych modelovych viet typickych pre komunikaciu policajta
s cudzincom. VSetky vety s autentické, maji spisovnd formu. Slovna zasoba aj
excerpované frazy (Obr. 2) boli pred ich zaradenim do vzdelavacej pomécky pre-
konzultované s odbornikmi z praxe. Spravnu vyslovnost kazdej lexikalnej jednotky
a modelovych viet si mozno vypocut po kliknuti na ikonu ,prehrat® Slovnu zaso-
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bu, modelové vety a odborné texty nahrali rodeni hovoriaci z Nemecka a Velkej
Britanie.
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Obr. 2: Prezentdcia slovnej zdsoby a frdz v e-module Anglicky jazyk — Dopravnd policia

Odborné texty su v e-moduloch zdrojom vedomosti, pontkaju odborné lexikalne
jednotky v kontexte. V pripade dialégov ide o zmysluplnu autentickii komunikaciu
v roznych $tyloch, ¢im pouzivatelom diava mozZnost objavovat, utvrdzovat a aktiv-
ne pouzivat nova odbornu slovnd zasobu (Novakova, 2015, s. 80). Texty spracova-
né v moduloch obsahuju terminologicky presné zauzivané vyrazy, ktoré su jazyko-
vo a Stylisticky spravne. Zahfnaju problematiku, ktord vychadza z kaZzdodennych
realnych situacii napr. v e-module Anglicky jazyk - Hrani¢na a cudzinecka policia
(ndmorné a vzdusné sily) ide o komunikaciu medzi pilotmi, nAmornymi dostojnik-
mi a pozemnym personalom. Spravna komunikdacia pri vysielani inform4cif a po-
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kynov je pre bezpecnu a efektivnu prevadzku lietadiel a zachrannych ¢lnov velmi
dolezita. Pouzivanie nestandardnej anglickej frazeolégie moze spdsobit nedorozu-
menie. Pri pouziti vSeobecne znamych fraz a zauzivanych slovnych spojeni sa mi-
nimalizuje priestor na chyby vyplyvajice z neporozumenia odovzdavanej sprave.
Uéelom modulu, ktorého zékladom st dokumenty ICAQ7, IMO®, WMOQ® a dalsie,
je zhrnut frazeoldgiu pouZivanii pocas monitorovacich, zachrannych a patracich
akcii, a tak poskytnut' ¢lenom leteckych a ndamornych timov uceleny prehlad o po-
uzivanej frazeologii, ktora musi byt v €o najvicSej miere jasna a strucna a na
urovni stanovenej v poziadavkach agentury Frontex na jazykovu znalost, aby sa
predislo moznym nedorozumeniam u osdb pouzivajucich anglicky jazyk, ktory nie
je ich materinskym jazykom. V strucnosti ide o zlepSenie odbornej komunikacie
v anglickom jazyku pre posadky letky, namornych ¢lnov a lodi ¢lenskych Statov
a asociovanych krajin s cielom zefektivnit' a posilnit bezpecnost spolo¢nych opera-
cii organizovanych agentirou Frontex. Texty boli vypracované na zaklade konzul-
tacii s odbornikmi z praxe, metodického usmernenia a platnej Gpravy predmetov
dopravna policia, poriadkova policia, hrani¢na a cudzinecka policia a vySetrovanie,
vSeobecne zavaznych predpisov a internych aktov riadenia.

Dopravna policia - Vozidio/Bené situdcie na ceste

CITANIE S POROZUMENIM - Kviz 2/7

TRAFFIC CONGESTION IN BRATISLAVA

Obr. 3: UkdZka Citania s overenim porozumenia citaného textu a ikona ,,poctvanie, e-modul AJ — Dopravnd
policia”

Videonahravky st pridanou hodnotou e-modulu pre hrani¢nd a cudzinecku poli-
ciu. Ide o kratke 3-5-minudtové dialégy a su nahraté v redlnom prostredi - letisko
M. R. Stefinika v Bratislave a letisko Otopeni v Bukuresti, letecka zakladna Pratica
di Mare (v Rime) a namorna zakladna Nettuno v Taliansku. Videonahravky su
podporované titulkami, kde je rozhovor zaznamenany gramaticky spravne.

Cvicenia v e-moduloch maju okamziti spitnd vazbu a slizia na priebezné testo-
vanie ziskanych jazykovych navykov a zrucnosti. E-moduly davaju pouZivatelom
na vyber z niekol'kych typov cvifeni a oblasti, ktoré si potrebuji zopakovat a pre-
cvicit. Sd suborom interaktivnych uloh, v ktorych sa precvicuje osvojend odborna

7 International Civil Aviation Organization - Medzindrodna organizacia pre civilné letectvo
8 International Maritime Organization - Medzindrodna ndmorna organizacia

9 World Meteorological Organization - Svetova meteorologicka organizacia
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Obr. 4: Ukdzka videonahrdvky v e-module Anglicky jazyk — Hranicnd a cudzinecka policia (nadmorné a vzdusné
sily)

slovna zasoba a modelové vety praktickou formou, ¢im sa pouzivatelovi ponuika
priestor na aktivne, resp. ¢innostné ucenie sa. Pre prehladnost su cvicenia rozde-
lené na dve Casti: jedna zamerana na slovna zdsobu, druhd na frazy.

Nasledujica tabul'ka (Tab. 2) uvddza obsah e-modulov s uvedenim poctu poloziek
v jednotlivych sekciach.

Tab. 2: Prehlad obsahu v jednotlivych e-moduloch

AJ: DP* AJ: HCP Al: PP NJ
Odborna terminolégia 645 539 602 540
Odborné frazy 247 469 256 254
Citanie s porozumenim 35 16 26 30
Audionahravky 12 77 12 11
Videonahravky 19
Cvicenia 136 342 133 145

*DP: dopravna policia, HCP: hrani¢na a cudzinecka policia, PP: poriadkova policia.

Po dokladnom $tidiu napriklad e-modulu so zameranim na dopravnd policiu by
mali uzivatelia ziskat jazykové vedomosti v tychto oblastiach: uplatiiovanie zakona
o cestnej premavke, zakona o pozemnych komunikaciach a zakona o podmien-
kach prevadzky vozidiel v premavke na pozemnych komunikaciach, bezpecnost
a plynulost cestnej premavky, zdkladné ukony pri dopravnej nehode, kontrola
dodrZiavania zdkazu poZivania alkoholickych napojov alebo inych navykovych 14-
tok, prekrocenie povolenej rychlosti, kontrola technického stavu vozidla, kontrola
osobnych dokladov a dokladov k vozidlu, kontrola motorovych vozidiel, dopravné
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priestupky a udelovanie pokut, dopravna nehoda, bezpec¢nostné opatrenia a pre-
vencia dopravnych nehdd, poskytovanie prvej pomoci, bezné zranenia pri doprav-
nej nehode, vypocuvanie svedkov dopravnej nehody, druhy automobilov a casti
osobného motorového vozidla, povinna vybava vozidla, dopravna Spicka, rézne
dopravné a poveternostné situicie na cestach.

4 Realizacia empirického vyskumu

Vypracované e-moduly boli implementované do vzdelavacieho procesu rezortnych
vzdelavacich institacii v rdmci interného a externého Stdidia, ako aj v ramci celozi-
votného jazykového vzdelavania prisluSnikov PZ, a nasledne hodnotené prostred-
nictvom empirického vyskumu. Zakladom empirického vyskumu bolo analyzovat
a vyhodnotit aplikaciu zostavenych modulov na vnutrostatnych drovniach, ako aj,
v pripade modulu pre HCP, v SirSom eurépskom meradle. Vyskum bol realizovany
na vzorke 1 285 respondentov a bol zamerany na obsahovu a technicku analyzu e-
-modulov. V rdmci empirického vyskumu bola vyuZita metéda neriadeného rozho-
voru a metdda dotaznika. Cielom vystupného dotaznika bolo ziskat od responden-
tov informacie o celkovom pouzivani e-modulov, o efektivnosti ich konkrétnych
zloziek a zistit, Ci tieto prispievaju k zvySovaniu ich schopnosti pouzivat Specificku
terminoldégiu a zaujmu o Stidium odborného jazyka takouto formou. Cielom teda
bolo zhodnotit' kvalitu a efektivitu takéhoto spésobu odbornej jazykovej pripravy
v ramci samovzdelavania. Pri koncipovani dotaznika riesitelsky tim bral do uvahy
tieto zakladné okruhy problémov:

a) motivacia k $tudiu prostrednictvom e-modulov;
b) obsahova a technickd analyza e-modulov;

c) posilnenie schopnosti pouzivat odbornud terminolégiu.

Dotaznik pozostaval z troch relativne samostatnych okruhov. Prvy okruh tvorili
demografické otazky a tykali sa ddajov suvisiacich so sluzobnym zaradenim, $ta-
tom/mestom/krajom vykonu sluzby, vekom a jazykovou udroviiou. Druhy okruh
pozostaval z 12 uzavretych poloZiek, kde si respondenti mali moZnost vybrat
z 5-miestnej Skaly odpovedi (Som velmi spokojny - spokojny - neutrdlne - ne-
spokojny - velmi nespokojny / Urcite ano - ano - neviem posudit - skor nie -
nie). Treti okruh pozostaval z 3 otvorenych otazok, v ktorych mohli respondenti
vyjadrit svoje nazory. Rozhovory boli pouZité s cielom konfrontovat vysledky do-
taznikov ziskané od respondentov. Clenovia pracovnych skupin viedli rozhovory
s respondentmi, pedagégmi, odbornikmi v celoZivotnom vzdelavani.

Spokojnost’ so Specifickym obsahom e-modulov vyslovilo viac ako 86 % respon-
dentov, ¢o potvrdilo odévodnenost spoluprace lektorov cudzich jazykov s odbor-
nikmi z praxe. Pri hodnoteni vyberu a mnozstva odbornej slovnej zasoby poskyt-
nutej zostavovatelmi v e-moduloch vyjadrilo spokojnost’ so spracovanymi lexikal-
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nymi jednotkami a modelovymi vetami 87 % respondentov. Viaceri respondenti
vo svojich komentaroch ocenili, Ze ,pri prdci s modulom” nepotrebuji slovniky, pre-
toze,Specificku slovnii zdsobu maji k dispozicii; a zvlast z toho dovodu, Ze ,,odbornii
policajnti slovnii zdsobu v beZnych slovnikoch nendjdu’ Okrem toho v ramci pozi-
tiv zostaveného multimedidlneho Studijného materialu respondenti vo svojich po-
znamkach pocas rozhovoru vyzdvihli ,relevantnost slovnej zdsoby*, ,Siroku odbornt
slovntl zdsobu“ a,uceleny systém preloZenych slovicok”, ktoré prispeju k rozsireniu
ich znalosti terminolégie z oblasti vykonu ¢innosti policajnych sluzieb. Co sa tyka
cviCeni, respondenti vyjadrili svoju spokojnost na 89 %. Pouzivatelia zvlast vyz-
dvihli moZnost rozhodnut' sa o poradi rieSenia jednotlivych cviceni, pricom v za-
vere kazdého cviCenia je okamzite vyhodnotena miera ich dspesnosti pri rieSeni
ulohy. Respondenti v rozhovore pozitivne hodnotili G¢inok poskytovanej spatnej
vazby, pretoZe vo vacSine pripadov ich nespravna odpoved ,nutila“ vratit sa k da-
nej ulohe, pripadne si vyhladat relevantny vyraz alebo modelova vetu v prislus-
nych sekcidch konkrétnej lekcie. R6znorodost zostavenych cviceni na slovnud zaso-
bu a modelové vety v Specifickom kontexte vykonu ¢innosti policajnych sluZieb na
zaklade vyjadreni respondentov priniesla ,vdcsiu variabilitu“ do ich Studijnej ¢in-
nosti, moznost ,riesit’ cvicenia vlastnym tempom®, pricom bola zvlast vyzdvihnuta
,hravd forma precvicovania“ Specifickej slovnej zasoby. Viaceri respondenti zdoraz-
nili, Ze nemaju prileZzitost sustavne precvicovat odbornu slovnu zasobu v cudzom
jazyku, beZne dostupné kurzy sa sustreduju na vSeobecny jazyk. Respondenti zd6-
raznili, Ze ovladanie vSeobecného jazyka ,nestaci na plnenie tiloh vo vykone sluZby*
a vyslovili sa, ze ,takyto ucebny materidl vitaji“. Pri polozkach ohladom grafického
spracovania sme zo strany pouZzivatelov zaznamenali najpozitivnejsie hodnotenia.
Vsetkych 100 % respondentov sa vyjadrilo, ze grafika je z hladiska farebnych efek-
tov jednoducha - pouZzivanie jemnych farieb, ktoré neprevazuju nad obsahom. Na
druhej strane su atraktivne a motivujice - vel'kost a typ pisma, vyuZitie redlnej
fotodokumentacie, Iahké preklikavanie v ramci Struktiry modulov, spracovanie
suser-friendly” (pouZzivatelsky prijemny / optimalny pre pouZzivatela), jednotna
Struktura kapitol, pouzivanie intuitivnych ikoniek, lahka navigicia. Respondenti
vyzdvihli ,prehladné usporiadanie obsahu* Studijného materidlu, ktoré umoZznuje
Jahki orientdciu v module“. Niektori mladsi respondenti by privitali aj mobilna
verziu modulov. Viac ako 80 % pozitivnych reakcii respondentov na otazku, ¢i
ich elektronicka forma s$tidia motivuje k opakovanému pouzitiu e-modulu svedci
o putavosti zvolenej formy studijného materidlu. Respondenti mimoriadne ocenili
moznost pouzit tento Studijny material nielen v prezencnej forme, ale i v ramci
individualneho Studia, pocas ktorého nie su zavisli od ucitela, obmedzovani ¢a-
som konania jazykového kurzu a tempom prace jeho ostatnych dcéastnikov. Elek-
tronickd formu Studijnej pomocky vitali predovsetkym ako moderny, originalny
a inovativny prvok v cudzojazycnom vzdelavani pre potreby policie. PouZivatelia
vysoko vyzdvihli skutocnost, Ze tato forma vzdelavania je ,ovela zdbavnejsia neZ
ucebnica“. Mnohi respondenti vyzdvihli skuto¢nost, Ze ,konecne je k dispozicii po-
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mdcka na stidium anglického jazyka pre policajtov*, ktora im umozni aj ,individudlne
vzdeldvanie“ v cudzom jazyku Specifickom pre ich oblast odbornosti. Mnohi poli-
cajti sa vyjadrili, Ze modul je pre nich akousi ,skrinkou, kde ndjdu vsetko potrebné
ndradie na svoju prdcu”. Okrem toho odporucili vytvorenie multimedidlnych Stu-
dijnych materidlov z anglického jazyka a nemeckého jazyka aj pre ostatné sluzby
PZ. V odpovediach sme sa stretli s informaciou, Ze respondenti uZ ,odportcali
e-moduly znamému/kolegovi z prdce” Jeden z uvadzanych dovodov bol aj fakt, Ze
,heexistuje iny e-learningovy program na odborny jazyk pre policajtov”.

Vyskum prebiehal jeden rok a jeho vysledky nam potvrdili predpoklady, ze efek-
tivnym uplatnenim e-modulov bude u rezortnych Studentov a prislusnikov PZ do-
siahnuta vyssia uroveni terminologickej kompetentnosti, t. j. Ze v oblasti odbornej
slovnej zasoby sa tymto spésobom prehibia a zafixuji nielenu existujtice znalosti,
ale slovna zasoba sa doplni a rozsiri aj o nové, dosial nezndme a nepouzivané
terminy. Na zaklade uskuto¢neného vyskumu konstatujeme, Ze znalost' Specifickej
terminoldgie je pre Studentov, z pohladu ich pracovného uplatnenia, a pre po-
licajtov vo vykone nevyhnutnym predpokladom vykonu ich profesie. Dalej bolo
analyzou tdajov od respondentov zistené, Ze e-moduly su pre Studentov a prislus-
nikov PZ prostriedkom, ktory vytvara podmienky na dosiahnutie ich vyssieho za-
ujmu o stidium odborného anglického/nemeckého jazyka. Zaznamenali sme vyssi
stupen ich zaangazovanosti, pricom ich motivacia pramenila z redlnej mozZnos-
ti vyuzitia odborného cudzieho jazyka v profesiondlnej praxi. Moznost pracovat
s online/offline kurzami oznacili respondenti za podnecujicu. ZvySenie motivacie
je rozhodujicim prvkom na dosiahnutie Zelanej zmeny aj v Stadiu jazykov. Ok-
rem toho vysledok analyzy vyjadreni respondentov tieZ naznacuje, Ze elektronic-
ka forma ucenia sa odborného anglického/nemeckého jazyka prispieva k rozvoju
autonémnosti uciaceho sa, ktory je tymto spésobom podporovany pri preberani
zodpovednosti za svoj pokrok v Stidiu (nielen) odborného cudzieho jazyka.

Zaver

E-learning ako inovativna forma vzdelavania inSpiruje pouZivatelov pokracovat
v praci na zdokonalovani svojich znalosti a zru¢nosti v odbornom cudzom jazyku
pre Specifické potreby policajnych sluzieb a vzbudzuje zaujem o dalSie samostatné
,badanie”. VSetky spomenuté fakty nas vedu k myslienke, Ze zostavené e-moduly
mozu poslazit ako inSpiracia nielen pre zostavovanie ucebnych pomécok na inych
urovniach jazykovej pokrocilosti a Stidium inych cudzich jazykov, ale tieZ pre Stu-
dijné podpory pre iné predmety v ramci celozivotného policajného vzdelavania.
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Analyza problémovych javov v slovenskom jazyku
v jazykovom prejave ukrajinskych studentov

Analysis of Problematic Phenomena in the Slovak Language in
the Linguistic Expression of Ukrainian Students

Slavka Orinakova

Abstrakt: V stadii predkladame vysledky prieskumu, v ktorom sa blizsie venujeme chybam
vo vybranych javoch slovenskej gramatiky resp. slovotvorby. Prieskum vychadza z analyzy
pisomnych prejavov a testov frekventantov predmetu Slovencina pre zahrani¢nych studentov,
pricom porovnavame dennych ukrajinskych Studentov Studujtcich slovencinu na Slovensku
a ucastnikov jazykovej praxe studujucich slovencinu v ukrajinskom prostredi.

oy

Klicové slova: slovencina ako cudzi jazyk, slovencina pre ukrajinskych Studentov, analyza
chyb

Key words: Slovak as a foreign language, Slovak for Ukrainian students, analysis of mistakes

Uvod

Sticasnd medzindrodna situdcia na vychod od naSich hranic vplyva na rézne ob-
lasti spolocenského Zivota aj u nas. Pre ukrajinskych mladych ludi sa Slovensko
stava atraktivnou a relativne dostupnou vol'bou pri ivahach a realizovani svojich
Studijnych snov ¢i cielov. Jednym z rozhodujuicich faktorov je nepochybne ¢len-
stvo Slovenska v Eurépskej unii, k dalsim doleZitym faktorom patri bezprostredné
susedstvo Ukrajiny a Slovenska a geneticka a typologicka pribuznost narodnych
jazykov. Nie je teda prekvapenim, Ze univerzity hlavne na vychodnom Slovensku
zaznamenavaju v poslednych rokoch zvyseny zaujem o Stidium zo strany ukrajin-
skych uchadzacow.

Ako uvédza ]. Pekarovi¢ova (2013, s. 30), v procese nadobtidania jazykovych kom-
petencii v slovenskom jazyku treba zohladiiovat' nasledujice relevantné paramet-
re: 1. typologickd, genetickd a aredlova charakteristika cielového a vychodiskové-
ho jazyka, 2. etnokultirna a psychosocidlna charakteristika Studujucich, 3. miesto
a typ vzdelavacej institucie, 4. charakter, zameranie a stupen jazykového vzdelava-
nia, 5. osobnostny profil ucitela (lektora). M6Zeme konStatovat, Ze vo vztahu ukra-
jincina - slovencina ide o geneticky, typologicky blizke, pribuzné jazyky. Ukrajin-
skym Studentom ako Studentom zo slovanského prostredia ulahcuji osvojovanie
si slovenciny niektoré spolocné jazykové javy:

« identické zastipenie gramatickych kategorii, ako aj podobna sustava tvarov;

* rovnaky pocet padov, podobné alebo aj totozné principy sklonovania substan-
tiv;
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e pribuzné postupy komparacie adjektiv a adverbii;
e totozna sustava slovesnych ¢asov (Pekarovic¢ova, 2013, s. 31).

Stretdva sa tu stredoeurdpsky a vychodoeur6psky aredl s geneticky pribuznym
a blizkym slovanskym kultirnym pozadim. Rozvijanie sociokultirnej a interkul-
turnej kompetencie v tomto pripade nerobi vaZne taZzkosti.

Viaceré univerzity ponukaji zahranicnym Studentom S$tudijné programy/odbory
vedené v anglickom jazyku. Pre zahrani¢nych Studentov z ukrajinského prostredia
je vsak prijatelnejsie absolvovat stidium v jazyku pribuznom ich rodnému jazy-
ku nez v anglictine (s vynimkou stddia anglistiky a amerikanistiky). Na dspesné
zvladnutie $tidia je potrebnd istd uroven ovladania slovenciny. Ukrajinski ucha-
dzaci o stidium na slovenskych univerzitach Casto prichadzaja uz s istymi jazyko-
vymi kKompetenciami v slovenskom jazyku, na drovni od A1l po B2.

Pri priprave kurzov slovenciny pre ukrajinskych studentov zvazujeme fakt, zZe
frekventanti sd Studenti 1. rocnika, ktori v akademickom prostredi v prvom rade
vnimajui hovoreny slovensky prejav na prednaskach a pisany slovensky text pri
samostudiu. Produktivne zruc¢nosti realizuji pocas Stadia vo forme reprodukova-
nia ziskanych vedomosti. Slovensky jazyk teda predstavuje prostriedok odbornej
komunikacie. Komunika¢né kompetencie vyuzivaju v kontakte so zamestnancami
univerzit a v sukromi.

Pri ukrajinskych Studentoch je dobré v ramci kurzov sustredit pozornost na javy,
ktoré pravidelne spdsobuji problémy v jazykovom prejave tejto skupiny Studen-
tov.

Problémom pri osvojovani slovenciny sa javia najma:

¢ 0dlisné padové koncovky;

« odlisné uplatiiovanie kategorie Zivotnosti, ktora sa v niektorych jazykoch (juz-
noslovanské jazyky) osobitne nevyjadruje, alebo sa vyjadruje inak ako v slo-
vencine (rustina, polStina);

e odlisny systém predloZiek a miera ich vyuZivania;

e rozdiely v tvoreni vidovych parov a ich uplatiiovanie v recovej praxi a pod.
(Pekarovicova, 2013, s. 31).

1 Analyza chyb jazykového prejavu pri osvojovani slovenciny
na Presovskej univerzite

Na Presovskej univerzite v PreSove sa zaujem o vyberovy predmet Slovencina pre
zahrani¢nych Studentov stale zvySuje. VacSinu frekventantov tvoria prave Studenti
z Ukrajiny, ktori po slovensky hovoria na trovni od A1l po B2 a pocituju potre-
bu zlepsit svoj jazykovy prejav. Na tento predmet sa hlasia Studenti nefilologic-
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kych odborov, Studenti neslovanskych aj slovanskych filoldgii, zriedkavo Studenti
prekladatelstva. Predmet nie je urceny slovakistom (Studentom odboru sloven-
sky jazyk a literatdra ¢i masmedialne $tidia). Studenti dennej formy $tddia maju
k dispozicii dve hodiny tyzdenne, pocet semestrov zavisi od ich individualneho
rozhodnutia.

Analyza verbalnych a hlavne pisomnych prejavov, testov a cviceni umoziiuje iden-
tifikovat konkrétne problémové javy v slovenskom jazyku, na ktoré moze lektor
upriamit pozornost, a tak zefektivnit osvojovanie slovenciny. Prave takéto prace
sa stali vychodiskovym materidlom prieskumu aj tejto studie. VSimame si Casto
opakujice sa chyby a Kklasifikujeme ich podla jednotlivych jazykovych rovin. Do
prieskumu sme ako Specificka skupinu zaradili aj prace a testy ukrajinskych ucast-
nikov dvojtyZdiiovej jazykovej praxe, ktorymi boli Studenti slovakistiky a medzina-
rodnych vztahov Kyjevskej univerzity. Skimali sme teda dve skupiny Studentov: 1.
denni Studenti Presovskej univerzity, Ukrajinci v kontakte so slovencinou v kazdo-
dennom Zivote, 2. Studenti Studujuci slovencinu v ukrajinskom prostredi. V ramci
obidvoch skupin zvlast posudzujeme a navzajom porovnavame Studentov, ktori
v diagnostickom teste dosiahli nad 50 %, moZno ich zaradit do urovne B1-B2.
Pre potreby tohto prieskumu ich nazyvame ,pokro¢ili Studentov s tspe$nostou
pod 50 % oznacujeme ako zaciato¢nikov (Uroven A1-A2). Vysledky naSej analyzy
jazykovych prejavov koresponduju s vyssie uvedenymi zisteniami Pekarovicovej:

Hlaskoslovie (foneticka a ortograficka stranka jazyka)

¢ dlhé samohlasky - uplna absencia dlhych samohlasok, ich nespravne pouzitie,
¢ dvojhlasky - pri pisani dochadza k zamene za kombinaciu j + vokdl,

e pisanie i, i/y,,

 vyslovnost a pisanie mikkych konsonantov (diakritika)

 vyslovnost a pisanie skupin di, ti, ni, Ii, de, te, ne, le,

e zamena h/ch pri pisani aj vo vyslovnosti,

e prizvuk.
Tvaroslovie (morfologia)

e padové pripony substantiv aj adjektiv,
« interferencia pri slovesnych priponach (napr. pripona -m v 1. osobe pluraly,
ukrajinska pripona -ut v 3. osobe pluralu ap.),

¢ predlozkové vizby
e pouZivanie tvorov pomocného slovesa byt napriklad v minulom case
e pouzivanie zvratného zamena sa,

 rozliSovanie a pouzivanie vidovych dvojic slovies,
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 vizby Cisloviek so substantivami.
Lexikologia

¢ obmedzeny rozsah slovnej zasoby,
¢ absencia odbornej lexiky,
e tvorenie adjektiv od substantiv.

Syntax

e slovosled,

e postavenie zvratného zdmena sa/si vo vete,

¢ postavenie tvarov byt  vo vete,

« slovosled kratkych tvarov zamen,

¢ konStrukcia dlhych priradovacich aj podradovacich suveti.

Stylistika

» opakovanie rovnakych slov, slovnych spojeni, konstrukcii v sivislom texte,
¢ pouzivanie prili§ dlhych neprehladnych suveti,

» Casté pouZivanie Castic g, ale, tak, takZe a i. na zaciatku vety,

e problém vyuzivat synonymiu (suvisi aj s malym rozsahom slovnej zasoby),

e pouzivanie nespisovnej lexiky.

Z vyssie spominanych javov sa v naSom prieskume podrobnejsSie venujeme kvanti-
te, pozivaniu predloziek, slovesnym priponam, pozivaniu vidovych dvojic, tvoreniu
adjektiv od substantiv, vyberu spravnych opozit a vybranym pripondm substantiv
a adjektiv.

Za zaujimavé povaZujeme zistenia z porovnania skimanych skupin Studentov
(denni Studenti zo slovenského prostredia a Studenti z ukrajinského prostredia).
Napriklad Studenti z ukrajinského prostredia dosiahli v uplatiiovani kvantity v pri-
pade pokrocilych 49,5 %, u zaciato¢nikov 10,2 %. Studenti z autentického, sloven-
ského prostredia dosiahli podstatne horsie vysledky: pokrocili 20,6 %, zaciato¢nici
5,36 % (graf ¢. 1). Priklady najcastejSich chyb: nove, slovenskych, vysoke, najstar-
Sich ap.

Pri pouzivani predloziek dosiahli pokrocili Studenti zo slovenského prostredia
ispesnost 86 %, zaciato¢nici rovnych 50 %. Studenti z ukrajinského prostredia
mali uspesSnost nizsiu: pokrocili 77,86 %, zaciatocnici 42,27 % (graf ¢. 2). MoZno
predpokladat, Ze studenti Studujuici na Slovensku uz mali urcité predlozkové vaz-
by ,napocuvané“ z kazdodenného kontaktu so slovencinou. Priklady chyb: odces-
tujeme do Ukrajinu, z slovenskymi Studentmi, péjdeme v galérie ap.
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Graf 1: Uplatriovanie kvantita vokdlov
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Graf 2: Sprdvnost pouZivania predloZiek

Tvorenie spravnych slovesnych tvarov robilo menSie problémy studentom zo slo-
venského prostredia, ispeSnost pokrocilych bola v tomto pripade 82 %, zaciatoc-
nikov 30 %. Pokrocili z ukrajinského prostredia boli tispe$ni iba na 60 % a za-
¢iatoc¢nici na 19,09 % (graf ¢. 3). Priklady chyb: Skola spolupracovae, zajtra odisli,
prelozy text / preloZite si, my stretnim sa pred Skolou ap.

Aj pri identifikacii a pouzivani vidovych dvojic slovies si na tom lepS$ie Studenti
zo slovenského prostredia: pokrocili 84 %, zaciatocnici 31,43 %. Studenti z ukra-
jinského prostredia dosiahli UspeSnost u pokrocilych 71,43 %, u zaciato¢nikov
23,64 % (graf ¢. 4). Priklady chyb: Studenti precitali poviedku doma - Ked' ju ¢itali,
diskutuju o nej.
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Graf 3: Sprdvne tvorenie slovesnych tvarov
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Graf 4: PouZivanie vidovych dvojic slovies

V oblasti slovotvorby, konkrétne v tvoreni adjektiv od substantiv mali pokrocili
Studenti zo slovenského prostredia rovnaky vysledok - 84 %, zaciatoCnici tu uz
mali viac problémov, ich UspeSnost bola 22,64 %. Pokrodili Studenti z ukrajinské-
ho prostredia tu dosiahli rovnaky vysledok ako pri vidovych dvojiciach slovies
- 71,43 %, zaciatocnici dosiahli iba 16,36 % (graf ¢.5). Priklady chyb: vyrobovy
program / vyrobnicky program, inegracijny proces ap.

Uspesnost v tlohe venovanej slovnej zasobe vyuZivanej $tylisticky (pouZitie sprav-
neho antonyma) je u pokrodilych Studentov zo slovenského prostredia 80 %, u za-
¢iato¢nikov 22,86 %. Studenti z ukrajinského prostredia vSak uz mali vysledky
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Graf 5: Tvorenie adjektiv od substantiv

horsie: pokrocili 68,57 %, zaciatocnici 16,36 % (graf ¢. 6). Priklady chyb: chudob-
ny - vesely/mastny/unaveny.
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Graf 6: Stylistické vyuZitie antonym

V obidvoch skimanych skupinach zaciato¢nikov uciacich sa po slovensky sme
sa v ulohach zameranych na slovotvorbu a Stylistiku stretli s nulovou dspesnos-
tou. U zaciato¢nikov zo slovenského prostredia dlohu na slovotvorbu nevypraco-
valo 57 % Studentov, u zaciatoCnikov z ukrajinského prostredia az 72,7 %. Ulo-
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hu na Stylistiku nevypracovalo 42,86 % zaciato¢nikov zo slovenského prostredia
a 45,5 % zaciatocnikov z ukrajinského prostredia. Domnievame sa, Ze dévodom
by mohli byt' chybajtice vedomosti a zruc¢nosti v tejto oblasti.

Mo6zeme zhrnut, Ze Studenti Studujuci slovencinu v autentickom prostredi dosahu-
ja lepsie vysledky pri pouzivani predloziek, spravnom casovani slovies a pouzivani
vidovych dvojic slovies, tieZ pri vybranych slovotvornych a Stylistickych javoch.

Pokial' sa vSak pozrieme na tvorenie vybranych padovych foriem substantiv a ad-
jektiv, ukdzu sa zaujimavé rozdiely. V tvoreni genitivu pluralu sa u pokrocilych
Studentov zo slovenského prostredia objavuje vysledok 46,8 %, u zaciato¢nikov
len nepatrne niz$i - 45,43 %. Studenti z ukrajinského prostredia boli tispe$nejsi,
pokrocili zvladli tvorenie genitivu pluradlu na 64,14 %, zaciatoc¢nici 46,81 %. Tvo-
renie akuzativu pluralu robilo problémy vSetkym skimanym skupindm Studentov.
Pokrocili zo slovenského prostredia dosiahli 48,52 %, zaciatocnici iba 12,2 %, po-
krocili z ukrajinského prostredia 30,54 %, zaciatocnici 21,9 % (graf ¢. 7). Priklady
chyb: naucili sme sa piesni a tanci / piesnoch a tancov, mnoho zaujimave miesta
ap.
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Graf 7: Tvorenie vybranych pdadov

2 Chyba v jazykovom vzdelavani a vyznam analyzy chyb

Za chybu sa vo vSeobecnosti povazuje vykon Ziaka, ktory sa odliSuje od pozado-
vaného cielového vysledku alebo vzorového priebehu rieSenia situacie. V stcasnej
lingvodidaktike sa postoj voci chybe v jazykovom vzdelavani postva od negativis-
tického pristupu k chapaniu chyby ako prirodzenej stucasti procesu ucenia. Chy-
ba sluzi jednak pedagdgovi jednak uciacemu sa, je to ukazovatel' slabych miest
Studentovych kompetencii, odhaluje medzery a problémy, signalizuje, comu treba
v procese ucenia venovat zvySend pozornost, Co treba opakovat, precvicovat.
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Ucitelovou ulohou je naucit Studenta, aby sa ucil aj zo svojich chyb a aby nevnimal
chybu ako nieco, za ¢o bude urcitym spdsobom potrestany. Na obidvoch stranach
(ucitel’ - student) je potrebné chapanie chyby ako vyznamného zdroja poznania.
Je vSak nevyhnutné efektivne s chybou pracovat. Praca s chybou pozostava zo Sty-
roch zdkladnych faz. Prva faza je urcend aj ucitelovi aj Studentovi, ide o vyhladanie
chyby. Je Ziaduce, aby chybu vedel najst nielen vyucujuici, ale aj sdm uciaci sa.
V dal$ich dvoch fazach ma riadiacu ulohu ucitel: urcenie typu chyby, vysvetlenie
priciny chyby. V poslednej faze, opravenie chyby, je opat potrebna aktivita obi-
dvoch stran vyucovacieho procesu.

Hlavny vyznam analyzy chyb v naSom prieskume spociva v identifikacii zdrojov
chyb. Vo vSeobecnosti sa za najcastejsi zdroj chyb pri osvojovani si cudzieho jazy-
ka povaZuje negativny transfer, interferencia, t. j. vplyv materinského jazyka. Tato
pricina chyb dominuje aj v skimanych skupinach ukrajinskych studentov.

Z dalsich zdrojov chyb mozno predpokladat:

e nevhodné aplikacie lingvodidaktickych pouciek, ktoré mézu pochadzat napri-
klad z chybajtcich ¢i zjednodusenych vysvetleni jazykovych javov, vytvaranie
chybnych analdgif;

¢ narocnost niektorych gramatickych kategorii a javov;

* nedostato¢ny nacvik naucenych vedomosti;

e psychosomatické faktory: dnava, stres, nesustredenost, casova tieseinn atd.
(por. Hrdli¢ka, 2012, s. 103-104).

V modernej lingvodidaktike sa kladie doraz na kognitivny aspekt pristupu k chybe,
na rozliSovanie komunikaénej zavaznosti chyby aj na adekvatnu pracu s fiou. Chy-
ba ma byt nielen opravend, ale hovoriacemu ma byt jasné, v ¢om a preco chybu
urobil (Hrdlicka, 2012, s. 106). Rozbor chyby sa pre obidve strany vyucovacieho
procesu, vyucujuceho aj Studujuceho, stdva cennou spitnou viazbou a nenahradi-
telnym zdrojom relevantnych informacii. K chybe teda nepristupujeme negativne,
ide predsa o prirodzeny jav, ktory je nevyhnutnou sdcastou procesu osvojovania
si cudzojazycného kédu (Hrdlicka, 2012, s. 101).

Zavery

Pri porovnavani pokrocilych studentov obidvoch skimanych skupin zistujeme, Ze
najviac sa darilo pokroCilym zo slovenského prostredia. Dosiahli najlepsSie vy-
sledky vo vacSine uloh (predlozky, tvorenie slovesnych tvarov a vidovych dvo-
jic slovies, slovotvorba, Stylistika). Pokrocili z ukrajinského prostredia boli lepsi
iba v dodrZiavani kvantity a tvorbe niektorych padov. U zaciato¢nikov je situacia
rovnaka, no rozdiely medzi skimanymi skupinami nie su velmi vyrazné, rozdiel
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s pohybuje priblizne medzi 6 % a 11 %, zatial' ¢o u pokrocilych st rozdiely mar-
kantnejsie (cca 11 %-30 %).

Predpokladame, ze lepSie vysledky v uplatniovani urcitych gramatickych pravi-
diel a foriem u Studentov Studujucich slovencinu v ukrajinskom prostredi suvisia
s metddami Stddia zameranymi na normativnu gramatiku jazyka, pricom kontakt
s autentickym jazykom je obmedzeny. Naucené gramatické formy tak tito Studenti
izolovane dopliiaji spolahlivej$ie ako $tudenti slovenéiny zo slovenského prostre-
dia. Studenti v slovenskom prostredi sa uZ zvyknt sustredovat’ na zrozumitelnost
komunikacie ako celku. Niektoré gramatické formy podvedome vyhodnocuju ako
formy, ktorych nespravne pouZitie ¢i absencia nesp6sobuji vaZne komunikacné
problémy, ich spravnost akoby ustupovala do dzadia (napr. dodrziavanie kvantity
vokalov, niektoré padové formy ap.)

Na zaklade nasho prieskumu konstatujeme, Ze Studenti, ktori si osvojovali sloven-
sky jazyk v ukrajinskom prostredi, maji niektoré vedomosti a zrucnosti v grama-
tike slovenciny lepsie. Ukrajinski Studenti, ktori sa ucili slovencinu v slovenskom
prostredi sice zaostavaju v dodrziavani niektorych gramatickych noriem, no v ko-
munikacnej oblasti sa tito Studenti presadzuju intenzivnejsie.

Pri stadiu ukrajinskych Studentov na slovenskych univerzitich je teda dolezité
viest ich na hodinach ku gramaticky cistejSiemu jazykovému prejavu, v rovnakej
miere sa venovat normativnej gramatike aj nacviku pouzivania prebranych gra-
matickych javov v beznej aj odbornej komuikicii.
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Visualizing literary texts in university
language courses

Vizualizace literarnich texti v jazykovych kurzech na univerzité
Martina Sindelafova Skupetiova

Abstract: The article introduces benefits that using literature in university language classes
brings to both students and teachers. Among those benefits, possibilities to enhance the lan-
guage learning process with a visual dimension are emphasized. Concrete examples of activi-
ties based on visual materials and on visualizing techniques are demonstrated and evaluated.

Key words: visualizing, literary texts, imagination, critical thinking, creativity

Introduction

The observations described in this article arise from including literature based
activities into university English language courses. Working with literary texts has
been identified as a useful preparation for reading other types of complex texts,
such as academic articles. Besides, the imaginative and subjective nature of liter-
ary texts allows students to get engaged with foreign language in a highly personal
and engaging way. This personal engagement provides teachers with a possibility
to strengthen students’ confidence and motivation for language learning, as well
as with a chance to promote authentic communication and students’ creativity in
language classes.

When preparing the literature based activities, both theoretical and practical ways
were sought to make literary texts approachable for students who need to be able
to read complex texts, but whose reading skills are not corresponding to those
challenges yet. In this text, it will be shown that by focusing on students’ visual
capacities, they can not only work with complex texts and language in a more
efficient way, but they also develop their analytical skills and critical thinking.
Therefore, visualizing literary texts is a very inspiring way of teaching a foreign
language in academic context.

The first section of this text will argue that visual materials should not be over-
looked at university level, as students benefit from including visual aspects of
their learning capacities when they study English in academic context. The next
section will introduce benefits of adding visuals in university study materials.
Furthermore, it will be suggested that university students can take on a more
active role in choosing and creating their visual materials. The benefits of training
students in imagery work and visualization will be emphasized. The following
sections of the text will present four arguments for including visualizing activities
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based on literary texts in university language courses. First, those activities will
be described as a significant contribution to personalizing the learning process.
Second, visualizing activities will be identified as authentic communication and
cooperation stimuli. Third, links between imagery work with literary texts and
students creative language production will be described. Finally, the article will
show that training visualizing can be connected to practicing study and employa-
bility skills.

1 Visuals in university study materials
1.1 Comparison to secondary education

It can be easily proven that, in terms of visual support, there is a huge difference
between study materials used in secondary education context and in university
context. Whereas secondary school textbooks are full of photos, images and maps,
the university study materials consist of mostly black and white text-dominated
pages, using little graphic effects and only images with high informative value.
This difference has been also identified in English language textbooks, e.g. by
comparing Headway series widely used at secondary schools in the Czech republic
with Headway Academic Skills' aiming at university students. The typical Head-
way layout consisting of picture groups, text framing, labelling, pictograms and
colour-coding is not fully applied in the Academic Skills textbook. See Fig. 1 for
comparison. There seems to exist a prevailing assumption that academic study
materials do not need to be visually attractive, as their main purpose is to com-
municate the content. However, this article would like to suggest that integrating
visual input within the language activities will result in more effective content
communication.

1.2 Students’ needs

There is no reason to assume that students’ study support needs and learning
styles change immediately after they enter a university. Adults as well as more ad-
vanced learners still benefit from exploiting their visual intelligence for language
learning. It should be considered that not just students with a predominant visual
intelligence are used to different types of visual tools. Therefore, the reduction
of visual support given to students in university courses is a very drastic move,
especially because it happens without compensation or without training students
to provide for the visual dimension themselves.

The following text will present accessible ways to include the visual aspect in
the language learning process. It will try to inspire teachers to build connections

1 Philpot, S., Soars, J., Soars, L. (2006). New Headway Academic Skills: Level 2: Reading, Writing, and Study
Skills: Student’s Book. Oxford: Oxford University Press.

Empiricka studie / Empirical Study 83



between texts and visual materials when teaching reading and speaking. The focus
will be on activities which make students themselves choose, adapt or create vi-
sual materials. Situations when students’ imagination gets engaged in visualizing
their learning will be recommended. Allowing students to think in visual terms
makes them change their typical ways of learning and handling a foreign language,
which is an enriching experience.

2 More visuals for more reality
2.1 Adding visuals

The realization that the visual dimension of study materials is neglected in univer-
sity language courses naturally leads to include additional images in the materials,
developing PowerPoint presentations for class use, finding interesting video sam-
ples for listening tasks, etc. A teacher wanting to add visuals to popular topics
such as Shakespearean drama would find many possible sources. For example,
a literary text by Shakespeare in the students’ materials could be supplemented
by a series of illustrative images of Elizabethan timeson the teacher’s PowerPoint
slide for a pre-reading speaking activity and followed by a video listening task
based on a recent film adaptation. These additions could definitely provide the
lesson with more variety, allow the teacher to use different media formats and,
apart from reading, practice other skills too. The teacher’s Power-point presenta-
tion can be furthermore used to supplement the visual element to vocabulary or
grammar presentations, to make instructing or checking procedures more effec-
tive, to support weaker students, etc.

The benefits of visuals for teachers have been listed by many language textbook
writers, Gerngross, Puchta and Rinvolucri (2007: 42) offer the following explana-
tion:

Visuals have the advantage of being inexpensive, of being available in most situ-
ations, of being personal, that is, they are selected by the teacher, which leads to
an automatic sympathy between teacher and materials and consequent enthusi-
astic use and of bringing images of reality into the unnatural world of language
classroom.

It is the possibility to include the outside world in the language activities that
usually serves as the biggest motivation for using visuals. Even if pictures or pho-
tos are still only representations of the real phenomena, they bring more reality
into the classroom. As a result, students react to the use of visuals by more active
response. For example, it has been observed that after seeing Elizabethan por-
traits and genre pictures students can read and interpret a corresponding scene in
Shakespeare’s play more readily and swiftly than students who have not seen the
visual materials. Similarly, when comparing two groups working with the same
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text, the group who has been working with a video sample and a corresponding
text together produced more lively discussions, more detailed explanations and,
generally speaking, more enthusiastic responses.

As I have mentioned, the use of additional pictures, videos and PowerPoint pre-
sentations in language classes usually leads to students’ closer engagement with
study texts. However, when it is the teachers who add more visuals, they cannot
always ensure that the materials will be handled with above mentioned sympathy
and enthusiasm.

2.2 Activating students

Choosing appropriate study materials has traditionally been a part of teaching
responsibilities. Therefore, it is also typical that teachers choose additional visual
materials for their classes. The relation between the students and the visuals se-
lected by the teacher is a relatively passive one. Even if visuals can help to activate
students, they are mainly responding to impulses provided by the teacher. Thus,
the potential of visual phenomena to provide for a more personalized language
learning is not fully realized.

Recently, many authors have observed that students have become more indifferent
to images pre-selected by their teachers since they are overloaded with visual
input in their everyday lives. Arnold, Puchta and Rinvolucri (2007: 10) suggest
replacing the real images used for language activities by mental images produced
by students: “Imagery work in the classroom can be used first as a way to connect
with students who have become accustomed to the external visual exposure and
then to give them a chance to go inside, to extend their attention span and to
become more centered and clear-thinking.” This statement introduces the idea
that visualizing activities contribute to a more personal learning and at the same
time develop other than language skills. The statement also points out that it
may be necessary to prepare students for those activities. As it will be shown
later, it is useful to introduce imagery work in class step by step. Starting from
simple drawing activities, to introducing more complex creative projects, tasks
that activate students’ imagination are beneficial for both language progress and
personal development. It is not surprising that literary texts can be considered as
ideal source for these tasks.

3 Visualizing activities for personalized language teaching
3.1 Literature and personalized teaching

According to some theoreticians, literature is a great source of reading materials
since it enables a more personalized and engaging approach to language teach-
ing. Duff and Maley (1990: 17) assume that literature based activities should
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arise from students’ personal involvement: “The student is an active agent not
a passive recipient. It is vital for us that the activities provoke a genuine inter-
action between the reader and the text, and between the readers themselves -
including the teacher!” The understanding that perception of literary works is
always individual and subjective has been identified as a crucial reason for in-
cluding literature in language courses. This understanding offers opportunities to
create situations which do not just aim at improving comprehension, but rather
emphasize the importance of students learning experience and critical thinking.
This paper suggests using visualization activities based on literary texts to clearly
demonstrate some principles of critical thinking and personalized learning.

For many reasons, opening lines or paragraphs work as an ideal starting point
for working with literary texts. Students approach these excerpts in a way that is
very similar to their actual reading habits. It is authentic for a reader to elaborate
on opening lines, to predict the plot, to create a mental image of the time setting,
place or characters. All those natural reading tendencies can be easily employed in
language activities. Students can be asked to match the opening lines with book
titles, to identify book genres according to the style or vocabulary used in the
opening lines, to produce or analyze opening lines translations, etc. With regard
to the attempt to use literature for a consciously more personal approach to lan-
guage learning, a visualizing activity based on the opening lines can be introduced.

A simple task of producing an illustration to the opening line can become the first
step for training students in imagery work. Opening lines which are very easy to
understand and which therefore do not discourage students from materializing
their own mental images on paper, have proved to be ideal. A simple sentence
like: “This is me when I was ten years old."”? Can lead to a surprising diversity
of student’s drawings. The more variety of responses the text offers, the easier it
is for students to reflect on their different experience, background, personalities,
or just moods. See Fig. 2. By sharing the drawings and discussing them in pairs
or groups, this task actually makes students see that they interpret the same
sentence in numerous ways and it helps them to accept the individual character
of their reading process. When this subjective aspect of reading and interpreting
texts is acknowledged both by students and the teacher, it can increase students’
motivation and confidence. This activity enables the plurality of class perspectives
to become clear and visible. Students’ confident feeling in class can be further
developed by referring to the existing original, author’s visualization of the text,
such as panels in graphic novels. It is beneficial to introduce the original visual
material as one of the possible interpretations which is equivalent to the students’
images. Giving students’ interpretations this relevance and respectful treatment
has been appreciated in their feedback to literature based activities and has also

2 Satrapi, M. (2008). Persepolis: [the story of a childhood and the story of a return]. London: Vintage Books.
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contributed to a more confident way of presenting their ideas in a foreign lan-
guage.

3.2 Literature and intercultural awareness

Comparing and contrasting the various interpretations of individual students and
the author allows students to develop their critical thinking and very often inter-
cultural awareness too. Lazar (1993: 62) highlights the benefits of working with
texts embedded in different cultures: “There is strong argument for saying that
exposing students to literature from other cultures is an enriching and exciting
way of increasing their awareness of different values, beliefs, social structures
and so on.” The above mentioned opening line visualized by Czech students and
contrasted to the original image by the Iranian author, provided a great source for
class reflection on gender and cultural stereotypes. Thanks to critical reflections
on both cultural differences and stereotypes, students became aware of limitations
that are included in personal interpretations as defined by Brumfit and Carter
(1991: 21): “The process of reading is a process of meaning-creation by inte-
grating one’s own needs, understanding, and expectations with a written text.”
The integral character of the reading process could be illustrated by identifying
individual meaning elements included in the visualizations of the text, but not
necessarily in the text itself (football, smile, muscles, veil, etc.). See Fig. 3. This
simple activity shows that discussing interpretations of literary texts through their
visualizations provides teachers with accessible possibilities to personalize lan-
guage teaching and promote critical reading.

Nevertheless, such highly personalized activities can only be conducted within
well-prepared and established conditions. It is extremely important to ensure the
students that they can express their ideas openly and without being judged. As
Wright (2007: 106) states: “Very often we wish to give our students an oppor-
tunity to do something in a context full of encouragement and free from stress.
In such cases, the role of the teacher is to provide a broad suggestion, a gentle
stimuli and a helping hand.” The teacher’s responsibility when creating this op-
portunity for individualized language learning also includes emphasizing the im-
portance of respectful communication, sharing and cooperation among students.
Only safe class atmosphere allows teachers to enjoy the benefits of imagery work
with their students.

4 Visualizing and communication
4.1 Authentic communication

The fact that readers react to literary texts in different personal ways allows many
applications for communicative language activities. Wright (1990: 35) classifies

» o«

communication activities as built on an “information gap”, “opinion gap” or “per-
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ception gap” and finds them very useful for activities with visuals. Similarly, the
concepts, especially the last two, can be applied to personalized literature based
activities. However, Wright also (1990: 36) highlights the importance of gap tasks’
relevance:

I would like to argue that there are many gaps which we do not bother to
try to cross. We do not choose to talk to everyone about everything just
because they might know something we do not know or have an opinion
on something we view. In normal life we must want to cross a gap in order
to bother to communicate. In other words, there must be a reason we care
about.

The next section discusses tasks that aim at fulfilling Wright's communicative rel-
evance criteria by using imagery work.

When teaching literature-based language classes or courses, the phenomenon of
visual representation of a text can quite naturally become a topic for discussion
or analysis. Various aspects of adapting a text for stage or screen, illustrating it
by or transforming it into images can be discussed with language students. As it
will be shown later, by focusing on its visual representation, students work even
with a complex text in a very natural way, quite easily overcoming possible com-
prehension problems since they rely on their background knowledge, previous
experience and imagination.

Literary excerpts adding new characters to a story have been often used for lan-
guage teaching purposes, usually with a focus on vocabulary. Students are asked
to read descriptions of new characters, their personalities or habits and describe
them with corresponding adjectives. This traditional, descriptive activity can be
enriched by adding imagery work in two succeeding steps. First, the visual aspect
of the original linking activity is emphasized and students are encouraged to cre-
ate their own detailed mental images of the new characters, their faces, gestures,
clothes, etc. Second, students are given a group “casting” task, they have to choose
actors who would play the roles described in the text.

Discussing the choice of actors is a very natural and authentic activity, since it
corresponds to the first language communication. Readers tend to compare their
mental images of the literary characters with other readers and with their vi-
sual adaptations. The attractiveness of this activity can be confirmed by Wright's
(1990: 98) challenge principle:

Because students may see aspects of the picture in different ways, they
have a reason for speaking and for listening to other students. This sim-
ple principle of introducing a challenge can infuse all kinds of activities,
making the foreign language a living and vibrant element.
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Since literary works often serve as a source for theatre or film adaptations, the
teacher might ideally be able to find an adaptation of a literary work that has
been recently presented or discussed. The task can then be introduced by an up-
to-date news or blog article like the following one:

A film contract for The Glass Room has just been signed with Rudolf Bier-
mann’s production company IN FILM Praha. That’s just the beginning of
the beginning. The next step will be getting a screenplay done.?

It has been found beneficial to employ authentic communicative situations for
language practice. In this activity, it is the authenticity of linking the reading,
visualization and speaking parts together that promotes natural communication
among students.

4.2 Cooperative communication

Furthermore, combining various language skills and imagery work in one group
activity can help to balance groups with different language levels. When given the
right group challenge, weaker and stronger students work together well. In the
“casting” task, good readers can find and understand detailed character descrip-
tions in the text, good speakers can rephrase and paraphrase those excerpts and
even students with poor language skills, but good visualizing skills can come up
with successful solutions. Gerngross, Puchta and Rinvolucri (2007: 10) describe
this imagery element of comprehension as very significant: “Language comprehen-
sion will not only depend on learners’ good decoding or vocabulary skills but also
in part on their ability to create and use mental images which will enable them
to understand texts in the foreign language better” In this context, to understand
texts better does not refer to comparing or evaluating students’ comprehension. It
describes the comprehension from students’ own perspective, linking better un-
derstanding to positive personal feelings and confidence. Therefore, each solution
which is a result of students’ communication and negotiation is a valid one.

Following this principle, the teacher appreciates all casting choices for the previ-
ously described activity in the same way. Even if choosing the Marta Issova for
the role of a Jewish woman is objectively more appropriate than choosing Nicole
Kidman, both choices are given the same value in class. For Wright (1990: 142),
this approach becomes the second important aspect of literature based activities
which he calls opportunity principle and defines as: “Students are encouraged to
express feelings and ideas and to exchange experiences, while little or no empha-
sis is placed on whether these are right or wrong.” This principle is in accordance
with the earlier mentioned necessity to establish a safe atmosphere for imagery

3 Mawer S. (2010, May 8). What'’s new... Retrieved May 28, 2016 from
http://www.simonmawer.com/news.htm
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work which should naturally be apply to weaker or less confident students in
particular.

5 Visualizing and creativity
5.1 Imaginative potential

The imaginative character of literary texts is seen as the key to students’ creative
involvement in language production. Creating personal versions of literary texts
which, apart from the already listed benefits, leads to deeper involvement in the
language and its longer lasting impact. Duff and Maley (1990:6) claim that:

Literature involves affect and emotion. In order to process them we have
to embark on a process of making imaginative interpretations of the reality
they represent. Interaction with a literary text usually involves a deeper
level of mental processing, a greater personal involvement and response,
and hence a greater chance of leaving traces in the memory:.

Those reading processes can be successfully developed into foreign language ac-
tivities. Readers typically use their imagination as they try to visualize the people,
objects and places represented in the text, as they try to predict future actions
or development or they even try to think about alterations to the text. Following
the previously mentioned principles, teachers can design creative language tasks
which have enough authenticity, and most importantly, no wrong answers. Based
on experience, a short creative task can be handled by all students, once they feel
relaxed about its outcome.

5.2 Literature as prestigious texts

Among the reasons why literary texts are especially useful sources for language
teaching, their prestigious character should be mentioned. It has been proven that
being able to read literary works, or at least achieve partial comprehension of
literary excerpts, gives students a strong feeling of self-confidence about their
language competence. Brumfit and Carter (1991: 190) use the term classic status
and explain that: “The desire to read Dickens or Shakespeare may enable students
to overcome difficulties which would be significant in terms of other criteria.” In
this context, it can be suggested that works by famous writers have bigger poten-
tial for creative visualizing activities too. Students especially like visualizing texts
by famous writers; they find it extremely enjoyable to be able to imagine reality
created by them. The prestige of famous writers serves as a strong motivation
for their own language production, in short speaking activities students like to
become co-authors, translators or illustrators of the excerpts by respected authors
like Jane Austen or Salman Rushdie.
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The imaginative potential of literature and its prestige can be utilized in writing
tasks too. The following activity has been found a good starting point for train-
ing students in creative writing. It is a visualizing activity based on Kafka's The
Castle and its recent adaptation into a graphic novel*. After reading sections from
the novel, studentsshared their mental images of those sections by describing
or drawing them. Then, they compared their images with the relevant parts of
the graphic novel and rewrote the original text into dialogue bubbles and panel
descriptions. The enormous potential of graphic novels for language learning has
been discovered by many authors. This text points out that when paralleling two
different formats, e.g. a novel and a graphic novel, students need to simultaneously
apply their language skills and critical thinking in a very natural, yet challenging
way. By focusing mainly on visual representation of the text, even the students
whose reading skills are below B2 level were able to tackle Kafka's text written
in his specific style.

Based on similar positive experience, students can be encouraged to approach
other complex texts, such as academic articles, and to use visualization techniques
and visual tools for improving reading comprehension. Simple, complementary
visualizing tasks, opportunities to express ideas in visual terms can follow any
reading activity, both of literary and non-literary texts. Groups of students can be
asked to search for, choose or create appropriate illustrations, graphs or schemes
to enhance the text. Even if students may prefer relying on already existing vi-
suals to creating their own, the process of selecting, comparing, discussing and
rearranging the materials will make this activity communicative and creative.

Among literary genres which can produce strong mental images and be there-
fore used for creative activities, poetry should be mentioned as well. Students
often approach poetry with distance even in their native languages, well-chosen
language activities can establish a closer relation to poems, or more generally
speaking highly sophisticated texts. With some encouragement and a good source
of inspiration, students are even able to write poetry in a foreign language, as the
following example shows:

4 Kafka, F. (2008) The Castle. Prague: Vitalis. Kafka, F, Mairowitz, D.Z. (2013) The Castle. Prague:
Labyrinth.
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Waking up in the morning
All alone in a huge house
Walking around
Everything being light,
Everything being bright,
Everything being easier
Than the night before.

For this creative writing activity, the students were inspired by the famous villa
Tugendhat, the UNESCO protected masterpiece of modern architecture in Brno, as
well as by its description in Simon Mawer’s novel The Glass Room (2010). First, ex-
cerpts from the book were discussed in class and students created and described
their mental images of the house. Then they took a virtual video tour through
the real villa. Finally, the students were asked to express their impressions in
short poetical texts. Based on piloting this project both with and without the focus
on visualizing the house, it can be argued that it was the visual aspect of the
pre-writing activities that helped students to use the foreign language in a more
creative and imaginative way.

6 Visualizing and training skills
6.1 Employability skills

It has been already suggested that it is not just language skills that benefit from
visualizing activities in university language courses. This section will suggest that
teaching students to create their own mental images can be connected with teach-
ing study skills and employability skills. University language courses typically in-
clude teaching some employability skills — CV writing, job interview, etc. Visualiz-
ing activities can be introduced in teaching those skills and they can even incor-
porate literary texts. Similarly to the previously described “casting” task, students
can be asked to visualize a literary character as a possible job candidate, they can
write the character’s CV or try to imagine the character’s performance at a job
interview. In contrast to traditional role plays and simulations, it has been ob-
served that the involvement of a fictional character provides students with more
security. Even in this context, using imagery work with literary texts can lead to
more language production and more efficient skills practice.

92



6.2 Communication skills

Both visualization techniques and literary texts are widely used by soft-skills
coaches in business context. Companies like Olivier Mythodrama® or Shakespeare
in Business® organize workshops where participants are trained e.g. to present,
negotiate or persuade the audience with the help of excerpts from Shakespeare.
By reading selected scenes from his dramas and visualizing their key aspects,
participants should acquire new communication sKills. In academic context, for-
mal communication could be trained in a similar way, as this is the area which
students have often problems with. Making students to visualize the addressees
of their email or personal communication, to foresee their possible reaction and
to choose adequate language means would be an effective language activity.

6.3 Analytical skills

When working with literary texts, interpreting and discussing them in a foreign
language, students’ develop their language skills together with analytical skills.
This is especially true for activities dealing with text structure, genre or form. It
has been proven very useful to encourage students to use visual aids for making
various formal aspects of the text visible. The simplest example would be high-
lighting key words, others could include using different symbols or colours to
distinguish individual characters, perspectives, or styles in the text. Students can
be also involved in creating schemes explaining relations among the characters
or sequence of events, they can analyze themes and concepts by mind mapping,
etc. Those more sophisticated visualization techniques have great relevance for
learning to read academic texts as well. For example, colour coding can become
a visual tool to make students distinguish between facts or opinions, cohesive
devices can be expressed visually to emphasize the relations between individual
sections. Besides fostering critical reading, visualizing texts also leads to better
remembering them, as Wright (1990: 45) assumes: “Things we see play an enor-
mous part in affecting us and in giving us information. We predict, deduce and
infer, not only from what we hear and read but from we see around us and from
what we remember having seen.” In this respect, training students to use visual
tools has a far more reaching effect than just developing their reading skills.

So far, the possibility to work with literary texts and academic texts in a parallel
way has not been mentioned, but it is a logical choice in university context. Com-
paring and contrasting excerpts of different genres and styles can result in very
productive activities, in terms of language practice, critical thinking and analyt-
ical skills development. Among analyzing activities, those having a visual aspect

5
6

www.oliviermythodrama.com

www.shakespeareinbusiness.com
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will be recommended again. For example, students can be asked to identify and
highlight poetic use of language in the following text:

Shining

Steel will be as translucent as water
Light will be as solid as walls

And walls as transparent as air

I conceive of a house

That will be unlike any other

Living space that merges seamlessly
A place that is at once of nature
And quite aside from nature’

The activity is based on a perspective twist. In the second step, the original form
of the text is revealed, it is an excerpt written in prose:

Shining steel will be as translucent as water, light will be as solid as walls
and walls as transparent as air. [ conceive of a house that will be unlike any
other living space that merges seamlessly. A place that is at once of nature
and quite aside from nature.

The aim of this activity is to clearly show the existence of genre expectations
and relating language conventions. The teachers can adopt this activity for spe-
cific needs of their students, encouraging them to create mental images of typical
text formats from their fields and use them as writing samples. Due to the fact
that both language and structural aspects of the texts are visualized, the activity
contributes to a more general development of students’ skills.

Conclusion

The purpose of this paper was to share beliefs about using literary texts and
visualizing activities in university language courses. The paper has attempted to
demonstrate that activities visualizing literature have enormous potential as they
enable students to support their language skills by activating their imagination,
they provoke them to express their personal views and make students share their
ideas with others. Exploiting this imaginative and communicative potential of lit-
erary texts contributes to a more personalized, engaging and creative approach to
language teaching. Referring to the existing theoretical framework and based on

7 Mawer, S. (2010). The Glass Room. London: Abacus, 2010.
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piloting, the paper introduced some concrete activities working with literary ex-
cerpts. The selected tasks illustrated the main benefits that visualizing of literary
texts brings to university language courses.

Since literary texts are open to various interpretations, they can serve as a great
source for individualized language learning. It has been found beneficial to make
students aware of the subconscious and subjective processes that influence their
learning and comprehension. By asking students to visualize, share and compare
their personal perceptions of literary texts, their critical thinking is developed and
intercultural awareness supported. The necessary precondition of creating safe
atmosphere and promoting fair cooperation in personalized language activities
was emphasized. It was explained that when students can rely on their personal
experience and individuality being acknowledged, they become more confident
about learning and using a foreign language. Furthermore, it was suggested that
students should get involved in activities that resemble their actual reading and
visualizing practices and thus are relevant for students’ involvement and commu-
nication.

Among the benefits for teachers, the fact that visualizing activities can help them
to balance groups with different levels and backgrounds has been listed. It was
shown that group visualizing tasks can promote both authentic and cooperative
communication. Focusing on visual representation of a text allows even weaker
students to apply their language skills in a very natural way and, consequently,
enables them to tackle even complex texts or tasks. Encouraged by this new ex-
perience, students learn to approach advanced texts and genres by utilizing vi-
sualization techniques which can be a very useful way of dealing with academic
texts.

The text argues that visualizing types of activities activate students’ minds in less
usual, very enriching ways and bring concrete outcomes into the language class-
rooms. The potential for creative tasks was identified both in using literary texts
and in comparing them to other genres or academic texts. The visual dimension
of study materials is usually quite neglected in university courses. Nevertheless,
including visual capacities in learning enables students to become more confident
and creative in their language production. Rather than just adding visual materials
of their choice, this text recommends teachers to design activities that would give
students a more active role in visualizing their learning. Creative tasks requiring
students to develop their own visual materials or activities based on imagery
work were found especially beneficial for university students.

Literature
AITCHISON, ]. (2003). Words in the Mind. Malden: Blackwell Publishing.

ARNOLD, J., PUCHTA, H., & RINVOLUCR], M. (2007). Imagine That! Mental Imagery in the EFL Classroom.
Cambridge: Cambridge University Press.

Empiricka studie / Empirical Study 95



BRUMFIT, C. ]., & CARTER, R. A. (1991). Literature and Language Teaching. Oxford: Oxford University Press.
CARTER, R. A,, & LONG, M. N. (1987). The Web of Words. Cambridge: Cambridge University Press.

CLARKE, D. F. (1989). Talk about Literature. Hodder and Stoughton Limited.

DELLER, S., & PRICE, C. (2007). Teaching other Subjects through English. Oxford: Oxford University Press.
DUFF A., & MALEY, A. (1991). Literature, Resource Books for Teachers. Oxford: Oxford University Press.

DUFF, A, MALEY, A., & GRELLET, F. (1990). The Mind’s Eye: Using Pictures Creatively in Language Learning.
Cambridge: Cambridge University Press.

GERNGROSS, G., & PUCHTA, H. (1992). Pictures in action. Hemel Hempstead: Prentice Hall.
LAZAR, G. (1993). Literature and Language Teaching. Cambridge: Cambridge University Press.
SHORT, M. (1992). Reading, Analyzing and Teaching Literature. London: Longman House.
WRIGHT, A. (1990). Pictures for Language Learning. Cambridge: Cambridge University Press.

Appendix

. | AN
A World of water ' iding water for the world

Inthe i e e sty

sttt

B U i ey

Fig. 1: Comparing Headway Series used in secondary schools with Headway Academic Skills

96



Fig. 2: Examples of students’ visualizations based on Satrapi’s first line

Fig. 3: Contrasting student’s and the original visual representation of the same opening line (Satrapi, p. 1)
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Kvantitativni analyza pisemného projevu pokrocilych
vysokoskolskych studentii anglictiny

Quantitative analysis of advanced Czech university
students’writing in English

Silvie Valkova a Jana Kotinkova

Abstrakt: Ve svém prispévku predstavujeme vysledky kvantitativniho vyzkumu zaméteného
na problematické aspekty pisemného projevu ceskych vysokoskolskych studentii v angli¢tiné
na pokrocilé trovni. V jejich pisemnych pracich zkouméme vybrané lingvistické jevy, jejichz
frekvenci vyskytu porovnavame s frekvenci vyskytu ve srovnatelnych textech psanych rodily-
mi mluvéimi.

Kli¢ova slova: kvantitativni analyza, pisemny projev, pokro¢ili mluv¢i anglictiny
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Uvod

Jak se uvadi ve Spoletném evropském referencnim ramci pro jazyky (dale jen
SERR, 2002), jazykova priprava studenta (nejen v terciarni sfére) by méla rovno-
mérné rozvijet vSechny komponenty komunikativni jazykové kompetence, tj. kom-
petenci lingvistickou, sociolingvistickou a pragmatickou. Dle vySe uvedeného do-
kumentu je rozvoj lingvistickych kompetenci studenta ,Gstfednim a nezastupitel-
nym aspektem uceni se jazyku“ (Rada Evropy, s. 152). V praxi se vSak bézné se-
tkavame s tim, Ze na nabyvani lingvistickych znalosti a dovednosti (fonologickych,
gramatickych, lexikalnich) se klade diraz predevsim na nizSich urovnich pokroci-
losti studentti. Na vyssich trovnich pokrodilosti (C1, C2) byvaji zpravidla ve vétsi
mife rozvijeny sociolingvistické a pragmatické komponenty, pricemz dalsi cileny
a systematicky rozvoj lingvistické kompetence ustupuje do pozadi.

Pokrocili studenti (dle SERR zkuSeni uZzivatelé) jazyka jiz ovladaji dostatec¢né Siro-
ky repertoar lexikalnich a gramatickych jazykovych prostredkd, ktery jim umoz-
nuje uspokojivé komunikovat v naprosté vétSiné béznych situaci, a nejsou tedy
tolik motivovani svou lingvistickou kompetenci dale obohacovat a tribit. Jejich po-
krok v tomto sméru proto byva pomaly a tézko méfitelny, cehoZ jsou si védomi
nejen ucitelé, ale i sami autofi jazykovych ucebnic zamérenych na tyto studenty
(napt. Soars, Soars, and Sayer, 2009, s. 4). ZkuSeni uzivatelé anglictiny se zpravidla
soustreduji na to, aby se nedopoustéli kvalitativnich (gramatickych, lexikalnich
a pragmatickych) chyb, ale zitidka kdy si uvédomuji, Ze jejich jazykovy projev ob-
sahuje systémové kvantitativni chyby, a to zejména na syntaktické drovni. Kvan-
titativni chybu chapeme jako pouzivani urcitych jazykovych prostiedkl s vyraz-
né jinou frekvenci, nez je obvyklé u rodilych uzivatell jazyka (Kufnerova, 2003).
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Systémovou chybu definuje SERR jako chybu, ktera se ,pfipisuje interjazyku, te-
dy zjednoduSené a deformované reprezentaci cilové kompetence“ (SERR, s. 157).
V praxi se systémové kvantitativni chyby projevuji tak, zZe studenti maji tendenci
naduzivat jazykové struktury, které jsou jednodussi a/nebo maji ekvivalent v je-
jich matetstiné, a naopak se vyhybaji komplexnéjSim strukturam a strukturam,
u nichZ ekvivalent v matefském jazyce neexistuje. Jsme presvédceni, Ze identifi-
kace systémovych kvantitativnich chyb muze vyrazné prispét nejen ke zkvalitnéni
vyuky, ale i k tvorbé novych, cilené zamérenych ucebnich materiald.

Ve svém prispévku predstavujeme vysledky nékolika dil¢ich analyz, jeZ byly pro-
vedeny v ramci nékolikaletého kvantitativniho vyzkumu zaméteného na vybra-
né aspekty pisemného projevu Ceskych vysokoskolskych studentii v angli¢tiné na
urovni C1. Vyzkum probiha od roku 2012 na Pedagogické fakulté Univerzity Pa-
lackého v Olomouci, zkoumanou skupinou jsou studenti bakalarského studijniho
programu Anglicky jazyk se zaméfenim na vzdélavani, ktefi v anglictiné na konci
studia dosahuji pravé trovné C1. V jejich pisemnych pracich neutralniho az for-
malniho stylu zkoumame vybrané lingvistické jevy, jejichz frekvenci vyskytu po-
rovnavame s frekvenci vyskytu ve srovnatelnych textech psanych rodilymi mluv-
¢imi.

NasSe prace spocivala zpocatku predevsim v budovani korpusu studentskych texti
(dale CES - Czech English speakers) a shromazdovani odpovidajicich textt psa-
nych rodilymi mluvéimi (dale NES - native English speakers). Jako zdroje auten-
tickych anglickych textl ndm poslouzily jednak rtizné ucebnice anglictiny pro po-
krocilé mluvci, v nichz jsou uvedeny vzorové priklady vybranych textovych Zanrd,
jednak vhodné internetové stranky s relevantnim obsahem. Ve vybranych textech
neutralniho az formalniho charakteru jsme poté rucné a v dalsi fazi pomoci po-
¢itatového nastroje Coh-metrix zkoumaly Cetnost vybranych lingvistickych jevi.
Mezi dosud zkoumané lingvistické jevy patrila frekvence vyskytu syntaktickych
celkli rtizné urovné a slozitosti (véta jednoduchd, souvéti souradné a podradné,
rizné typy vedlejSich vét), frekvence uzivani urcitych a neurcitych slovesnych tva-
ra (zvlasté infinitivu a participii), Cetnost vyskytu a struktura jmenné fraze, vyskyt
vybranych typl zajmen a efektivni pouzivani interpunkce (zvlasté psani carky).

1 Analyza syntaktickych struktur

Zkoumani frekvence vyskytu rdznych typ syntaktickych struktur v pisemném
projevu pokrocilych studentd anglictiny probéhlo ve dvou riiznych fazich. V prvni
fazi jsme manualné analyzovaly korpus eseji a formalnich dopist, ve druhé fazi
jsme analyzovaly korpus kniZnich a filmovych recenzi prostrednictvim softwaru
Coh-metrix (jedna se o volné pristupny pocitacovy nastroj vyvinuty lingvisty na
americké University of Memphis, jehoZ aktualni verze Coh-metrix 3.0 je schopna
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zpracovat 108 rliznych parametrl textu vcetné zjistovani Cetnosti vyskytu jazyko-
vych struktur riizného typu a radu).

Prvnim zjiStovanym parametrem byla primérna délka vétnych celki v jednotli-
vych textech a celkové v CES a NES. Zde se ukazalo, Ze se jedna o parametr natolik
variabilni a zavisly nejen na zanru textu, ale i na osobnim stylu pisatele, Ze v této
oblasti lze jen téZko vyvozovat obecné zavéry o rozdilech mezi pisemnym pro-
jevem rodilych a nerodilych mluvcich. U ru¢né analyzovanych text se primérny
rozsah délky vétnych celkd v jednotlivych textech pohyboval mezi 10,9 a 23,5
slovy u NES a 11,5 a 32,5 slovy u CES (Korinkovd, Valkova, 2013), coz by napovi-
dalo, Ze Cesti uZzivatelé anglictiny maji sklon k pouzivani delSich vétnych celkd. Ve
skutecnosti se vSak velmi dlouhé vétné celky slozené ze 7-9 vedlejsich vét u CES
vyskytly jen u nékolika malo pisatelli, u nichZ svou rozvlacnosti vylozené naru-
Sovaly srozumitelnost textu. U pocitacové analyzy druhé skupiny textl (recenzi)
byl rozsah délky vét u CES velice podobny (10,6-32,8 slov), zatimco u NES byl
daleko Sirsi (10,5-38,6 slov), coz mohlo byt vysledkem méné formalniho zanru
zkoumanych textt (Valkova, Kofinkova, 2015).

Dale jsme zkoumaly cetnost vyskytu jednotlivych typl vétnych celki. Zatimco
u CES bylo zjisténo 28 % vét jednoduchych a 14 % souvéti tvorila souvéti sourad-
na, u NES bylo zjisténo 33 % vét jednoduchych a pouze 9 % souradnych souvéti.
Nejcastéjsim typem vétného celku je u NES i CES podiadné souvéti skladajici se
z jedné véty hlavni a jedné véty vedlejsi. Vedlejsi véty prislovecné se vyskytuji
v obou korpusech ptiblizné stejné ¢asto (33 % v NES a 32 % v CES). Cetnost
vedlejSich vét nominalnich byla o 4 % vyssi u CES, Cetnost vedlejSich vét vztaznych
byla o 3 % vyssi u NES. Mnohem patrnéjsi rozdil byl oviem zaznamenan ve struk-
ture vedlejSich vét, tj. v poméru vét urcitych a neurcitych, priCemz véty tvorené
neurcitym slovesnym tvarem byly vyrazné cetnéjsi u NES (u vét prislovecnych
0 15 %, u vét nomindlnich o 12 % a u vét vztaznych dokonce o 33 %).

Zajimavymi syntaktickymi parametry, které je mozné v textech métit prostrednic-
tvim Coh-metrixu, jsou syntakticka jednoduchost textu (parametr kalkulujici s dél-
kou véty a zaroven se sloZitosti a variabilitou syntaktickych struktur v textu) a pa-
rametry podobnosti syntaktickych struktur v po sobé jsoucich vétach a v celém
textu (Coh-metrix 3.0, 2014). Hodnota parametru syntaktické jednoduchosti v CES
byla o 123 % vyssi neZ v NES, coZ byl celkové nejvySsi rozdil mezi hodnotami
jednotlivych parametrt v nasi pocitacové analyze. Hodnota parametrti podobnosti
syntaktickych struktur byla u textd CES vyssi v priméru o vice nez 20 %.

Se syntaktickou strukturou textu uzce souvisi pouZzivani rdznych souiadicich
a podradicich spojovacich vyrazi. Ve fazi manualni analyzy byla zjisténa az o 30 %
vyssi Cetnost soutadici spojky and v CES, pricemZ souradici spojky but a or se
vyskytovaly priblizné stejné casto. Vyskyt asyndetického spojeni vét hlavnich byl
v textech CES vys$si o 21 %. Také vyskyt podradicich spojek byl zaznamenan v CES
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mirné Castéji, spektrum pouzitych spojek vsak bylo méné variabilni (napf. oproti
6 typim casovych spojek v NES jsme zaznamenaly jen 2 riizné typy u CES). Zda
se, ze CeSti studenti i na pokrocilé trovni ovladani anglického jazyka spoléhaji
predevSim na zakladni spojovaci vyrazy and, but, if, when a because, dalsi vari-
antni prostiedky pouzivaji jen sporadicky. Vysledky pocitacové analyzy pomoci
Coh-metrixu byly v tomto sméru méné vypovidajici. Sofware sice pocita vyskyt
tzv. logickych operdtorti a dalsich slucovacich, odporovacich, kauzalni a temporal-
nich spojovacich vyrazii, v manualu vSak nikde nelze dohledat, které spojovaci
prostiredky do téchto kategorii pti analyze spadaji. Lze tedy pouze obecné uvést,
ze v textech CES byl zaznamenan vyssi vyskyt spojovacich prostiedkd vSech zmi-
novanych kategorif kromé temporalnich (Valkova, Korinkova, 2015).

Analyza syntaktickych struktur v textech Ceskych pokrocilych studentl anglic¢tiny
dle naseho ocekavani jasné dolozila, Ze se studenti v pisemném projevu vyjadiuji
za pomoci méné slozitych a méné variabilnich syntaktickych prostiredkd, nez je
ptirozené pro rodilé mluvéi anglického jazyka, pricemz pozadavek prirozeného
stylu psani je soucasti deskriptoru SERR pro samostatny pisemny projev na trovni
C1 (SERR, s. 64).

2 Analyza vyskytu a struktury jmenné fraze

Jednim z vychodisek pro zkoumani cetnosti vyskytu a sloZitosti jmenné fraze byl
fakt, Ze pri porovnavani texti psanych v anglictiné s jejich ceskymi protéjsky
si lze povSimnout pomérné castého jevu, kdy ma anglictina tendenci popisovat
vnéjsi realitu pomoci nominalnich vazeb. Pro CeStinu jsou oproti tomu typické
spi$ verbalni konstrukce charakterizované uZzitim urcitych slovesnych tvart. Obec-
né lze tedy konstatovat, Ze angliCtina je ve vyjadfovani nominalnéjsi nez ceStina
(napft: Vachek, 1976, s.314). Dal$im vychodiskem pro nds bylo zjisténi z pred-
choziho vyzkumu, Ze Cesti studenti pouzivaji obecné méné infinitnich slovesnych
tvarli, a nejmarkantnéji se tento rozdil projevuje pravé v postmodifikaci jmenné
fraze, tj. u vedlejSich vét vztaznych.

Pii manudlni analyze se vét$i nominalnost anglickych textd jasné potvrdila (Valko-
va, Kotinkova 2015). Cetnost vyskytu jmenné fraze se pohybovala v NES v rozmezi
122-272 jmennych frazi na 1000 slov textu, zatimco v CES pouze mezi 119-230
jmennymi frazemi na 1000 slov textu. Také index Coh-metrixu pocitajici cetnost
substantiva jako zakladu jmenné fraze byl v NES vyhodnocen jako o 6 % vyssi
nez v CES.

Porovnavaly jsme také primérnou délku jmenné fraze. NejCastéji se v obou sou-
borech vyskytly jednoduché fraze sestavajici pouze ze substantiva s piipadnou
determinaci. Cetnost tohoto typu jmenné fraze byla o 16 % vy3si v textech CES,
v nichZ byla také Cetnéjsi jmenna fraze sestavajici ze dvou slov, a to o 15 %.

Trislovné a delsi jmenné fraze se v primeéru castéji vyskytovaly vzdy v textech
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NES. Tomuto zjiSténi také odpovida vypocet parametru Coh-metrixu zjistujiciho
primérny pocet modifikatori na jmennou frazi, jehoz hodnota byla o 16 % nizsi
u CES nez u NES.

Zajimavé vysledky jsme ziskaly pfi zaznamenavani ¢etnosti rtznych typd modifi-
kace jmenné fraze. V obou souborech, jak uz bylo receno, se nejcastéji vyskytovala
jmennd fraze bez modifikace. Jmenna fraze s premodifikaci byla o 9 % cetnéjsi
v CES, kde se naopak mnohem méné Casto vyskytovaly jmenné fraze s posmo-
difikaci (o 30 % nizsi vyskyt) a jmenné fraze s premodifikaci i postmodifikaci
(o 16 % nizsi vyskyt). Premodifikace se v textech CES i NES realizuje predevsim
prostfednictvim jediného adjektiva. Premodifikace dvéma adjektivy byla v CES
0 28 % castéjsi, premodifikace vice adjektivy se v obou souborech vyskytla pou-
ze fidce. V NES se castéji v premodifikaci vystkytly nasledujici tvary: substanti-
vum (o 46 %), adverbium (o 59 %), pricCesti pritomné (o 46 %) a pricesti minulé
(0 53 %). V postmodifikaci se v obou souborech textli nejcastéji objevuje piedloz-
kova fraze, ktera je vSak v NES o 45 % cetnéjsi. V textech NES se v postmodifikaci
také mnohem castéji setkdvame s infinitivem (o 90 % vyssi vyskyt) a pristavkem
¢i pristavkovou vétou (o 79 % vyssi vyskyt). V CES je naopak o 59 % pravdépo-
dobnéjsi vyskyt urcité vztazné véty a minulého ¢i pritomného pricesti (o 44 %),
které se vsak objevuji v obou souborech jen ridce.

Obecné lze tedy fici, Ze CeSti studenti anglictiny pouzivaji ve svém pisemném
projevu jmennou frazi méné Casto a preferuji u ni krat$i a méné komplexni for-
mu. Jejich jmenné fraze jsou Castéji premodifikované nez postmodifikované a také
Cetnost jazykovych prostiedkl pouzivanych v premodifikaci a postmodifikaci se
pomérné vyrazné lisi.

3 Cetnost vysKkytu osobnich zajmen

Na frekvenci vyskytu vybranych druhl zajmen jsme se zaméfily poté, kdy jsme
pri predchozich analyzach textG prostrednictvim Coh-metrixu zjistily, Ze hodno-
ty parametru Cetnosti osobnich zajmen patfi v souborech NES a CES mezi deset
nejrozdilnéjsich. Tento pro nas prekvapivy vysledek vedl k rozhodnuti analyzovat
vyskyt osobnich zijmen v textech Ceskych studentd anglictiny a rodilych mluv-
¢ich podrobnéji. Biber a kol. (1999, s. 333) uvadéji, Ze Cetnost osobnich zajmen
se v riznych textech liSi v zavislosti na zanru textu, priCemz nejvyssi byva v li-
terarnich textech (okolo 90 osobnich zajmen na 1000 slov), nizsi pak ve zpravo-
dajskych a akademickych textech (okolo 30 a 20 osobnich zajmen na 1000 slov).
Abychom obdrzely srovnatelné vysledky u NES a CES, bylo nutné analyzovat texty
stejného Zanru (z praktickych divodi jsme zvolily zZanr filmova/knizni recenze).

Cetnost osobnich z4jmen v jednotlivych textech souboru CES se pohybovala v roz-
mezi 20,5-102,3 zajmen na 1000 slov, zatimco u NES v rozmezi 7,6-76,2 zajmen
na 1000 slov. Na vyssi frekvenci osobnich zadjmen v CES se podilela predevsim za-
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jmena 3. osoby he, she, it athey ve funkci anaforického odkazovani na osoby a sku-
teCnosti zminéné v predchozim textu, kde byl jejich vyskyt az o 45 % castéjsi nez
u NES. Zajmena 1. a 2. osoby, jejichZ vyskyt se pri psani recenze odviji predevsim
od miry osobniho pfistupu (vyjadiovani nazort v 1. osobé, piimé obraceni se na
Ctendaie) vykazovala v CES pouze mirné vyssi Cetnost.

Na vyssi frekvenci osobnich zajmen v textech Ceskych studentti se podili nékolik
faktord, z nichZ nejvyznamnéjsi se jevi rozdil mezi stylistickymi normami pti psani
v anglictiné a ceStiné. Zatimco v CeStiné neni zadouci, aby se tentyz lexikalni vyraz
v textu Castéji opakoval, napriklad ve dvou po sobé jdoucich vétach, v angli¢tiné
podobné striktni pozadavek neexistuje (Lukes, 2004). Rodilym mluvéim se naopak
nékdy primo doporucuje opakovat stejna podstatna jména z diivodi explicitni ko-
heze textu. Dochazi tedy k situacim, Ze tam, kde rodily mluvci opakované uzije
napt. klicové podstatné jméno, ¢esky uzivatel anglictiny intuitivné voli synonymni
vyraz Ci alesponl zajmeno. MiZeme spekulovat, Ze ¢im méné rozsahlou slovni za-
sobu student ovlada, tim vice bude tthnout k uZivani zastupnych osobnich zajmen.

Kromé stylistickych faktorti spatfujeme pric¢inu vyssi Cetnosti osobnich zajmen
v CES v rozdilné preferenci uZzivani nékterych syntaktickych struktur, zejména
neurcitych (tedy bezpodmétnych) vedlejSich vét, jejichz vyrazné nizsi frekvenci
v CES jsme popsaly jiz vySe. Dalsi pri¢inou je méné Casta realizace elipsy pod-
meétu v souradném souvéti, v némz hlavni véty sdileji tentyz zajmenny podmét.
V takovémto typu souvéti volili rodili mluv¢i elipsu podmétu v 85 % pripadi, cesti
studenti anglictiny pouze v 53 % pripadi.

Zavérem je nutné dodat, Ze vyssi frekvence osobnich zajmen v CES provazi také
vyssi frekvence zajmen privlastiiovacich. Ta se v jednotlivych textech Ceskych stu-
dentl vyskytovala v rozmezi 4-47,2 zajmena na 1000 slov textu, zatimco u NES
pouze v rozmezi 0-34,3 zajmena na 1000 slov textu. Pri¢inu opét spatiujeme
ve snaze neopakovat jiz pouZité substantivum, protoze privlastiiovaci zdjmena
v determinacni funkci koresponduji s pouZitim ptivlastiiovaciho tvaru podstatnych
jmen (Quirk 1995, s. 336). Substantivum v privlastiiovacim tvaru se v NES vyskyt-

lo celkem 54 krat, zatimco v CES pouze dvakrat.

4 Psani ¢arky

Deskriptor SERR pro ovladani ortografie studenty ciziho jazyka na trovni C1 sta-
novi, Ze ,Uprava textu, vystavba odstavcii a interpunkce jsou disledné a napoma-
haji porozuméni textu“. (SERR, s.120) Z tohoto pozadavku jednoznacné vyplyva,
Ze pokrocilf studenti anglictiny by méli efektivné ovladat pouZivani nejvariabilné-
ji se vyskytujictho anglického interpunkéniho znaménka, ¢arky. PouZzivani ¢arky
byva pro Ceské studenty problematické ze dvou divodu. Prvnim je skutecnost,
ze v Ceském jazyce je psani Carky normovano striktnimi mluvnickymi pravidly,
zatimco v anglictiné existuje pouze nékolik zavaznych pravidel a fada doporuceni,
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jeZ pisatel miiZe ¢i nemusi nasledovat napriklad v zavislosti na stylu vytvareného
textu ¢i dokonce dle vlastnich preferenci. Druhym diivodem, pro¢ cesti studenti
pouzivaji ¢arku v anglictiné jinde a jinak casto nez rodili mluvci, je skutecnost,
Ze se psani ¢arky na zakladnich a stfednich Skoldch nevyucuje jako ucelené téma
a studenti se maji moZnost setkat pouze s dil¢imi pravidly, napi. tykajicimi se
psani ¢arky ve vztaZnych vétach. Je proto ptirozené, Ze ve svych textech pouZzivaji
carku spise intuitivné a vice ve shodé s pravidly ceského nez anglického jazyka.

NaSe analyza psani ¢arky (Korinkova, 2011) se soustiedila na tfi rizné oblasti -
psani ¢arky mezi hlavnimi vétami spojenymi spojkami and abut, psani ¢arky oddeé-
lujici v souvéti vétu hlavni a vétu vedlejsi a psani ¢arky za prislove¢nym vyrazem
uvozujicim vétu.

V prvni oblasti se potvrdilo nase o¢ekavani, Ze studenti nebudou vyuzivat moznos-
ti oddélit ¢arkou hlavni véty spojené spojkou and, a to ani v pripadech, kdy jsou
véty znaéné dlouhé nebo kdy and neni pouzito ve slu¢ovacim poméru. Carka pred
and se vyskytla pouze v 1 % pripadl. U souvéti spojenych spojkou but odpovidalo
pouziti ¢arky v 60 % zhruba anglickému tzu (Quirk a kol., 1991, s. 1616-1617).

Také v pouziti ¢arky mezi vétou hlavni a vedlejsi se studenti od anglickych pra-
videl a doporuceni dosti odchyluji. V ¢eském jazyce se pred kazdym spojovacim
vyrazem uvozujicim vétu vedlejsi piSe carka, zatimco v anglickém jazyce vétu
vedlejsi nasledujici po vété hlavni zpravidla ¢arkou neoddélujeme (napf. Carter,
Mc Carthy, 2006; Quirk a kol, 1991). Timto doporucenim se vSak tidilo pouze
76 % studentti. Je-li poradi hlavni a vedlejsi véty opacné, je v anglictiné zvykem
uvozujici vedlejsi vétu ¢arkou oddélit, zejména jedna-li se navic o vétu neurcitou.
Timto pravidlem se ridilo jen 55 %, respektive 75 % studentl. Striktni pravidla
stanovujici oddéleni nerestriktivni vedlejsi véty vztazné a naopak nepouziti carky
pred vztaznou vétou restriktivni dodrzelo 62 %, respektive 76 % student.

V posledni sledované oblasti jsme zjistily, Ze za volné pripojenymi piisloveénymi
vyrazy typu disjunct a conjuct napisi cesti studenti ¢arku ve shodé s doporucenim
anglickych mluvnic (napt. Carter, Mc Carthy, 2006, Quirk a kol, 1991) v 96 %
pripadi. Kratsi prislovecna urceni mista a Casu na zacatku véty byla oddélena car-
kou v 48 % pripadq, tiislovna a delsi pak v 76 % pripadi. Zatimco v predchozich
dvou oblastech odpovida pouZzivani ¢arky u ¢eskych studentli anglickému tizu jen
ptiblizné, v této oblasti se anglickym zvyklostem pribliZuje.

ProtoZe systém anglické interpunkce je mnohem variabilnéjsi a stoji zc¢asti na ji-
nych zasadach nez systém cesky, nenabizi vzdy jednoduché a jediné mozné reSeni.
Stava se tak, Ze i u studentd, jejichz pouzivani ¢arky se v jednotlivych vétach
od uzu prilis neodchyluje, se v ramci jednoho textu objevuje v pouzivani carky
urc¢itd mira nekonzistence (v identickém kontextu nékdy ¢arku pouziji a jindy ne).

104



Nekonzistence v pouzivani ¢arky byla patrna ve 40 % textli, coz svédci o tom, Ze
i pokrocili studenti angli¢tiny pouzivaji ¢arku vice intuitivné nez védomeé.

Zavér

Jak vyplyva z dosavadniho vyzkumu vSech vySe uvedenych lingvistickych jevd,
Cesti pokrocili studenti se v mensi ¢i vétSi mife ve svém pisemném projevu do-
poustéji kvantitativnich chyb. V dalsi fazi tohoto dlouhodobého vyzkumu planu-
jeme rozsifit korpus praci Ceskych studentl anglictiny i rodilych mluvéich jak
o vyssi pocet praci, tak o dalsi Zanry formalniho i neformalniho stylu. Kromé toho
bychom chtély zkoumat i dalsi lingvistické jevy, které se v pocitacovém zpracovani
pomoci nastroje Coh-metrix jevi jako kvantitativné nejodlisnéjsi (napft. pasivum,
vyjadifovani negace, vyskyt adverbidlnich struktur). Ackoli vySe zminéné vysledky
nelze povaZovat za objektivni a konec¢né, mohou naznacovat tendence, v nichz
se pisemny projev Ceskych pokrocilych studentd anglic¢tiny 1isi z lingvistického
hlediska od pisemného projevu rodilych mluvéich. Cilem nasi dlouhodobé série
analyz je identifikovat potreby vysokoskolskych pokrocilych studentli v anglickém
jazyce na pokrocilé arovni tak, aby jejich dalsi vyuka mohla byt koncipovana efek-
tivnéji a cilenéji. K tomu by méla ptispét planovana cvicebnice obsahujici sadu
specifickych tloh zamérenych na jazykové oblasti, v nichZ se mezi texty Ceskych
a rodilych uzivatell anglictiny vyskytuji nejvétsi kvantitativni rozdily. Tato cvi-
Cebnice pokrocilym vysokoskolskym studentiim pomize v dalsim cileném rozvoji
jejich lingvistické kompetence.
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Zajisténi dalsiho vzdélavani pedagogi CJV MU

Alena Hradilova

1 Organizacni struktura CJV

Centrum jazykového vzdélavani (CJV) Masarykovy univerzity zazilo v poslednich
letech velky rozmach a se vzristajicim poctem studentt, kterych byva pies devét
tisic rocné, a uciteld se stalo nejvétSim univerzitnim jazykovym centrem v zemi.
CJV zajistuje vyuku jazykl pro specifické (akademické a odborné) tcely pro celou
Masarykovou univerzitu (MU) a poskytuje vyuku angliCtiny, némciny, francouzsti-
ny, Spanélstiny, latiny, rustiny, CeStiny pro cizince a nové také ¢insStiny a arabstiny
na vSech osmi fakultdch MU. Hlavnim tkolem CJV je poskytovat jazykovou vyuku
pro nefilology tak, jak uvadi Byrne (2014): na jedné strané se jedna o poskytovani
jazykového vzdélavani pro studenty, ktefi nestuduji jazyk jako obor; na strané
druhé zahrnuje celou $kalu kurzt, které se vztahuji k oficialni univerzitni politice
v oblasti zaméstnanosti, mobility, internacionalizace a generace s rovnymi pod-
minkami ve vztahu k pfijmim [vlastni pteklad].

V této oblasti cti i CJV dlouhodoby plan MU, ktery zdlraziuje kromé jiného dui-
leZitost jazykového vzdélavani v bakalaiském, magisterském a doktorském studiu
a stanovuje urovenl povinného jazykového vzdélavani od B1 aZ po C1 dle Spolec-
ného evropského referencniho ramce (CEFR). O takto vysoké urovni jazykového
vzdélavani rozhodlo kolegium rektora spolecné s jazykovymi experty MU a timto
rozhodnutim doslo k vySe zminéné expanzi celého centra.

To s sebou prirozené ptineslo nutnost ptizplisobit organizacni strukturu CJV ta-
kovym zplisobem, aby mohl byt zajiStén rozvoj kvality a spoluprace skrze vylep-
Seni komunikace mezi jednotlivymi drovnémi jeho struktury. Zakladnimi cili bylo
zjednoduseni rizeni centra, zajisténi plného vyuziti vlastni pedagogické expertizy
a zajisténi vysoké kvality jazykového vzdélavani.

Pivodné bylo CJV strukturovano tradi¢nim pyramidovym zptsobem, kde na vr-
cholu pyramidy stal reditel CJV, kterému podléhali vedouci oddéleni na jednot-
livych fakultdch a tém potom jednotlivi vyucujici. Pozdéji byly do pyramidového
systému pridany také pozice zastupct reditele.

S postupnym nabytim vétsi subjektivity CJV a navySenim vlastni zodpovédnos-
ti v oblastech lidskych zdrojG, financovani, projektové cinnosti, védy a vyzkumu
a kvality vzdélavani vyslo najevo, Ze pyramidova struktura neni prili§ flexibiln{
a neposkytuje CJV dostate¢né moznosti vlastntho rozvoje. Centrum v té dobé po-
tfebovalo predevsim dynamickou spolupraci svych jednotlivych sloZek a postra-
dalo nastroje k vyhledavani skrytych talenti mezi vlastnimi zameéstnanci, sdileni
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Obr. 1: Pavodni pyramidovd struktura CJV

zkuSenosti a vzajemné proskolovani, a to do velké miry souviselo s potfebou flexi-
bilni moZnosti komunikovat naptic¢ CJV. Vzhledem k tomu, Ze byla jednotliva oddé-
leni izolovana na svych fakultach, nebyla takova komunikace a tim ani spoluprace
dost mozna. Clenové jednotlivych oddéleni se mnohdy ani navzajem neznali.

Vedeni CJV se tedy rozhodlo analyzovat situaci a podle zdsad action research
(Burns 1999 a 2005) zahajilo praci smérem restrukturalizaci CJV.

Po mnoha schiizkidch a seminarich s experty na fizeni nad odbornou literaturou
(Baldridge et al. 1977, Birnbaum 1988, File et al. 2006, Sebkova (ed) 2006 and
Sporn 1996) byla pravé zména struktury CJV oznacena jako zasadni pro nasto-
leni novych forem fizeni a komunikace napti¢ CJV. Tym vedeni CJV zvaZzil spolu
s prizvanymi experty rizné modely Fizeni organizace a po vylouceni existujiciho
linedrniho (nebo také pyramidového systému), ktery byl jiz jasné nefunkcni, vy-
hodnotil jako nejlepsi funk¢ni FeSeni systém maticovy (viz Obrazek 2).

v.ry

Tento strukturdlni model skytd mozZnost komunikace nap¥i¢ jednotlivymi trov-
némi a slozkami CJV tak, aby bylo zajiSténo, Ze informace vzdy zastihnou svého
adresata, a to alespon jednou z cestiCek, z jednoho ¢i vice smért prichazejicich
z riznych mist matice. Timto zplisobem se velmi zjednoduSuje mozZnost spolupra-
ce mezi jednotlivymi pracovniky CJV. Jde predevsim o to, Ze je struktura nadtize-
nych a podrizenych lépe a rovnomérnéji rozvrstvena a tim je komunikace uvnitr
i navenek z CJV efektivnéjsi. Jednotliva fakultni oddéleni (horizontalni slozka ma-
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Obr. 2: Maticovd struktura CJV

tice na obrazku 2 vyjadrena zelenymi ¢arami) stabilizuje a zajistuje systém a kva-
litu jazykového vzdélavani CJV, zatimco jednotlivé akademické a specidlni sekce
CJV (vertikdlni ¢ast matice na obrazku 2 vyjadiena Zlutymi a modrymi ¢arami)
zajistuji flexibilitu a dynamicnost CJV podle trendd v jazykovém vzdélavani.

Hlavni okruhy cinnosti ucitelti byly stanoveny nasledujicim zpisobem: zodpovéd-
nost za fakultni oddéleni svéfena vedoucim oddéleni, coZ je prvni sloupec v Ob-
razku 2, a zodpovédnost za specidlni oblasti matice, jako je kvalita vzdélavani
a pedagogicka cinnost, véda a vyzkum, mezinarodni spoluprace, ICT, projektova

Cinnost, PR, finance a personalni oblast. Napii¢ pak vede oblast vSeobecné podpo-
ry (Katrindkova 2012: 9).

Pro cinnost CJV jsou zasadni predevsim informacni a komunikac¢ni uzly, které vzni-
kaji na vSech urovnich matice a na obrazku 2 je zndzornuji priseciky zelenych,
Zlutych a modrych ¢ar. Struktura tak umoziuje tok informaci riznymi kanaly, ¢imz
zjednodusSuje a umoziiuje spolupraci riznych pracovnikii CJV. Pracovnici z rtiznych
oddéleni na raznych fakultach mohou tak naptiklad snaze spolupracovat v oblasti
védy a vyzkumu, a to v ramci sekce, ktera vertikalné protind horizontalni cast
struktury pracovisté. Rizné kreativni tymy pak mohou snadno najit partnery pro
psani projektii. Netfeba snad ani dodavat, jak velkym je tato organizacni zmé-
na posunem v oblasti moznosti sdileni pedagogické expertizy a dalSiho interniho
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vzdélavani pedagogt. Struktura je pouZzivana od roku 2012 a od té doby zazname-
nava riznych kosmetickych uprav dle potreb a trendd na CJV.

2 Dalsi vzdélavani pedagogt CJV
2.1 Skupiny CJV

Jednou z takovychto uprav je dalsi déleni velké oblasti kvality vzdélavani a pe-
dagogické cCinnosti tak, aby bylo mozné na CJV rozvijet dalsim vzdélavanim nase
pracovniky a tim zajiStovat stale vyssi kvalitu jazykového vzdélavani, které MU
poskytujeme. Jako prvni krok byly za timto Ucelem ztizeny v ramci pedagogické
oblasti CJV zajmové skupiny, takzvané skupiny CJV - naSe interni socialni sit (viz
Web CJ]V, sekce Pro ucitele). Tento systém napomaha naSim pedagogim nalézt
spolupracovniky pro setkavani, sdileni, planovani seminart, workshopi s mistnimi
i zvanymi experty a diskuzi, a to nejen tradicnim zplisobem podle specializace
v jazyce, ktery uci, ale také podle jejich preferovanych vyukovych metod, zajmd,
projektovych ¢innosti a potfeb v oblasti védy a vyzkumu. Tato platforma nabizi
ucitelim a kolegtim, kteri sdileji podobné zajmy, zahajit spolupraci, nebo se jed-
noduse pridat k jiz existujici funk¢ni skuping, a to bud’ aktivné, ¢i jako prozatimni
pozorovatel.

vivs

Béhem prvnich dvou let byla nejviditelnéjSi skupina testovani, kterd zastituje
standardizaci testovani v rdmci CJV v souladu s CEFR a European Association
for Quality Assurance (ENQA) 2005. Za podpory Ministerstva Skolstvi, mladeze
a télovychovy a evropskych fondid byli pedagogové CJV v této oblasti extenzivné
proskoleni, byly vytvoreny testové specifikace a sady testi pro jednotlivé jazyky
a specializace na fakultdch MU. Této Cinnosti se CJV samoziejmé i nadale peclivé
vénuje. Dalsi skupiny CJV potom pokryvaji metodiky vyuky riznych mékkych do-
vednosti (skupina prezentaci, interkulturality ¢i akademického psani), autonomni
uceni, sekce (dle poctu studentid) malych jazykd a dalsi zajmové skupiny, kterych
je v dobé psani tohoto ¢lanku celkem Sestnact.

Nékteré tyto skupiny vyplynuly z jiz existujicich neformalnich spolupraci, jiné byly
vytvoreny na zakladé brainstormingu nasich pottfeb a na zdkladé rozhovord s pe-
dagogy CJV. Dalsi pak byly a stale jsou dopliiovany aktivnimi uciteli dle momen-
talnich pottreb. Seznam clenid je neustale aktualizovan, protoZe ucitelé mohou do
jednotlivych skupin svobodné vstupovat a zase z nich vystupovat, nechat si zasilat
informace o déni ve skupiné na e-mail a tim rozhodovat o relevanci vlastniho
Clenstvi ¢i aktivni prace ve skupiné. Systém je tak velmi flexibilni a efektivni.

2.2 Typologie pedagogii CJV

Na zacatku roku 2014 vedeni CJV vytvorilo dotaznik na téma spokojenosti pedago-
gl CJV s timto novym systémem fizeni. Vzhledem k tomu, Ze jsme se rozhodli pro
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kvalitativni vyzkum, ve kterém by ale odpovédi mohly byt poskytnuty v anonymni
formé, obsahoval dotaznik otazky pro volné odpovédi. Nize jsou pro ilustraci sou-
hrnné prezentovany odpovédi k otazkdm relevantnim pro dal$i vzdélavani ucitela
na CJV.

Dotaznik byl rozeslan vsem pedagogtim CJ]V, a to internim i externim pracovnikim,
kterych bylo v roce 2014 na CJV 75. Navratnost ¢inila 46 vyplnénych dotaznikd,
coZ je 61 %. VétSina reakci byla pozitivnich. Tabulka 1 uvadi priklady ti, vzhledem

k tématu dal$iho vzdélavani ucitelll nejrelevantnéjsich, otazek a odpoveédi.

Tab. 1: Vzorek z dotaznikového Setreni mezi pedagogy CJV

Otazka

Podily v odpovédich

Ptiklady odpovédi

PovaZujete pocet a obsah
schlzek, seminara

a workshopu ve vasi oblasti
zdjmu za adekvatni?

36 pozitivnich komentara,
7 pozitivnich s ndvrhy na
zlepseni, 3 nevédéli

o zadnych udalostech ve
své oblasti

Cenim si jich; neskute¢né mnoZstvi akci; je
nemozné vse stihnout; mélo by byt vice
seminara, schzek, neformalniho setkdvani;
vice metodiky, méné testovani; vSe hodné
zamérené na anglictinu

Jak vnimate zavedeni
Skupin CJV v pedagogické
oblasti?

34 pozitivnich odpovédi, 6
naznacovalo rezervovanost
a jeden nazor byl negativni

18 respondentd si mysli, Ze to byl vyborny
napad, 10 vyjadfuje nézor, Ze to byl jiz
nezbytné, dalsi odpovidaji, Ze teprve Cas
ukaze a jeden si mysli, Ze systém nebude
fungovat

MUZete pojmenovat
nékteré vyhody zavedeni
maticového systému?

39 pozitivnich komentaru,
2 negativni, ostatni bez
komentare

Setkdavani se a sdileni; dostavam informace,
které potfebuji; rozvijim se; neztracim cas
vécmi, které mé nezajimaji; vim, kam se

obratit, kdyZ néco potrebuji; ziskdvam
inspiraci; necitim se izolovan; koordinace;
strategické planovani; seminare; vede to jen
k pomluvam a $patnym vztah(im

Jednotlivé dotazniky byly potom rozdéleny do skupin dle celkového vyznéni reakci
respondentll a na jejich zakladé byla vytvorena typologie pedagogt CJV. Kazdém
identifikovanému typu pracovnika bylo vymysleno jméno, které vystihuje typicky
piistup a postoj takového pracovnika k déni na CJV a naSe kolegyné a vytvarnice
Barbora Chovancova nakreslila jejich ilustrace (viz Obrazek 3). Tato typologie byla
posléze prezentovana uciteldm CJV a ti byli pozadani o vlastni (anonymni) iden-
tifikaci s jednotlivymi typy. NiZe poskytujeme zevrubné popisy jednotlivych typi
a jejich procentualni zastoupeni na CJV dle dotaznik( a dle nasledné sebereflexe
ucitelt.

Dobromila Kritikova je obecné velmi spokojena. Je vSak schopna vypichnout urcita
problematicka mista, ktera by se mohla zlepsit. Dle dotaznikd je zastoupena 24 %,
dle sebereflexe 28,5 %. Hnéva Znechucena je nespokojena s funkénosti organizace
a citi se zklamana. V dotaznicich jsme identifikovali 8,5 %, v nasledné sebereflexi
se k tomuto typu nikdo neprihlasil. Radmila Necasova je celkem spokojend, rada
by se vSeho Ucastnila, ale nema ¢as. Takovych pedagogl jsme v dotaznicich iden-
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Obr. 3: Typologie CJV: Dobromila Kritikovd, Hnéva Znechucend, Radmila Necasovd, Nezndlek Novy, Tomds Fuk,
Skeptik Vdhala, Blazena Stastnd

tifikovali 13 %, po sebereflexi 19 %. Nezndlek Novy je na CJV pomérné kratkou
dobu a zatim si netroufne soudit. Takovych pedagogi bylo v dotaznicich 13 %, po
sebereflexi jiZz pouha 2,5 %. Toma$ Fuk byl do typologie doplnén za kolegy, ktefi
dotazniky nevyplnili, jedna se tedy o 39 % nasich pedagogt. Jde o kategorii uméle
dodanou a nevyplyvajici ptimo z dotazniku. Skeptik Vahala si zatim neni jisty, co
si ma myslet, teprve ¢as ukaze, zda bude vSe fungovat, nebo nebude. Jedna se
o 11 % pedagogfi v dotaznikovém Setieni a 7 % po sebereflexi. BlaZena Stastna je
potom jednodusSe naprosto spokojena. V dotaznicich byla zastoupena 30,5 % a po
sebereflexi dokonce 40,5 % naSich pedagogi. Je nutno poznamenat, Ze kategorie
se vzajemné prekryvaji, protoZe se mnozi kolegové povazuji za kombinaci danych

typt.

Lze tedy rici, Ze se naSi pedagogové po sebereflexi posunuli pocetné spise do
pozitivnéji smyslejicich kategorii. Toto je nazorné vyjadreno v Obrazku 4, kte-
ry poskytuje grafické zobrazeni procentualnich zastoupeni jednotlivych kategorii.
Umeéle dodana kategorie typu Toma$ Fuk neni zdmérné z pochopitelnych divodi
zastoupena.

2.3 Nové formy dalsiho vzdeéldvani pedagogii CJ[V

Vysledky tohoto Setfeni nas dale vedly k lepSimu propracovani systému dalsiho
vzdélavani ucitelti CJV tak, abychom nadale snizovali pocty uciteld v kategoriich
Hnéva Znechucen3, Skeptik Vahala, Neznalek Novy a Radmila Necasova. Za timto
ticelem byly napiiklad ustanoveny takzvané Ctvrtky CJV (viz Web CJV, sekce Pro
ucitele). Zde nam bylo velkou inspiraci jazykové centrum na univerzité v Helsin-
kach, kde podobny systém jiz nékolik let zdarné funguje. Jedna se o to, Ze jsou
Ctvrtecni odpoledne vénovana dal$imu vzdélavani nasich pedagogl. V této dobé
nemaji mit ucitelé CJV Zadnou vyuku a nemaji si planovat ani jiné aktivity jakého-
koliv razu, aby méli prilezitost ucastnit se akci CJV v potfebném rozsahu. Tim se
nam daii mirné eliminovat typ Radmily Necasové. Ctvrtky CJV budou také kazdo-
ro¢né dopliovany i Tydnem CJV, organizovanym pro potieby dalsiho vzdélavani
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Obr. 4: Procentudini zastoupeni typl pedagogti CJV dle dotazniku a po sebereflexi

v pribéhu zimniho zkouskového obdobi. Prvni ro¢nik Tydne CJV byl organizovan
v roce 2016.

Dale je nutné vice spolupracovat s novymi cleny CJV, poskytovat jim podporu
a konzultace a nabizet jim sdileni se svymi novymi kolegy. Z této Cinnosti vy-
plynula dal$i velka oblast interniho vzdélavani uciteld, a to naslechy v hodinach
kolegtli. Pedagogové CJV maji nové kazdy semestr povinnost dvou naslechi u svych
koleg(, pricemz jeden z naslechti ma byt vykonan na vlastnim oddéleni, druhy pak
na jiném oddéleni CJV. Cilem naslechii je kromé zajisténi kvality vzdélavani také
osobni rist naslouchajiciho, ktery muze ziskat inspiraci a vhled do prace svého
kolegy, a samozrejmé také zpétna vazba pro ucitele, u néjz je naslech proveden.

Setieni u pedagogti CJV vyjevilo, Ze kolegové velmi ocefiuji p¥inos zpétné vazby
a moznost navstivit jind oddéleni. Mnozi pedagogové potom upozornili na nutnost
vnimani faktoru subjektivity pfi téchto aktivitich a nékteri vyjadrili svou nejis-
totu nad cili a funkci naslechli. Dalsi poukazali na nutnost proskoleni v oblasti
naslechd a podavani zpétné vazby. Témto Zadostem vénovalo CJV okamZitou po-
zornost a v pribéhu jarniho semestru 2016 uspotadalo pro své pedagogy v ramci
Ctvrtkii CJV dva navazujici seminafe na tato provazana témata.
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Zavér

Vedeni CJV povaZuje za zasadni neustavat v systémové praci vedouci k lepsi komu-
nikaci napii¢ CJV, ktera ma, dle vysledki naseho interniho Setfeni, nemaly podil na
zvySovani kvalifikace pedagogt, jejich motivaci a tim i na zvySovani kvality vyuky
jazykli na naSem pracovisti. Tento systém je tfeba neustale vylepSovat za pomoci
postiehli a namétd vyplyvajicich ze zpétné vazby, které se vedeni CJV od svych
zameéstnancl dostava. Pedagogové jsou proto neustale podporovani ve svych akti-
vitach, které k podobnym cillim vedou tak, aby co nejlépe vyuzili moznosti, které
systém v tom kterém okamziku poskytuje.

CJV je zivouci organizmus a jeho struktura a jeho struktura se bude pravdépo-
dobné nadale ménit a vyvijet, pokud moZno v ramci velmi volnych mezi, které
maticova struktura poskytuje. CJV si proto klade za cil neustavat ve svych aktivi-
tach, nadale jakékoliv formy dalsiho vzdélavani vlastnich pracovniki podporovat
a zadat zpétnou vazbu svych pracovniki za ucelem zajisténi pracovnich podminek
podle zasad dobré praxe. CJV se v tomto sméru také otevird zdjemcim z jinych
jazykovych center v zemi i ve svété a sdili své zkuSenosti z diivodu prenosu dobré
praxe a ziskani vzdy tak zasadniho pohledu a nazoru zvendi. K tomu je nutna dob-
ra spoluprace mezi uciteli jazykového centra i jednotlivymi slozkami vedeni CJV,
péstovani pocitu loajality k vlastnimu pracovisti, a neustala motivace pedagogi
skrze budovani diveéry, naslouchani a podporu.
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Language needs analysis of future
non-linguistic teachers

Linda Chmelatova

Introduction

When considering the demands of modern society, there is no doubt about the
importance of acquiring a foreign language for personal and work life. Foreign
languages are taught at all levels of formal education, from primary schools to
universities. This article is aimed at analysing and describing foreign language
(specifically English) teaching at the tertiary level, specifically at the faculties of
education.

After gathering the information about the particular language centres responsible
for preparing non-linguistic students in the Faculties of Education in the Czech
Republic, I have found out that most students being prepared at present for the
career of future teachers are obliged to study a foreign language within their
curriculum at their faculty of education. Those students who do not major in
any foreign language can be called non-linguists. In the Faculty of Education of
Palacky University the majority of them choose English (as it is considered the
lingua franca of the modern world) over other foreign languages and the lessons
typically cover general English.

Although the non-linguists are specialized in other subjects, they are supposed to
teach in their future professions and it is probable that they will need the English
language as part of their working duties. The first crucial question is: what are
the students’ expectations concerning their use of English for their profession and
do these expectations correspond with the genuine needs of teachers at lower
secondary schools?

1 General English versus ESP

In order to cover the topic and answer the question more precisely we need to
define “the kinds” of English that need to be taken into consideration. From the
content and syllabus point of view, one can differentiate between general En-
glish and English for specific purposes (ESP). While general English is included
in the curriculum of most faculties, ESP has its specific features. As Day and
Krzanowski point out “for teachers of general English, a key question is finding
materials and methodologies which are effective for a particular class (e.g. 'Is the
approach or method I'm using appropriate for learners of this age, culture, level,
first language(s) etc.?’). This question is also relevant for ESP and one other factor
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should also be considered: the subject specific knowledge (of legal procedures,
of engineering methods, of software programming, etc.).” (Day&Krzanowski, 2011,
p. 7). When asking what the difference between general English and ESP is, Tom
Hutchinson, who has dealt with this issue for a long time, answers briefly but
reasonably - “in theory nothing, in practice a great deal” (Hutchinson&Waters,
1987, p. 53).

By means of this sentence the author denies the assertion that the needs of gen-
eral English learners are not specifiable. It is always possible to identify a need of
some sort, even if it is only the need to pass an exam at the end of the academic
year. “What distinguishes ESP from general English is not the existence of a need
as such but rather an awareness of the need” (Hutchinson&Waters, 1987, p. 53). It
would therefore seem to be inevitable to implement a needs analysis which spec-
ifies the language requirements for particular job-related functions and students’
awareness of these requirements. Before a more detailed study of this partial issue
is carried out, it is reasonable to define or determine the features of those ESP is
intended for.

Schleppegrell and Bowman (1986) emphasize that ESP students are mostly
“adults who already have some familiarity with English and are learning the lan-
guage in order to communicate a set of professional skills and to perform partic-
ular job-related functions” (Schleppegrell&Bowman, 1986). As mentioned above,
the sample group analysed are students at the Faculty of Education who are
preparing for the profession of future teachers at lower secondary schools with
specific skills and functions of their professional duties. All of them have already
had some experience with learning English at previous years of schooling. Their
characteristics consequently match the characteristics of ESP students. Returning
to the needs analysis, however, there is still a need to determine what specific
areas or functions of the English language are needed and useful for teachers at
lower secondary schools.

2 ESP for future lower secondary school teachers

Since the beginning of ESP as a relevant part of English as a second language
methodology in the 1960s, there have been many areas which ESP syllabi have
been designed for (e.g. business, medicine, tourism, IT, engineering, etc.). After
examining available sources, there are in fact not many of them (if any) dealing
with ESP for future teachers or education a. Due to a lack of theoretical informa-
tion, 3 areas have been defined which can be relevant for future lower secondary
teachers:

1. English for information technology

2. Teaching terminology in English
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3. Subject-specific English

These areas have been chosen on purpose to reflect teachers’ work and its
specifics. In the following paragraphs there will be an attempt to explain the rea-
sons for this choice.

Information technology is an unavoidable part of almost all professions. Not only
is the Internet an infinite source of information and teaching materials, there are
more and more new applications for education and teaching tools which may help
teachers prepare lessons in a more effective and interesting way. Since English has
become a means of communication and the language of IT, one should assume that
knowledge of it is significant for using information technology in teaching.

Regardless of what subjects the teachers are qualified to teach, they all need the
up-to-date knowledge of pedagogical trends, methods and approaches. Although
Czech or Slovak pedagogical sources reflect the latest knowledge and information,
it is still incomparable to the amount of foreign ones and their theoretical rele-
vancy. Thus, those teachers who are able to read and understand them are more
advanced than those who do not have these skills.

Last but not least, the fact that all teachers are specialized in certain subjects
which they teach cannot be avoided. To find information in a specific field de-
mands a certain level of language skills and a specific range of vocabulary. As
for the previous two areas, it is also true for this one that information sources
are much more comprehensive when searching among originally English written
ones.

It is understandably incorrect to state without a doubt that only these areas cover
all possible needs and that no other can be taken into consideration. This paper
attempts to define the content and language framework that may improve and
better target lower secondary teachers’ needs for English profession-oriented use.

The above-mentioned information provides the theoretical background for an
analysis of students’ language needs and required competences. As stated at the
beginning, after making a survey of language centres in the Faculties of education,
most faculties preparing future teachers involve a foreign language as a compul-
sory subject in their curriculum.

3 English for non-linguists at the Faculty of Education, UP

The following part will attempt to describe the situation concerning English for
non-linguists in a particular faculty, this being the Faculty of Education at Palacky
University in Olomouc. This will be followed by a presentation of the idea of a re-
search project that aims at specifying students’ language and some results from
its first phase.
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All undergraduate students are obliged to choose from three foreign languages
(English, German or Russian). Approximately 80% of the students decide for En-
glish. The content of the lessons primarily covers general English with an empha-
sis on practising basic language skills. The particular topics of the basic course-
books also reflect everyday situations and are not professionally oriented. The fi-
nal test is also designed to assess knowledge of grammar, vocabulary and reading
comprehension; speaking or listening skills are not included.

As stated before in this article, a project proposal will also be presented which
may help improve and better target English courses for student needs concerning
their future professions.

4 The idea of the proposed project

The first phase is designed to determine student opinions of the language com-
petencies they may need as future lower secondary school teachers. The assumed
research method in this first phase is a standardized questionnaire (which means
it respects the standards of pedagogical research) and the descriptive statistics
in which I've attempted to summarize the data gained from the obtained infor-
mation. It aims at collecting students’ opinions on the demands of English, they
think they will have to meet in their future profession. There is a focus on their
preference for general English or English for Specific Purposes. The “kinds” of
ESP, taken into consideration, have been specified in the previous paragraphs. The
graphs are designed in Excel application and include the proportion of students’
responses to particular questions.

The second phase compares students’ opinions with the opinions and experience
of practicing teachers and answer the question: What is the difference between
the expectations of the students at the faculty of education and the experience of
practicing teachers?

The last phase is based on the previous language needs analysis and recommends
relevant study material (course book, set of handouts. etc.) which may help to
target and modify the curriculum of the English language courses for non-linguists
in order to better fulfil student needs in their future jobs.

5 Questionnaire - partial results

As mentioned above, the first phase includes a standardized questionnaire dis-
tributed among the first year students at the Faculty of Education, Palacky Uni-
versity in Olomouc. All of them prepare for the profession of future lower sec-
ondary school teachers studying various combinations of subjects excluding a for-
eign language, and all of them attend an English language course for non-linguists
as a B-subject. The respondents (in total 92) were asked to answer the items
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dealing with the analysed topic. We have chosen the items considered crucial in
this phase:

Itemn. 7

Knowledge of English language is important for my future profession as a lower sec-
ondary school teacher. Do you agree with this statement?

J

14
10 8
0

| absolutely |rather agree |don't know | rather | absolutely

agree disagree disagree
Fig. 1: Item 7 — Importance of EL

It is apparent that most students consider English an important part of their
knowledge in order to be well prepared for their future job even though they do
not teach it. Approximately of all respondents absolutely agree or rather agree
with the statement. This result is quite predictable as foreign language competen-
cies are required in all qualified professions these days.

Item.n. 12

English lessons at the faculty of education should cover ESP. Do you agree with this
statement?

Yes - No

As mentioned above, teaching English for non-linguists only deals with general
English. This item explores if students consider this model sufficient for their fu-
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Fig. 2: Item 12 — ESP in EL courses

ture profession. As seen from the graph, 50% of the respondents would appreciate
ESP within their curriculum. Even though the result is not definite in this case, it
demonstrates that not all students are completely satisfied with the content of
their lessons and that considerations should be made concerning modifying the
teaching of English in faculties of education.

Itemn. 8
Which of these statements do you agree with? Tick only one.

a) For my future profession as a lower secondary teacher I only need knowledge
of general English.

b) For my future profession as a lower secondary teacher I only need knowledge
of English for specific purposes.

c) For my future profession as a lower secondary teacher I need knowledge of
general English and English for specific purposes.

The results depicted in this graph relate to the previous one in which half of the
students state that English lessons at their Faculty of Education should cover ESP.
In this item about 48% of the respondents find knowledge of ESP an important
and useful job-related skill. Both graphs indicate that students are in their opin-
ions divided into two proportionally similar groups.
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Fig. 3: Item 8 — General English versus ESP

Itemn. 9

If you ticked B or C, which specific knowledge do you need in ESP? Tick one or more
options.

a) information technologies

b) teaching terminology in English
c) subject-specific English

d) other

This item aimed at specifying more concretely which area or areas of ESP respon-
dents regard as crucial within their EL competencies. Most students have chosen
IT as relevant followed by subject-specific English and teaching terminology in En-
glish. The predominance of IT is quite obvious since this competency is currently
necessary in all fields and it is closely related to the use of the English language.

Conclusion

After examining literary and online sources, it is obvious that language needs and
competencies for non-linguists is an area which has not been properly analysed
in available sources and literature. Due to the novelty of this issue, there seems
to be a need to carry out certain steps in order to determine its specifics and
enhance language teaching for this target group. As the results show, majority of
the respondents realize the importance of the English language no matter what
their specialization is. On the other hand, the students included in the survey do
not reach an agreement what the curriculum of English language course should
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focus on and if ESP is needed to be covered by the course, therefore they will
use the specific knowledge within their future professional duties. Nevertheless,

most respondents consider IT related ESP as the most relevant one followed by
subject-specific English and teaching terminology in English.

Fig. 4: Item 9 — ESP focus

Although the first step has been carried out, more groups need to be included in
order to obtain truly reliable results. The following tasks will include analysing
the language needs of practising teachers in order to determine where they share
the same opinions with students and where they differ with one other. Only after
this detailed analysis can one suggest or plan possible changes in teaching plans
or design material which would better satisfy the actual needs of future lower
secondary school teachers and improve their qualifications in this area.
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Reflections on UNICERT® and new accreditation
conditions at STU MTF Trnava

Gabriela Chmelikova a Ludmila Hurajova

Introduction

Current situation in the field of English for Specific Purposes at tertiary insti-
tutions is not encouraging as many universities or other tertiary institutions -
due to “financial reasons” - are closing their language centres or departments
or decreased the load of English lessons despite the quality elaborated syllabus,
remarkable experience of English language practitioners or excellent implemen-
tation of students with good study results and English language certificate -
UNIcert®.

In 2008/09 academic year a successful syllabus model of language teaching had
to be adjusted to the new situation as the Faculty Management decided that En-
glish would be the only foreign language taught at STU MTFE. That meant, all stu-
dents who studied other languages (German, French, Russian) at their secondary
schools had to start studying new language - English at the Faculty. Obviously,
the step was quite unfriendly and represented a shock for them, for those Ger-
man speaking in particular, as there are quite a lot successful German and French
companies in the region. Not only was the decision unfriendly, it also brought a lot
of extra work, e.g. the new PhD. students who studied German within their study
programme had to start to study the English language at the doctoral study (some
of them from the very beginning). It was a very unpleasant situation as many of
them were good experts in their subject-specific field, however, their obligatory
outcomes in English were not as good as they might be if they were allowed to
prepare them in German.

However, the situation gradually calmed down and the certification system of
UNIcert® represented here a great help. The STU MTF graduates practically do
not have any troubles to find a good job, we can even say that some of them
who are technologically or IT excellent are headhunted. Still, the certification of
their language competence increased the graduates’ marketability. For six years
we provided our students with the possibility to obtain a UNIcert® certificate.

But in 2015/16 academic year the situation got even worse - within the new
accreditation of Slovak universities the load of English language lessons was re-
duced by a half. This means that the total number of English lessons (within two
semesters) decreased to 52, and therefore we are no more entitled to apply for
the UNIcert® accreditation as the essential requirement for being granted it is
120 of contact lessons in the target language.
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1 Dealing with new situation

Language Department at STU MTF in Trnava is now facing difficult conditions:
how to struggle with language competence improvement within two semesters
and how to possibly bridge the gap between the obligatory English language study
at bachelor degree (in second year) and doctoral degree (second and third year)
as regarding the new accreditation the master study has no language courses
which means there is a three year gap for those students who enter the job mar-
ket or apply for PhD. study.

The EST concept taught at STU MTF was developed in the early 90s based on the
thorough needs analysis of the Faculty students’ needs, wants and lacks in English
language knowledge on one hand, and the requirements from industrial practice
on the other hand.

This concept is regularly updated regarding the ongoing discussions and feedback
reflecting the current development and innovations, therefore, the language teach-
ing goes here hand in hand with subject-specific teaching. Nevertheless, language
is also a socio-cultural phenomenon, so focus on culture is an integral part of
the EST course as well. STU MTF students regularly participate in mobility in
foreign universities, where the awareness of cultural differences and tolerance are
the prerequisites for mastering the university study abroad, and later on also for
performance in the companies with different corporate cultures.

Soft skills such as self-motivation, time management and learner autonomy, flex-
ibility, willingness to learn, self-organisation developed in the EST classes along
with the language skills can be further enhanced via involving the undergraduate
or postgraduate students into various projects and thus increase their chances in
the global job market.

This means that the STU MTF English course not only covers the necessary termi-
nology and topics according to the syllabi, the students also get familiar also with
intercultural issues and are challenged to elaborate their own projects which can
be then presented at the Faculty competition - Student Research Conference.

2 Possible solutions to the situation at STU MTF

How did we try to deal with the new situation? First, the language practition-
ers did they best to understand the subject matter related to the subject-specific
departments and asked their fellow workers to show them round their work-
places and laboratories and describe as well as explain the functions of related
equipment, basic operations and technology procedure. This visit was very useful
for both sides and confirmed us that we can refer to real facts in teaching EST.
Therefore, one of the possible solutions is to involve students, either under or
postgraduates into real interdisciplinary projects, and/or enhance the English for
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Science and Technology course by gamification and integrate more technology in
learning.

2.1 Involving students in current projects

The new possibilities can be found in enhanced interdisciplinary cooperation with
subject-specific departments. Such a cooperation can be represented by projects
in which the representatives of language teachers and specialists are involved.

A good example can be seen in the APVV project titled Student online conferences of
STU MTF (Slovakia) and University of Nis, Faculty of Electrical Engineering (Serbia) for
the purposes of specific English language and other skills development which brought
together English teachers, PhD. students and young researchers starting thus the
perspective collaboration of the students majoring in the doctoral or master IT
study programmes with similar syllabi, using English for Science and Technology
(EST) as a means of communication. Regarding the situation in several Central
European countries, such as Poland, Hungary, Germany, Croatia or Austria (per-
sonal experience due to Doctoral seminars organised by STU MTF) does not really
allow spending much money on doctoral students’ skills development whether
they are language or ICT skills. The financial sources of educational institutions
are often limited, and so the chances of the PhD students or young researchers
to attend prestigious international scientific events are limited as well. In our
current project we focus on providing them with an inexpensive platform to train
communication and conferencing skills at minimum expenses.

Besides, within the project the doctoral students can exchange their professional
knowledge and enrich their international experience before they start regular co-
operation in person. As a benefit, the involved students will improve their lan-
guage and communication skills using information technologies (computer with
an in-built web cam, data projector), strengthen their presentation skills, social
and specific technical skills. Such an experience could be also considered as a pre-
experience for student mobility. During the project course the students improve
their language and communication skills using ICT, strengthen their presentation
skills as they also chair the individual on-line meetings, they will also enhance
their social and specific technical skills which could be considered as a prereq-
uisite for possible student mobility. It is also necessary to mention that within
this project, the involved doctoral students had the real opportunity to present at
a real ESP conference in Ni§, Serbia. The other possibilities can be represented by
the dissemination of good experience of these doctoral students involved in the
project.

Our students are also involved in another KEGA project titled Development of edu-
cational application for STU MTF students to enhance the competence of their technical
English within managed/controlled self-study focused on Applied informatics and au-

128



tomation in Industry study programme which is based on preparing the materials
for self-access in English and is described below in paragraph 2.3.

The common cooperation with subject-specific departments is also represented
by common output. It comprises:

A. University textbooks: (e.g.: M. Maronek, E. Mironovova: Diploma project. Work
with the English terminology in the field of welding),

B. Assistance with translations (e.g. University textbook “Theory of Forming”, by
Assoc. Professors R. Moravéik and M. Hazlinger),

C. Translations of more than 30 scientific monographs translated by the EST
teachers.

Discussing the subject-specific issues while writing or translating the textbooks
or monographs the English practitioners get a deep insight into the specific ter-
minology and content of the subject. This common discussions are then utilised
in elaborating the common projects proposals (KEGA, APVV) or papers for related
conferences.

2.2 Looking for new approaches to English language study

Finally, one of the possibility is also to try a new way - currently the Language
Department is involved in ERASMUS+ project titled Transnational Exchange of good
CLIL practice among European Educational Institutions in which five countries are
involved. CLIL (Content and Language Integrated Learning) method could be the
way how to improve the status of the Language department at STU MTF in Trnava.

Situation on global labour market makes Higher Education Institutions interna-
tionalise education system at Universities, colleges. Foreign Languages, majorly
English, are integrated into university courses. Some world-recognized universi-
ties provide even study branches in English. Providing international university
education system is not only about the courses, the study branches taught in
English, this naturally set international environment is done also by students -
foreigners. Therefore, have a clear target what and how the English language
could be integrated into individual study programmes is a must for the nearest
few years at STU MTF as it seems to be “a vicious circle”, without the option to
study at the university/faculty in English, there will not be any increase of foreign
students. Implementing English into education at STU MTF is the priority also due
to another reason: it allows the students as well as the researchers to express
and present their ideas, proposals, designs and research results in an international
environment.

Using the results of the aforementioned ERASMUS+ project, we are planning to
map, identify the students’ needs and requirements and teachers’ preparedness
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for content and language integrated learning (CLIL) at STU MTF. In other words,
to define which and how many courses will be taught by implementing CLIL
principles. Our ESP experts are preparing a manual for teachers how to apply
CLIL into their courses and it will be spread via a web platform, which will be
used as a self-learning environment for STU MTF teachers. 13 Our ESP experts
and some subject-specific teachers within the dissemination activities of the men-
tioned ERASMUS+ project are working on a project proposal concerning cooper-
ation with universities around Europe and other continents to work on enhanc-
ing University Teacher competences for teaching in foreign languages. Working in
international teams on project issues always deploys ICT to process all project
activities. In addition, this methodology could open new horizons for the tertiary
education in the field of foreign language acquisition.

2.3 Other possibilities: game, self-learning and technology integrated learning

As aforementioned, the other possibility is represented by enhancing the EST
teaching by gamification. It is known that PC games can scaffold learning while
keeping the players involved in continued interest in the game for hours, weeks,
and even years. At the same time, students/players train their skills and build
their knowledge as long as they continue to play. Gamification is not based on
entertainment, although it uses entertaining features, it simultaneously provides
attractive learning environment and combine the concentration demanded by
challenging activities and the enjoyment which can be called as “serious play” or
“playful work”.

The English practitioners integrated gamification, self-learning, content and tech-
nology into one of the aforementioned projects while still applying a holistic ap-
proach. This project is oriented on designing and education application for STU
MTF students so that their competence in professional English could be naturally
enhanced. The idea came from three students majoring in Applied Informatics and
Automation in Industry who delivered a project at the Students Research Con-
ference - they decided to design an application for learning professional English.
By the way, they were awarded the second place in the Faculty competition of
Student Research Conference. Afterwards, an interdisciplinary team, consisting of
teachers both ESP and Informatics teachers and students, was established to help
and start sorting out the project issues. The team members aim at designing an
application which will fully support students’ self-learning for enhancing profes-
sional English competence. The project team students are supposed to design the
education application by themselves and the projects processes are meant to be
an educational environment. They are supposed to program such an application
which will integrate game features and language content in one whole while be-
ing supervised by the teachers. Within this extra-curricular learning the students
learn to:
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a) identify English content for the application using Text Mining,
b) design draft structure of the application,

c) program the structure and its basic functions,

d) distinguish entertaining game and game-based education,

e) face and overcome obstacles.

At present, the students are learning the programming language so that they
manage building the application with gaming features working in various devices.
A fully operating application should be piloted in 2017 when the pilot version will
be provided to selected STU MTF students, and the team members will get the
feedback to the application and its functions so that the necessary adjustments
or modifications could be applied before the application will be provided to all
students.

3 Language course accreditation - meeting the requirements
for quality assessment

The teachers at the Slovak universities focused on non-philological language study
(e.g. engineering, medical, economic, etc.) are trying to harmonize, unify and stan-
dardize their language study syllabi within the European context and also in
accordance with Common European Framework of reference for Languages so
that they meet also the quality requirements stated by UNIcert® LUCE (Lan-
guage Accreditation Unit for Universities of Central and Eastern Europe). Cur-
rently, UNIcert® is the only system of the kind reflecting the specific needs, objec-
tives and methodology typical of students at individual academic institutions. It is
the language programme and certification system considering higher educational
conditions and the final document in the UNIcert® system is a certificate that can
only be issued by the universities which are members of the UNIcert® Network
while respecting its regulations. The advantage is represented by the fact that this
system is open to the modifications stemming from national and/or individual dif-
ferences among universities within countries. This also means that the accredited
workplace providing second language teaching within the system is then assured
by and international accreditation committee and the students can graduate from
their language course with a credible certificate.

Our Faculty Department of Languages was successful in gaining the accredita-
tion and afterwards also n reaccreditation for the UNIcert® II and III levels in
English for engineering and examined the first students in February 2010. Alto-
gether, in six years approximately 100 students graduated either with UNIcert®
II or UNIcert® III certificates. Unfortunately, in 2015 after the new accreditation
when the load of English lessons was limited to just two semesters the Language
Department is no more eligible to apply for new accreditation. For the students
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interested in gaining a language certificate we will try to find a way how to ob-
tain it, however, obviously this will be more expensive as for many certificates
a preparatory course is required.

Conclusion

The ability to communicate in a foreign language is one of the essential compe-
tences necessary for living in EU countries and it is important not only for the
mobility, but it enhances the employability of STU MTF graduates in labour mar-
ket. To conclude, whether we admit it or not, the language education at the Slovak
technical universities is changing; it is no more understood only as a mastery
of one or two languages. Instead, the aim has become the development of such
a language register, where all the language skills find their place and meaning
(Kovacikova, 2010, p. 70).
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Excursions as an Innovative and Motivating Tool in
Teaching and Learning Foreign Languages

Maria Igazova

Introduction

Innovation seems to be one of the most discussed topics of our century, the cen-
tury when the world is facing the challenge to solve problems connected with
multiple economic, environmental and social changes. The term has its origin in
a Latin word “innovare” and means “to renew something or to introduce some-
thing new”. Many attempts have been done to define the term “innovation”, how-
ever, so far the authors have not come to agreement with a universal working
definition of the term. The term “innovation” can be defined as a change in be-
haviour, attitudes. Other authors explain the term as a progress. The authors
Green, Howells, Miles in their study on innovation in services in the EU countries
mean innovation as “a process”, in which organisations are doing something new,
i.e., introducing a new practice or process, and creating new methods of delivery
for goods and services. “Innovation is not merely synonymous product (goods or
service), or adopting a new pattern of intra-or inter-organisational relations with
‘change’. Ongoing change is a common feature within most businesses. But this
may only be described as Innovation where particular qualities are displayed”
(Green - Howells - Miles, 2001, p. 8). Other authors such as Delano, Riley, Crookes
emphasize the fact that innovation needs to be perceived as a dynamic process
and dynamic processes are needed in teaching and learning foreign languages.
Delano, Riley and Crookes’ definition considers the impact on how learning and
teaching are perceived: “An innovation in a second language teaching program is
an informed change in an underlying philosophy of language teaching/learning,
brought about by direct experience, research findings, or other means, resulting
in an adaptation of pedagogic practices such that instruction is better able to
promote language learning as it has come to be understood” (Delano, L., Riley, L.
and G. Crookes, G. p. 489).

Our paper investigates the impact of innovation in English language teaching
(ELT) especially impact of simulated environment on students’ motivation and
their performance in a classroom.

1 Innovation

The term “innovation” means to do something in a more attractive and new way.
According to Delano, L., Riley, L. and Crookes, G. it is:

e an improvement or a change;
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¢ something new;

» something that did not exist before;

« something that is new in a specific context;

¢ all of the above combined;

¢ any of the above, but only when successfully implemented.

Innovation and motivation in foreign language teaching and learning has become
a very appealing topic. At the beginning, the method of a computer aided/assisted
language learning (CALL) offered materials available on the computer such as
electronic versions of activities from books and teachers used them. New tech-
nologies have begun to change the way that English is learned in the classroom
as a lot of materials are available on the computer such as electronic versions
of various book activities. Times have changed and overhead projectors, inter-
active whiteboard, laptop computers and wireless Internet have opened up the
classroom to the outside world. A mock event or simulated environment of an
actual professional conference can create a motivating atmosphere and improve
students’ performance in classes. Excursions, power point presentations, partici-
pating in conference can break the traditional routine of classroom teaching and
are of a great educational value as in the university courses students are offered
a chance to prove and practice their communication skills and to prove what they
learn in their language classes. Excursions as motivating elements in teaching and
learning foreign languages can improve students’ performance and creativity. Cre-
ating simulated environment, organizing excursions and field trips can result in
better language competence, enhancing knowledge and gaining new impressions
and experience based on observing subjects, situations that cannot be observed at
school, university. They all - simulated environment, excursions and field trips -
are a different methodology altogether but can encourage and motivate students
in the process of learning a language. For my experiment I have opted for the
term excursion into something as a short involvement in a new activity (Cam-
bridge Advanced Lerner’s Dictionary, 2013). Students’ participation in a students’
conference is considered to be an excursion. Except for a didactic value excursions
always improve cognitive properties of students and represent a great educational
value through respecting values and standards. They improve tolerance and un-
derstanding the other people’s behaviour and improve human relations.

1.1 Excursion into a conference

According to Petlak (2004) excursions are employed in teaching and learning
processes and enhance students’ knowledge. Before I decided to find a match
between theory and practice, between learning, drilling grammatical forms and
the use of authentic language, one main problem in class was to motivate students
to talk. Except for this fact, one must admit, that most Slovak university students
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have never been asked to express their own opinion on some events or affairs.
Participation in a conference gives students opportunity to become aware of im-
portance of knowledge of foreign languages. Very often students do not realise
that the level of language skills which they reached, including fluency, correctness
of grammar, vocabulary and pronunciation is not sufficient and does not meet
criteria seen in the world of today. Before taking part in the conference students
studied and learned how to prepare a good presentation. During the conference
they had opportunity to see and hear real conference presentations. Then they
discussed presentations including the language proficiency and body language of
the presenters. When preparing and rehearsing their own presentations, students
were encouraged to utilize new findings. They were advised to focus on the topic,
on factual information, on correctness of the vocabulary and grammar and on the
correct body language.

The objectives, set for the educational process in the classroom, were to motivate
students to be active, to try to present the topic as a real presenter, to improve
the knowledge of the language, and to obtain higher degree of communication
competence.

As pointed out by many authors, students’ participation in a conference shall
improve the key competences. I decided to take my students to a conference, to
a simulated environment of an actual professional conference, so that they could
see their peers’ presentations on some specialised topics. Before the conference
was held, my group of students was instructed how to prepare a good presenta-
tion, what phrases are recommended to be used, how to control the presenter’s
body language. PowerPoint presentations and presentation skills are a good ex-
ample how to prepare students to communicate out of their educational environ-
ment. When any excursions are completed, students can exchange their opinions
on presentations and can assess the other students’ performances, they can as-
sess their peers’ presentation skills including correct use of English, ease of using
technology, body language, etc. Before the conference started, I had instructed my
students to focus their attention on the presentations as a whole, on the topic,
on the correctness of the vocabulary and on the implementation of the rules of
English grammar. Practising presentation skills can improve language levels. By
using current technology the presentations can achieve or aspire to a professional
level thereby also affecting students’ competencies in a positive manner as well
as preparing them for skills required in their respective professions or careers.
Students are often not aware of the importance of speaking a foreign language
and being viewers in a students’ conference is a good chance to prove their profi-
ciency level. An actual atmosphere in the conference should help students as the
audience, to recognise good and poor performance, to recognise the correctness
of the language, the correctness of the language morphology and syntax. Students
reaching a certain level of communication competence are often content with the
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knowledge they have gained and with their language skills, so it is difficult for
teachers to push them forward.

I have set up the objective to motivate students to be more active in their En-
glish classes. I had my students attend an actual event to see how PowerPoint
presentations work in a real environment. After that I and my students created
a mock experience. We held a mock conference in our English classes. Students
presented the topics that are enlisted in the faculty curriculum for their degree
programme. In reality, my educational activity is not a conference at all but rather
just simulation. So we simulated a conference in which following key competences
were expected to be improved:

¢ Information competence: Students learn how to find the right information they
need, can assess the information, they can communicate the information to the
others by means of information technology.

» Cognitive competence: Students can compare similarities and differences be-
tween two or more phenomena, aspects, they are open to new ideas, they learn
how to analyse, synthesise, induce, deduce, compare and generalise.

e Communication competence: Students learn how to communicate in a foreign
language, they can select and opt for the effective way of communication.

¢ Interpersonal competence: Students learn how to express their own opinion,
describe their attitudes and experience. They are trained for a teamwork, they
learn how to offer and accept advice, how to assist the others. They also learn
how to be tolerant and respectful towards the others (Bajtos 2003, Petlak
2004, Turek 2010).

In the course of my career as a university teacher I have gained experience with
teaching English for Specific Purposes (ESP). ESP requires the acquisition of highly
specialised terminology and the ability to explain formal processes as students
prepare for the high-level competence they will have to demonstrate in their cho-
sen careers. These facts encouraged me to execute the experiment with an actual
and a mock conference. I started the experiment with a group of first year uni-
versity students with mixed abilities who signed up for the programme “Public
Administration”, at the Faculty of Social Sciences, St. Cyril and Methodius Univer-
sity in Trnava. The group consists of twenty students and firstly the students
participated in a conference held by another faculty in the same city. When the
conference and also the mock conference concluded, they were presented with
a questionnaire. The results gained in the experiment have proved that taking part
in a real conference although as an audience provides a good platform for being
active in presenting specific purposes topics and being active in communication
in English. I must be careful drawing conclusions from only the data from twenty
students. Perhaps if I did this mock exercise twenty times with twenty student
each time, then I can make conclusions on data. My professional assessment from
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having taught at a university for fourteen years and through the advent of tech-
nology in the classroom students can improve their language level competencies.
I am encouraged by the results of the questionnaire to infer that students can or
will improve with this type of activity in their language courses.

2 Innovation in English for Specific Purposes

The aim of my paper is sharing my experience with other teachers of English and
illustrating how useful and motivating for students can be when they are taken
out of their educational environment. Preparation of presentations is not a new
topic, innovative may be the way of introducing the students to presentations - an
excursion into a real conference. As mentioned above, for our experiment we have
appointed a group of first-year students who have signed up for the university
bachelor programme of Public Administration. Teaching and learning English for
Specific Purpose aims at creativity, activity, presenting topics in PowerPoint pre-
sentations. According to Chmelikova “presentation skills are an inevitable part of
speaking skills. Presentation skills are particularly trained to support the scientific
paper or poster presented at the domestic or international forums” (Chmelikova,
2015, p. 30). Students in Public Administration Programme follow and discuss
curriculum-based topics in English in the bachelor course. The content of topics
cover the study programme and in the first semester English classes include gen-
eral topics such as Slovak Educational System, University Education, Interview,
Jobs and Unemployment, European Union, European Educational Programmes,
Presentations, etc. “How to make a good presentation” is usually the first topic
students and the teacher in the group deal with. In the academic year 2015/2016
there was an opportunity to participate as the audience in a students’ confer-
ence held at a faculty and only then after the students had viewed the students’
presentations in the conference, they prepared their own presentations on the
topics they opted for. The students’ performance in English classes, who took
part in a conference seemed to be improved if compared to the previous groups
of students who did not have an opportunity to participate in any conferences.
Students worked on their presentations and prepared them without the assistance
of their teacher. Only some students ask for some advice about the contents and
the organisation of their presentations.

Although the study group was only twenty students, the results of the evaluation
imply that by providing good examples of correct communication through such
an activity as a mock conference presentation can prove valuable and affect a stu-
dent’s competency level. Students are good at PowerPoint presentations; they are
technically very skillful what helps them build up their language proficiency and
confidence. It has been proven that technology plays an increasing role in the area
of ELT and in academic life in general.
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The next part of the paper is concerned with the assessment of my experiment.
Interviews with students and a questionnaire are employed as the methodology.

3 The Experiment

We started with theoretical instructions. Students learned phrases on how to be-
gin and complete a PowerPoint presentation, what phrases are used to initiate
questions asked by the audience, how to avoid answering questions at the end of
the presentation, how to agree and disagree, interrupt, ask for repetition and clari-
fication, change the subject or to emphasise it, etc. At this stage students also learn
some basics of the effect of body language. Working on the presentation, students
had to set up goals and define means to achieve the goals. After having viewed
their peers’ presentations in a conference, after presenting a topic in a simulated
environment of an actual professional conference, my students were presented
with a questionnaire. The questions focused on the impact of actual and mock
conferences. The answers to the questions are processed in Fig. 1 below. I am
encouraged by the results of the questionnaire to infer that students can improve
with this type of activity in their language courses. Preparing own presentations
can be inspirational for some teachers

Some of the questions in the questionnaire and the answers to them:

e Am I prepared for watching and preparing presentations?

¢ Participation in the conference has changed my attitude towards the English
language (language learning).

The effectiveness of my presentation has been improved.
e Every presenter (in a pair of presenters) shall be assessed, evaluated

It is necessary to say that technology is another area having a direct impact
on language learning and teaching. Except for PowerPoint presentations also
YouTube, website, Moodle, blog, e-mail, and virtual conferencing can be employed
in English learning and teaching processes. Students can be positively motivated
by employing the technology they are familiar with.

Conclusion

Deploying presentations in ESP classes has really helped encourage my students
to communicate in English and made my lessons livelier. Participating in a confer-
ence is a match between theory and practice and it seemed to be very attractive
for my students.

Information communication technology was effectively employed in the confer-
ence and in the mock event I created with my students. Students were motivated

Informativny ¢lanok / Exploratory Article 139



16

14
12
10
8
6
4
@YES
2 @ENo
OMOSTLY YES
0 OMOSTLY NOT
* Am | prepared Participation in The A for Participation in —
for watching it has changed effectiveness of everyone it has changed
presentations? my attitude my my attitude
towards the presentation towards the
English has been English
language improved language

Fig. 1: Students’ opinions
The source: author’s evaluation

to make good presentations in their own language lessons when we simulated
environment of an actual conference.

Prior to the actual conference my students were not motivated to speak and they
did not have any expectations. The presentations students could view and hear in
a real conference were a good inspiration for them. In our mock conference they
put all their effort to prepare similarly good presentations like they watched in
the conference.

Also students with weak communication competence can participate, as they can
also play their part in presentations.

Students learn how to evaluate their peers’ performance.

In the process of preparing presentations students are sometimes overwhelmed
by a lot of information due to an easy access to all the information. They sometime
feel lost in the sea of information and cannot select the relevant information. On
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the other hand some students are very brilliant in processing the topic they opt
for and they really process the topic in an interesting way, applying their own
point of view.

PowerPoint presentations included in the lessons plan can be considered useful
and motivating. Taking students out of the education environment and let their
communication competence live can support English teaching and learning.
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Vyuka cizich jazykii v procesu pripravy na pravnicka
povolani na Pravnické fakulté Univerzity Karlovy

Jana Tomasc¢inova

Uvod

Studium ciziho jazyka je nedilnou soucasti studijniho programu Pravnické fakulty
Univerzity Karlovy jiz od padesatych let dvacatého stoleti. V priibéhu let se vSak
meénila jeji obsahova koncepce, kterd odrazela zmény ve spolecnosti a z nich ply-
nouci pozadavky na vzdélavani budoucich pravniki i v jazykové oblasti.

1 Pravnicka fakulta UK

PF UK patii mezi nejstarsi vysoka uceni v Ceské republice. Je totiZz jednou ze
ctyt fakult, které tvotily dneSni Univerzitu Karlovu pii jejim zaloZeni v letech
1347/1348. Dnes s vice jak ¢tyfmi tisici studenty v magisterském a doktorském
studiu patii mezi nejvétsi pravnické Skoly v Evropé.

1.1 Studium na PF UK

Studium jediného oboru Prdvo a prdvni véda trva pét let a je mozné jej absolvo-
vat pouze jako magisterské. Vsichni posluchaci bez rozdilu musi slozit zkousky
z povinnych piredmétd, jako je Rimské prdvo, Ustavni prdvo, Obéanské pravo hmotné,
Trestni prdvo, Obchodni prdvo, Sprdvni prdvo, Pracovni prdvo, Mezindrodn{ prdvo ve-
rejné aj. Specializovat se mohou podle svych osobnich preferenci prostrednictvim
Siroké nabidky predmétl povinné volitelnych (Prdvo dusevniho vlastnictvi, Krimi-
nologie, Prdvo cennych papirt, Sprdvni trestdni aj.) a volitelnych (napf. Politicky
kontext soudni moci, Morské prdvo, Domdci ndsili, Sportovni prdvo).

Absolventi PF UK se uplatiiuji v nejriznéjsSich oborech. Nejvice jich pracuje v tra-
di¢nich pravnickych povolanich soudce, statniho zastupce, advokata, notare ¢i exe-
kutora. Uplatnéni nachazeji téZ v korporatni a akademické sféte, dalsi pracuji na
riznych pozicich ve verejné spravé a v institucich Evropské unie ¢i v jinych mezi-
narodnich organech.

1.2 Mezindrodni spoluprdce

PF UK spolupracuje s desitkami zahrani¢nich pravnickych fakult po celém svété
jak ve vyménach studenti a profesord, tak v oblasti védy a akademického badani.

V ramci programu Erasmus vyjizdi kazdoro¢né na zahranicni fakulty ptiblizné sto
padesat posluchacd, z nichz priblizné tri pétiny studuji v anglickych programech
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nejen ve Velké Britanii a Irsku, ale také v Nizozemi, ve Svédsku, Finsku, ptripadné
v jinych zemich Evropské unie, jedna pétina voli studijni programy v némcing, a to
jak v Némecku, tak v jinych zemich (Lucembursko, Svycarsko). Zbyvajici pétina
sméfuje na rizné evropské univerzity. Dvacitka posluchacii studuje programy ve
francouzstiné ve Francii, Lucembursku a §vycarsku, desitka studentli odjizdi do
Spanélska, tti az $est posluchact studuje v Italii.

V ramci meziuniverzitnich dohod kazdoroc¢né desitka posluchaci studuje v Kana-
dé, Australii, USA, Ciné ¢i v Japonsku.

Posluchaci se rovnéz ucastni riznych mezinarodnich soutézi, napt. simulovaného
soudniho Fizenf Moot Court. (Kuklik & Damohorsky, 2008, s. 65-67, 88-89)

2 Vyuka ciziho jazyka jako soucast studijniho programu:
retrospektiva

Povinna vyuka ciziho jazyka byla zavedena do studijnich pland PF UK od akade-
mického roku 1950/1951. Z politickych diivodd se samozirejmé jednalo o vyuku
rustiny, ktera predstavovala nedilnou soucast studijniho programu az do listopadu
1989. V akademickém roce 1956/1957 byla zavedena povinna dvousemestralni
vyuka dalSiho ciziho jazyka, kdy posluchaci mohli volit mezi angli¢tinou, némcinou
a francouzstinou. V padesatych letech byla povinnym predmétem latina, ktera vSak
v poloviné let Sedesatych byla presunuta mezi predméty nepovinné.

Udalosti listopadu 1989 mély vliv nejen na spole¢enské uspotradani v Ceskosloven-
sku, ale také na obsahovou koncepci vyuky jazyka na PF UK. Doslo k redukcipoctu
povinnych cizich jazyki ze dvou, tj. rustina a neslovansky jazyk, na jeden. Rozsifila
se vsak doba studia ze dvou semestri na Ctyri. Posluchaci mohli volit mezi ang-
lictinou, némcinou, francouzstinou, rustinou a Spanélstinou, pozdéji téz italStinou.
Dale se upustilo od vyuky bézného jazyka a studijni program je az na vyjimky
orientovan pouze na odborny pravni jazyk.

Ptred rokem 1990 byla soucasti prijimaciho tizeni na PF UK pisemna zkou$ka
z rustiny. Po roce 1990 si uchazeci mohli zvolit jeden z péti nejcastéji vyucovanych
jazykl na stiednich $kolach v Ceské republice (angli¢tina, néméina, francouzstina,
rustina, Spanélstina) a absolvovat pisemny test, jehoZ Uspésné zvladnuti tvorilo
priblizné 15-18 % celkového bodového zisku uchazece.

0d roku 1999 doslo k podstatnym organizacnim i obsahovym zménam v prijima-
cim tizeni a zkouska z ciziho jazyka jiz neni soucasti testovani uchazect o studi-
um. Fakulta si v§ak uvédomuje, Ze znalost ciziho jazyka je pro budouciho pravnika
nezbytnd a oceniuje uchazece, kteti predlozi mezinarodni certifikat ¢i vysvédce-
ni o vSeobecné statni jazykové zkousce, udélenim bonifikace 5 bodi za kazdy
certifikat, pricemz je mozné predlozit maximalné dvé standardizovana osvédceni
z ruznych jazyku, které se na fakulté vyucuji. (Chrom4, 2008, s. 57-59)
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3 Vyuka cizich jazykti na PF UK: soucasnost

Jak jiz bylo diive reCeno, vyuka se zaméiuje predevsim na odborny jazyk. Oproti
obesli bez sluzeb tlumoc¢niki a prekladatelti a byli schopni vést jednani sami, pfi-
padné poZadované listiny sami sepsat v prisluSném jazyce. Dale se po nich zada
schopnost velmi dobré orientace v pravnich systémech danych zemi.

Studijni rdmec vyuky pravnich cizich jazykd na PF UK je od akademického rolu
2010/2011 dan jeji novou akreditaci. Jak jiz bylo uvedeno, magistersky studijni
program rozeznava pro Ucely studijniho planu povinné predméty spolecného za-
kladu, pfredméty povinné volitelné a predméty volitelné.

3.1 Odborny cizi jazyk jako povinny predmét spolecného zdkladu magisterského
programu

Predmétem spolecného zakladu je tzv. Cizi jazyk, coz je souhrnné oznaceni pro
pravni anglictinu, némcinu, francouzstinu, Spanélstinu, italstinu a rustinu. Poslu-
chaci si musi povinné zvolit jeden z téchto jazykd, jehoZ vyuka trva ¢tyfi semestry
(priblizné 104 vyukovych hodin) a je orientovdna vylu¢né na rozvoj odbornych
receptivnich a produktivnich dovednosti v pravni komunikaci.

Vyuka pravniho ciziho jazyka zacina az ve druhém roc¢niku, kdy se posluchacdi jiz
seznamili s obecnou teorii prava a s fimskym pravem, které slouzi predevsim jako
pruprava ke studiu soukromopravnich disciplin. V té dobé rovnéz studuji jednot-
livé obory platného prava, a je tak mozné na tyto poznatky ve vyuce jazyka od-
kazovat, nebot’ posluchaci jsou jiz schopni komparativniho pohledu na obsahovou
stranku véci.

Ucebnice, pripadné jiné studijni materidly, jsou tematicky koncipovany tak, aby
se posluchaci méli mozZnost seznamit s jazykovou problematikou zakladnich prav-
nich odvétvi tak, jak se s nimi postupné seznamuji v ramci studia platného prava.
V prvnich dvou semestrech je vénovana pozornost Ustavnimu pravu, organizaci
soudnictvi, obanskému pravu hmotnému a procesnimu, v nasledujicich dvou se-
mestrech se vyuka tyka prava obchodniho, trestniho, finan¢niho, spravniho, mezi-
narodniho a prava Evropské unie. VSechny studijni materialy vychazeji z autentic-
kych pravnich textd. Jsou zde zastoupeny texty doktrinalni, které popisuji danou
pravni matérii, texty normativni (zadkony, narizeni), judikaty (soudni rozhodnuti),
smlouvy a jiné typy pravnich pisemnosti. Na né navazuji sady cviceni, jejichz cilem
je rozvoj receptivnich a produktivnich fe¢ovych dovednosti.

3.2 Povinné volitelné predméty

Kromé jednoho tzv. povinného jazyka si mohou posluchaci volit dal$i povinné voli-
telné Ci volitelné predmeéty. Katedra jazykd nabizi Siroké spektrum predméti riz-
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ného tematického zaméreni. JelikoZ omezeny prostor tohoto prispévku neumoz-
nuje jejich vycet, zminim zde jen nékteré.

Posluchaci maji moznost absolvovat vyuku tzv. dalsiho ciziho jazyka, jehoz obsah
i Casova dotace je shodna s vyukou prislusného jazyka jakoZto predmétu spo-
le¢ného zdkladu. Nutno poznamenat, Ze mnozi studenti absolvuji tento zakladni
program dokonce ve ttfech jazycich.

Kromé téchto predmétli Sirokého tematického obsahu si posluchac¢i mohou volit
téz predméty specializované. Zminme dvousemestralni Prdvnickou francouzstinu
v ekonomickém kontextu ¢i predmét Libre circulation I all, kde se rodila mluvci
a pravnicka v jedné osobé vénuje riznym pravnim aspektim volného pohybu
osob, zbozi a sluzeb v ramci Evropské unie. Zajem anglicky mluvicich posluchact
o pravné-ekonomické otazky uspokojuji dvousemestralni predméty Prdvnickd an-
glictina v ekonomickém kontextu a navazujici Legal English for Commercial Practice
lall

Pokrocilym studentlim Spanélstiny je urcen piredmét Espaol prdctico I a II. Prvni
semestr je vénovan pisemnému projevu v pravni a akademické praxi, druhy se-
mestr je prekladatelsky seminar.

Na Katedre téZ plsobi némecky pravnik, v jehoZ seminarich se posluchaci sezna-
muji se zaklady némeckého prava. Na ctyrsemestralni vyuku Zdkladii némeckého
prdva (Grundlagen des deutschen Rechts) navazuje specializovany seminar k pro-
blematice némeckého obcanského procesu (Der deutsche Zivilprozess). Pozornost je
vénovana téz némciné jakozto jazyku vyznamného clenského statu Evropské unie,
a to v rdmci seminaie zaméreného na pripadové studie podle prava EU (Fallrepe-
titorium Europarecht).

Nezapomina se ani na jazyky mrtvé. Katedra jazykt, védoma si dlouholeté tradice
tohoto predmétu a jeho vyznamu pro studium fimského a kanonického prava,
zajistuje ctyrsemestralni vyuku Latiny pro prdvniky.

Budouci pravnici budou komunikovat nejen v cizim jazyce, ale pfedevsim v jazy-
ce Ceském. Kultivaci vyjadrovacich schopnosti v matefském jazyce jsou vénovany
predméty Cestina v odborné komunikaci, Praktika z Ceského jazyka a Praktickd sty-
listika.

Teoretické lingvisticko-pravni problémy pak tesi predmét Lingvistika a prdvo. Zde
se posluchaci seznamuji se vztahy statnich Gtvard a jejich Grednich jazyki v pri-
béhu historie, s postavenim mens$inovych jazyk(, tlohou jazyka v legislativni praxi
a s forenzni lingvistikou (lingvistické metody v kriminalistice).
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3.3 Lawyering Skills Module

Nejvétsi zajem ze strany posluchaci je pochopitelné o anglictinu, kterou si zapisu-
je kolem 85 % vSech posluchact v ro¢niku, tedy vice nez Sest set studentti. Situace
na pracovnim trhu vsak ukazuje, Ze pouze vyborna znalost anglictiny jiZ nestaci
ve vyznamné obchodni spolecnosti tak, jak tomu bylo diive. Pfipadni zaméstnava-
telé totiz znalost anglictiny predpokladaji a diraz kladou predevsim na odborné
dovednosti.

Ukolem Katedry jazyki je tedy posluchace na tuto nelehkou situaci pfipravit nejen
po strance jazykové, ale téz po strance praktickych odbornych dovednosti tak, aby
v ostrém konkuren¢nim boji panujicim v dané oblasti obstali co nejlépe. Zde je
nutno si uvédomit, Ze nasi absolventi nebudou vstupovat do soutéze o lukrativni
pracovni mista jen s absolventy Ceskych pravnickych fakult, ale téZ s anglicky
hovoricimi pravniky jak z jinych evropskych zemi, tak z USA, Kanady ¢i Austra-
lie, nebot i pro né je dnes prace v prazskych sidlech mezindrodnich advokatnich
kancelari, konzultantskych ¢i obchodnich spole¢nosti velmi atraktivni.

V souvislosti s pripravou nové akreditace magisterského studijniho programu se
v roce 2010 zacal tvorit systém modull pro vyssi ro¢niky tak, aby si studenti moh-
li volit predméty podle svého predpokladaného budouciho zaméreni. Absolvovani
ptislusného modulu je pak uvedeno v dodatku k diplomu. Pro ilustraci zmifime
napt. modul dstavné-pravni, pravné-teoreticky, historicko-pravni, modul finan¢né-
-pravni fiskalni ¢i financné-pravni nefiskalni. Anglicka sekce Katedry jazykd vy-
tvorila Lawyering Skills Module, ktery obsahuje tyto povinné volitelné predmeéty
vyucované v anglictiné:

. Essentials of Legal Writing

. Legal Writing - Basic of Business Transactions

. Legal Reasoning: First Amendment Case Law

. Legal Argumentation and Debate: First Amendment Issues in Context

. Anatomy of a Business Transaction — Negotiation Skills

. Equity and Trusts

. Presentation Skills for Lawyers

. Translating Czech Civil Law into English

O© 00 N O U1 o W N =

. Translating Czech Criminal Law into English

Vyuku zajistuji jednak ucitelé Katedry jazykd, z nichZ dva jsou rodili mluvéi s prav-
nim vzdélanim, jednak externi spolupracovnici z praxe. Predevsim jsou to partneri
pravnické kancelare White and Case.
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3.4 Volitelné predméty

V ramci systému volitelnych predméti s niz$im kreditnim ohodnocenim Katedra
zajistuje predevsim vyuku obecného jazyka, kterd slouzi jako priprava na dalsi
studium odborného jazyka. Spanélstina se uéi ve ¢tyfech riznych drovnich od
zacCatecnikd azZ po pokrocilé. ItalStina je vyucovana pro zacatecniky a stiedné po-
krocilé. Posluchaci, ktefi chtéji napravit jisté nedostatky ve francouzstiné, mohou
navstévovat dvousemestralni predmét Repetitorium francouzské gramatiky v odbor-
nych textech.

Katedra si je rovnéz védoma rostouci tlohy Ciny na mezinarodnim poli, a proto

zajistuje vyuku ¢&instiny, zatim jen v podobé dvousemestralniho zakladniho kurzu.

Mezi volitelné predméty patii prevazné z organizacnich ddvodi dva predméty
pravnélingvistického zaméreni. Je to Einfiihrung in den juristischen Stil, vénovany
stylistickym zvla$tnostem némeckych pravnich textd, a Cetba latinskych textii, ktera
je pripravou ke studiu jak dél klasickych rimskych pravnikd, tak pravniki stiedo-
vékych. Pozornost je téZ vénovana textiim kanonického prava, nebot se posluchaci
seznamuji s Kodexem kanonického prava z roku 1917 a 1983 a s Kodexem kanont
vychodnich cirkvi z roku 1990.

4 Cizi jazyky v postgradualnim programu

V ramci postgradualniho studia vyuka jazykl probiha formou individualnich kon-
zultaci. Doktorandi povinné skladaji zkousku ze dvou cizich jazykl na fakulté vy-
ucovanych, a to dle vlastni volby. Pfedmétem zkousky je pohovor o problematice
dizertacni prace a o tématu zvoleného souvisejiciho textu s minimalnim rozsahem
100 stran. Doktorand musi téZ prokazat schopnost komparativniho a kontrastivni-
ho pfistupu ke studiu dané problematiky. Podminkou pripusténi k dstni zkousce
je proto predloZeni diferen¢niho heslate, ktery obsahuje minimalné 200 termino-
logickych spojeni a jejich preklad do Cestiny, pripadné téz jejich vyklad, nema-li
dané spojeni adekvatni ekvivalent.

5 Cizi jazyKky v ramci specializovanych kurzii celozivotniho
vzdélavani - JURIDIKUM

Absolventi mohou dale rozvijet své jazykové schopnosti v ramci specializovanych
kurzl celozivotniho vzdélavani, na kterych se téz podili Katedra jazykd.

vy

Mezi pravniky se samozrejmé nejvétsi pozornosti tési anglictina. Zajemclim o pi-
semnou formu komunikace je urcen kurz Essentials of Legal Writing (24 vyuco-
vacich hodin). Pravnici se stfedni znalosti anglictiny, ktefi se chtéji predevsim
Jrozmluvit“ v rdmci odborné komunikace, maji k dispozici intenzivni kurz prdvnické
anglictiny pro mirné pokrocilé (48 vyucovacich hodin). Naopak pro zijemce s po-
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krocilou znalosti anglictiny je poradan intenzivni pripravny kurz pro International
Legal English Certificate v rozsahu 60 vyucovacich hodin.

Pravnici, ktefi v praxi ¢i ve svém dal$im studiu pouZivaji cizi jazyk, téz navstévuji
jazykové kurzy, které jsou primarné urceny zajemciim bez pravniho vzdélani. Nej-
oblibenéjsim z nich je celoro¢ni Dopliikové studium pro prekladatele prdvnich texti,
kde jsou praktické seminaie vénovany kromé anglictiny téZ némciné, francouzsti-
né a rustiné.

Zavér

Fakulta usiluje o pripravu posluchaci jak na ucast v mezinarodnim akademickém
Zivoté, tak na uspésnou profesionalni kariéru na poli praktické aplikace prava.
Proto je podporovana nejen vyuka angli¢tiny a némciny, vyznamnych mezinarod-
nich dorozumivacich jazyku, ale téz francouzstiny, Spanélstiny, rustiny a italStiny.
Vysoky zajem o studium pravnich jazyki z rad studentd a absolventt je dliikazem,
ze takto koncipovana vyuka ma své opodstatnéni. Nezbyva nez si prat, aby tento
trend pretrval i v budoucnosti.
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Hodnotenie tvorivosti ucitela cudzich jazykov

Zdenka Uherova

Uvod

Aj napriek rozpracovaniu metod veducich k aktivite a tvorivosti a aj napriek zdo-
razilovaniu potreby tvorivejSej prace v naSich Skoladch, musime konS$tatovat, zZe
eSte stile je prevladdajici takzvany tradi¢ny ¢i klasicky styl riadenia vychovno-
-vzdelavacieho procesu (Petldk 2000). Pre tradi¢né vyucovanie cudzich jazykov
bolo typické memorovanie, kedy sa Studenti ucili predovSetkym naspamat bez
adekvatnych pamaitovych podpdr poskytovanych vsetkymi zmyslami, kde ucitel
vyzadoval doslovné opakovanie textov z ucebnice a nie vlastna reprodukciu, ¢o de-
formovalo stratégie ucenia (Lojova, Vickova 2011). Brodiianskd, Kozelova (2014)
poukazuji na sucasné trendy vo vzdeldvani, ktoré vo vyucovacom procese vy-
zaduju vyuzivanie aktivizujucich metdd a foriem, ktoré Studenta zaujmu a vedu
k efektivnejSiemu pochopeniu a zapaméitaniu uciva. Vyznamnu rolu pritom zo-
hrava nielen permanentnd priprava Studentov na predmet, ale i osobnost ucitela
a jeho pristup k vyucovaciemu procesu. Je v kompetencii vyucujuceho, ¢i a do akej
miery je ochotny vzdat sa tradi¢nych met6d a postupov. Zelina (2000) uvadza, Ze
vykonnost' a sucasne aj pozitivne prezivanie Studentov v procese edukacie pod-
mienuju city, motivacia a tvorivost.

Existuju viaceré definicie tvorivosti (LokSova, Loksa 1996, Petldk, Komora 2003)
na zaklade ktorych mozZeme povedat, Ze tvorivost je produkovanie novych a pri-
jatelnych rieseni, ndpadov a ¢inov, podlieha vplyvom prostredia, a to hlavne cie-
lavedomym vychovnym vplyvom, moZe sa prejavit v kazdej ¢innosti ¢loveka a da
sa rozvijat, ovplyvnit, posilnit a cvicit. Tvorivosti sa mozno ucit, ¢o plati aj pre
samotnych ucitelov.

1 Tvorivost vo vyucovani

Tvorivost sa moze ucinne rozvijat v tvorivom vyucovani, ktoré podla LoksSovej,
Loksu (2001) predstavuje komplex interakcii tvorivych ¢innosti ucitela, Studenta
a okolia skoly, realizovanych v eduka¢nom procese s cielom kreativizacie obsa-
hu ucdiva, s vyuzitim tvorivych didaktickych prostriedkov a tvorivych metodicko-
-organizacnych foriem a stratégii vyucby.

Szobiova (2004) odporuca ucitelom, aby uprednostnili také dlohy, ktoré Studen-
tom umoznia volnejSie narabat’ s osvojenymi poznatkami, vyuzivat ich v novych
kontextoch a pri rieSeni novych problémov. Uc¢ebné tlohy maji Studentov moti-
vovat a mali by obsahovat’ aj formativne prvky podnecujiice hodnotiace a tvorivé
myslenie.
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Tvorivost sa rozvija zdmernym navodzovanim tvorivej aktivity Studentov pro-
strednictvom tvorivych situacii, aloh tvorivého charakteru a rieSenim problémov
(Jurcova, In Klindova 1990). Optimalne je, ked ucitel' zvoli také tlohy, ktoré su
stimulujuce, podnecuju k ¢innosti a ktorych riesenie je dosiahnutelné.

Zakladnou metédou tvorivosti je podla Zelinu (2011) tvorba tvorivych tuloh. RieSe-
nie tychto dloh rozvija u Studenta samostatnost, nezavislost, vnitorni motivaciu
a aktivitu, ¢o vedie k vacSej zodpovednosti za svoje rozhodnutia. Rozvijanim tvori-
vosti prevlada postupne u Studentov motivacia vykonu a dspechu nad motivaciou
vyhnutia sa nedspechu. Aby tiloha mohla viest k tvorivosti, je potrebné vnasat do
ucenia moment prekvapenia, vyvolavat’ pochybnosti, vytvarat kognitivnu neistotu
(problém, ktory méze mat viacero rieSeni, divergentné dlohy), zadavat narocné,
na prvy pohlad takmer nezvladnutelné ulohy, individualizovat ulohy, nastolovat
rozporné tvrdenia, dramatizovat podanie uloh.

Ako konstatuje Jurcova (In Klindova a kol., 1990) tvoriva uloha (problém, otazka,
situacia) sa vyznacuje tym, Ze je pre rieSitela nova, neznama, obsahuje prvky ne-
jasnosti, neurcitosti, a pod. Rozvoj tvorivosti vyzaduje teda vo vyucovani tvorbu
a aplikaciu takych uloh, ktoré umoZznia Studentovi osvojené poznatky vyuZivat
v novych kontextoch a pri rieSeni novych, neznamych problémov. M6Zeme pove-
dat, Ze stimulujuici vplyv na tvorivost ma kazda ¢innost, ktora podporuje hladanie
a vyjadrovanie réznych nazorov a riesSeni.

Existuje viacero metdd, ktoré sa vyuzivaju pri rozvijani tvorivosti vo vyucovani.
Jedna sa napr. o metédu problémového vykladu, met6du brainstormingu, metédu
diferencovanych uloh, aktivizujice tvorivé metédy, situacni metédu (pripadovu
$tudiu), inscenacnt met6du, simulacni metddu, didaktické hry, dramatizaciu, vy-
skumné metddy, metédu objavovania a riadeného objavovania, projektovi metédu
(projektovanie) a iné.

Podla Hlavsu (1975, In Szobiova 2004) sa pri rozvijani tvorivosti uplatiiuju tiez
komunikaéné metédy, dialég a diskusia, inscenované rieSenie problémov (hranie
rolf), supis vlastnosti predmetu, analyza problému (formulacia, objavenie problé-
mu), morfologicka analyza (dimenzie problému a ich vztahy), otazkové metody,
metdda pre a proti a iné.

LoksSova, Loksa (2001) vyzdvihuju pri rozvijani tvorivosti najma vyuZzivanie he-
uristickych metdd, foriem a prostriedkov. Podstatou heuristickych metéd je sa-
mostatné objavovanie nezndmych skutocnosti. Pri uvedenej metéde moéZe ucitel
vyuzivat' r6zne heuristiky (vSeobecné postupy, navody), ktoré umoznia Studentom
lepsie pochopit sled krokov pri rieSeni problémov.

Vyucovacie hodiny, na ktorych ucitel pouziva stile rovnaké metédy, postupuje
schematicky, kde sa jednotlivé ¢innosti opakuji v nezmenenom poradi a neprispo-
sobuju sa situdcii v triede alebo zaujmu Studentov o dand ¢innost, sd pre Studen-
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tov malo efektivne. Podobny nazor prezentuju Lojova, Vickova (2011), ktoré v su-
vislosti s vyuc¢ovanim cudzieho jazyka nabadaju ucitelov k striedaniu réznorodych
aktivit vo vyucovani, aby si Studenti vytvarali vlastné asociacie a tym ,doladovali”
a upeviiovali naucené ¢o najefektivnejSim spésobom.

2 Tvoriva osobnost ucitela

Solarova (1996) sa domnieva, Ze miera ucitelovej tvorivosti je dana osobnostou
ucitela, jeho vlastnostami, vedomostami, skisenostami a potrebou tvorivosti. Tvo-
rivost ucitela ovplyviiujui vnitorné (osobnost ucitela) a vonkajsie (klima, material-
ne zabezpecenie, organiza¢né formy) podmienky. Ucitel, ktory chce byt vo vyuco-
vacom procese tvorivy ma mat osobné i profesionalne vlastnosti, ktoré ho k tvo-
rivosti provokuju. Turek (2010) zddraznuje, Ze pri rozvijani tvorivosti je dolezité,
aby samotni ucitelia boli tvorivi, v opacnom pripade totiz tvorivi Studenti nemaju
moznost' realizovat' svoje schopnosti a kvalita ich vysledkov sa znizuje. Tvorivy
ucitel' vie vyuZit skdsenosti, zaZitky, nazory Studentov, vie vyuZzivat medzipred-
metové vztahy, demonstraciu.

Petlak (2014) nabada ucitelov, aby si kladli nasledujice otazky a hladali zodpove-
dajuce rieSenia:

¢ Ako najlepsie vyjst v ustrety potrebam Studentov?

« Co robit v uréitej didaktickej situdcii, ako povzbudzovat $tudentov aby boli
aktivni?

e Ako zvySit emociondlny charakter klimy pracujicej skupiny alebo triedy?
e Aka didakticka C¢innost zvySuje alebo potvrdzuje Studentovi zmysel ovladania
tej-ktorej kompetencie?

Osobnostné rysy ucitela, ktoré sa uplatiiuju v pedagogickom procese, ovplyviiuju
priebeh a vysledky vyucovacieho procesu. Bajtos (2013) tvrdi, Ze tvorivost patri
medzi najdolezitejSie zlozky profesijnej vybavenosti ucitela. Tiez LokSova, Loksa
(2001) poukazuju na osobnost ucitela, ktory ma poznat nielen tedriu a metodiku
rozvijania tvorivosti Studentov, ale ma byt aj sam tvorivym. Tvorivi osobnost
ucitela charakterizuju predovsSetkym: humanistickd orientadcia, inovacnad vyucba
a tvorivé sebareflektivne a socidlno-komunikativne zrucnosti.

Podla Dargovej (2001) by sa tvorivy ¢lovek mal vyznacovat:

e citlivostou na problémy (senzitivitou): vSimnut si, postrehnut problém,
e fluenciou (plynulostou): pohotovo, rychlo produkovat co najviac napadov
(mysSlienok a pod.),

o flexibilitou (pruznostou): vytvarat rézne riesenia, rozlicné pohlady ¢i pristupy
k rieSeniu,
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e originalitou: produkovat’ nové myslienky, rieSenia, ktoré si nezvycajné a prek-
vapivé,

¢ elaboraciou: vypracovat' detaily rieSeni, celok s podrobnostami skompletizovat,

e redefinovanim (restrukturdciou): zmenit funkciu objektu alebo jeho casti.

Solarova (1996) si mysli, Ze ucitel by mal byt aktivny, mal by rad vykonavat
svoju pracu, mal by vediet ,riskovat® nové vyukové postupy. Mozno teda povedat,
Ze ucitel, ktory chce Studentov pre svoj predmet ,zapalit“, musi aj sdm ,horiet™*
Tvorivy ucitel objavuje novy, netradi¢ny sposob vyucby k dosiahnutiu vychovno-
-vzdelavacich cielow.

K tvorivej praci ucitela su potrebné urcité skisenosti, ale na druhej strane aj prilis
vela skisenosti mdze viest k potlaceniu pedagogickej tvorivosti, pokial’ je nahra-
dend rutinou. Proces uplatiiovania pedagogickej tvorivosti by nemal byt nikdy
ukoncéeny, mal by sa s vekom rozvijat (Solarova 1996).

Krivka tvorivosti sa pocas Zivota meni, je to individualna zaleZzitost' kazdého clove-
ka. Aj v profesii ucitela méZeme niekedy badat pokles tvorivosti, ktory je zaprici-
neny unavou, nadmernym pracovnym zataZenim, nedostatonym ocenenim prace
ucitela zo strany nadriadenych, ale aj Studentov, tendenciou nemenit zabehané
postupy, pohodlnostou, nizkym finan¢nym ohodnotenim a pod.

Podla Kosovej (2000, In Dargova 2001) by ucitel mal disponovat urcitymi kom-
petenciami, ktoré sa tykaju tvorivosti. Tvorivé kompetencie ucitela mozno rozdelit
na intrapersonalne a interpersondlne (vykonovo-operativne, kognitivne, socialne,
emocionalne, axiologizacné, tvorivé).

Svec (1997) uvadza nazory vysokoskolskych uéitelov, ktori sa zhodujii v tom, Ze
ku kompetencidm, ktoré su Ziaduce u buducich ucitelov patri mimo inych:

¢ schopnost motivovat Studentov napr. prostrednictvom humoru, hry, priatelskej
atmosféry,

¢ schopnost’ a zrucnost aktivizovat Studentov,
« viac akcentovat individualne moznosti a potreby i zaujmy Studentov,
 zvysit podiel tvorivej prace Studentov vo vSetkych formach vyucby.
Ako konstatujui Petldk a Komora (2003) otazkam tvorivosti je potrebné venovat

vacsiu pozornost na vsetkych stupnoch a druhoch s$kol. Tvorivost by sa mala stat
samozrejmou sucastou prace ucitelov a nasledne aj Studentow.

Linhart (In Solarova 1996) zdoraziiuje, Ze tvorivy ucitel' si musi vzdy Kklast' 5 ota-
zok:

o Co udit?
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¢ Kedy ucit?

e Ako ucit?

¢ Ako kontrolovat vysledky ucenia?

¢ Ako ucenim rozvijat osobnost Studenta?
Ucitel a Student sa navzajom ovplyviiuju, existuje medzi nimi vzajomna interakcia,
preto tvorivy ucitel moZe vo zvySenej miere ovplyviovat a podporovat tvorivost
svojich studentov.

Styl prace medzi ucitelmi, ktori podporuji tvorivost a ucite/mi nepodporujticimi
tvorivost porovnavaju Zelina, Zelinova (1990, In Turek 2010).

Tab. 1: Ucitel podporujici a nepodporujtci tvorivost

Uiitel podporuijci tvorivost Utitel nepodporujuci tvorivost

sustreduje sa na uéenie, udi, ako sa udit, sustreduje sa na prezentovanie faktov, informacii,

pomaha Studentom, aby boli samostatni, aktivni, sam rozhoduje, ¢o Studenti potrebuju, predpisuje

uéi ich hladat a vyuzivat informécie, im knihy, odkial sa to naucia,

podporuje aktivitu, zodpovednost, skima iba predpokladd, ¢o Studenti potrebuju, bez

motivaciu Studentoyv, skimania ich motivacie

ocakdva, Ze Student sa nauci experimentovat, ocakava, Ze sa Studenti nau¢ia memorovat

objavovat, klast otazky, riesit problémy, a odpovedat na otazky,

sustreduje sa na tvorivy proces riesenia problémov | sustreduje sa na ulohy z u¢ebnice a problémy

s mnohymi rieSeniami, s jednym spravnym rieSenim,

ucitel vystupuje ako poradca a organizator, ucitel vystupuje ako neomylny expert, autorita,

preferuje ucivo zaloZené na potrebach a zaujmoch preferuje ucivo zaloZené na potrebach

Studentov imaginarneho vieveda,

vyZaduje od Studentov, aby hodnotili svoj pokrok ucitel sam posudzuje, hodnoti vykony studentov

v ¢innosti, uceni, a vietko, o sa deje,

sustreduje sa na pomoc studentom, na spolupracu sustreduje sa na skusanie, disciplinu, ovladanie

pri rieSeni, hladani, objavovani, predpisaného uciva,

preferuje otvorenu komunikaciu, preferuje jednosmernu komunikaciu,
ucitel-student,

podporuje myslenie, napady, kritiku, aby studenti ucitel rozhoduje sam, nepodporuje kritiku ani

robili rozhodnutia samostatne, napady Studentov,

podporuje neformalne vztahy, spontannost, kladie d6raz na formalne vztahy a kontrolu,

vytvara atmosféru dovery, otvorenosti, sustredenia | vytvara atmosféru nedodvery.
sa na pracu.

3 Hodnotenie tvorivosti ucitelov

Na zadklade uvedeného ndas zaujimali vyjadrenia vysokoskolskych Studentov, pro-
strednictvom ktorych sme chceli zistit, ¢i ucitelia cudzich jazykov podla ich na-
zoru podporuju alebo naopak nepodporuji rozvijanie tvorivosti vo vyucovani. Pri
vybere respondentov sme uplatnili ndhodny vyber, oslovili sme 82 Studentov nefi-
lologickych odborov PreSovskej univerzity v PreSove navstevujucich prvy a druhy
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ro¢nik bakalarskej formy Studia, ktori si vybrali anglicky, nemecky alebo francuz-
sky jazyk ako povinne volitelny alebo volitelny predmet. Vysledky sme ziskali na
zaklade samostatne zostaveného dotaznika, ktory obsahoval 7 poloziek, pricom
u kazdej z nich si respondent mohol vybrat jednu z troch pontikanych moznosti.
Ziskané vysledky sme vyhodnotili metéddou aritmetického priemeru a pre lepSiu
prehladnost’ ich uvadzame v tabul'kach.

Tab. 2: Rozhodovanie ucitelov o ziskavani informdcii

Pre ucitelov, ktori ma ucia, je vo velkej miere typické: (n) (%)

a) ucia studentov hladat a vyuzivat informécie, podporuju ich samostatnost 29 35,36
b) neviem posudit 5 6,10
c) rozhoduju, ¢o studenti potrebuju, predpisuju im, odkial sa to maju naucit 48 58,54
Spolu: 82 100,00

Viac ako tretina Studentov (35,36 %) si mysli, Ze ucitelia ucia Studentov hladat
a vyuzivat informacie a podporuju ich samostatnost. No az skoro 59 % respon-
dentov konStatuje, Ze ucitelia sami rozhoduju, ¢o Studenti potrebuju, a Ze im pred-
pisuju ucebnice a materidl odkial sa maji dané ucivo naucit. Priblizne 6 % res-
pondentov sa jednoznacne nevyjadrilo (tab. 1). Harajova (2008) sa domnieva, Ze
ucitel' cudzieho jazyka by mal mat poznatky o vyuzivani multimedidlnych techno-
16gii vo vyucovani a podporovat v tejto ¢innosti aj svojich Studentov. Informacné
a komunikac¢né technolégie st vdacnym nastrojom na spestrenie jazykového vzde-
lavania, si zdrojom na vyhladavanie potrebnych informacii.

Tab. 3: Ocakdvania ucitelov

Pre ucditelov, ktori ma udia, je vo velkej miere typické: (n) (%)
a) oakavaju, Ze Student sa nauci experimentovat, objavovat, klast otazky, riesit 34 41,46
problémy

b) neviem posudit 10 12,2
c) o¢akavaju, Ze student sa nau¢i memorovat a odpovedat na otazky 38 46,34
Spolu: 82 100,00

Podla nazoru 46,34 % respondentov ucitelia o¢akavaju, ze Studenti sa naucia me-
morovat a odpovedat na otazky, namiesto toho, aby sa naucili experimentovat,
objavovat, klast otazky a riesit problémy, ¢o si mysli niZSie percento responden-
tov (41,46 %). 12,2 % Studentov sa nevedelo k danej otazke jednoznacne vyjadrit
(tab. 2). Niektori Studenti niekedy nevedia klast otazky, nevedia ich spravne sfor-
mulovat, ¢o moZe byt zapri¢inené nezdujmom o dané ucivo, nizkym sebahodno-
tenim alebo nizkou asertivitou. U¢itelia by mali stimulovat’ Studentov k tomu, aby
kladli otazky napr. tym, Ze si napiSu otazky na listky, otazky moze sformulovat
dvojica alebo skupina Studentov a pod. (Gavora, 2005).

Studenti hodnotili vystupovanie u¢itelov vo vyuc¢ovani odli$ne, no polovica z oslo-
venych respondentov sa nazdava, Ze ucitelia vystupuji ako poradcovia a organi-
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Tab. 4: Sprdvanie sa ucitelov vo vyucovani

Pre uditelov, ktori ma udia, je vo velkej miere typické: (n) (%)

a) ucitelia vystupuju ako poradcovia a organizatori 41 50,00
b) neviem posudit 7 8,54
c) ucitelia vystupuju ako neomylni experti, autority 34 41,46
Spolu: 82 100,00

zatori, naproti tomu sa az 41,46 % respondentov domnieva, Ze ucitelia vo vyuco-
vani vystupuju skér ako neomylni experti a autority, Co nemozno povaZovat za
pozitivne zistenie. Danu skuto¢nost nevedelo posudit 8,54 % opytanych (tab. 3).
Podla Tomankovej (2008) sa ucitel’ v sicasnosti stale viac dostava do polohy mo-
deratora, organizatora a poradcu, postavenie ucitela uz nie je také dominantné
a autoritativne, ako tomu bolo v minulosti.

Tab. 5: Vyber a preferencie uciva ucitelmi

Pre uditelov, ktori ma udia, je vo velkej miere typické: (n) (%)

a) preferuju ucivo zalozené na potrebdach a zaujmoch studentov 36 43,90
b) neviem posudit 17 20,73
c) nepreferuju ucivo zaloZené na potrebach a zdujmoch studentov 29 35,37
Spolu: 82 | 100,00

Najviac respondentov konstatuje, Ze ucitelia preferuji vo vyucovani ucivo zaloZené
na potrebach a zaujmoch studentov (43,90 %). 20,73 % Studentov nevedelo jedno-
znacne odpovedat a podla 35,37 % respondetov ucitelia vo vyucCovani nepreferuju
ucivo zalozené na potrebach a zaujmoch Studentov (tab. 4). Vo vyucovani odbor-
ného jazyka je nevyhnutné, aby sa ucitel' cudzieho jazyka oboznamil so zakladmi
odboru, v ktorom vyucuje cudzi jazyk. Ucitel' by mal disponovat urcitou ,odbor-
nou kompetenciou” (Borsukova 2008). Vo vyucovani cudzieho jazyka sa eSte stale
stretdvame s javom, Ze Studenti pracuju s materiadlom, ktory nezodpoveda ich re-
alnym potrebam. Dosledkom byva zniZenie zaujmu o vykonavanu cinnost, nizka
vnutora motivacia, pasivne plnenie tuloh (Janikova 2011).

Tab. 6: Hodnotenie cinnosti vo vyucovani

Pre ucitelov, ktori ma ucia, je vo velkej miere typické: (n) (%)

a) ucitelia vyzaduju, aby studenti hodnotili svoj pokrok v ¢innosti, uceni 16 19,51
b) neviem posudit 4 4,88
c) ucitelia sami posudzuju, hodnotia vykony Studentov a vietko, ¢o sa deje 62 75,61
Spolu: 82 100,00

Podla nazoru vyse troch Stvrtin respondentov (75,61 %) ucitelia vo vyucovani
sami posudzuji a hodnotia vykony Studentov a tiez aj vSetko ostatné, ¢o sa vy-
ucovania tyka. Iba 19,51 % Studentov sa vyjadrilo, Ze ucitelia od nich vyzadujy,
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aby hodnotili svoj pokrok v uceni, ¢o nie je pozitivne zistenie. K danej polozke sa
nevedelo vyjadrit 4,88 % respondentov (tab. 5). Harajova (2008) uvadza, Ze uci-
tel' by mal Studentom pokytovat pomoc pri diagnostikovani ich ucebnych potrieb
a pokroku v uceni.

Studenti si m6zu napr. viest dennik, kde budil zaznamendavat' svoje pokroky v uce-
ni, o moZe prispiet’ aj k zvySeniu vnitornej motivacie ucit sa cudzi jazyk.

Tab. 7: Podporovanie samostatného rozhodovania Studentov

Pre ucitelov, ktori ma ucia, je vo velkej miere typické: (n) (%)

a) podporujui myslenie, napady, kritiku, samostatné rozhodnutia Studentov 48 58,54
b) neviem posudit 15 18,29
c) ucitelia rozhoduju sami, nepodporuju kritiku ani napady Studentov 19 23,17
Spolu: 82 | 100,00

Medzi pozitivne zistenia moZzno zaradit vysledok, Ze skoro 60 % respondentov
uviedlo, Ze ucitelia vo vyucovani podporuji myslenie, napady, kritiku a samostatné
rozhodnutia Studentov. Naopak podla 23,17 % opytanych, ucitelia rozhoduju sa-
mi a nepodporujd kritiku ani ndpady Studentov. VySe 18 % Studentov sa k danej
problematike nevedelo vyjadrit (tab. 6). Viaceri autori sa domnievaji a rovnaky
nazor zastavame aj my, Ze ucitel by mal podporovat zvedavost a iniciativu Stu-
dentov a umoznit im aj to, aby sa mohli otvorene a slobodne vyjadrovat, bez obav
z vysmechu, kritiky alebo trestu.

Tab. 8: Vytvdranie atmosféry vo vyucovani

Pre uditelov, ktori ma udia, je vo velkej miere typické: (n) (%)

a) vytvaraju atmosféru dévery, otvorenosti, sistredenia sa na pracu 39 47,56
b) neviem posudit 18 21,95
c) vytvaraju atmosféru nedovery, vystupuju ako autority 25 30,49
Spolu: 82 100,00

Skutoc¢nost, ¢i na hodinach vladne atmosféra dévery alebo neddvery posudzovalo
47,56 % respondentov kladne, no viac ako 30 % Studentov si mysli Ze ucitelia
nevytvaraju atmosféru dovery, otvorenosti a sustredenia sa na pracu. VySe patina
Studentov sa nepriklonila ani k jednému z dvoch menovanych nazorov (tab. 7).
Ucitel' by mal orientovat vyu€ovanie na Studenta, pomahat vytvarat vyrovnanu,
tolerantnu a harmonickd atmosféru, ktora nasledne prispieva k rychlejSiemu roz-
vijaniu tvorivosti. Na hodinach, kde vladne priatelska, podporna atmosféra su stu-
denti viac autentickejsi, otvorenejsi, nepotrebuju sa branit a bat. Dochadza k re-
dukcii psychickej a fyzickej tenzie, zmenSuje sa tzkost, rastie pravdepodobnost
pozitivneho preZivania a zlepSenia vztahov k ucitelovi aj pristupu k uceniu (Gabo-
rova 2000). Vo vyucovani cudzich jazykov pomaha Studentovi pozitivna atmosféra
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pri odbudravani stresu, strachu a trémy, ¢im sa zvySuju predpoklady na odstranenie
bariér v cudzojazy¢nej komunikacii.

Zaver

Viaceré vyskumy ukazali, Ze obltibenost jednotlivych predmetov zavisi vo velkej
miere od osobnosti ucitela. M6zeme konsStatovat, zZe Studenti oceiiuju okrem cha-
rakterovych vlastnosti a odbornych vedomosti u ucitela nielen to, ¢o ich dokaze
naucit, ale aj spdsob, akym to robi, teda to, ako ich dokaZe zaujat, ¢i vie podnietit
ich zvedavost a rozvijat' ich motivaciu a tvorivost.

K rozvijaniu tvorivosti je podla viacerych autorov potrebné, aby ucitel' sustavne
ziskaval vedomosti a poznatky v oblasti tvorivosti a nasledne ich aj uplatnoval,
dostatocne Studentov motivoval (pricom by mal klast déraz na vnitorni motiva-
ciu), podporoval samostatnost, sebavedomie a zodpovednost Studentov, vytvaral
vo vyucovani tvorivd klimu a odstratioval bariéry tvorivosti. Tvorivy ucitel by
nemal od svojich Studentov vyzadovat iba reprodukciu ziskanych informacii, ale
sam ich viest k tvorivej ¢innosti.

Ucitel' by mal tvorivo a flexibilne reagovat na kazdodenné premenlivé pedagogic-
ké situdcie a hlbSie chapat svoju dlohu pri rozvijani cudzojazy¢nej komunikacnej
kompetencie Studentov. Ucitel’ by mal ucivo prezentovat viacerymi spésobmi, aby
ho Studenti pochopili a nasledne, si vytvorili vlastné stvislosti a systém (Lojov3,
Vickova 2011).
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Oddelenie jazykov Pracoviska jazykov a humanitnych
vied Materialovotechnologickej fakulty Slovenskej
technickej univerzity v Trnave

Gabriela Chmelikova

Vyucba cudzich jazykov je spita s histériou Materialovotechnologickej fakulty Slo-
venskej technickej univerzity (MTF STU) v Trnave od samého zaciatku - od jej
zaloZenia 1.janudra v roku 1986. P6vodnd ponuka cudzich jazykov na Katedre
zahfnala okrem dominantnej anglictiny aj jazyk nemecky, Spanielsky, francuzsky
a rusky. AvSak od roku 2011/2012 sa na zaklade rozhodnutia vedenia fakulty stala
jedinym vyucovanym cudzim jazykom anglictina.

Jazykovi vyucbu zabezpecovala Katedra jazykov, neskor premenovana podla od-
bornej profilacie na Katedru odbornej jazykovej pripravy. Tato Katedra bola v ro-
ku 2007/2008 zadlenena pod Ustav inZinierskej pedagogiky a humanitnych vied,
neskor spolu s dalsimi humanitnymi katedrami pod Lektorsky kabinet a od ro-
ku 2015 pod Pracovisko jazykov a humanitnych vied, kde funguje ako Oddelenie
jazykov.

Sacasny obsah a forma sylab odbornej jazykovej pripravy na vSetkych stup-
noch studia sa formoval na zaklade dlhoroc¢nej praktickej skusenosti a vedecko-
-vyskumnej ¢innosti zainteresovanych ucitelov, aktudlnych tloh v rdmci poslania
fakulty podnetov priemyselnej praxe a zaroveil v duchu ramcovych dokumentov
Eurépskej Unie. Tento model syldb bol tspe$ne zavedeny v akademickom roku
1999/2000 ako vysledok institucionalneho projektu spociatku pre celu skalu cu-
dzich jazykov, od roku 2011/2012 len pre anglicky jazyk a od septembra 2015
upraveny pre dvojsemestralny kurz anglického jazyka na bakaldrskom stupni.

Cinnost Oddelenia jazykov mozno mapovat v dvoch hlavnych oblastiach:

Pedagogicka c¢innost

Cielom vyucby anglického odborného jazyka (pre technické Studijné programy)
v bakalarskom stupni Stddia je poskytnit Studentom efektivny nastroj na komu-
nikaciu a vymenu poznatkov v svojom odbore. Piliermi ponukaného konceptu vy-
ucby anglického jazyka su:

a) projektovd prdca, ktord sa osvedcila ako spolahlivy a ucinny prostriedok prak-
tickej aplikacie sylab a ktord podporuje zameranie na osobnost uciaceho sa,
autenticitu prace s vyuZivanim poznatkov z vlastného Studijného programu,
integraciu komplexnych jazykovych zrucnosti, ako aj vedenie k timovej spo-
lupraci.
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b) Studentskd vedeckd konferencia je stc¢astou vyucby jazykov od jej zadiatku v ro-
ku 1997. Koncepcia, format a podmienky SVK sa priebezne inovuji vzhladom
na potreby praxe. SVK simuluje prostredie realnej konferencie a umoZziiuje tak
Studentom ziskat' skusenosti v praktickej prezentacii svojich prac pred publi-
kom za podpory poslednych informac¢no-komunikaénych technoldgii. V pripade
sutaZznej sekcie Anglicky jazyk si Studenti konferenciu sami moderuju.

Obr. 1: Studentskd vedeckd konferencia 2016 — sekcia Anglicky jazyk

Do roku 2015 bola jednym z pilierov aj certifikdcia jazykovej kompetencie studen-
tov MTF STU v systéme UNIcert. Oddelenie jazykov bolo pracovisko certifikované
6 rokov, teSilo zaujmu Studentov o ziskanie certifikatu na trovniach UNIcert II
a UNIcert III, a mohlo po splneni podmienok a skuSok odovzdat certifikat 74
Studentom. V novej akreditacii platnej od septembra 2015 bola vyucba jazykov
zniZena zo Styroch na dva semestre a Oddelenie jazykov tak uz nebolo opravnené
poziadat o novi akreditaciu, kedZe nespliia zikladni poZziadavku pre udelenie
akreditacie - 120 hodin vyucby.

Vyucba anglického jazyka na inzinierskom stupni Stadia je zamerand predovset-
kym na prehlbenie vedomosti vo vlastnom odbore, ktora je postavena na tuzkej
spolupraci s prednasajicimi odbornych predmetov.

Cielom vyucby anglického jazyka pre doktorandov je posilnit akademické zruc¢nos-
ti, predovsetkym tie, ktoré s potrebné pre aktivnu komunikiciu na medzinarod-
nom vedeckom fére. Na tento ciel je zamerany od roku 2007/2008 aj konecny vy-
stup aspirantov, tzv. portfélio, ktoré odovzdavaju v tlacenej aj elektronickej forme.
Portfélio je vysledkom rastucich poziadaviek trhu predovsetkym v oblasti IT a ino-
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Obr. 2: Uspesni absolventi skisok v systéme UNIcert Il a UNIcert Il —r. 2015

vacii a neustdle sa zvySujucej jazykovej kompetencie kandidatov doktorandského
Stddia. Mapuje osobné dokumenty doktoranda (Eurépsky pracovny/Struktirovany
zivotopis a motivacny list), vedecky clanok spolu s glosarom, prezentaciou (v Po-
werPointe, pdf ¢i Prezi) a posterom.

Vedecko-vyskumna/projektova ¢innost

Vedecko-vyskumna cinnost pracoviska je zamerana predovsetkym na projektovi
a publika¢nu ¢innost, ktord zameriavame hlavne na impaktované vystupy. O ak-
tivnosti v oblasti vedy, vyskumu ¢i publikacii sved¢i niekol'ko dspeSnych projektov
Ci znacka kvality, ktord bola odovzdana zastupcom Katedry Ministrom Skolstva
v roku 2008, ¢i cena Ministerstva Skolstva Mala medaila sv. Svorada za prinos
a zasluhy v oblasti vyucby cudzich jazykov, ktorou bola kolegyna PhDr. Emilia
Mironovova ocenend v r. 2016.

Z predoslej projektovej ¢innosti spomeniem dva uspesSné projekty: SPEKTRUM,
ktoré poskytlo metodicki pomoc a priestor pre ucitelov cudzich jazykov v regiéne
a iniciovalo aktivitu ucitelov strednych $kol alebo projekt: 3/107803 s nazvom
Tvorba interaktivneho multimedidlneho programu metodického vzdeldvania ucitelov
v oblasti cudzich jazykov na profesijné ticely, rovnako s UuspesSnymi vystupmi.

Zo sucasnej projektovej ¢innosti méZeme spomenut bilaterdlny APVV projekt so
Srbskom s nazvom Studentské on-line konferencie medzi MTF STU (Slovensko) a FEE,
Univerzita v Nisi (Srbsko) na tcely rozvoja Specifickych jazykovych a inych zrucnosti,
ktory sme rovnako tspesSne ukoncili s kniZznym vystupom. V sucasnosti sa uci-
telia Oddelenia jazykov aktivne podielaji aj na dalSom medzinarodnom projekte
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ERASMUS+ s nazvom Transnational Exchange of good CLIL practice among Europe-
an Educational Institutions, ktory spojil pat eurépskych krajin a na konci ktorého
organizujeme na Slovensku medzinarodnd konferenciu.

Autorka

Mgr. Gabriela Chmelikova, PhD., e-mail: gabriela.chmelikova@stuba.sk, Oddelenie jazykov, Pracovisko
jazykov a humanitnych vied Materialovotechnologickej fakulty Slovenskej technickej univerzity v Trnave.
Autorka je vedicou Pracoviska jazykov a humanitnych vied, pdsobi ako odborna asistentka, vyucuje anglic-
ky jazyk na bakalarskom a doktorandskom stupni $tudia a slovensky jazyk pre zahrani¢nych Studentov.
Aktivne sa podiela na vedecko-vyskumnej, projektovej a publikacnej ¢innosti pracoviska. Profesionalne
zaujmy: ESP, akademické zruc¢nosti doktorandov, rozvoj zruc¢nosti ¢itania.
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