Vazené kolegyné, vazeni kolegové,
s radosti Vam predstavujeme prvni Cislo ¢asopisu CASALC Review za rok 2022.

Po covidovych letech nejistoty a komunikace na dalku doufidme, Ze dal$i nové
zahajeny akademicky rok probéhne opét prezencni formou a Ze se i my vyucujici
budeme spolecné setkavat na konferencich a metodickych workshopech. Nejvét-
$im setkanim tohoto druhu dokonce na mezinarodni tdrovni, byla XVII. konferen-
ce CercleS, kterd se uskutecnila 15.-17. zari 2022 v portugalském Portu. Ceska
ucast ¢lenti CASAJC pattila k tém vyznamnéj$im i s ohledem na pocet aktivnich
prispévkl. Mnozi dalsi se tésili z inspirativnich prednasek, workshopd, diskusi, ale
i spolecenskych aktivit béhem konference.

Nicméné clanky v tomto Cisle nepochazeji z Zzadné odborné akce, ani konference,
ani se jiz nevyrovnavaji s didaktickymi naroky vyuky béhem lockdownu. Opét se
na scénu vraceji metodologické otazky, které jsou zdkladem naseho casopisu od
jeho zaloZeni.

K takovym stabilnim tématiim patii otazky vyuky CeStiny pro cizince. V tomto cisle
ho zastupuje studie, ktera zkouma problematiku realizace ¢eskych souhlasek r a |
u ¢inskych mluvcich,

K vyuce anglického jazyka se vztahuje téma efektivniho vyuZzivani podcasti jako
prostiedku rozvoje komunikacnich dovednosti, ale i podpora vyuky strategii uceni
v prostredi kurzli obchodni anglictiny, kterd mnohym studentim pomaha prekle-
nout propast mezi navyky osvojenymi na stiedni Skole a strategiemi, které jsou
potirebné pro dosazeni pokroku ve vSech komunikac¢nich dovednostech.

V neposledni fadé se opét vraci otdzka testovani, tentokrat zkoumanda optikou
ucitell, kteri vytvareji testové otazky. Proskoleni uciteld v dovednostech testovani
a jejich prinos pri vytvareni obsahu rozhodnych zkousek se ukazuje jako nezbyt-
nost, pokud chceme zajistit validitu zavérec¢nych testd.

VY

Posledni zminka patii ¢lanku, ktery se zabyva kulturni kompetenci. Ukazuje na
nizkou vstupni znalost redlii, ktera limituje rozvoj dovednosti v ptripravé budou-
cich prekladatelti a tlumocniki.

Zajimavou inspiraci k dalSimu pedagogickému pisobeni mohou byt nejen ¢lanky
v tomto Cisle. Zavérem v ném najdete recenzi knihy Internationalization of Higher
Education autorek A.Zelenkové a D. Hanesové z Univerzity Mateje Bela v Banské
Bystrici. Kniha velmi aktualné popisuje problematiku internacionalizace a na vy-
stiznych pripadech dokladuje potiebnost kulturné relevantni vyuky citlivé berouci
v potaz kulturni odliSnost vyuky a uceni.




Nakonec vam predstavujeme Katedru cizich jazykt Vysoké skoly obchodni v Praze,
ktera zajistuje vyuku cizich jazykd s obchodnim zamérenim.

Zavérem Vam prejeme piijemné strdvené chvile nad strankami ¢asopisu CASALC
Review.

Alena Hold a Ivana Mic¢inovd
editorky
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Realizace Ceskych souhlasek r a I u ¢cinskych mluvcich
Production of the Czech consonants r and 1 by Chinese speakers

Jitka Veronkova

Abstrakt: Potize ¢inskych mluvcich pri produkci a percepci souhlasek r a I pii osvojovani si
zvukové stranky cizich jazyki jsou vSseobecné znamy. V této studii je analyzovana produkce al-
veolarni vibranty /r/ a lateralni aproximanty /1/ u ¢inskych mluvcich v €estiné, a to s ohledem
na jejich pozici ve slové a hlaskovou kombinatoriku. Analyzovano bylo celkem 500 realizaci
(229 pro ra 271 pro I) s odliSenim pozice inicialni pred vokalem, intervokalické a finalni po
vokalu a v souhlaskové skupiné véetné pozice slabikotvorné. Na zakladé poslechové analyzy
s kontrolou akustickych vlastnosti byla sledovana frekvence kanonické vyslovnosti a typy od-
chylek, jako napf. aproximanta r, vokalizace 1, vypusténi, ziména, pfitomnost tiepené fonace
atd. Kanonicka realizace ¢inila 42,8 % pro /r/ a 71,2 % pro /1/. Nejcastéjsi odchylkou ve vy-
slovnostir bylazameénazal (30 % vSech realizaci), ul to byla vokalizace (19 %). Zhruba lze fici,
Ze souhlasce r se dari v souhlaskovych skupinach, na rozdil od I, pro které je tispésna pozice
inicidlni pred vokalem a pozice intervokalicka.

Kli¢ova slova: Cestina jako L2, ¢instina jako L1, foném r, foném |, alveolarni vibranta, lateralni
aproximanta, vokalizace |

Abstract: It is generaly known that the production and perception of r and 1 consonants
cause difficulties for Chinese speakers in the acquisition of L2 phonology. In this study, the
production of alveolar vibrant /r/ and lateral approximant /1/ in Chinese speakers in Czech is
analyzed, taking into account their position in the word and phonetic combinatorics. A total of
500 realizations (229 for /r/ and 271 for /1/) were analyzed, with a distinction between the
initial position before a vowel, the intervocalic position, the final position after a vowel and
in a consonant group, including the syllabic position. On the basis of listening analysis with
control of acoustic properties, the frequency of canonical pronunciation and types of incorrect
realizations were monitored, such as approximant [1], I-vocalization, deletion, confusion, pres-
ence of creaky voice, etc. The canonical realization was 42.8% for /r/ and 71.2% for /1/. The
most common incorrect pronunciation of r was the exchange for / (30% of all realizations), for
lit was vocalization (19%). Roughly speaking, the consonant r preserves in consonant groups,
in contrast to [, for which the successful position is initial before a vowel, intervocalic and in
a consonat cluster before a vowel.

Key words: Czech as L2, Chinese as L1, r-sound, l-sound, alveolar trill, lateral approximant,
I-vocalisation

1 Uvod

Osvojeni si zvukové stranky cilového jazyka na dostate¢né tirovni napomaha hlad-
kému pribéhu komunikace. Méné zietelny projev komunikaci naopak ztéZuje. Ne-
srozumitelna fe¢ znamena, Ze poslucha¢ musi vynalozit vétsi usili, aby porozumél
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tomu, co chce mluvci sdélit. U mluvéich se pak mizeme setkat s obavou az nechuti
se verbalné vyjadrovat.

Vyhledy na obtiznéjsi cestu k dosazeni srozumitelnosti byvaji u mluv¢ich, jejichz
matefsStinou je jazyk, v némz se uplatiiuji odliSné zvukové vzorce a principy nez
v cilovém jazyce. K takové skupiné patif i mluv¢i s matefstinou ¢inStinou, ktefi se
uci Cesky.

Mezi jevy, které pulsobi ¢inskym mluvéim potiZe, patfi na roviné segmentl na-
priklad nedostatecné rozliSovani znélych a neznélych souhlasek, vyslovnost pa-

latalnich souhlasek ¢, d’ ¢i souhldskovych skupin (JakubSe, 2012; Zikova, 2012;
Veronkova & Poukarova, 2020).

Vs v N

Obecné je rozsireno povédomi o potizich vychodoasijskych mluvcich vcetné Cin-
skych s osvojovanim souhlasek zahrnovanych do skupiny rhotics' pti osvojovani
si druhého/ciziho jazyka (Chan & Li, 2000, Aoyama et al.,, 2004, Bradlow, 2008).
Ptredkladany experiment je soucasti vyzkumu, jeZ mapuje percepci a produkci ces-
kych souhlasek r a I u ¢inskych mluv¢ich.

Tyto souhlasky, tradicné zatrazované do skupiny likvidy (Ladefoged & Maddison,
1996, s. 182), funguji v ceStiné jako samostatné fonémy. Pomérné snadno najdeme
pro rizné pozice v ramci slova a struktury konsonant-vokal minimalni pary: radit
- ladit, dary - daly, pruh - pluh, vir - vil, pdrky - pdlky, vrni — vini. Souhlaska r se
fadi mezi alveolarni vibranty a I je lateralni (bokovou) aproximantou.? Obé jsou
sonornimi souhldskami a v ceStiné mohou byt jadrem slabiky (viz také posled-
ni dvojice prikladii vyse).3 V ¢estiné jsou velmi frekventované* a maji, podobné
jako vétSina ostatnich sonor, Siroké valen¢ni pole. V souhldskové skupiné maji
r-ové souhlasky a laterdlni aproximanty tendenci obsazovat misto bezprostfedné
v sousedstvi nukleu slabiky (Lindau, 1985, cit. dle Ladefoged & Maddieson, 1996,
s. 216), v Cestiné se vSak mohou ve dvouclenné skupiné souhlasek vyskytovat i na
prvni pozici této skupiny, tj. oddélené od jadra slabiky (Kucera, 1968, s. 55), viz
ptiklad vyse pdrky - pdlky.

Lin uvadi jako soucast konsonantického systému standardni ¢instiny, jejimz zakla-
dem je pekingsky dialekt, lateralni aproximantu /1/ a také centralni aproximantu
/1/, kterou radi mezi postalveolarni konsonanty a rozebira podobnosti a odliSnosti
této hlasky s jejim ekvivalentem v anglictiné (Lin, 2007, s. 41, 45-47). Souhlaska

1 Ladefoged & Maddison, 1996, s. 215-245.

2V ¢eském prostredi je predmétem diskusi pocet kmitl v realizacich rodilého mluv¢iho (Machac, 2017)
a badatelé také upozortiuji na Sifeni realizaci I odklanéjicich se od kanonické vyslovnosti (napt. Volin,
2002; Simackova, 2009).

3 Slabikotvornost je vSak jen otazkou pozice a kombinatoriky, fonetické vlastnosti hlasek se neméni.

nejfrekventovanéjsich souhlasek (Mazlova, 1946), podobné H. Kucera (Kucera, 1968, s. 33).

6 Studie



Vs v

[1] ma v Cinstiné omezenou kombinatoriku, nachazi se pouze v iniciale slabiky.
Jeji postaveni ve finadlni pozici slabiky podle Lina mnozi zpochybnuji s tim, Ze se
zde jedna spi$ o vokal nez souhlasku (ibid, s. 46). Lin dale upozoriiuje, Ze mnoho
dialektd postalveolary véetné [1] nema (ibid, s.47). Napt. E. Zee ve svém popi-
su ¢inStiny (hong-kongské kantonstiny) r-ovou hlasku neuvadi (Zee, 2007). Pro
¢inské mluvdi tak fonémy /r/ a /1/ v CeStiné znamenaji nutnost osvojit si novy
kontrast, nepritomny v jejich matefském jazyce. Podle percep¢niho asimilacniho
modelu (perceptual assimilation model, PAM) se jedna o situaci, kdy se dva rizné
segmenty L2 pripodobni téze kategorii L1 (Best, 1995).

vz

Cilem predkladané studie je ziskat podrobnéjsi udaje o realizaci fonéma /r/ a /1/
v CeStiné u mluvcich s materstinou c¢instinou, a to se zietelem k jejich pozici
ve slové, resp. hlaskové kombinatorice. ZkuSenost z pedagogické praxe a vysled-
ky predchozi studie (Poukarova a Veronkova, 2020) ukazuji, Ze problematicka je
nejen vyslovnost souhlasky r, ale také [ a ze nékteré pozice/kombinace byvaji pro
jinojazy¢ného mluvéiho obtiznéjsi, u jinych naopak muze pozi¢ni/hlaskovy kontext
napomoci spravné realizaci. Jako material byly zvoleny nahravky cteného textu,
tak aby bylo mozné alespon do urcité miry kontrolovat sloZeni analyzovaného
textu z hlediska pozic a Cetnosti vyskytl cilovych slov a ziskat srovnatelné udaje.

2 Metoda
2.1 Analyzované pozice

Zakladni sledované pozice cilovych hlasek jsou: inicidlni pozice slova pred vo-
kalem (pft. rdno, levy), intervokalickd pozice (pt. pero, malovat), findlni pozice ve
slové po vokalu (pt. motor, ddl) a souhlaskova skupina.

V souhlaskové skupiné se jedna o nasledujici pozice:

a) Posledni ¢len slabi¢ného onsetu, tj. o0 segment bezprostiedné vlevo od nukleu
slabiky (pt. brdt, uklidit); dale kédovano jako cRv, resp. cLv. V tomto typu byla
vyClenéna kombinace s alveolarnimi okluzivami t a d, tj. tr; dr, t, dI (napf. trdva,
dlouhy), ktera byla sledovana samostatné.

b) Prvni ¢len souhlaskové sekvence uvniti slova, tj. cilova hladska je oddélena od
nukleu slabiky jinym konsonantem (pf. ddrky, velkd); dale kddovano jako vRcv,
vLcv.

c) Slabikotvorny konsonant s rozliSenim pozice uvnitt slova a ve finalni pozici (pr-
brzy, nesl).

Pozn. Do analyzy nebylo z divodu absence pfislusnych prikladd zahrnuto r/I na
zacCatku slova v poboc¢né slabice (pt. rtut, lhadt).
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2.2 Vybér textu

Analyzovana byla realizace cilovych hlasek v souvislych vétach, nikoli izolovanych
slovech. Vychozim textem byly tfi kratké povidky o celkové délce 216 slov. Z téchto
povidek byly do analyzy zahrnuty vSechny vyskyty r a I véetné opakujicich se slov
(napt. protoZe, lidé, dlouho), pokud byla splnéna dalsi kritéria (viz niZe). Povidky
byly doplnény kratSim souborem jednotlivych vét (ptivodné z delSich textd), tak
aby kazda sledovana pozice byla zastoupena nejméné péti polozkami.

Dalsi komentare:

- Byla vynechéna slova s vyskytem dvou (ptip. vice) cilovych fonémd, napt. do-
provodil, prostornd. Vyjimku tvofti slovo klavir, které bylo vzhledem k nedostat-
ku polozek pouzito jako cilové slovo pro /r/ ve finalni pozici.

- Pokud byl dostatek kandidatd, byla pro analyzu vybrana, pokud mozno, slova
frekventovanéjsi, s jednodussi hlaskovou strukturou, tak aby jejich zvukové
ztvarnéni bylo co nejplynulejsi, bez prereka.

- Snahou bylo zahrnout slova hlaskové pestra, naptiklad s riznym samohlasko-
vym slozenim v sousedstvi cilovych konsonantd. Z diivodu pripadného vlivu na
plynulost a realizaci cilovych hlasek vSak nebyla pouzita slova se souhlaskou
r.

- K dispozici nebyl dostatecny pocet vzorkl pro obsazeni slabikotvorné pozice
jak uvnitf; tak na Kkonci slova, proto byl stanoven celkovy pocet péti polozek
se slabikotvornou souhlaskou pro kazdy z cilovych konsonantd bez ohledu na
pozici v rdmci slova.

- Jako problematické se ukazalo zastoupeni findlni pozice ve slové. U klicovych
slov pro findlni I se vzdy jednalo o pozici na konci vypovédi, tj. koncova sou-
hlaska I se nedostala do pfimého kontaktu s nasledujicim slovem. Pro finalni r
byl vSak v materialu k dispozici omezeny pocet slov: z celkové péti pripadd se
pouze u dvou z nich jednalo zaroven o finalni pozici ve vypovédi a u jednoho
slova o finalni pozici v promluvovém useku; zbyvajici dvé slova se nachaze-
la uvnitt predpoklddaného promluvového useku, tj. v kontaktu s nasledujicim
slovem.

Ptehled pozic s uvedenim poctu cilovych slov uvadi tab. 1 na dalsi strané.

2.3 Mluv¢i

Analyze byly podrobeny nahravky textd od Sesti mluvcich Zen, jejichz materskym
jazykem je cCinStina. Nahravky jsou soucasti databaze shromazdéné v ramci pro-
jektu GA CR 18-18300S a byly potizeny v nahravacim studiu Fonetického tstavu
Filozofické fakulty Univerzity Karlovy (vzorkovaci frekvence 48 kHz / 16 bit).
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Tab. 1: Sledované pozice cilovych fonémi a pocet poloZek v téchto pozicich. R — foném /r/, L — foném /I/, c —
konsonant, v — vokdl. Zkratky uvedené v tabulce budou vyuZity i v ndsledujicich tabulkdch

-~

Typ | Pozice

Inicialni pfed vokalem (inic.)

Intervokalicka (interv.)

Souhlaskova skupina tr, dr, tl, dl

Souhlaskova skupina cRy, cLv

Souhlaskova skupina vRey, vLcv

FinaIni po vokalu (fin.)

Nlo|lu|sa|lwN]| e
ulun|u|ofun|lu|lwn|T
nlun|u|lo|lo|cw|N

Slabikotvorna souhlaska (slb.)

w
o

Soucet 45

Mluvci byly v dobé nahravani na FF UK na stazi (tfi mluvéi) nebo se ucastnily
dlouhodobého jazykového kurzu poiadaného touto fakultou (tii mluvci). VSechny
mluvéi studovaly ¢estinu dva roky na univerzité v Ciné a v dobé nahravani poby-
valy v CR ptiblizné 2-3 mésice, predtim CR nenavstivily. Z dotaznikového $etieni
vyplynulo, Ze mluv¢i shodné pouzivaly cestinu predevsim pri studiu, v kaZzdoden-
ni komunikaci vSak velmi omezené. VSechny se béhem studia na FF UK rtznou
meérou ucastnily kurzu korektivni vyslovnosti cestiny.

2.4 Analyza

U cilovych hlasek jsme provedli percep¢ni analyzu s kontrolou oscilogramu a spek-
trogramu v programu Praat (Boersma & Weenink, 2019). U prefekli a opakovani
byl postup nasledujici: Pokud mluvci vyslovil ¢ast slova a poté slovo celé, byla plna
varianta zahrnuta do analyzy. Pokud mluv¢i vyslovil slovo celé a nasledné ho jesté
zopakoval, byly do analyz zahrnuty obé realizace (celkem 3 pripady).

ProtoZe v predkladané sondé jde o zjiSténi zakladnich fonetickych realizaci, nikoli
o pouhé zarazeni segmentu k fonému /r/ nebo /1/, zaznamenavali jsme korekt-
ni vyslovnost r jako alveolarni vibranty a [ jako lateralni aproximanty a typické
odchylky od jejich kanonické podoby.

Podklad pro tfidéni realizaci vychazel ze zkuSenosti s fe¢i mluvcéich s matersti-
nou ¢instinou a byl korigovan béhem analyzy. Vysledné c¢lenéni (viz tab. 2) bere
v tvahu také mozné budouci vyuziti v pedagogické praxi.

Do kategorie aproximanta [1] byly zarazovany realizace podobné realizaci r-ové
hlasky v anglictiné. Zvlast byla zaznamendvana realizace s jednim kmitem,
tzv. alveoldrni svih (anglicky flap). V feci ¢inskych mluvcich se miZeme setkat s vy-
slovnosti r spolu s epentetickou okluzivou d [dr], ptip. [‘r]. Souhlaska d (pfipadné
t) mlze predstavovat pro vyslovnost souhlasky r artikulacni oporu (srov. také po-
stupy vyuzivané v logopedické praxi u cCeskych déti, Vystejn, 1991, s. 123). Tato
kombinace byla tedy sledovana samostatné.
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U souhlasky I mlze byt zarazeni nekanonické realizace k urcitému typu méné
jednoznacné. Spojujicim prvkem odchylek je nejcastéji tzv. vokalizace I, kdy u hlas-
ky percepcné vnimame u-ovou rezonanci. Realizaci mize byt azZ aproximanta [w]
s riznou mirou (de)labializace.

Napadnou zvukovou vlastnosti, kterd byva v reci ¢inskojazy¢nych mluvéich pii-
tomna (obvykle ve finadlnich slabikach slov na konci promluvovych tusekt), je tre-
pend fonace (anglicky creaky voice). Je pro ni charakteristicka nepravidelnost hla-
sivkovych pulzg, jejich nizka amplituda ¢i nizka zakladni frekvence. (Skarnitzl,
2004) Percep¢éné mlzeme mit dojem az jakéhosi skiipavého hlasu. JelikoZ se jedna
o jev u nékterych ¢inskych mluvcich pomérné casty, majici vliv na srozumitelnost
feci, povazovali jsme za ucelné sledovat tento typ realizace u zakladni odchylky
samostatné.

Na misté cilové hlasky nékteri mluvci vyslovili také vokdl. NejCastéji se jednalo
o Sva [3], jezZ bylo proto vyc¢lenéno jako samostatny typ odchylky. Pfipadna reali-
zace dal$ich vokalll misto cilové hlasky byla necetna a byla zahrnuta do kategorie
Ljiné“, jez slouzila pro nesystematicky vyskytujici se ¢i neocekavané realizace.

Predstavou spojenou s vyslovnosti souhlasky r u ¢inskych mluvcich je jeji zdména
se souhlaskou I; kategorie zamén byla systematicky sledovdna pro oba sméry:
[r] = [1], (1] — [r].

V nékterych pripadech nesla realizace segmentu vlastnosti obou sledovanych trid /
i r (srov. diskusi in Ladefoged & Maddison, 1996, s. 182 a 243), viz typ r/I nejasné.
Krajnim pripadem realizace cilové hlasky bylo jeji vypustent.

Tab. 2: Pfehled sledovanych typli realizaci fonému /r/ a fonému /l/

Typ | Realizace fonému r Realizace fonému /
1 r (alveolarni vibranta) I (lateraIni aproximanta)
2 aproximanta /1/ vokalizace /
3 aproximanta /4/ s tfepenou fonaci | vokalizace / s tfepenou fonaci
4 alveoldrni Svih alveoldrni Svih
5 epenteze d [dr], ptip. [4r] epenteze d [dI], piip. [41]
6 Sva [9] Sva [a]
7 jiné jiné
8 r/l - nejasné r/l - nejasné
9 zdménar — | Zéménal —r

10 vypusténi vypusténi

3 Vysledky

K dispozici bylo 38 cilovych slov pro souhlasku r a 45 slov pro souhlasku [, tj. pro
skupinu Sesti mluvcich jde o soubor 498 slov. Jedna polozka byla vyloucena (pie-
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fek), naopak tfi realizace vzeSly z opakovani, celkem jsou tedy tudaje pro 500
realizaci: 229 pro r a 271 pro L

3.1 Souhrnné vysledky

Plivodni foném /r/ byl realizovan jako alveolarni vibranta u 42,8 % poloZek a pli-
vodni foném /1/ jako lateralni aproximanta u 71,2 % poloZzek.

Nejcastéjsi odchylkou ve vyslovnosti r byla zdména [r] — [l], jez pokryvala 30 %
vSech realizaci r. DalSim vyznamnym typem realizace r byla aproximanta [1] vcet-
né nékolika ptipadl trepené fonace (12 %). Necelych 5 % realizaci r pripada na
alveolarni Svih a z ostatnich realizaci (v souctu zhruba 6 %) se Castéji vyskytuje
kombinace s epentetickym d. Necelych 5 % poloZek r zlistalo nejasnych.

Nejvice zastoupenou odchylkou od kanonické podoby I je jeho vokalizace, vysky-
tuje se u 19 % polozek l. Zhruba tretina vokalizovanych poloZek byla realizovana
s tfepenou fonaci, narozdil od r, u néhoz se trepena fonace objevila jen zane-
dbatelné. Misto realizace [I] se v nékolika pripadech objevuje samohléaska $va [a].
Zamény [l] — [r] se vyskytuji pouze v necelych 3 % poloZek.

3.2 Sledované pozice - foném /r/

Udaje v tab. 3 ukazuji rozloZeni typi realizaci podle sledovanych pozic a kombi-
‘5

naci.

Tab. 3: Podil typu realizaci fonému /r/ ve sledovanych pozicich (v %, N = 229). Pfehled typu a vysvétleni
zkratek viz tab. 1. Tucné jsou oznaceny vyskyty minim. 5 %

Typ | Realizace fonému /r/ Inic. Interv. | tr,dr cRv vRev Fin. Slb.
1 alveolarni vibranta [r] 30,0 26,7 70,0 41,7 50,0 37,9 46,7
2 aproximanta [4] 13,3 13,3 10,0 8,3 6,7 17,2 10,0
3 aproximanta [4] s tfep. fon. 0,0 0,0 0,0 0,0 0,0 10,3 0,0
4 alveoldarni Svih 3,3 10,0 0,0 0,0 13,3 6,9 3,3
5 epenteze d [dr]/[dr] 13,3 6,7 0,0 4,2 0,0 6,9 0,0
6 sva [3] 0,0 0,0 0,0 0,0 0,0 0,0 0,0
7 jiné 0,0 0,0 0,0 0,0 0,0 0,0 0,0
8 r/l — nejasné 3,3 3,3 3,3 6,3 0,0 0,0 10,0
9 zdménar — | 36,7 40,0 16,7 39,6 30,0 13,8 30,0

10 vypusténi 0,0 0,0 0,0 0,0 0,0 6,9 0,0
Soucet 100,0 100,0 100,0 | 100,0 | 100,0 | 100,0 | 100,0

Je ziejmé, Ze u poloZek r se sledované pozice vzajemné lisf, a to jak objemem
kanonické vyslovnosti (tj. jako alveolarn{ vibranty), tak tim, které typy odchylek se

5 V tabulkéch jsou Ciselné tdaje uvedeny s presnosti na desetiny, v textu jsou hodnoty zaokrouhleny na
celd ¢isla.
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uplatiiuji a v jakém objemu. Vyrazné se odliSuje kombinace tr, dr, u niz je objem
spravnych realizaci 70 %. U zadné jiné pozice nepresahl objem spravnych realizaci
50 %. U ostatnich souhladskovych skupin, vCetné slabikotvorné pozice, se objem
spravnych odpovédi pohybuje mezi 42-50 %. Nejméné kanonickych realizaci je
v pozicich mimo souhlaskovou skupinu, tj. ve findlni pozici (38 %) a v inicialni
a intervokalické pozici (do 30 %).

vavs

Nejcastéjsi odchylkou je zaména [r] — [l]. Objem zamény je u tii pozic (inicialni,
intervokalické a cRv) srovnatelny s objemem kanonické vyslovnosti v dané pozici
nebo je dokonce vyssi.

U kazdé pozice se v urcité mife uplatiiuje aproximanta [1]. Nejvyraznéji je to
v koncové pozici, a to celkové v 17 % bez trepené fonace a v 10 % s tfepenou
fonaci. Trepena fonace se objevuje vyhradné u téch dvou cilovych slov, ktera stoji
na konci vypovédi pred pauzou; doprovazi nejen vyslovnost aproximanty [1], ale
také alveolarni $vih a zdménu [r] — [1]°.

Ve finalni pozici se jako u jediné pozice objevi také vypusténi (dva pripady). Jedna
se o diskutovany pripad kontaktu se sousednim slovem, zde navic se souhlaskou
I (vecer lidé). Zhruba u poloviny pozic se setkame také s uzitim epentetického d
a alveolarnim Svihem.

3.3 Sledované pozice - foném /1/

Tab. 4: Podil typi realizaci fonému /I/ ve sledovanych pozicich (v %, N = 271). Pfehled typ( a vysvétleni
zkratek viz tab. 1. Tucné jsou oznaceny vyskyty minim. 5 %

Typ | Realizace fonému /I/ Inic. Inter. tl, di clv vlev Fin. Slb.
1 lateralni aproxim. [I] 100,0 97,9 83,8 98,1 33,3 10,0 26,7
2 vokalizace / 0,0 0,0 0,0 0,0 60,0 33,3 13,3
3 vokalizace / s tfep. fon. 0,0 0,0 0,0 0,0 6,7 50,0 10,0
4 alveolarni Svih 0,0 0,0 0,0 0,0 0,0 0,0 0,0
5 epenteze d [dr]/[dr] 0,0 0,0 0,0 0,0 0,0 0,0 0,0
6 Sva [9] 0,0 0,0 0,0 0,0 0,0 0,0 23,3
7 jiné 0,0 2,1 0,0 1,9 0,0 6,7 13,3
8 r/l — nejasné 0,0 0,0 0,0 0,0 0,0 0,0 10,0
9 Zéménal —r 0,0 0,0 16,2 0,0 0,0 0,0 3,3

10 vypusténi 0,0 0,0 0,0 0,0 0,0 0,0 0,0
Soucet 100,0 | 100,0 | 100,0 | 100,0 | 100,0 | 100,0 | 100,0

Souhlaska I se v typech a objemu realizaci (viz tab. 4) od konsonantu r odliSuje. U [
se vyClenily tii vyrazné ispésné pozice, a to inicialni pied vokalem, intervokalicka
pozice a pozice v souhldskové skupiné cLy, tj. v sousedstvi jadra slabiky. Objem

6 U téchto dvou pozic nejsou realizace s tiepenou fonaci v tabulce zvlast vyclenény.
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kanonickych realizaci je 98-100 %. K pozicim s vyraznym objemem kanonickych
realizaci lze pricist i kombinaci tl, dI (84 %), coz je vlastné podmnozina skupiny
cLv. Ta je jedinou pozici, v niZ dochazi k relativné vétSimu objemu zamén [1] — [r]
(16 %). V analyzovaném materidlu k této zaméné v jinych pozicich az na jednotlivé
piipady nedochazi.

Lateralni aproximanta [I] (tj. kanonicka vyslovnost) je v ostatnich pozicich rea-
lizovana v podstatné nizS§im objemu. V pozici vLcv je to pouze tietina piipadd
(33 %), u zbylych dvou tietin doslo k vokalizaci (v souctu 67 %). Jesté o néco
niz8{ objem kanonickych forem maji polozky se slabikotvornym [ (27 %). U této
pozice jsou i typy realizaci pestiejsi: Nejvice je vokalizovanych podob (v souctu
23 %) spolu s realizaci jako Sva (shodné 23 %), uplatiiuji se vsak i ,jiné“ formy
a nékteré realizace zlstavaji nejasné.

3.4 Variabilita mezi mluvéimi
Zajimalo nds, zda jsou tendence ve vyslovnosti hlasek r a [ obdobné pro vSechny
mluvci.

Tab. 5: Podil typu realizaci fonému /r/ (v %, N = 229) podle mluvcich (S1-S6). Piehled typi a vysvétleni zkratek
viz tab. 1. Uvedeny jsou pouze typy s cetnosti minim. 5 % alespori u jednoho mluvciho (¢etnost min. 5 %
je oznacena tucné)

Typ | Realizace fonému /r/ s1 S2 S3 sS4 S5 S6
1 alveolarni vibranta [r] 12,8 21,1 2,6 50,0 97,4 73,7
2 aproximanta [4] 41,0 2,6 2,6 7,9 0,0 7,9
3 aproximanta [4] s tfep. fon. 0,0 5,3 2,6 0,0 0,0 0,0
4 alveolarni Svih 12,8 2,6 0,0 10,5 0,0 2,6
5 epenteze d [dr]/[dr] 2,6 0,0 0,0 18,4 0,0 53
8 r/l = nejasné 10,3 2,6 53 5,3 0,0 53
9 zaménar — | 20,5 63,2 84,2 7,9 0,0 5,3

ostatni 0,0 2,6 2,6 0,0 2,6 0,0
Soucet 100,0 | 100,0 | 100,0 | 100,0 | 100,0 | 100,0

Variabilita mezi mluvéimi se projevuje odliSné pro kazdy z cilovych fonémi.
U fonému /r/ se mezi mluvéimi objevuji vyrazné rozdily: ve skupiné je mluvci,
kterd nema s vyslovnosti r prakticky problémy (S5, objem korektnich polozek je
97 %), a na druhé strané mluvdi, jeZ vyslovila kanonické [r] korektné jen jednou
z 45 pripadu (S3, 3 %).

Variabilita se projevuje také v tom, které typy a v jaké miie se uplatnuji u ne-
spravnych realizaci. U zminnované mluvci S3 s nejnizsim objemem kanonickych po-
lozek zcela prevladala zdména [r] — [1] (84 %). Tato zdména se ve vySSim objemu
(63 %) objevila jeSté u jedné mluvci (S2); u té ¢inil objem kanonické vyslovnosti
r 21 %. Mluvci s velmi nizkym objemem korektni realizace r jako vibranty (S1,
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Tab. 6: Podil typu realizaci fonému /I/ (v %, N = 271) podle mluvéich (S1-S6). Pfehled typu a vysvétleni zkratek
viz tab. 1. Uvedeny jsou pouze typy s cetnosti minim. 5 % alespon u jednoho mluvciho (Cetnost min. 5 %
je oznacena tucné)

Typ | Realizace fonému /I/ S1 S2 S3 sS4 S5 S6
1 lateralni aproxim. [I] 68,9 75,6 64,4 73,9 64,4 80,0
2 vokalizace / 15,6 6,7 11,1 8,7 13,3 13,3
3 vokalizace / s tfep. fon. 6,7 11,1 4,4 6,5 6,7 0,0
6 Sva [a] 2,2 0,0 2,2 2,2 6,7 2,2
7 jiné 2,2 2,2 13,3 6,5 6,7 0,0
9 zaménal —r 4,4 2,2 4,4 2,2 2,2 0,0

ostatni 0,0 2,2 0,0 0,0 0,0 4,4
Soucet 100,0 | 100,0 | 100,0 | 100,0 | 100,0 | 100,0

13 %) realizovala tento foném jako aproximantu ve 41 % prtipadd, zatimco u ostat-
nich mluvéich dosahovala aproximantni vyslovnosti max. 8 %. U této mluvci S1 je
vyslovnost souhlasky r velmi rozkolisana, kromé kanonické realizace a zminéné
aproximantni vyslovnosti se u ni objevuji jesté dalsi tfi typy realizaci s Cetnos-
ti minim. 10 %, vCetné poloZek nejasnych. Obdobna rozmanitost typt, i kdyZ ne
v tak velkém celkovém objemu, se objevuje jesté u dvou mluvcich (S4 a S6). S4
realizovala vyraznéji nez ostatni mluvéi r s oporou epentetického d, a to v 18 %
piipadt.

U souhlasky [ je situace odlisSna. Objem kanonickych realizaci se u mluvcich po-
hybuje v rozmezi 64-80 %, zadna mluvdi tak vyraznéji nevybocuje. Jednotny je
také typ nespravnych realizaci, a to vokalizace (rozpéti pro mluvci 13-24 % véetné
vokalizace s tfepenou fonacf).

4 Diskuse

4.1 Veétsi objem kanonické vyslovnosti vykazuji realizace fonému /1/. Pomér kano-
nickych realizaci /1/ ku /r/ je 1,7. Obdobnou tendenci ukazala i piedchozi studie,
pomér na zakladé ddaji v ni uvedenych je 1,4 (Poukarova a Verorikova, 2020).
U souhlasky I se daji jasné vymezit dvé skupiny, a to pozice s vysokou tspéSnosti
a pozice s nizkym objemem kanonickych realizaci.

U souhlasky r neni odliseni pozic na zakladé objemu kanonické vyslovnosti tak
jednoznacné. Zda se, Ze pro vyslovnost r jako alveolarni vibranty je priznivéjsi
pozice r v souhlaskové skupiné. Nejde jen o kombinaci tr, dr, v niz alveolarni
okluziva [t]/[d] predstavuje artikulacni oporu a jez dosahla nejvysSsiho objemu
kanonické vyslovnosti; ve druhé skupiné s relativné vy$sim objemem kanonickych
realizaci se nachazeji zbylé souhlaskové pozice (konsonant-R-vokdl cRv, vokdl-R-
konsonant-vokdl vRcv, slabikotvorna pozice).
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Inicidlni a intervokalicka pozice patfily u r k nejméné Gspésnym, narozdil od I,
u néhoz se kanonicka vyslovnost objevovala v téchto pozicich témér bezvyhradné.
Takto vysoky objem kanonické vyslovnosti [ je také v sekvenci cLv, v niz po sou-
hlasce I nasleduje vokal, stejné jako v inicidlni a intervokalické pozici. To, Ze se
v téchto pozicich souhlasce I dati, dokladaji i idaje z realizace souhlasky r: pravé
v téchto tfech pozicich (tj. v inicidlni a intervokalické a v sekvenci cRv) dochazi
k zaméné [r] — [I] v objemu, ktery je srovnatelny s kanonickou vyslovnosti [r]
v prislusné pozici nebo je dokonce vyssi.

Ve skupiné tLv, dLv (jez ma tutéz strukturu konsonant-L-vokdl jako sekvence cLv,
ale ktera byla sledovana samostatné) je podil kanonickych realizaci o néco nizsi
(ac stale zastava velmi vysoky). Je to jedina pozice, v niz dochazi k zaménam
[1] = [r] (a tato zaména je také jedinym typem odchylky, kterd se v této pozici
objevuje); toto zjisténi podtrhuje skutecnost, Ze souhlasky t a d predstavuji oporu
pro realizaci alveolarni vibranty [r].

Ve slabikotvorné pozici se souhldsce | naopak nedafi, a to at uz ve srovnani
s ostatnimi pozicemi v ramci /, tak v porovnani se slabikotvornou souhlaskou r.
0 potizich s vyslovnosti I v této pozici svédci i to, Ze se zde ve vétSim objemu
objevuje dokonce pét typl odchylek vCetné nejasnych realizaci a $va, které se u [
v jiné pozici nevyskytuji. Vétsi variabilita odchylek u prislusnych pozic je piitom
typicka pro r, nikoli pro I Nejproblemati¢téjsi pozici souhlasky I z hlediska ob-
jemu kanonickych realizaci je vSak finalni pozice (objem spravnych realizaci ¢ini
pouhych 10 %).

U souhlasky r se v naSem materiadlu takto nizky objem kanonickych realizaci ve
sledovanych pozicich nevyskytl. Jak vSak opakované pripomindme, ddaj v tab. 3
zahrnuje realizace péti poloZek, z nichZ pouze dvé se nachazeji ve findlni pozici
podle prisnéjsiho kritéria. Zatimco v souhrnné skupiné vSech péti polozek bylo
kanonicky vysloveno 11 segmenti ze 30, u dvou polozek ve finalni pozici na konci
vypoveédi jen 3 polozky z 12. Lze soudit, Ze objem kanonické vyslovnosti by byl
v ptisné findlni pozici nizsi.

Souhlaska I je ve finalni pozici typicky nahrazovana vokalizovanou podobou s vy-
sokym podilem tirepené fonace: realizace s tfepenou fonaci prevysuji zhruba 1,5x
pocet realizaci bez trepené fonace. U souhlasky r se v této pozici tiepena fonace
pozici s tfepenou fonaci u r (narozdil od I, u kterého se, byt ne tak casto, objevuje
i v dal$ich pozicich).

4.2 Dilezitou otazkou jsou mozné disledky produkce r/I pro komunikaci. Jak jsme
predeslali v ivodu ¢lanku a jak doklada i predloZena analyza, v ramci vyslovnosti
likvid neni problémem jen souhldska r, ale také souhlaska I, zejména v urcitych
pozicich. Kupfikladu findlni pozice s nizkym pocétem kanonické vyslovnosti, které

vy

jsme se vénovali vySe, je vzhledem napt. k pricesti minulému v komunikaci po-
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meérné frekventovana (napt. byl, mél, prisel). Zejména v této finani pozici je rea-
lizace segmentu [ doprovazena trepenou fonaci, a to casto velmi vyraznou, ktera
prekryva zakladni kvalitu dané hlasky, a vyznamné tak ztéZuje porozuméni a navic
muze byt pro posluchace na poslech méné pfijemna (viz zminéné pripodobnéni ke
skiipavému hlasu).

Pro posluchace mize byt méné prijatelnd i néktera z vicekmitnych realizaci r
s az neprijemnym (,drn¢ivym*) znénim. Takto jsme v naSem materialu ohodnotili
¢tvrtinu kanonickych realizaci; na tomto objemu méla vyrazny podil jedna mluvci,
u niZ polovina kanonickych realizaci r méla tento charakter.

Pro porozuméni je dilezity také typ odchylky, resp. moznost zaradit realizaci ke
spravné tridé fonémd. Realizace r jako aproximanty [1], kterd byla v naSem mate-
rialu druhou nejcastéjsi odchylkou, prispiva k cizimu akcentu mluvciho, nicméné
lze usuzovat, Ze pro posluchace bude snazsi zatadit takto realizovany segment do
skupiny rhotics, tj. k fonému /r/. Jiné je to s vokalizovanou podobou souhlasky [.
Pri percepci mtze snadno dojit k ziméné dokonce za tiidu vokald, napt. dal > dao,
dau, a tim ke sniZeni porozuméni a nutnosti zpétné korekce ze strany posluchace.

Lze namitnout, Ze si (rodily) posluchac z kontextu (situacniho ¢i jazykového) vy-
znam dovodi. V této souvislosti je vSak vhodné ptipomenout, Ze e¢ nerodilého
mluvéiho miZe obsahovat chyby na rlznych jazykovych rovinach, a lingvisticky
kontext proto nemusi byt zcela spolehlivy. I v fec¢i mluvcéich s matefStinou ¢insti-
nou pokrocilych z hlediska gramatiky a rozsahu slovni zasoby miiZe byt osvojeni
zvukové stranky nedostacujici. Nemusi jit o potize s jednim jevem izolované, v na-
Sem piipadé I/r, ale odchylky se mohou kumulovat; také u pokrocilych mluvcich
¢inStiny Casto pretrvavaji potiZe napf. se znélosti parovych Sumovych souhlasek

vV

Vv

snizuje miru srozumitelnosti vyssi tempo a méné zretelnd artikulace z hlediska
techniky reci. Pro posluchace pak vSechny tyto aspekty znamenaji vyssi kognitivni
zatéz, tj. poslucha¢ musi vyvinout vétsi usili, aby porozumél.

4.3 ZjiSténé udaje lze vyuZzit i v pedagogické praxi pfi nacviku spravné vyslov-
pro r (pozice v souhlaskové skupiné, zejména nenasleduje-li po r vokal, zvlasté
kombinace s alveolarnimi okluzivami tr, dr a pozice v souhlaskové sekvenci). Tyto
pozice Ize vyuZzit pro ovéreni a fixaci cilové/korektni vyslovnosti a poté pirechazet
k pozicim, v nichZ se chybuje.

Je vhodné upozornit na neZadouci precenéni kombinace tr, dr. Nékteri lektofi
oporu [t]/[d] vyuZivaji jako pomticku a vedou studenta k realizaci epentetického
[t]/[d], napt. rdm > drdm, hora > hodra. Pfi tomto postupu je treba dbat na to, aby
se z kratkodobé pomicky nestal navyk, ktery by se pozdéji obtizné odstraiioval.
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Na prvni pohled se miiZe jako obtiZné jevit I ve finalni pozici, a to vzhledem k niz-
kému objemu kanonickych realizaci. Nacvik vSak nemusi predstavovat vétsi pro-
blém, a to vzhledem k jednotné tendenci zamén (vokalizaci). Lze vyuZit jednu ze
stabilnéjSich pozic a od té postupné piechazet k pozici finalni, napt. $ili sil, kosile
kosil. Obecné je vhodné, aby mluv¢i udrzovali periodické znéni hlasu, neklesali do

nejnizsich hlasovych poloh. Toto lze trénovat napt. na neukoncenych vypovédich
nebo zjistovacich otazkach.

Aby byl nacvik efektivni, je dilezité brat v ivahu variabilitu mezi mluvéimi a jejich
individualni vyslovnost, coz se tyka zejména souhlasky r a u souhlasky I slabiko-
tvorné pozice.

Zaveér
Pri produkci ¢inskych mluvcich v Cestiné se potvrdily potize jak se souhlaskou r,

tak se souhlaskou I Prokazalo se, Ze dlleZitym aspektem je pozice v ramci slova
a hlaskova sekvence.

Celkové je obtiZnéjsi souhlaska r, u niZ se objevuje nizsi objem kanonickych rea-
lizaci a naopak vétsi variabilita nekorektnich variant. Nejcastéjsi z nich je zaména
za souhlasku [1] a realizace jako aproximanta [1].

U souhlasky ! byl zaznamendn vysoky objem kanonickych realizaci v pozici pred
vokalem. Nejcastéjsi odchylkou byla vokalizace, at' uz s tfepenou fonaci, nebo bez
ni.

V analyzovaném vzorku se projevila variabilita mezi mluvc¢imi, a to zejména v re-
alizaci souhlasky r.

Podékovani

Vyzkum byl podpoten GA CR 18-18300S Zvukové vlastnosti ¢estiny v komunikaci
nerodilych a rodilych mluvcich.
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Produkcia zvukovych nahravok a podcastov ako
nastroj rozvoja komunikacnych zrucnosti v cudzom
jazyku

Production of audio recordings and podcasts as a tool for
developing communication sKills in a foreign language

Ivana Zolcerova

Abstrakt: Nuteny prechod na distan¢né vzdeldvanie motivuje aj ucitelov jazykov vyuZzit dovte-
dy nepouzivané nastroje. A tak i vlastné zvukové nahravky a podcasty Studentov ziskavaju
Cestné miesto vo vyucovacom procese. Hlavnym cielom tohto ¢lanku je predstavit tvorbu
zvukovych nahravok a podcastov ako zaujimavi a G¢innd metédu nadobudnutia cudzieho
jazyka. PredloZena stidia ukazuje, Ze vyuzitim tejto metddy prinesie ucitel’ do svojej vyucby
viaceré principy charakterizujtce efektivne osvojovanie si cudzieho jazyka. Stidia sa zame-
riava na zvukové nahravky a podcasty a rozvoj produktivnych zruc¢nosti, zatial’ ¢o suvisiaci
rozvoj reprodukénych zrucnosti Studentov spomenie len okrajovo. V poslednej Casti prinasa
tipy, ako zvukové nahravky a podcasty vyuzit vo vSeobecne a odborne zameranom jazykovom
vyucovani (nielen) na fakultach s humanitnym zameranim.

o

Klicové slova: audio(vizualna) nahravka, podcast, jazykova vyucba, jazykova vyucba na vy-
sokej Skole, nové média

Abstract: The sudden change to distance learning motivates language teachers to use before
untried tools. Students’ own audio recordings and podcasts are gaining a new place in the
teaching process. The main aim of this article is to introduce the creation of audio recordings
and podcasts as an interesting and effective method of foreign language acquisition. The pre-
sented study shows that by using this method, the teacher will bring into his/her teaching
several principles characterizing effective foreign language acquisition. The study focuses on
audio recordings and podcasts and the development of productive skills, while the related
development of students’ reproductive skills is mentioned only in passing. In the last section, it
provides tips on how to use audio recordings and podcasts in general and specialized language
teaching (not only) on faculties of arts.

Key words: audio(visual) recording, podcast, language teaching, language teaching at univer-
sity, new media

1 Uvod

Pandemicka situacia, ktora ovlada zZivoty pedagégov i Studentov uz viac ako dva
roky, vyrazne ovplyvnila vyucovanie na vSetkych stupnoch $kél, vo vsetkych vy-
ucovanych predmetoch. Z vecera do rana (takmer doslova) sa Studenti i ucitelia
zobudili do nového sveta - do sveta izolacie, kde zostdvaju jedinym spojenim
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s vonkajskom digitdlne technolégie. Kym pred marcom 2020 boli digitilne tech-
noldgie dolezité pri ziskavani aktudlnych materialov pre vyucbu, po tomto mesiaci
sa stali jedinym sposobom realizacie vyucCovania. OsvedCené aktivity, vynikajico
fungujtce pri prezencnej vyucbe, sa viac nedali pouzit. Ucitelia, ktori chceli po-
kracovat vo vyuCovacom procese a neuspokojili sa len s frontdlnym vyucovanim,
zacali hladat nové aplikacie vyuZitelné v online vyucbe. Digitdlne technolégie sa
stali kazdodennym pracovnym nastrojom. Vytvaranie audionahravok a podcastov
Studentami samotnymi je jednou z mnohych odpovedi na otazku, ako efektivne
vyuzit informacno-komunikacné technolégie vo vyucbe (nielen) cudzich jazykov.

Cielom predloZenej Stadie je predstavit vyhody a moznosti nahravania audionah-
ravok a tvorby podcastov v jazykovom vzdeldvani. Tazkosti a nevyhody danej
metddy spojime s ich moznym odstranenim alebo aspoil eliminovanim. V Gvode
predlozenej stidie vysvetlujeme, aké vyhody prinasa praca s podcastami do vy-
ucby jazykov, definujeme podcast a uvedieme, preco v texte rozliSujeme medzi
audionahravkou a podcastom. Nasledne ukaZeme, Ze nahravky a podcasty zhoto-
vované $tudentami spliiiaju aj principy kladené na efektivne vyucovanie cudzich
jazykov v dvadsiatom prvom storoc¢i. Na zaver predlozime par praktickych tipov
z oblasti vyucby vSeobecného i odborného jazyka, ako sa nahravky daju pouzit
v praxi, pripadne ako prekonat problémy pri ich zhotovovani a vyhodnocovani.
Dufame, Ze predloZend Studia inSpiruje aj ostatnych ucitelov jazykov a da im par
tipov, ako zaradit zhotovenie audionahravok do vyucovacieho procesu.

2 Podcasty a audionahravky a ich (ne-)odhaleny potencial
v jazykovej vyucbe

Podla Ramirezovej (2011, s.40) pripravuju nové média vo vyucbe cudzich jazy-
kov Studentov na ,poziadavky dnesSnej doby, ako napriklad rozvoj komunikac-
nych zrucnosti a rozvoj takych schopnosti ako rieSenie problémov, timova praca
a kritické myslenie.” Média taktieZ ,podporuju interkultirnu komunikaciu, osvo-
jenie pragmatickolingvistickych a sociolingvistickych Struktur, schopnost konat
v cielovom jazyku.“ Na jednej strane ovplyvinuju nové média obsahy vyucby (na-
pr. zaradenie pisania formalneho a neformalneho emailu alebo jazykové prostried-
ky vhodné pri small talku na zaciatku videohovoru so zahrani¢nymi partnermi
a mnohé iné), na druhej strane prindSaju nové média doteraz nepoznané formy
vyucby (blended learning). Akd rolu zohraji média vo vyucovacom procese, zavisi
od vyucujuceho a taktiez kurikula, ktoré musi ucitel’ naplnit.

Podcasty nas sprevadzaju takmer na kazdom kroku. Zauzivany termin podcast sa
sklada z dvoch slov: broadcast, ¢ize rozhlas alebo vysielanie a iPod ako dspeSny
MP3 prehravac od firmy Apple. Podcast nie je limitovany témami, ktoré prinasa,
prave naopak, podcasty vznikaju na akukolvek tému (mé6da, aktudlne spravy, vare-
nie, starostlivost o domacich milacikov, psychické zdravie, koucing, zdravy zivotny
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$tyl, historické udalosti a mnohé iné). Limitom nie je ani diZka trvania ¢&i tvorca
podcastu (podcasty vznikaji pod zastitou novin, ¢asopisov ale i rozhlasovych sta-
nic, no ni¢ vynimoc¢né nie je ani iniciativa jednotlivca). Podcasty definuje ich online
dostupnost a sériovost. Znamena to, Ze podcast musi byt volne dostupny v online
svete a vychadzat pravidelne, nie jednorazovo (Dzechis, 2018).

Podcasty ako zastupcovia novych médii, pripravuju Studentov aj v domacom pro-
stredi na buduicu realnu komunikaciu v cielovom jazyku. UZ existujice podcasty sa
mozZu vyuzit vo vyucovacom procese ako input, ale i output pre najrozmanitejsie
témy. V podcaste ziskaju Studenti a Ziaci autenticky materidl, ktory prinasa aktual-
ne témy a rdézne variety cielovej rec¢i (Ramirezova, 2011). Zaroveni mézu Studenti
vytvorit’ podcast ako vysledok domacej pripravy, pri com sa obsahovo opat’ vratia
k poslednej hodine a zhrnu jej obsah alebo ako pripravu na nasledujicu hodinu
(McMinn, 2008). Takto zadana uloha sa hodi pre akykolvek predmet, nie len pre
cudzie jazyky.

McMinn (2008, s.2) rozlisuje Styri typy podcastov z hladiska vyucby angli¢tiny ako
cudzieho jazyka, no jeho rozdelenie plati aj pre vyucbu inych jazykov ako cudzich
jazykov:

a) podcasty pripravené pre publikum, ktoré hovori danou cudzou recou plynule,
b) podcasty pripravené pre publikum, ktory nadobida danu re¢ ako cudzi jazyk,
c) podcasty pripravujlice na zvladnutie skusky z daného cudzieho jazyka

d) podcasty, ktoré pripravia Studenti sami.

Posledna skupina podcastov, podcasty pripravené studentami, dokaze svojho tvor-
cu pripravit na redlnu komunikaciu. Prave pre nacvik beznej konverzacie nezos-
tdva na vyucovacich hodinach vela ¢asu, preto podcasty moZu asponl do istej mie-
ry suplovat pripravu na redlnu komunikaciu. Ako ukazuje Ramirezova (2011),
tvorba podcastov, najma ak je zadana ako projekt a skupinova praca, ma vplyv
na vytvorenie a prehibenie socialnych kontaktov, zvy$enie motivacie a podporu
komunikativnej kompetencie. Schopnost uciacich sa konat' a komunikovat v cie-
lovej rec¢i ndjjdeme zakotveny v Eurépskom referenénom ramci pre jazyky, ktory
zjednocuje kompetencie Studentov podla jednotlivych trovni. Ked si Eurépsky
referencny ramec pre jazyky blizsie prestudujeme, zistime, Ze sa zameriava na
konanie, ktorého je Student na istej irovni schopny, nie na ovladand gramatiku ¢i
slovnu zasobu. Dévodom ¢innostne zameraného pristupu v Spolo¢nom eur6épskom
ramci pre jazyky je, Ze ,pokladd pouzivatelov jazyka a uciacich sa jazyk hlavne za
»Spolocenskych aktérov* t. j. takych ¢lenov spolo¢nosti, ktorf maji svoje tlohy (nie
vyhradne jazykové), a tie maju plnit za danych okolnosti v konkrétnom prostredi
a vykonavanim konkrétnej cinnosti.“ (Council for Cultural Co-operation. Educati-
on Committee Modern Languages Division (2017). Spolo¢ny eurépsky referencny
ramec pre jazyky, s. 13) To potvrdzuju aj opisy konkrétnych jazykovych urovni.
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Za vsetky jazykové urovne vyberame cast opisu urovne B1: ,[Uciaci sa] sa dokaze
zorientovat vo vacsine situacii, ktoré mozu nastat’ pocas cestovania v oblasti, kde
sa hovori tymto jazykom. Dokaze vytvorit jednoduchy suvisly text na témy, ktoré
st mu zname alebo o ktoré sa osobne zaujima.“ (Council for Cultural Co-operation.
Education Committee Modern Languages Division, 2017, s. 28).

Ako vidime uz z definicie podcastu, pre ucitela cudzieho jazyka je narocné vy-
tvarat so Studentami podcasty v pravom slova zmysle, zachovat ich dostupnost
v online svete a zabezpecit viaceré pokracovania. Ako upozornuji Dorok a Fromm
(2009), problémom moZu byt aj autorské prava na hudbu alebo iné zvuky pou-
Zité v podcaste. Zvukové nahravky Studentov, bez nutnosti ich zverejiiovania mi-
mo uzavretej vyucovacej skupiny, vSak mézu kopirovat vzor uspesnych, verejne
dostupnych podcastov, a priniest benefity do vyucby cudzich jazykov. Pouzitie
terminu audionahravka, pripadne audiovizualna nahravka nam umozni vyvarovat
sa predpokladu, Ze pre dosiahnutie didaktickych cielov je nutné zachovat presny
format podcastu.

AKké benefity prinasaju vlastné audionahravky Studentov do vyucby cudzieho ja-
zyka? Odpoved’ na tuto otazku nacrtneme v dalSej podkapitole, kde po kratkom
prehlade teorii vyuzivanych pri vyucbe cudzich jazykov upriamime pozornost na
didakticko-metodické principy, ktoré spiiiaji aj audionahravky.

3 Didakticko-metodologické principy vyucby cudzich jazykov
a tvorba vlastnych nahravok

Didaktika vyucby cudzich jazykov sa od svojho vzniku orientovala na kompetencie,
ktoré boli v danej historickej epoche relevantné. Jednou z najstarSich teorii, ako
ucit cudziu rec, je bezpochyby prekladacia a gramatickd metéda, vyuzivana pri
stddiu klasickych jazykov (starogréctina, latin¢ina). Huneke a Steinig uvadzaju, Ze
»schopnost komunikovat' cudzim jazykom v kazdodennych situdciach nebolo vlast-
ne cielom danej metddy” (Huneke & Steinig, 2010, s. 188). Jazyk sprostredkoval
pristup k vyspelej literarnej kultire a preklad literarnych textov bol ,kltcovou
kompetenciou vyucby cudzich jazykov (Huneke & Steinig, 2010, s. 188). Dalsim
z dolezitych cielov bolo obozndmenie sa s gramatikou cielového jazyka. Prave gra-
matika sliZila na rozvoj abstrahujiceho a systematizujiiceho myslenia, ktory bol
tiez ziadany (Huneke & Steinig, 2010).

V dvadsiatom storo¢i dochadza pod vplyvom spolocenskych zmien, vyvojom
technolégii a zmene motivacie ucenia sa cudzich jazykov k vzdialeniu sa od
gramaticko-prekladovej metédy. Audiolingudlna a audiovizuidlna metdda, obe vy-
chadzajice z behavioristickej tedrie ucenia, pripravovali uciacich sa najma na ko-
nanie v cielovom jazyku v kazdodennych situdciach (Huneke & Steinig, 2010).
Dnes uz nehovorime o jednej metdde, ale o principoch vyucby, ,smerniciach, vy-
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plyvajucich z predstavy o dobrom vyucovani“ (Funk a kol, 2014, s. 17). Podla ko-
lektivu autorov materialov k vyucbe nemciny ako cudzieho jazyka Ako ucit’' nemci-
nu: Ulohy, cvicenia, interakcie (Funk a kol., 2014) tvoria tieto principy teoreticki
bazu, na zadklade ktorej mo6zu ucitelia hovorit o vyucovani bez toho, aby sa opierali
len o priklady dobrej praxe. Spoznanie principov na teoretickej irovni ma dosled-
ky aj do praxe, kedy sa ucitelia na zaklade principov rozhodnu o priebehu vyucby,
zaradeni ¢i vynechani cvicenia alebo tulohy do vyucovacej jednotky. V tychto prin-
cipoch sa odrazaju a zurocuju aj pristupy obltibené v minulosti, kedZe niektoré
ich formulované zasady su rovnako platné aj dnes.

V metodologicko-didaktickych principoch dominuje orientacia na Studenta, jeho
zaujmy, jeho motivaciu ucit sa cudzi jazyk, dalej na predtym nadobudnuté ve-
domosti, na kontext vedomosti ziskanych aj v inych oblastiach vyucby, na tlohy
kopirujtce realny zivot mimo vyucovania, zamerané na konanie, nie na vymeno-
vanie vedomosti. V neposlednom rade je pocas vyucby dolezity i uspech, ktory
Studenti zazivajd, lebo Uspech motivuje a vedie k dalSim vykonom, a vzajomné
interakcie medzi Studentami, ktoré zvysuju prileZitost Studentov dostat sa k slovu
a aj konat' v cudzom jazyku. Pokial’ Student spracovava témy blizke jeho kazdoden-
nému Zivotu a zaujmom a dostane moznost aktivne zasiahnut do vyucovacieho
procesu a priniest obsahy blizke jeho svetu, rastie jeho vnutornd motivacia do
Stidia cudzieho jazyka (Funk, 2014). Vnutorna motivacia, na rozdiel od vonkajsej,
je dlhodobejsia, vdaka nej Studenti lahSie prekonaju taZzkosti vo vyucbe cudzie-
ho jazyka a vedie k lepsim vysledkom (Huneke & Steinig, 2010). Pri vnutornej
motivacii su Studenti nezavisli od vonkajSieho hodnotenia, st si vedomi, Ze to o
dosiahnu, dosiahnu pre nich samotnych, nie pre vonkajSie instancie ako rodicia,
ucitelia alebo lepSia zndmka na vysvedceni.

Pocet metodicko-vyucovacich principov nie je konecny a ako uvadza Rainer
E. Wicke (2017), dal by sa rozsirit o dalSie principy, ktoré i on sim podrobnejsie
spracovava (napr. planovanie vyucovacieho procesu spolu so Studentami, zmeny
socidlnych foriem vo vyucbe, integracia ,tradi¢nych“ vyucovacich a uciacich sa
procesov, nie ich diskriminacia, hry patria k procesu ucenia sa a i.).

Nahravky, pripadne nahravky vo forme podcastov pre vysSie jazykové trovne,
podporuju tieto didakticko-metodické principy (spracované podla Funka & kol,
2014):

a) uspech - Studenti ziskajui s uskutocnenou nahravkou aj dokaz, Ze si schopni
o danej téme rozpravat, pripadne, Ze dokdzu reagovat v modelovej situdcii.

b) kompetencia, schopnosti - vyucovanie ma u Studenta budovat schopnosti
zvladdnut kazdodenné situacie v cielovom jazyku (nakup, zakladanie tuctu
v banke, zapisanie sa na Studium v rdmci Erazmus pobytu).

c) jednanie - Student je schopny aktivne konat v cudzej reci.
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Nahravkami si Studenti cvi¢ia monolégy, pripadne dialégy pouzitelné v da-
nej situacii. Oproti rolovym hram (role play) maju nahravky tu vyhodu, Ze sa
k nim moézu Studenti sami vratit a pripadne analyzovat chyby, ku ktorym dos-
lo. V bezpe¢nom prostredi sa Studenti chystajui na jednanie v cielovom jazyku,
vytvaraju a osvojuju si moZnosti reakcii v danych situaciach.

d) ulohy - ulohy su komplexnymi zadaniami, na ktoré predtym pripravuju cvi-
¢enia. Ulohy kopiruju realny Zivot a pripravuju $tudenta na jednanie v cudzej
reci v redlnom Zivote (napr. roleplay na rézne témy: pracovné interview, opis
cesty z pristavu do centra mesta a mnohé iné, ale i napisanie ziadosti do za-
mestnania, Zivotopisu, blogu a podobne). Nahravky, pripadne podcasty su svo-
jou komplexnostou predurcené na to, byt zadané na zaver istého tematického
celku, aby pri nich Studenti vyuzili vSetky ziskané vedomosti.

e) interakcie - Studenti ziskavaju vedomosti v skupine s ostatnymi, v interakciach
s ostatnymi zo skupiny, o im umoziuje ucit sa spolu, ale i ucit' sa od ostat-
nych.

Nahravky a podcasty méZu byt zadané ako individualne, ale i skupinové tlohy,
¢im ucitel’ vytvori priestor pre obohacovanie Studentov navzajom.

f) kontext - jednotlivé vedomosti sa davaju do suvislosti s predchadzajicimi ve-
domostami Studentov.
Vo vyssich jazykovych arovniach, pri zadaniach kopirujtcich podcastova prax,
vyuzivajui Studenti celd skdlu nadobudnutych vedomosti, ale i zru¢nosti (ako
napr. argumentdcia, citovanie, parafrazovanie zdrojov, nadobudnuté vedomosti

z inych predmetov a iné).

g) zosobnenie - input vo vyucovani koreSponduje so zaujmami a problémami
Studentov, vzbudi ich pozornost a Studenti si ho osvoja jednoduchsie.
Ak je zadana uloha pre vytvorenie audionahravky ¢i podcastu naformulovana
dostatoCne vSeobecne, mdzu si Studenti najst vlastny sposob, ako ju zrealizo-
vat' a zaroven splnit ulohu.

h) aktivny pristup Studenta - ucitel’ Studentom dovoli niest zodpovednost za vy-
ucujuci proces, umozni im rozhodovat o priebehu vyucovania, co vedie k vac-
Sej samostatnosti Studentow.

i) motivacia - viaceri autori (McMinn, 2008, Philips, 2017) sa zhoduju, Ze pod-
casty zvySuju motivaciu do vyucovania. Philips uvadza, Ze prave online dostup-
nost je jednym z motivujicich faktorov pri vytvarani podcastov pre Studentov.
(Philips, 2017, s. 160)

Po ukazani, Ze tvorba audionahravok a podcastov ma svoje miesto v modernom
vyuCovacom procese sa pozrime na jej detailnejSie zaradenie do vyucby.

Empirické studie 25



4 Zvukové nahravky a ich integracia do vyucovacieho procesu

McMinn (2008) upozoriuje, Zze podcasty by sa nemali dostat do centra vyuco-
vacieho procesu, ale vyucovaci proces by mali v rdmci platiaceho kurikula vhod-
ne dopliiat. Preto je tvorba podcastov a zvukovych nahravok vhodna ako tloha
prichadzajica po nacviceni réznych Ciastkovych kompetencii v cviceniach. Termin
cviCenie a uloha st podla Funka a kolektivu (2014) rozdielne, no navzajom pre-
pojené. Mudro zostavené a zoradené cviCenia pripravuju Studenta na zvladnutie
ulohy, ktord kopiruje bezny zivot. To, o ma Student splnit v ulohe, je situdcia,
s ktorou by sa mohol stretniit’ aj v redlnom Zivote, mimo jazykovej u¢ebne. Ulohy
davaju Studentom moZnost vyskusSat si konanie v cudzom jazyku v chranenom
prostredi jazykovej vyucby, zaroven vsak pripravuji na realny Zivot v krajine cie-
lového jazyka. Aby Student mohol ulohu splnit, jednotlivé potrebné kompeten-
cie (slovnu zasobu, gramatiku) C¢iastkovo ziskava a postupne cvi¢i v pontknutych
cvic¢eniach. Cvicenia by mali svojou naslednostou viest Studenta k stile vacsej
samostatnosti. Pri ndcviku novej kompetencie zdoladva Student najskor uzavreté,
polootvorené a nakoniec otvorené cvicenia. Tak isto by mali viest cvicenia od
receptivnych k produktivnym. Uloha uZ obsahuje malo pomdcok pre §tudenta, je
teda otvorena a produktivna. Neznamena to vSak, zZe ucitel pre slabsich Studentov
v skupine nemdZze aj pri ulohe pondknut pomocky.

Aby sme si teoretické rozdelenie medzi cvi¢eniami a dlohou mohli predstavit aj
prakticky, uvedieme priklad z ucebnice pre nemcinu ako cudzi jazyk Begegnun-
gen B1+ (Buscha & Szita, 2013, s. 45-48). Priklad pochadza z druhej lekcie. Té-
mou je dohadovanie terminov. Tato téma nie je Studentom uplne nova, pretoze sa
v ucebnici cyklicky opakuje, stile prispdsobena aktudlnym schopnostiam Studen-
ta. Na drovni B1+ uZ vyZaduje od Studenta komplexnejSie reakcie s narocnejSou
gramatikou. V prvom cviceni doplnia Studenti podla vypocutého textu chybajice
informacie do prehladnej tabul’ky. Jedna sa o uzavreté cvi¢enie - $tudenti dopliajt
odpovede na dopliujice otazky (o kol'kej, kde, kedy, ¢o sa tam robi). V nasledu-
jicom cviceni majd Studenti zo zoznamu slovies doplnit’ slovesd do viet, Casto
pouZzivanych pri dohadovani terminov. Tieto vety Studenti poculi uz v uvodnej
nahravke. V nasledujicom cvi¢eni maju doplnit popisané konanie k jazykovému
prejavu. Napriklad: $tudenti vidia vety: ,Dobry defi, volam sa XY. Co moZem pre
Vas urobit?“ Ako popis Cinnosti k tymto vetdm vybert zo zoznamu: ,Predstavim
sa a ponuknem pomoc volajucemu. Ide o uzavreté cviCenie. V nasledujucich dvoch
cviceniach $tudenti dopihaju chybajiice vetné ¢leny do napisanych dialégov. V za-
verecnej ulohe k tejto téme majd Studenti sami zahrat roleplay, pri ktorej maja
s pouzitim ziskanej slovnej zasoby z predchadzajicich cviceni dohodnut termin
a ziskat' doplnujtce informacie. Situacie dohodnutia terminu sui dané v ucebni-
ci a savisia s realnym zivotom (napr. dohodnutie terminu s upratovacou firmou,
ktora pre kancelariu Studenta zabezpecuje upratovacie sluzby). Ucitel’ v§ak tlohu
moZe prisposobit beZnému Zivotu svojich Studentov, kedZe zadanie z ucebnice je
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vhodnejsie pre dospelych uciacich sa, ktori potrebuji nemcinu v ramci podnikania.
Vo vysokoskolskom prostredi by si Studenti mohli dohodnut termin nahradného
zapisu na Stddium na zahranic¢nej univerzite, stretnutie s koordinatorom Erasmus
pocas Studijného pobytu a mnohé iné. A ak by ucitel' chcel tuto tlohu nahradit
odovzdanou audionahravkou, ako moznost nahrady rolovej hry by prichddzala do
uvahy nahravka, kde Student zhrnie zakladné typy a triky pri pracovnych telefona-
toch z roznych uhlov pohladu: z pohladu volajiceho, prepajajiceho i prijimajiceho
telefonat.

5 Tipy pre vyuZitie audionahravok a podcastov v jazykovom
vzdelavani

Ako sme uviedli vyssie, podcasty a audio(vizualne) nahravky poskytuju ucitelom
moznost overit, ¢i a do akej miery viedli zvolené cvicenia k stanovenému cielu
vyucby a €i Studenti pri uzavreti tematického celku disponuji stanovenymi schop-
nostami. Pri pouZiti na niZSich drovniach A1 a A2 odporucame nechat Studentov
zhotovit' autentické video, aby sme zamedzili ¢itaniu textu z papiera, a dosiahli
tak stanoveny ciel, a sice pripravit Studentov a Ziakov na realnu komunikaciu.
Pri videu nemusi byt vidiet Studentov, m6zu natacat len prostredie, v ktorom
sa nachadzaji. Uéitelom odport¢ame uréit dopredu dizku nahravky, pricom so
stipajicou komplexnostou tloh by mali Studenti ziskat aj viac ¢asu k dispozicif.

Chceme upozornit' na to, Ze tymto zoznamom nie su témy ani zdaleka vycerpané.
NajvacSou inspiraciou pre ucitelov bude ucebnica, ktort pouzivaju, kde sa niektoré
ulohy s trochou fantazie daju pretvorit na takyto typ uloh. Pri nizsich trovniach
sa odporuca Studentom poskytnut pomocku vo forme fraz, ktoré sa hodia v danej
situdcii. Stale plati nepriama umera: ¢im vyssia je jazykova droven Studentov, tym
menej pomocok by mali dostat.

a) Uroven A 1

Témy vhodné pre | Video Ciel

urovne Al

pocasie $tudenti/Ziaci stoja vonku pred domom / | $tudenti dokaZu opisat pocasie, poznaju
pripadne na balkéne, opisuju pocasie slovnu zésobu k téme a vedia ju

a porozpravaju aj predpoved na dalSie dni | adekvatne pouZit

Odporuéana dizka nahravky* cca 40
sekund az 1 minuta

(pokracovanie na dal3ej strane)
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Témy vhodné pre
urovne Al

Video

Ciel

moja oblubena
miestnost

Studenti sa pohybuju po miestnosti,
opisuju, ¢o vidia, hovoria, ¢o robia
v miestnosti najradsej

Odporicana dizka nahravky cca 1-2
minudty

Studenti dokdzu vyuzit slovnu zasobu

v kontexte, poznaju a dokazu spravne
pouzit predlozky miesta a st schopni
referovat o ¢innostiach, ktoré na danom
mieste vykonavaju

varenie podla

Studenti natacaju potrebné suroviny

Studenti poznaju potraviny a zakladné

MS Teams (alebo inej), kde zdielaju
obrazovku s otvorenymi mapami, kde
ukazuju, ako sa dostat z bodu A do bodu B

Odportéana dizka nahravky cca 40
sekdnd az 1 minuta

receptu a opisuju, ako ich pri priprave jedla ¢innosti v kuchyni, dokazu popisat
vyuziju pracovny postup
Odportéana dizka nahravky cca 1-2
minuty

opis cesty Studenti sa nahrévaju v prostredi aplikacie | $tudenti dokaZzu tvorivo pouZit slovnu

zasobu pri cestovani a opise cesty

moje oblUbené
zviera

Studenti mdZu toto zviera nahrat,
resp. opisovat ho na pozadi beZiaceho
filmu o tomto Zivo¢iSnom druhu

Odportéana dizka nahravky cca 40
sekund az 1 minuta

Studenti dokdzu hovorit o starostlivosti
o domdce zviera

*Dizky nahravok sltzia len pre pribliznd orientaciu.

b) Uroveri A 2

Témy vhodné pre
urovne A2

Video

Ciel

travenie volného
Casu

Studenti moZu zachytit ast svojej
obltbenej volnocasovej aktivity
v autentickom prostredi, ktoru
okomentuju v ciefovom jazyku

Odportéana dizka nahravky cca 2-3
minuty

Studenti dokdzu rozprévat o svojom
oblibenom spdsobe travenia volného
Casu, pricom pouzivaju potrebnu slovnu
zdsobu v kontexte

moje mesto Studenti nakameruju/odfotia ¢ast Studenti dokdZu opisat okolie, v ktorom
mesta/dediny, kde Ziju a citia sa dobre. sa najéastejsie pohybuju, a vysvetlit,
V dopredu stanovenom case vysvetlia, o | preco sa im dané miesto paci a aké
na danom mieste robia a preco sa im pacdi | aktivity sa na iom daju robit
Odportéana dizka nahravky cca 3—4
minuty
(pokracovanie na dal3ej strane)
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svojich prazdnin

Odportéana dizka nahravky cca 3—4
minuty

Témy vhodné pre | Video Ciel
urovne A2
dovolenka Studenti natocia par momentov zo Studenti dokdzu referovat o prezitych

udalostiach v minulom ¢ase, opisovat
prostredie a fudi, ktorych stretli

Co prave ¢itas? /
Aky serial
sledujes?

Studenti zhrnu za dopredu urceny cas dej
knihy/ seridlu

Odportéana dizka nahravky cca 2-3
minuty

Studenti st schopni zhrnat dej knihy/
filmu/ seridlu a referovat o iom
v minulom ¢ase

Koho sledujes na
socialnych
sietach?

Studenti mézu natocit vo svojom
teleféne/pocitaci kratke video, pri ktorom
ukdzu profil/stranku zo socialnych sieti

a vysvetlia, preco dany profil sleduju

Odportéana dizka nahravky cca 2-3
minuty

Studenti dokazu vysvetlit, preco sleduju
dany profil/ stranku, na ¢o pouzivaju
ziskané informacie

*Dizky nahravok sluzia len pre pribliznti orientaciu pre ugitela.

¢) Uroveii B1, B2, C1

Na tejto Urovni zavisi natoCenie videa skor od témy a kreativity tvorcov. Cielom

nahravok na tejto irovni méze byt prave tréning argumentdacie. Pri argumentacne

zadanej ulohe by vyucujici mohli zvazit zmenu socialnej formy vyucby z indivi-
duédlnej na skupinovd.

Dizka nahravky zavisi od naformulovanej tlohy a od socialnej formy, v ktorej ma
vzniknut (argumentacne orientované nahravky zadané ako skupinovy projekt pre
dvojicu mézu dosiahnut' dlzku aj 12 minut, zatial ¢o argumentacne podloZeny

nazor jednotlivca na dant otazku moZe dosiahnut dizku 3-5 minut).

Témy vhodné pre droven B1, B2, C1

Ciel

Zivotné prostredie a ja

slowfood verzus fastfood

umenie a ja

slowfashion verzus fastfashion

Studenti pouZzivaju ziskanu slovnu

zasobu v kontexte, dokdzu najst argumenty za
a proti, priklady a protipriklady

a vyjadrit ich vhodnou formou

d) Témy vhodné pre jazykové vzdelavanie na vysokych skolach (troven

B1-C1):

Témy

Ciel

porovnanie priebehu Stddia na Slovensku a na
vybranej zahrani¢nej univerzite

Studenti dokdzu najst, porovnat a zhodnotit
informécie v cielovom jazyku a nasledne vybrat
relevantné informécie do svojho prejavu

(pokracovanie na dalsej strane)
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Témy

Ciel

vyhody a nevyhody distan¢ného vzdeldvania na
vysokych Skolach

Studenti su schopni kriticky reflektovat vyhody
a nevyhody distan¢ného vzdeldvania aj na zéklade
precitanych textov, ktoré im ucitel poskytne

predstavenie Studijného odboru, jeho absolventov
a oblasti posobenia Sirokej verejnosti

Studenti dokazu najst, porovnat a zhodnotit
informécie v cielovom jazyku a nasledne vybrat
relevantné informdcie do svojho prejavu

rady a typy pri uchadzani sa o studium v zahranici
(pre Studentov, ktori uz zahrani¢ny pobyt
absolvovali)

Studenti dokdzu najst, porovnat a zhodnotit
informécie v cielovom jazyku a nasledne vybrat
relevantné informdécie do svojho prejavu

Sirsie zadana téma, ktoru by Studenti mohli
spracovat na zaklade vlastného studijného programu

Studenti dokdzu najst, porovnat a zhodnotit
informacie v cielovom jazyku a vo svojom prejave

(pre filozofické fakulty sa hodia témy ako: hranice,
globalne problémy sveta a Uloha Studovaného
odboru priich rieseni, konflikty, dedi¢stvo predkov,

)

nasledovat konkrétne zadanie k problematike

Audionahravky by sa dali zadat takmer na kazdi tému vyucby. Niektoré akade-
mické zrucnosti, ako napriklad sumarizacia a argumentdacia, by sa taktiez s maly-
mi Upravami dali preniest do tejto podoby. Zostava vSak nadalej vhodné, aby si
Studenti osvojili tieto zrucnosti v pisomnej podobe. Audionahravka by ich vSak
pripravila na ustnu prezentdciu na odbornd tému, ktord musia Studenti v od-
bornom jazykovom vzdelavani ¢asto absolvovat' na zaver odborného jazykového
vzdelavania na vysokej Skole.

Aby mali audionahravky vo vyucbe ¢o najlepsi efekt, odporticame nechat Studen-
tov vypracovat tzv. one-way-video. Znamena to, Ze by Studenti mali zacat s na-
hravanim az vtedy, ked’ uz sd absolttne pripraveni. Nahranie sa totiZto pri tomto
spdsobe nema opakovat, strihat’ alebo inak upravovat. Tak, ako sa podari spravit
video/ nahravku na prvykrat, bude aj video/ nahravka odovzdana. Takéto zadanie
ulohy, pripadne jej zhotovenie pocas vyucby, pomoéze zlepsit pripravu na danu
ulohu a naplnit ciele spojené so zadanou tlohou ohladom osvojenia gramatickych
Struktir a slovnej zasoby. Plati, Ze ¢im je priprava intenzivnejSia, tym hlbsie sa
vryju do paméte aj nadobudnuté vedomosti.

Dizka zhotovenych nahravok zavisi od konkrétneho zadania tlohy, socialnej formy,
v ktorej ma byt uloha vypracovana a tiez jazykovej urovne Studentowv.

6 Priklad vyucovacej sekvencie pripravujicej na zhotovenie
nahravky pre Studentov nefilologickych studii v odbornom
jazykovom vzdelavani

V nasledujucich riadkoch predstavim sekvenciu vyucby, ktora predchadza zaverec-
nému zadaniu:
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Nahrajte zvukovy zaznam o vlastnom Studijnom programe, pri ktorom predstavite
Vas studijny program laickej verejnosti. Sistredte sa na obsah a organizaciu $tu-
dia, ale i neskorsie uplatnenie absolventov. Pridajte aj par menej zndmych faktov,
ako su napr. slavni absolventi VaSho odboru ¢i rozdiely v Stadiu na Slovensku
a v zahranici. Na zaver vysvetlite, preco ste sa rozhodli Studovat’ dany odbor. Vasa
nahravka by nemala byt kratSia ako 3 minuty. Rozpravajte len podla pripravenych
bodov, necitajte text. Nahravku smiete nahrat iba raz, nie opakovane, taktiez ju
neupravujte, nestrihajte ani inak nedopliajte.

Dana sekvencia nastupuje po spoznani slovnej zasoby k organizacii univerzity
v cudzom jazyku.

Cas (v min.)/ | Ciel Obsah/ metdda/ Socialna Material Kontrola
Faza zadanie Ulohy forma dosiahnutia
stanoveného ciela
10 +5 min. |Studenti spoznajd naplfi | Priradte povolanie |skupinova Ucitel pripravi opisy Dve skupiny
(vyhodnote- | prace vybranych k opisu ¢innosti jednotlivych povolani, Studentov sa spoja
nie) povolani v cudzom v pracovnom Zivote. ktoré mézu Studenti a kladu si navzajom
jazyku. daného studijného otdzky typu: Kto
motivacna odboru vykonavat po digitalizuje staré
faza uspesnom ukonéeni dokumenty? Druhd
studia. Ucitel mdze opisy | Cast skupiny
a povolania obohatit aj |odpovie: Archivar.
pridanim fotiek
z pracovného prostredia
typického pre dané
povolanie.
10 min. Studenti dokazu vybrat | Pozrite si video individudlna | U¢itel vyberie video, Kontrola vysledkov
hlavné informacie a rozhodnite, ktoré v ktorom je predstaveny |v pléne
expozi¢nd |z videa. vypovede st jeden Studijny program
faza spravne a ktoré (najlepsie taky, ktory
nespravne. Studenti aj sami Studuju)
a pripravi k nemu
pracovny list.
10 min. Studenti dokdzu Pozrite si video individudlna | Pracuje sa s tym istym Kontrola vysledkov
z vypoclutého vybrat dvakrat a doplrite videom ako v pléne, pripadne
expozi¢na detailné informécie. chybajuce udaje do v predchdadzajicej ulohe, | vo dvojiciach.
faza viet. ucitel doplni pracovny
list o dalsie cvicenie
s doplriujucou ulohou.
(pokracovanie na dalsej strane)
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Cas (v min.)/ | Ciel Obsah/ metdda/ Socialna Material Kontrola
Faza zadanie Ulohy forma dosiahnutia
stanoveného ciela
30 min. Studenti dokazu najst Najdite na stranke |indivi- Ucitel moéze odporucit Ucitel necha
Ziadané informacie univerzity v cielovej | dudlna, linky na zname Studentov doplnit
expozi¢na v cielovom jazyku krajine, kde by ste | resp. skupi- |univerzity v cielovej najdené informacie
faza z vierohodnych zdrojov. | raz chceli $tudovat, |nova krajine a pripravi v pracovnom liste,
informacie pracovny list (pracovny | Studenti pracuju
0 obsahu list mbZe obsahovat tieto | samostatne, no
a organizacii Studia kolénky: zvolena ucitel pomoze
Vasho odboru. univerzita, Studijny v pripade potreby.
program, povinné
a povinne volitelné
predmety,
charakteristika
absolventa, mozné
pracovné pozicie po
vystudovani, najvacsie
rozdiely oproti studiu
doma, nova slovna
zasoba).
fixa¢nd faza |Studenti dokazu volne Zaverecné zadanie |individudlna | Ucitel moze pre jazykovo | Individudlna spatna
rozprévat o svojom je naformulované slabsich studentov vdzba ucitela,
domaca studiu, profile v Uvode tejto vytvorit pracovny list pripadne skupinové
priprava absolventa, rozdieloch podkapitoly. s dolezitymi slovnymi vyhodnotenie
pri Studiu v zahranici spojeniami v ciefovom v pléne.
a na domovskej jazyku.
univerzite a aj svojej
motivacii pre Studium.

7 Technické predpoklady pre tvorbu audionahravok

Studenti 21. storocia st pripraveni ucit sa vyuzivanim mnohych digitalnych na-
strojov. Tvorba (audiovizualnych) nahravok pre vyucovacie ciele len kopiruje spo-
sob, akym dnes$ni Studenti komunikujui so svojim okolim cez socidlne siete (Insta-
gram, Snapchat a podobne). Studenti tento pracovny nastroj poznaji a dokazu ho
vyuzit kreativne aj pre vyucovacie ciele (Campbell, 2005).

V stcasnosti, kedy ma kazdy Student vlastny smartfon, nepredstavuje vyhotovenie
audio- ¢i audiovizudlneho zaznamu takmer Ziadny problém. Video ¢i audio subor
Studenti jednoducho zhotovia vdaka svojmu mobilnému zariadeniu a zaslanie vy-
ucujucemu sa udeje podla dohody, bud’ na email alebo ako nahravka do aplikacie
MS Teams, do sekcie ,zadané ulohy,“ pripadne do kandlu Studijnej skupiny, vytvo-
renému pre zhromaZzdenie nahravok. Tato alternativa prinasa so sebou aj moznost
rychlej spatnej vazby ucitela, ktora je dostupna len Studentovi samotnému.

Po tychto konkrétnych odpordcaniach ohladom zadania audionahravky ako tlo-
hy sa v nasledujtcich riadkoch pozrieme na zmysluplné vyhodnotenie a podanie
spatnej vazby po ulohe.
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8 Vyhodnocovanie audionahravok

Vyhodnotenie tohto typu uloh suvisi s ich integrovanim do vyucovacieho procesu.
Na jednej strane by mohla podobna dloha nahradit' test z ukonceného celku, ¢o
by pre ucitela znamenalo, Ze by hodnotil individudlne kazdu odovzdanu pracu.
Zvukova nahravka umoznuje ucitelovi dat’ Studentom spatna vazbu aj pre vyslov-
nost a intonaciu v cudzej reci a samozrejme gramatiku a slovnu zasobu (Stork,
2017). Vyslovnost a intondcia su oblasti, ktoré pri oprave testov nemame ako
ohodnotit. Uc¢itel’ sa pri hodnoteni moze sustredit iba na jeden aspekt, ktory bude
sledovat (napr. pouZitie slovnej zasoby, ¢i pouzitie novo zvladnutej gramatiky).
Koncentrovanie sa na jeden aspekt by ucitel’ mal dopredu oznamit, tak isto ako
diZku nahravky, ktorti o¢akava pre splnenie tlohy. Pre zlep$enie vztahu k jazyku je
vhodné pouzit tzv. sendvicovy feedback, teda spomentt silné stranky odovzdanej
nahravky, chyby, resp. nespravne vyrieSené situacie a zakoncit spomenutim eSte
aspon jedného pozitiva.

Na druhej strane moézeme takuto ulohu zaradit do vyucbu pre zvySenie motivacie
a spestrenie. V tomto pripade ju mozeme vyhodnotit aj pre celd skupinu spolu,
nie len pre jednotlivca a v pléne predstavit najCastejSie chyby, ktoré sa vyskytli
(bez menovania konkrétnych mien). Dalej by mohla nasledovat skupinova praca,
po ktorej Studenti a Ziaci odprezentujui spravne verzie najcastejsich chyb.

Frekvencia pouzitia audio(vizudlnych) nahravok vo vyucbe by mala suvisiet aj
s dévodom ucenia sa cudzieho jazyka (maju Studenti najmd rozumiet odbornym
textom alebo majui aj komunikovat so zahrani¢nymi partnermi?). Domnievame sa,
Ze kazdé vyhotovenie nahravky ma velky vyznam pre Studenta v jeho osobnom
rozvoji, hoci nedostane pri kazdej odovzdanej nahravke spatnu vazbu od ucitela.
TaktieZ by sme nemali zabudat na to, Ze rutina je sprevadzana stratou motivacie,
¢im by aj tento nastroj prisil o svoj velky potencial. Kazdy ucitel by mal zvazit
pouzitie nahravok, socidlnu formu pre ich vyhodnotenie a formu ich hodnotenia
s ohladom na konkrétnu skupinu a ciele, ktoré ma skupina dosiahnut.

Zhotovené (audiovizuadlne) nahravky moZzu slazit ako input do dal$ich ¢innosti. Ak
si charakter zadanych dloh vyZaduje publikum, moze ucitel' vytvorit v aplikacii
MS Teams novy kandl, kde budd Studenti nahravky ukladat a navzajom si ich
komentovat. Aj tu je vhodné dopredu urcit, ako ma dany komentar k nahravke
vyzerat, ¢i ma obsahovat aj spatnd vdzbu k prednesu a obsahu, vlastné stanovis-
ko k problematike alebo len dopliiujicu otdzku a kolko takych komentdrov ma
jednotlivec zverejnit. KedZe ide o uzavretd skupinu, nenastane problém ani s au-
torskymi pravami, pokial’ by Student pouzil hudbu alebo logo, ku ktorym nevlastni
prava. Takto mozu Studenti ziskat spatnud vazbu a tieZ zaujimavé otazky k obsahu
nie len od ucitela, ale aj od celej Studijnej skupiny.
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Obr. 1: Priklad asynchrénnej komunikdcie v kandli MS Teams na predmete Odbornd nemcina. Ide o diskusiu pod
podcastom s nazvom Plytvanie potravinami. Podcast vznikol ako hodnotend tloha k celosemestrdinej
prdci Ako méZe odbor, ktory studujem, zachradnit svet? Ide tu o podcast v pravom slova zmysle, kedZe
nahrdvka bola aj zverejnend na strdnke https://karpatenblatt.sk/category/podcast/

9 Zaver

Zvukové nahravky a podcasty disponuju viacerymi vyhodami, ktoré im zabezpe-
Cuji miesto v modernom vyucovani jazykov. Vyhody tejto metddy vsak zostavaju
relativne do tej miery, do akej su Studenti a Ziaci ochotni spolupracovat a do akej
miery su motivovani pustit’ sa do novych vyziev a ziskavat vedomosti netradi¢nym
sposobom. VacSina z nizSie spomenutych vyhod bude fungovat len vtedy, ak Stu-
denti budu pri nahravani rozpravat volne a nie ¢itat’ pripraveny text. Kazdy ucitel
by mohol skusit pred zaradenim takejto tlohy do vyucby otvorit diskusiu na tuto
tému, vysvetlit svoje dovody a nacrtnut aj benefity, ktoré pramenia z vykonania
danej ulohy podla zadania.

Pri nahravkach a podcastoch ide o komplexné dlohy, ktoré vyzaduju, aby Student
ovladal slovnu zasobu, ale aj gramatické javy a dokazal obe casti funkcne spojit
v monolégu alebo dialégu na urcitd tému. Podcasty a nahravky prinasaja do tried
rozpravanie, na ktoré byva vo vyucovacom procese ¢asto menej ¢asu. Zaroven
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Studenti a Ziaci m6Zu v ramci zadanej témy prejavit svoju osobnost a venovat
sa oblastiam, ktoré utvaraju ich zivot. Ak zadame tvorbu nahravky ako projekt do
dvojic ¢i vacsich skupin, ucia sa Studenti spolupracovat a interagovat s inymi, pri-
padne sa aj ucia od inych. V tomto procese sa ucia organizovat' si ¢as a ziskavaja
tzv. makké zrucnosti, teda socidlne zrucnosti, ako del'ba prace v skupine, rieSenie
problémov a iné.

Medzi nevyhody tejto metddy patri pre ucitela domnela vac¢sia casova naroc¢nost
pri udelovani spitnej vazby. Tento bod je vSak relativny, kedZe aj oprava testov
stoji svoj cas.

Podcasty a audionahravky st spestrenim jazykovej vyucby, nemuseli by preto zo-
stat' na ,okraji“ vyucovacieho procesu, ,odloZené na neskor” Verime, Ze pri zara-
deni do vyucby pocitia benefity z tejto ¢innosti Studenti aj ucitelia sticasne.
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Podpora strategii u¢eni v kurzu obchodni anglictiny
na vysoké Skole

Supporting learning strategies in a course of business English at
university

Simona Peckova

Abstrakt: Cilem této prace je zjistit, jaky vliv na vykon a na vyuzivani strategii u¢eni ma, pokud
je vyuka odborného ciziho jazyka na vysoké skole obohacena o aktivity podporujici rozvoj
strategii uceni. Metodou vyzkumu je experiment. Autorka této prace do vyuky jedné ze dvou
paralelnich skupin téhoZ kurzu zahrnula i aktivity rozvijejici strategie uceni. Na zavér kurzu
byl studentiim obou skupin distribuovan dotaznik zjistujici, jaké strategie uceni studenti vyu-
Zivaji. Dale jsme pomoci srovnani vysledki v zavére¢ném testu zjistovali, jaky vliv ma zarazeni
tréninku strategii uc¢eni na vykon studentti. Byl zjistén pozitivni vliv zahrnuti téchto aktivit jak
na vykon, tak na miru vyuZzivani strategii uc¢eni studenty experimentalni skupiny v porovnani
s kontrolni skupinou. Samoziejmé vzhledem k omezenému poctu studenti zarazenych do vy-
zkumu se nutné vyvarovat se priliSnému zevSeobecnéni vysledkd, presto vysledky naznacuji,
Ze podpora strategii uc¢eni ve vyuce by mohla mit kladné efekty.

Kli¢ova slova: Strategie uceni, obchodni anglictina, vysokoskolskad pedagogika, experiment,
wellbeing

Abstract: The purpose of this study is to find out about the effects of including activities sup-
porting learning strategies into courses of business English at university. We used the method
of experiment to find out about the impact of these activities on performance of students and
their usage of language learning strategies. The author of this paper included a training of
language learning strategies into one of two parallel groups of the same course. At the end of
the course, students of both groups were asked to fill a questionnaire discovering what kind
of learning strategies the students used. Furthermore, we compared the test results in order
to observe the impact of a learning strategies training on students’performance. We found out
that including such activities into a language course has positive effects both on student per-
formance and the intensity of using language learning strategies. Of course, given the limited
number of students taking part in the experiment, we have to avoid excessive generalisation
of the results. Nevertheless, the results of the study imply, that including language strategies
in class could have positive effects.

Key words: Learning strategies, business English, higher education, experiment, wellbeing

Uvod

Cizi jazyky se cilené vyucuji od stfedovéku (Hendrich 1988). V priibéhu staleti
se ale ménily okolnosti i cile vyuky a témto zménam bylo tieba prizplsobovat
i vyukové metody. K vyznamné zméné paradigmatu v pedagogice potom doslo
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v 70. letech 20. stoleti. V této dobé se pozornost piesunula z ucitele na Zaka. Dile-
zité nyni jsou jeho potieby a moznosti. Podle toho se méni také role ucitele. Jeho
ukolem uz neni pouze predavat informace. Stava se spiSe partnerem ve vyuce,
facilitdtorem vyukového procesu, koucem. Stoji spiSe v pozadi a v pripadé potreby
poskytuje zakiim pomoc. Jeho hlavnim tikolem nyni je naucit studenty ucit se, vést
je k celozivotnimu uceni.

Navic na konci 20. stoleti se pozornost zacina zamérovat také na efektivitu vyu-
kového procesu. Je znamy fakt, Ze ne vZdy vynaloZené vstupy (objem finan¢nich
prostiedkli proudicich do Skolstvi, tsili ucitelt atd.) odpovidaji vyslednym vystu-
pum (znalosti, dovednosti a postoje zaki).

V této souvislosti se zacind mluvit o strategiich uceni. Za uplynula desetileti by-
lo vytvoreno vice koncepci téchto strategii. V nasi praci jsme zvolili klasifikaci
dle R. Oxfordové (1990). Ta strategie uCeni déli na primé (pamétové, kognitivni,
kompenzacni) a nepiimé (metakognitivni, afektivni, socidlni). Vickova a Prikrylova
(2011, str. 7) strategie uceni definuji jako ,Specifické postupy, ¢innosti a chovani,
které si zak voli a vyuziva ke zlepSeni svého uceni. Slouzi k usnadnéni a urychle-
ni uceni, ale také Cini uceni zabavnéjSim a efektivnéjsim. Podporuji rozvoj vsech
Ctyr feCovych dovednosti - tj. poslechu, ¢teni, mluveni a psani. Umoziuji zakovi
ridit proces svého vlastniho uceni a postupné tak prechazet od uceni fizeného
z vnéjsku k uceni autoregulovanému.” Primé strategie podporuji uceni jazykt pti-
mo, tj. v pfimém spojeni s osvojovanym cizim jazykem. Nepiimé strategie naproti
tomu prispivaji k procesu uceni vSeobecné. Souvislostmi mezi styly a strategiemi
uceni zabyva napt. K. Vickova a G. Lojova (2011).

Jak uz bylo naznacdeno vyse, se strategiemi uceni Uzce souvisi také autoregulo-
vané uceni ¢i zakovska autonomie. Autoregulované uceni Priicha (2009) definuje
jako ,uceni, kdy se zak stava aktivnim aktérem svého vlastniho procesu uceni
po strance ¢innostni, motivaéni a metakognitivni, Zdkovska autonomie je tedy
poté stav, kdy zak sam pievzal zodpovédnost za své uceni (Little 2003). Praveé
s témito pojmy spiSe pracuje didaktika cizich jazykid ve svych rGznych jazykovych
variantach jiz nékolik desitek let. Dllezity uZ neni jen zakiv vykon, ale také jeho
wellbeing, ktery je nakonec vychozim predpokladem efektivity uceni. Pravé rozvoj
nepiimych strategii uceni (metakognitivni, afektivni, socializa¢ni) mize byt vhod-
nym vychodiskem pro péstovani wellbeingu ve vzdélavani (Janikova 2011). Prijeti
zodpovédnosti za své vlastni uceni je predpokladem k rozvoji vnitini motivace
k uceni (Pavelkova 2002).

Strategie uceni a dalsi blizka témata, jako je napf. Zakovska autonomie ¢i autore-
gulované uceni jsou také predmétem zkoumdni u mnohych zahrani¢nich autori
(Chamot 2005, Thoutenfood 2013, Robson 2016, Zhoc et al., 2018, Bertolotti, Be-
seghi 2016, Ardasheva, Wang, Adesope, 2017, Braun, Thomas, 2013; Han, 2011;
Plonsky, 2011; Riverrra-Mills, Plonsky, 2008 aj.). Mnozi z nich ve svych vyzku-
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mech prokazuji pozitivni vliv osvojeni strategii uCeni na troven v cizich jazycich.
V jinych vyzkumech (VIckova, Bradova, 2014) tak jednoznacny vliv prokazany ne-
byl.

Také v dokumentu MSMT Strategie 2030+ (2020) se jasné hovofi o tzv. kli¢ovych
kompetencich, které maji byt jednim z hlavnich cilti vzdélavaciho procesu. Klicové
kompetence si zaci rozvijeji v perspektivé celozivotniho uceni a jsou jeho pred-
pokladem. Praveé jedinec, ktery umi pouzivat rizné strategie uceni, je autonomni,
tj. sdm reguluje svij vlastni vyukovy proces. Takovy ¢lovék je schopen celoZivot-
niho uceni.

Strategiemi uceni cizich jazykl se zabyvame dlouhodobé. V predchozich pracich
(Peckova 2020, 2021) jsme poukazali na to, Ze v jazykovych ucebnicich nejsou
vzdy strategie uceni zahrnovany komplexné a systematicky. V této praci se za-
méfime na to, jaky efekt ma, je-li soucasti kurzu ciziho jazyka na vysoké Skole
také trénink strategii uceni. Mame za to, Ze explicitni zahrnovani strategii uceni
do studia cizich jazykll pomtze lépe napliiovat nejen komunikativni a vzdélavaci,
ale také vychovny cil vyuky cizich jazykt (Hendrich, 1988).

Vyzkum

Jednim z cili vyzkumu je zjistit, jestli studenti, ktefi v pribéhu semestru v ramci
vyuky obchodni angli¢tiny absolvovali trénink strategii uceni, pouZivaji strategie
jiné nebo je pouzivaji v jiné mife neZ studenti, jejichZ kurz trénink strategii uc¢eni
neobsahoval. Druhym cilem je zjistit, jestli absolvovani tréninku strategii u¢eni ma
vliv na vykon studentd v zavérecném testu.

Metodou naSeho vyzkumu je experiment. Podle typologie pedagogického vyzku-
mu, se kterou pracuje Pelikan (1998), dale metodu vyzkumu miézeme charakteri-
zovat takto: z hlediska miry obecnosti jedna o aplikovany vyzkum (jeho cilem je
vyuziti vysledki v praxi), z hlediska vztahu ke skutecnosti jde o vyzkum empiric-
ky, protoze je spojen s praxi, jsou pii ném pouzivany exaktni metody a pracuje se
v ném s konkrétnimi daty. Uvazujeme-li o paradigmatu vyzkumu, pak se jedna
o kvantitativni vyzkum. Z pohledu zpisobu vyuziti se nejednda o akéni vyzkum
(nefeSime konkrétni problém urcité instituce), ale spiSe o strategicko-koncepcni
vyzkum, protoZe jeho vysledky mohou slouzit jako podklady pro rozhodovani
a dlouhodobé planovani. Pokud uvazujeme o jeho komplexnosti objasiiovani, po-
tom lze ftici, Ze vyzkum je interdisciplinarni, protoze v sobé integruje poznatky
a pristupy vice disciplin (pedagogika, lingvistika, psychologie). Z pohledu tcelo-
vosti je vyzkum deskriptivni, protoZe popisuje soucasny stav a dava doporuceni.
Vyzkum je terénni, protoze je proveden v prirozeném prostiedi, ne v laboratori.
Z hlediska pristupu a vyuZzitych metod se jedna o observa¢ni komparativni vy-
zkum. Neni longitudinalni, ale kratkodoby. Pokud bychom chtéli piesnéji vymezit
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typ experimentu, miiZeme Fici, Ze se jedna o techniku paralelnich skupin (Chraska
2007).

Experiment probéhl v zimnim semestru akademického roku 2021/22. Autorka
této prace do vyuky jedné z paralelnich skupin téhoZ kurzu zatadila celkem 8 ak-
tivit slouzicich k rozvoji strategii uceni cizich jazykl. Aktivity pochazely z rtiznych
prirucek autonomniho uceni (Dexter, 1999; Ellis, 1991; Oxford, 1990), popt. byly
vlastnim dilem autorky experimentu.

JelikoZ v kurzu pracujeme s kvalitni literaturou (Whitby, 2013) a jelikoz primé
strategie uceni (pamétové, kognitivni, kompenzacni) jsou v ucebnicich nutné pii-
tomné vZdy, v naSem tréninku jsme se zaméfili na strategie neptimé (metakogni-
tivni, afektivni, socialni), které jsou v ucebnicich casto opomijeny (Peckova 2019,
2020, 2021). Aktivity byly do vyuky zaiazovany v situaci, kdy se podarilo pokryt
hlavni ucivo a zbyvalo alespon 15 minut volného casu. Pri tréninku strategii uceni
studenti pracovali ve dvojicich nebo malych skupinach. Pouzivanym jazykem byla
Cestina, jelikoZ se jednalo o ¢esky studijni program. Pokud méli néktefi cizojazy¢ni
studenti problém s pochopenim zadani, bylo jim dovysvétleno v anglictiné. Vyuka
kontrolni skupiny tyto aktivity neobsahovala.

V rdmci prvni aktivity dostali studenti za ukol aplikovat nasledujici réeni na studi-
um cizich jazyki: ,Give a man a fish and he eats for a day. Teach him how to fish
and he eats for a lifetime” (tj. ,Dej ¢lovéku rybu a nakrmi$ ho na jeden den. Nau¢
ho rybarit a nakrmis ho na cely Zivot.“) Dale méli ve dvojicich diskutovat o téchto
otazkach: Co nam prinasi studium cizich jazyk(? Je pro uspésné osvojeni ciziho

vvvvvv

Cilem druhé aktivity bylo zmapovat, co studenty motivuje ke studiu cizich jazy-
kl. Uvedli jsme 6 dlvodd, pro¢ se studenti obvykle uci rGzné skolni predmeéty
(Pavelkova, Hrabal 2002): Abych mél dobré studijni vysledky, Abych dostudoval
skolu, Abych mél dobré zameéstnani, Abych se lépe domluvil na zahrani¢ni dovo-
lené, Abych mohl komunikovat s cizinci, ProtoZe mé to bavi. K vyjadreni, nakolik
s uvedenym souhlasi, studenti vyuZili Likertovu $kalu (zcela souhlasim, ¢aste¢né
souhlasim, prili§ nesouhlasim, viibec nesouhlasim, nedokazi posoudit).

Prostrednictvim treti aktivity studenti méli popsat sami sebe jako studenta cizich
jazykl. Pomoci moZnosti ,,obvykle“, ,nékdy*, ,skoro nikdy*, ,nevim“ zodpovidali na-
sledujici otazky: Byvate tispésny v gramatickych testech?, Mate dobrou pamét na
nova slovicka?, Vadi vam, kdyZ délate chyby?, Vadi vam, kdyZ v hodiné nejsou chy-
by dlsledné opravovany?, Je vaSe vyslovnost srozumitelna?, Pral byste si mit vice
Casu na pripravu, nez zacnete mluvit?, Bavi vas hodiny anglictiny ve Skole?, Ucite
se rad gramatickd pravidla nebo nova slovicka nazpamét?, Osvojujete si snadno
cizi jazyk, aniZ byste se o to cilené snazil? (pfi sledovani videi a filmq, pti ¢teni
cizojazyCnych texti).
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Pri Ctvrté aktivité se méli studenti zamyslet nad tim, jaké jsou v cizich jazycich
jejich silné a slabé stranky.

V paté aktivité byli studenti vybidnuti, aby analyzovali své aktudlni priority v ob-
lasti studia angli¢tiny. Nejprve méli na Skale 1-5 (1 = uroven, které chci dosah-
nout, 5 = velmi nizka troveii) ohodnotit své znalosti jazykovych prostredki (slov-
ni zasoba, vyslovnost, gramatika) a své recové dovednosti. Poté méli rozhodnout,
jaké maji aktudlné ve studiu jazyka priority (jazykové prostredky a fecové doved-

svvs

Sesta aktivita tréninku umoznila studentiim detailnéji se podivat na to, ¢eho kon-
krétné chtéji v jednotlivych oblastech jazykovych prostiredkt a fecovych doved-
nosti a také jaké kroky pro to realné mohou udélat.

V ramci sedmé aktivity byl studentim predloZen seznam c¢innosti, které bézné
provadime v hodinéch ciziho jazyka (Ustni prezentace ptred publikem, psani sou-
vislého textu, drilova cviceni, konverzace s rodilym mluvéim, ¢teni autentického
textu, prekladani, gramaticka cviceni, poslech, trénink vyslovnosti, rozhovory ve
dvojicich, hry). Studenti méli za kol priradit k témto ¢innostem emoce, které pri
nich zazivaji (radost, hrdost, uvolnéni, zaujeti, obezretnost, smutek, stud, uzkost,
zmatek, nuda, vztek, nekompetentnost, popft. jakékoliv dalsi).

V zavérecné osmé aktivité studenti provadéli analyzu studijnich materialti, které
pouzivaji. Byl jim predloZen seznam obvykle pouzivanych zdroji: hlavni ucebni-
ce, slovnik, cvicebnice gramatiky, materidl pro rozsireni slovni zasoby, vyukové
internetové stranky, cizojazy¢né zpravodajstvi (internet, televize, radio, tisk, ...),
cizojazycné filmy, cizojazy¢nd beletrie, cizojazy¢na odborna literatura, kontakty
s rodilym mluvéim. Ukolem studentti bylo Fict, které z t&chto zdrojii vyuzivaji a do
jaké miry, jaké jsou prinosy uvedenych zdrojti a co by mohli udélat pro to, aby tyto
zdroje vyuzivali na maximum.

Vytistény materidl dostal kazdy student v ivodu semestru. Postup byl vzdy takovy,
ze kazdé zadani si studenti promysleli nejdrive samostatné, udélali si do podkladi
libovolné poznamky a poté sdileli své zkuSenosti a poznatky ve dvojicich ptipad-
né v malych skupinach. Pokud se nejednalo o prili§ osobni téma, sdileli studenti,
pokud chtéli, své myslenky i v ramci celé studijni skupiny.

Po skonceni zimniho semestru, bezprostifedné pied absolvovanim zapoctového
testu byli studenti obou paralelnich skupin kurzu (tj. experimentalni i kontrolni
skupina) poZadani o spolupraci na vyzkumu. V ptipadé souhlasu vyplnili ano-
nymné predloZeny dotaznik strategii uCeni. Prinos tréninku strategii uceni jsme
zjistovali porovnanim vysledkd v zapoctovém testu obou skupin a porovnanim
odpovédi v dotazniku vyuzivanych strategii uceni.
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Tab. 1: Pfehled jednotlivych &ésti vyzkumného Setreni, jejich cilt, metod, ndstroji a zkoumanych skupin

SETRENI

ciL

METODY
A NASTROJE

ZKOUMANE
SKUPINY

Setteni 1

Zjistit pfinos tréninku strategii
uéeni na Uspésnost
v zavérecném testu

Kvantitativni: test znalosti
a pisemnych komunikacénich
dovednosti z anglictiny

Zdkladni soubor: studenti

1. ro¢niku nejazykového oboru
na Vs

Experimentdlini skupina: 11
student skupiny, jejichZ vyuka
obchodni angli¢tiny byla
doplnéna aktivitami
podporujicimi rozvoj

Kontrolni skupina: 13 student(
paralelni skupiny téhoz kurzu
anglického jazyka, kde aktivity
podporujici rozvoj strategii
uceni nebyly zahrnuty

Set¥eni 2

Zjistit pfinos tréninku strategii
ucenfi na vyuZivani strategii
uceni

Kvantitativni: dotaznik
zjistujici, jaké strategie uceni
studenti pfi studiu cizich
jazykl pouzivaji

Zdkladni soubor: studenti

1. ro¢niku nejazykového oboru
na Vs

ExperimentdlIni skupina: 11

studentl skupiny, jejichZ vyuka
obchodni angli¢tiny byla
doplnéna aktivitami
podporujicimi rozvoj

Kontrolni skupina: 13 student(
paralelni skupiny téhoz kurzu
anglického jazyka, kde aktivity
podporujici rozvoj strategii
ucéeni nebyly zahrnuty

Jak uz bylo receno, vyzkumnymi nastroji jsou test z anglictiny a dotaznik zjistu-
jici, jaké strategie uceni studenti pti studiu cizich jazykid pouzivaji. Od ptivodniho
zaméru distribuovat dotaznik elektronicky jsme upustili z divodu vSeobecné niz-
ké navratnosti dotaznikid Sifenych online. Po pilotazi, ktera v akademickém roce
2020/2021 probéhla elektronicky, jsme dotaznik tedy prevedli do papirové podo-
by a studenti ho vyplnili posledni vyukovy tyden semestru spolu s absolvovanim
zapoctového testu. Utast na dotaznikovém Setieni byla nepovinna a anonymni.

Ziskané udaje byly poté zaneseny do programu MS Excel a zpracovany. V piipadé
didaktického testu jsme spocitali primeér dosazeného poctu bodl a smérodatnou
odchylku. Pro vyhodnoceni dotazniku jsme nejprve odpovédi ano - spiSe ano -
spiSe ne - ne nejprve prevedli na ciselné hodnoty (ano = 3, spiSe ano = 2, spise
ne = 1, ne = 0). Pomoci vypoctu procentualniho zastoupeni jsme zjistili, které
strategie uceni studenti jednotlivych skupin pouzivaji a v jaké mifte.
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Test

Test z anglicCtiny je zapoctovym testem, ktery na pracovisti autorky vyzkumu za-
koncuje prvni semestr angliCtiny se zamérenim na obchod. Kurz odpovida drovni
B1 Spole¢ného evropského referenéniho radmce pro jazyky, studenti v ném pra-
cuji s ucebnici Business Benchmark pre-intermediate (Whitby, 2013), v zimnim
semestru je probrana prvni polovina knihy - tj.lekce 1-12. Test se sklada ze 4
casti: gramatika (dopliovani slovesnych tvarid do vét, 10 bodi), odborna termi-
nologie (preklad odbornych termint z ceského jazyka do angliCtiny, vysvétleni
vyznamu slovniho spojeni v anglicting, 20 bodi), ¢teni s porozuménim (souvisly
text v rozsahu cca 300 slov, po kterém nasleduje 10 true/false otazek, 10 bodi),
psany projev (obchodni e-mail na zadané téma v rozsahu cca 100 slov, 20 bodi).
Pro udéleni zapoctu musi student ziskat minimalné 70 %, tj. 42 bodt z celkovych
60. Testujeme tedy receptivni i produktivni psané komunikacni dovednosti. Test
byl studentiim distribuovan prezencné ve Skole.

Budeme-li se drzet Bloomovy taxonomie kognitivnich cild, mizZeme fici, Ze nas di-
dakticky test obsahuje ulohy testujici zapamatovani, pochopeni, aplikaci a syntézu.
Cast ¢teni s porozuménim obsahuje otazKy uzaviené s nabizenou odpovédi. Cast
pisemny projev je typem oteviené otazky, vyZaduje rozsahlou odpovéd’ studenta.
Psany projev je hodnocen podle metodiky Cambridge.

Zakladnim souborem jsou tedy studenti v prvnim semestru studia vysoké sko-
ly, kteri cizi jazyk nemaji jako hlavni obor studia. Experimentalni skupinou jsou
studenti jedné ze dvou paralelnich skupin prvniho semestru obchodni anglictiny,
kteri méli vyuku obohacenou o trénink strategii uceni. Kontrolni skupinou jsou
studenti druhé paralelni skupiny téhoz kurzu, jejichZ vyuka trénink strategii ucen
nezahrnovala.

Na absolvovani testu i vyplnéni dotazniki maji studenti celkem 60 minut, z toho
na test pripada cca 50 minut. Pri plnéni tkoll v testu neni studentiim dovoleno
pouzivat slovnik nebo jiné pomiicky. Didakticky test Zaci absolvuji bezprostiedné
pred vyplilovanim dotazniku. Dotaznik studenti vypliiuji anonymné. Za zapoctovy
test jim nalezi hodnoceni (zapocteno/nezapocteno). Vysledky dotazniku a testu
u jednotlivych studentl tedy nemohou byt vzijemné provazané.

Dotaznik

Dotaznik zjistuje, jaké strategie uceni studenti vyuZivaji pfi studiu a osvojovani
ciztho jazyka. Dotaznik jsme prevzali od R. Oxfordové (1990) a provedli drobné
upravy (snizili jsme pocet otazek).

Dotaznik obsahuje celkem 42 tvrzeni, na které respondenti reaguji pomoci Liker-
tovy Skaly: ano - spiSe ano - spiSe ne - ne.
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Pri pilotnim vyuziti dotazniku v predeslém akademickém roce byla pomoci Cron-
bachovo alfa zjiSténa jeho reliabilita v hodnoté 0,78. Dotaznik tedy povazujeme za
kvalitni a jeho dalsi Gpravy jsme proto jiz neprovadéli.

Celkovych 42 otazek dotazniku bylo rozdéleno do 6 skupin: poslech, slovni zaso-
ba, mluveni, ¢teni, psani, ostatni (metakognitivni, afektivni a socializa¢ni strategie,
které nebylo mozné zaradit do predchozich kategorii). Zde predkladame plné zné-
ni vSech polozek dotazniku:

1. Poslech:

Posloucham potady v radiu/televizi nebo sleduji filmy v cizim jazyce.

Zaposloucham se, kdyz slySim lidi nékde mluvit cizim jazykem, a snaZim se porozumét.
Pfi poslechu se snazim zachytit kli¢ova slova, ktera jsou dtlezita pro pochopeni sdéleni.
V$imam si vétné melodie (intonace) v fe¢i rodilych mluvéich.

Snazim se rozumét tomu, co sly$im, aniz bych prekladal/a slovo od slova.

KdyZ nerozumim piesné, pozddam mluvciho o zopakovani.

Kdyz mluvéi mluvi moc rychle, pozadam o zpomaleni.

2. Slovni zasoba

Rozdéluji si slovicka podle slovnich druhti (napt. podstatna jména, slovesa, ...).
Prifazuji si nova slovicka ke sloviim, ktera s nimi souvisi.

Pisi si nova slovicka do smysluplnych vét.

Pravidelné si slovicka opakuji, abych je nezapomnél/a.

3. Mluveni:

Davam otazky - zapojuji se tak do rozhovoru.

Zacinam rozhovor v cizim jazyce tak casto, jak je to mozné (napf. na dovolené v zahrani¢i nebo kdyz
potkdm turistu u nas).

Mimo vyucovani se Gcastnim akci, kde se mluvi danym cizim jazykem.
Napodobuji zpisob, jakym mluvi rodili mluvci.
Z4adam o opravovani chyb, které pii mluveni délam.

Pokud nemuZu najit slova, hledam jiny zpisob, jak vyjad¥it to, co chci Fict (naptiklad pouziji slovo podob-
ného vyznamu).

4, Ctenf:

Ctu v cizim jazyce co mozna nejvic.

Hledam si véci ke ¢teni v cizim jazyce, které co nejvic odpovidaji mé jazykové tirovni.
Nejprve prelétnu text o¢ima, abych pochopil/a hlavni myslenku; pak ho ¢tu podrobnéji.
Ctu si text nékolikrat, dokud neporozumim.

PriibéZzné si na okraj stranky textu nebo v hlavé shrnuji, co jsem piecetl/a.

Odhadnu priblizny vyznam na zakladé souvislosti v daném textu.

Pouziji slovnik, abych ziskal/a podrobnou predstavuy, jaky je vyznam daného slova.

5. Psani:
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Zkousim psat nejriiznéjsi texty v cizim jazyce (napt. dopisy, zpravy, vzkazy, osobni poznamky, $kolni prace,
referaty atd.).

KdyZ nevim spravny vyraz, najdu si jiny zptisob, jak ho vyjadrit. Naptiklad pouZiji slovo podobného vyzna-
mu nebo myslenku opisi.

Pokud mohu, pouzivam pfi psani slovniky nebo encyklopedie, Internet, abych si nasel/a nebo potvrdil/a
slova v cizim jazyce.

Predtim neZ zacnu text psat, si ujasnim a/nebo napiSu vSechny své myslenky.
Prepracuji jednou nebo dvakrat sviij text, abych zlepsil/a jeho obsah a jazyk.
Snazim se od nékoho ziskat zpétnou vazbu ke svému textu.

Pouzivam kontrolu pravopisu nebo gramatiky na pocitaci.

6. Ostatni:

Pfemyslim o tom, jak se u¢im cizi jazyky.

Hledam zpisoby, jak se ucit efektivnéji.

Vytvarim si prehledy toho, co uz znam.

Sviij program si planuji a mam tak Cas i na cizi jazyk.

Ve studiu ciziho jazyka si stanovuji jasné cile.

Premyslim o pokrocich, které v cizim jazyce délam.

Oddechové aktivity jsou pro mé soucasti studia ciziho jazyka.

Chyby povaZzuji za ptrirozenou soucast studia ciziho jazyka, a proto mé prilis nestresuje, kdyz néjaké délam.
Za studijni uspéchy se odménuji.

VS$imam si pocitd, které pfi studiu jazyka prozivam.

Pokud se pti nékterych aktivitach necitim komfortné, feknu to uciteli.

Diskuse a zavér

V didaktickém testu dosahli studenti experimentalni skupiny v priméru vyssiho
skore oproti studentlim kontrolni skupiny (52,7 bodu oproti 44,7 z celkovych 60
bodi). Smérodatnd odchylka je 4,6 u experimentalni skupiny a 8,9 u kontrolni
skupiny. Oboji naznacuje mozny pozitivni vliv absolvovani tréninku strategii uceni
na vykon studentt.

V pripadé hodnoceni dotaznikového Setfeni jsme srovnali, kolik procent studentt
experimentalni a kontrolni skupiny uvedlo, Ze pouZiva uvedeni strategie uceni. Po-
kud vyhodnotime vSechny otazky dotazniku jako celek, vychazi, Zze 35 % studenti
experimentalni skupiny uvedené strategie vyuziva a dalsich 30 % je spiSe vyuziva.
V kontrolni skupiné jsou tyto hodnoty 30 % (ano) a 30 % (spiSe ano). Vysledky u
jednotlivych typa strategii uceni uvadime pro leps$i prehlednost v tabulce:

Slou¢ime-li odpovédi ,ano“ se ,spiSe ano“ a na druhé strané ,ne“ se ,spiSe ne”
a poté vysledky obou skupin porovname, dojdeme k zavéru, Ze kromé strategii
slovni zasoby, kde jsou hodnoty obou skupin vyrovnané, pouzivaji studenti expe-
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Tab. 2: VyuZivdni jednotlivych typi strategii u¢eni studenty experimentdlni a kontrolni skupiny

experimentalni skupina kontrolni skupina

poslech ano: 55 % ano: 45 %
spiSe ano: 31 % spise ano: 35 %
spiSe ne: 9 % spise ne: 19 %
ne:5 % ne:1%

slovni zasoba ano: 13,6 % ano:11,5%
spise ano: 22,7 % spise ano: 25 %
spise ne: 36,4 % spise ne: 38,5 %
ne: 27,3 % ne: 25 %

mluveni ano: 37 % ano: 31 %
spiSe ano: 25 % spise ano: 28 %
spiSe ne: 28 % spise ne:32 %
ne: 11 % ne:9 %

psani ano: 43 % ano: 34 %
spiSe ano: 26 % spiSe ano: 23 %
spiSe ne: 31 % spise ne: 31 %
ne:0 % ne: 12 %

ostatni ano: 23 % ano: 23 %
spiSe ano: 38 % spiSe ano: 29 %
spiSe ne: 28 % spiSe ne: 28 %
ne: 11 % ne: 20 %

Vv

rimentalni skupiny strategie uceni ve vy$si mife, nez studenti kontrolni skupiny

(tj. té skupiny, ktera trénink strategii uceni v ramci kurzu obchodni anglictiny ne-
absolvovala).

Ackoli vysledky vzhledem k nizkému poctu ucastnikd vyzkumu nelze zevSeobec-
novat, mohly by naznacovat, Ze zatrazovat do vyuky jazyka i aktivity, pti kterych
se explicitné hovoti o strategiich uceni, by mohlo byt uZite¢né. Vysledky naSeho
Setfeni naznacuji pozitivni vliv tréninku strategii uceni jak na vykon studentd, tak
na mnoZzstvi strategii uceni, které pri studiu vyuzivaji.

V pribéhu vyse popsaného experimentu se studenti ve vétSiné pripadi téchto
aktivit ucastnili ochotné. Soudé z pozorovani jejich aktivnich diskuzi ve dvojicich
¢i v malych skupindch mame za to, Ze tyto otazky pro né byly podnétné a zajimavé.
Subjektivnim nazorem autorky vyzkumu je, Ze Zeny se o metakognitivni a afektivni
strategie uceni zajimaji vice nez muzi. DalSim subjektivnim nazorem autorky je, Ze
zafazeni aktivit podporujici osobnostni rist studentii do kurzi ciziho jazyka ma
pozitivni vliv na vzajemné vztahy studentl a celkové klima studijni skupiny. I to
jsou okolnosti, které jisté podporuji proces uceni.

V jedné z naSich predchozich praci (Peckova, 2021) jsme v zavéru predloZili na-
vrh takové koncepce vyukovych materiala ciziho jazyka, kde by kromé jazykového
obsahu student nalezl i aktivity podporujici rozvoj jeho strategii uceni, tj. aktivity
podporujici jeho studijni autonomii, wellbeing ve vzdélavani a v disledku toho
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i efektivitu vyukového procesu. Navrhli jsme zpiisoby, jak napomoci zacleniovat do
vyuky aktivity podporujici rozvoj strategii uceni. Jednalo se o aktivity vhodné pro
uvodni hodiny kurzu, aktivity vhodné do kazdé lekce i po delSich tsecich kurzu
a také o aktivity, kterymi by kurz byl zakoncen.

Mame za to, Ze vyuku cizich jazykd je uziteCné pojimat komplexné, nesoustiedit
se vyhradné jen na jazykovy obsah kurzu. Pti vyuce jazyka bychom méli sledovat
nejen komunikativni a vzdélavaci cil, ale i cil vychovny, ktery je uZitecnym pro-
stredkem osobnostniho rozvoje studentti a wellbeingu ve $kolnim prostiedi.
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Path to Success or Failure
in Foreign Language Speaking

Eva Stankova

Abstract: The article contributes to the research field on the development of speaking in a for-
eignlanguage. It presents the results of a survey conducted at the University of Defence in Brno.
The survey was designed to identify differences between two groups of fifty students with
different levels of their speaking skill in English, corresponding to A1 and B1 levels in terms of
the CEFR. The participants were interviewed in Czech about their previous language achieve-
ments, motivation to learn English and their experience of learning English. The interviews
were audio recorded, transcribed and analysed using inferential and descriptive statistics. The
outcomes have shown that the groups differed significantly in the type of school the students
had studied at prior to the university, the grades they had achieved in their secondary school
leaving examinations in English Language and Czech Language and Literature, and the degree
of their motivation to learn English. Furthermore, the analysis of the students’ opinions on the
development of their speaking skill in English has revealed that successful foreign language
speakers actively seek opportunities to speak in the foreign language, and attribute their suc-
cess to factors within their control, which is not the case of the unsuccessful ones. The author
proposes that undergraduates with low foreign language skills should be detected and inter-
viewed in their native language when they enter university to reflect on their language learning
experience, and encouraged to resume responsibility for their language skills development.

Key words: English language, good language learner, interdependence hypothesis, Maturita
Examination, motivation, NATO STANAG 6001 Examination, proficiency, speaking skill

Introduction

Speaking has always attracted attention of teachers and researchers. Burns and
Joyce (1997) defined speaking as an interactive process of making meaning that
includes producing, receiving and processing information. Developing speaking in
a foreign language takes time, since there are many essential prerequisites to
master, namely a certain level of listening comprehension, pronunciation, gram-
mar, vocabulary, functions, fluency and communication skills. Practising speaking
skills in a foreign language is a challenging task, especially in the countries where
the foreign language is not widely spoken, such as in the Czech Republic. Conse-
quently, some Czech students enter universities with an insufficiently developed
English language speaking skill (ELSS), and then experience difficulties in meeting
the objectives set by their study programs.

The problem is that these students fail to comply with the goals set for the exit
levels in their first foreign language in primary and secondary education. In terms
of the Common European Framework of Reference for Languages (CEFR) (Council
of Europe, 2001), pupils leaving basic schools should achieve at least elementary
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level, or A2, and graduates from Specialized and Grammar schools should reach at
least intermediate levels, B1 or B2, respectively (MSMT, 2017, p. 22; MSMT, 2022).
The students who achieve at least the B1 level before entering universities might
be, to a certain extent, considered good language learners, and the examination of
their learning path might provide educators with valuable information about their
acquisition of ELSS.

This is the reason why this study aimed to examine the language learning paths
of students at two different levels of their ELSS, namely A1 and B1 in terms of
the CEFR, among students at the University of Defence (UoD) in Brno. The study
compared the types of schools the students had studied at prior to the university,
their grades in secondary school leaving examinations in English and Czech, and
the degree of their motivation to learn English. In addition to that, the partici-
pants’ perspectives on their English language learning experience were processed
and compared between both groups.

The design of this study was inspired by the concept of a good language learner
(Rubin 1975), and the variables were selected with respect to the factors that
could be related to the development of foreign language speaking.

Literature review

The concept of a good language learner was introduced by Rubin (1975), devel-
oped by Naiman et al. (1978), and revisited several times since then (e.g., Reiss et
al., 1983; Naiman, 1996; Griffits, 2015). In her first work, Rubin (1975) explored
three variables on which good language learning depends: aptitude, motivation and
opportunity. They present the main concepts on which also our variables depend.

Language aptitude, the ability to acquire languages, is difficult to define. Carroll
(1960) considered aptitude “a relatively invariant characteristic of the individual,
not subject to easy modification by learning” (p. 38, as cited in Rubin, 1975).
Others insisted that that language aptitude could be improved through training
(Politzer & Weiss, 1969) and motivation (Rizvanovic, 2018). Thus, language apti-
tude is often used interchangeably with other terms, such as talent, giftedness,
language learning ability or even sometimes with language learning expertise.
Some researchers have suggested that aptitude designates the innate property
that develops into a certain skill, which is then termed talent (Gagné, 2005; Stern
& Neubauer, 2013). However, nowadays, a commonly held view is that language
aptitude is a more dynamic, multi-faceted conglomerate of various cognitive skills
(Dornyei, 2006) that can, under certain circumstances, be altered through practice
(Singleton, 2017), as cited by Ameringer et al. (2018, p. 7). Language aptitude
is associated with language achievements. Ganschow et al. (1998), for example,
conducted research which showed that high school students who achieved higher
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grades in a foreign language had significantly stronger language aptitude skills
than students who achieved lower grades in a foreign language. This is the reason
why this study considered secondary school leaving examinations in native and
foreign languages.

Another reason justifying the selection of the variables concerning the achieve-
ments in Czech and English language is centered around the theories stating that
competencies established in a native language will transfer across languages. They
stem from the linguistic interdependence hypothesis which states that language
and literacy skills can be transferred from one language to another (Cummins,
1979), and the Common Underlying Proficiency Model (CUP) in which the aspects
of a bilingual’s proficiency in a native and foreign language are seen as common
or interdependent across languages (Cummins, 1981). The interdependence hy-
pothesis was further supported by Sparks et al. (2009) who provided evidence for
a long-term crosslinguistic transfer of native language to foreign language skills.

Motivation is an important factor for explaining the success or failure of any com-
plex task. According to Gardner (1985), motivation is the combination of attempt
plus desire to obtain the aim of learning the language plus favorable attitudes
toward learning the language. Oxford and Shearin (1994) defined motivation as
a desire to gain an objective, combined with the energy to work towards that
objective. They present many reasons for studying different aspects of motivation
and provide suggestions on how to enhance motivation in learners. Tremblay and
Gardner (1995) prove that there are relationships among motivational constructs
and achievement. Numerous studies confirm that motivation plays a crucial role
in language acquisition (Ddrnyei, 1998, 2001) and that there is still space for
expanding the motivation construct in language learning (Prevratilova, 2020). Re-
cent studies point out the importance of motivation in developing a learner’s ca-
pacity to be autonomous in the process of language learning (Nemethova, 2020;
Rozsypalkova & Brzobohata, 2020; Yabukoshi, 2020). Thus motovation became
one of the variables in this research study.

Rubin (1975) explains that while it is generally agreed that the best language
learning occurs in the country where the language is spoken, good language learn-
ers seem to have a high motivation to communicate, no matter where they are.
In her view, good language learners seek the opportunities to use the language,
are willing to take a certain amount of risk in terms of making mistakes, attend
to the form and meaning by constantly analysing, categorizing and synthetizing,
and monitor their own speech and the speech of others. She asserts that the
teacher must find the means to help the student help himself, when the teacher is
not around (p. 45). Griffiths (2015) elaborates on the concept by offering lessons
from good language learners in terms of their aptitude, personality, learning style,
strategies, motivation, metacognition, autonomy and others. She suggests that more
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empirical research needs to be conducted to examine variables that lead to good
language learning. This study attempts to identify factors influencing success or
failure in foreign language speaking.

Speaking performance was studied, for example, by Alrasheedi (2020), who was
examining factors influencing speaking performance of Saudi English language
learners. Based on a questionnaire, his study identified decisive personal factors
impacting students’ performance in speaking skills: shyness, peer pressure, anxi-
ety, and fear of making mistakes. Other factors that hinder speaking performance
were paucity of necessary vocabulary, lack of exposure to the target language, and
scarce opportunities to practice speaking outside the classroom. Some researchers
emphasized a decisive role of the overall foreign language proficiency in the de-
velopment of speaking skills (e.g., Ravid & Tolchinsky, 2002; Bozorgian, 2012;
Berman, 2016; Kostikova et al., 2019). Tutoring experience and internal statistics
results at the UoD confirm that learners with well-developed listening and literacy
skills reach the required level in ELSS with less effort than learners with low level
of these skills (Hruby & Stankova, 2020).

By and large, literature review indicates that numerous studies have been examin-
ing various factors related to good language learners. However, most of them are
preoccupied with literacy skills, and empirical studies focusing on speaking are
relatively scarce. Therefore, the aim of this study is to contribute to the research
field of speaking in a foreign language by comparing native and foreign language
achievements, motivation and language learning experience in successful and un-
successful foreign language speakers in university students.

Purpose of the research

The initial impetus for designing this study came from the desire to gain an insight
into language education background and learning experience of students at the
UoD to find out some indicators determining their success in speaking in English.
The following paragraphs explain English language requirements and research fo-
cus at the Language Centre, UoD.

In general, military personnel in NATO member states are required to reach
a standardized level of proficiency in the English language according to their po-
sition in the Czech Armed Forces. They have to demonstrate the required level in
the NATO STANAG 6001 Examination. The descriptors for six language proficiency
levels are stated in the document NATO STANDARD A TrainP-5 (BILC, 2020). The
guidelines for language curriculum, test development, and for recording and re-
porting Standardized Language Profiles (SLP) of military personnel are provided
by Bureau for International Language Coordination (BILC, 2020).
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Currently, students at the University of Defence take their first NATO STANAG
6001 Examination in all four language skills in their first semester. They can
regularly retake the exam in all skills once a year. If they reach the required level
in two skills at least, they can retake only the skills in which they did not succeed.
At the end of the sixth semester, they have to achieve at least intermediate level in
English in all four language skills, expressed as SLP 2222 for listening, speaking,
reading and writing skills, respectively. This level, named the functional level in
terms of the NATO STANAG 6001 Examination, is comparable to B1. Those who
fail to achieve this goal have to leave the UoD. The dropouts present unwanted
losses in the Czech Armed Forces, since they are already well-trained military
professionals who might have reasonable prospects of becoming experts in their
field of study.

This is the main reason why English language educators at the University of De-
fence (UoD) in Brno have been paying a sustained attention to monitoring stu-
dents’ SLPs. The latest students’ SLP results serve as the criterion for the replace-
ment of students in their study groups. In addition, UoD researchers focus on
identifying the skills with the lowest performance level and search for the ways
of facilitating their development. Statistics, regularly performed at the end of each
semester, and research studies indicate that the most difficult skills for students
to master are writing and speaking (Hruby & Stankova, 2020); therefore, UoD
language teachers and researchers are preoccupied with students’ development in
writing and speaking. This study is a part of a project aimed at tracking students’
progress in developing their English language speaking skill. The paper presents
partial results that focus on the differences between two groups of students with
different levels of their ELSS assessed in their first semester at the UoD.

Concepts

Since the study examines only a limited number of variables in students who did
not succeed or succeeded at achieving B1 level in ELSS after 11-12 years of their
English language study at basic and secondary schools, there is not sufficient jus-
tification for terming them bad/good language learners. Therefore, for the purpose
of this study, narrower terms, unsuccessful/successful EL speakers, are introduced.

Unsuccessful EL speakers are the UoD students who had achieved Level 1 (L1) in
ELSS according to the NATO STANAG 6001 Examination (BILC, 2020) by the time
when they were the subjects of the research. Their results of other language skills
varied from L1 to L2. At the UoD, they present at-risk students, i.e., the students
who have a high probability of dropping out of the UoD for failing to meet the
requirements of English language courses and achieving SLP 2222 by the end of
their sixth semester. The descriptors for L1 in ELSS are presented in Appendix 1.
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Approximately, L1 corresponds to level Al in terms of the CEFR. In this study, the
unsuccessful EL speakers constitute research group 1 (G1).

Successful EL speakers are the UoD students who had achieved level 2 (L2) in ELSS
according to the NATO STANAG 6001 Examination (BILC, 2020) by the time when
they became the subjects of the research. Their results of other language skills
were assessed as L2. The descriptors for L2 in ELSS are presented in Appendix 1.
Approximately, L2 corresponds to level B1 in terms of the CEFR. In this study, the
successful EL speakers constitute research group 2 (G2). In general, G2 represent
students at higher level of proficiency in EL than G1.

Grammar Schools include four-, six- and eight-year secondary schools. Their study
programs aim at acquiring general knowledge with the prospect of continuing
studies at universities. Specialized Schools are other secondary education institu-
tions than Grammar Schools whose graduates take Maturita Examination (Voca-
tional Schools and Follow-up Schools).

Maturita Examination in English Language (MATURITA in EL) is a school leaving
examination at secondary schools (CERMAT, 2019). It is a facultative exam con-
sisting of a didactic test comprising listening and reading, and an oral and written
part that is not compulsory.

Maturita Examination in Czech Language and Literature (MATURITA in CLL) is
a school leaving examination at secondary schools. It is a compulsory exam con-
sisting of a didactic test, comprising the use of Czech and reading comprehension,
and an oral and written part. The scores for the standardized didactic tests of
both exams are reported annually in the document Maturitni zkouska 2013-2021
(CERMAT, 2019).

Motivation for learning the English language (MOTIV for EL) stands for the students’
self-reported evaluation of their motivation to learn English on the scale 1-10,
with 10 being the highest grade.

Research aim

The research focused on identifying differences between successful and unsuc-
cessful English language speakers. Based on literature research and observation in
classes, the variables in which the author expected the successful and unsuccessful
English language speakers might differ were selected as follows:

1. the type of the secondary school at which they studied before entering the
UoD,

2. the grade in the Maturita Examination in English Language,

3. the grade in the Maturita Examination in Czech Language and Literature,
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4. self-reported motivation for learning the English language on the scale 1-10.

In addition to that, the strength of the associations among variables 2-4 was de-
termined. Besides, students’ opinions on their language learning experience and
reasons for their success or failure in meeting the requirement to achieve level 2
in speaking in English in the NATO STANAG 6001 Examination were gathered and
analysed.

Research questions

Q1: In which variables (1-4) do the unsuccessful and successful EL speakers differ
significantly?

Q2: What are the associations among variables 2-4?

Q3: What are the students’ opinions on

a) the causes of the level of their ELSS?
b) their shortcomings in ELSS?
¢) what the UoD teachers should do to improve their ELSS?

Methods and procedures

The selection of appropriate methods proceeded from the reference books on
research in language learning and teaching (Brown, 2004; Mackey & Gass, 2008;
Nunan, 2008). The data were collected through a semi-structured interview. To
answer Q1 and Q2, quantitative research methods were used, namely percentage
comparison, T-Test and Pearson’s correlation; to answer Q3, content analysis was
applied. The interviews were conducted in the years 2018-2020, and the results
were processed and discussed in 2021.

Participants

The research sample consisted of one hundred Czech students attending the UoD,
the Faculty of Leadership and the Faculty of Military Technology, in Brno. They
were chosen at random as volunteers and gave express consent to the participa-
tion in the research.

To obtain data for a comparative study, two groups of fifty participants were
formed according to the level of their speaking skills in English: G1 (L1 in ELSS)
and G2 (L2 in ELSS). The levels had been assessed by the NATO STANAG 6001
Examination (BILC, 2020) using a two-level test designed to achieve Standard
Proficiency Levels (SLP) 1-2.
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The students had taken the examination prior to the research, more precisely, in
their first semester at the UoD, and the result of their ELSS remained the same
by the time when they were interviewed. Since it was impossible to reach 50 L1
respondents within one academic year because their occurrence is relatively low,
the interviews were conducted within two years 2018-2020, and included both
first- and second-year students. The characteristics of both groups are presented
in Table 1.

Tab. 1: Characteristics of the research sample

Characteristics G1 (n = 50) G2 (n = 50)
ELSS L1 L2
Men 38 (76%) 42 (84%)
Women 12 (24%) 8 (16%)
Length of ELstudy | 11-12 years | 11-12 years

Note:
e G1 stands for Group 1, G2 stands for Group 2.
e ELSS stands for English language speaking skill.

e L1andL2 arethe levels of ELSS of the participants. L1 corresponds to Al and L2 corresponds to B1 in terms
of the CEFR.

e Length of the EL study presents the number of years of the EL study by the time the participants were
interviewed.

The proportion of men and women reflects the representation of male and female
military students at the UoD. The first-year students confirmed in the interview
that they had been studying the English language for 11 years, and the second-
year students confirmed that they had been studying the English language for 12
years.

Materials

The research utilised the NATO STANAG 6001 descriptors for SLP 1 and 2 (see Ap-
pendix 1, BILC, 2020) and a questionnaire for semi-structured interview designed
by the author of the paper. The questionnaire contained closed-ended questions
that elicited the answers pertinent to Q1, and open-ended questions that sought
the students’ opinions, as specified in Q3.

To compare the answers to Q1 with the whole Czech population, annual statis-
tical reports Maturitni zkouska 2013-2021 (CERMAT, 2019) and the document
Opatreni obecne povahy (MSMT, 2021) were used.
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Data analysis

The interviews were audio recorded, transcribed and processed. Microsoft Excel
(ExcelFunctions.net, 2008-2019) was used for data collection and advanced sta-
tistical Tools for Windows 10 were used for statistical analysis.

To answer Q1, the unpaired two-sample T-Test for the differences between the means
was employed to determine the significance of the differences between the vari-
ables of both groups.

To answer Q2, Pearson product-moment correlation coefficients were calculated us-
ing the Excel PEARSON function. The outcomes regarding Q1 and Q2 were in-
terpreted at xp < .05, customarily set for educational research, and compared to
critical values using statistical tables (Fisher & Yates, 1963).

To answer Q3, content analysis was performed to categorize students’ opinions
and express them by descriptive statistics.
Results

Raw data gained from the interviews to address the first two research questions
are provided in Appendix 2. The results below are arranged with respect to the
research questions.

Q1: In which variables do the unsuccessful and successful EL speakers differ
significantly?

The first variable was related to the type of the secondary school at which the
participants studied before the UoD.

Tab. 2: Type of secondary school at which the participants studied before the UoD

Type of school G1(n=150) | G2(n=>50)
Grammar School 10 (20%) 34 (68%)
Specialized School 40 (80%) 16 (32%)

It is noticeable that the graduates from Grammar Schools have better developed
English language speaking skills than the graduates from Secondary Specialized
Schools, since the majority of the graduates from the Grammar Schools falls into
G2 (68%), and the vast majority of graduates from Secondary Specialized Schools
falls into group G1 (80%).

The means and differences pertaining to variables 2-4 are presented in Table 3.

The T-Test is expected to determine the significance of the differences between
the means, 1 and 2. The results presented in Table 3 show that the p-values
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returned by the T-Test are smaller than .05 in all the variables. That allows us
to conclude that there are significant differences between the groups in all the
variables at #p < .05. The absolute values of the computed t-values allow us to
state the differences between groups by their significance in the descending order:
MATURITA in EL, MATURITA in CLL, and MOTIV for EL.

Tab. 3: Arithmetic means of variables and T-Test results

Variables U1 U t Stat p (T-Test)

Maturitain EL | 2.57 (1 =26) | 1.53 (n=40) | 6.923553 221 1079
Maturitain CLL | 3.24 (n=50) | 2.08 (n = 50) 5.897077872 | 5.27161-10°8
Motiv for EL 6.16 (n=50) | 8.16 (n=50) | —5.357421781 | 5.59232.107

Note:
e U3 =the mean of a variable in G1,
e Ll =the mean of a variable in G2,
e ¢ Stat =t-value of the T-Test, *p < .05,
e p (T-Test) = p-value of the T-Test.

e MatURITA in EL stands for the secondary school leaving examination in English Language. The means of
scores were calculated for 66 students only, since this exam is not obligatory for all students. The values
were calculated from the first attempt grades reported by participants. The score scale is 1 to 5, with 1
being the highest grade.

e MATURITA in CLL stands for the secondary school leaving examination in Czech Language and Literature.
The means of scores were calculated from the first attempt grades reported by participants. The score scale
is 1 to 5, with 1 being the highest grade.

¢ Motiv for EL stands for students’ self-evaluation of their motivation to learn English on the scale 1-10, with
10 being the highest grade.

To be able to compare the answers to Q1 with the whole Czech population, based
on annual statistical reports Maturitni zkouska 2013-2021 (CERMAT, 2019) and
document Opatreni obecne povahy (MSMT, 2021) it was calculated that the mean
for the didactic tests equals 2.1 for MATURITA in EL and 2.9 for MATURITA in
CLL. We can see that G1 achieved worse results and G2 achieved better results in
both exams compared to the results from the didactic tests taken by the whole
Czech population in the years 2013-2021.

Q2: What are the associations among the measurable variables (2-4)?

Pearson product-moment correlation coefficients were calculated for variables 2-
4. The critical value at the .05 significance level is 0.205 for 100 subjects, and
0.250 for 66 subjects concerning the MATURITA in EL (Fisher & Yates, 1963).

Table 4 shows that all coefficients exceed the critical values. Their strengths of
associations are arranged in the descending order.
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Tab. 4: Pearson correlation coefficients (r) between variables

Order | Variables r

1 MATURITA in CLL and MATURITA in EL 0.550811
2 MOTIV for EL and MATURITA in CLL —0.43912
3 MOTIV for EL and MATURITA in EL —0.27589

See the note below Table 3.

Q3: What are the students’ opinions on

a) the causes of the level of their speaking skill in English?
b) their shortcomings in English?

c) what the UoD teachers should do to improve their students’ speaking skills in
English?

The answers to the questions are stated separately for both groups.

Q3 a) for G1: What, in your opinion, are the causes of the low level of your speak-
ing skills in English?

« Not having gained sufficient basic knowledge and skills at basic and secondary
schools (29). Too many different teachers were taking turns very often; some
of them were incompetent, unmotivated and had an inappropriate approach to
students.

e Personal characteristics (17), such as

- anxiety, poor communication skills, introversion (9),
- slow reactions in speaking, slow pace when speaking (5),
- low language aptitude, focus on science (3).

¢ Not enough opportunities to speak English (14).
¢ Lack of motivation to study the English language (8).

Q3 b) for G1: What are your shortcomings in English?

¢ Low amount of vocabulary and its poor usage (35).

¢ Problems in grammar, namely in verb tenses, prepositions, structure of a sen-
tence (28).

¢ Translation from Czech affects fluency (7).
¢ Not enough ideas on what to speak about (4).

Q3 c) for G1: What should the UoD teachers do to improve students’ speaking
skills in English?
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e More focus on speaking in classes (17); teachers should make students speak
(4).

e More focus on practising vocabulary (6).

e More EL classes (4).

Q3 a) for G2: What, in your opinion, are the causes of the appropriate level of
your speaking skills in English?

e Acquiring the English language outside classrooms, such as reading books,
watching films, playing computer games, listening to English songs, using En-
glish as a tool in IT (32).

e Having gained sufficient knowledge and skills at basic and secondary schools
(21). Competent and strict teachers at basic and/or secondary schools, appro-
priate preparation for the Maturita Examination or other exams (FCE), and the
chance to attend facultative classes at basic and/or secondary schools.

¢ High motivation to speak in English (19) concerning
- traveling or staying in English speaking countries (9),
- conversation or exchanging letters with foreigners (5),
- conversation with a native English speaker (5).

Q3 b) for G2: What are your shortcomings in English?

¢ Vocabulary (38).
e Grammar (25), namely tenses, prepositions, articles and sentence structures.

Q3 c) for G2: What should the UoD teachers do to improve students’ speaking
skills in English?

e More English language classes (13).

e Focus on speaking in classes (13), elaborating on topics, conducting debates,
news briefs.

¢ Focus on vocabulary development (8).

Discussion

Indicators for success in foreign language speaking

The answers to Q1 and Q2 have identified the differences between successful
and unsuccessful EL speakers, and showed the degree of associations among the
examined variables. As expected, the graduates from Grammar Schools were more
successful EL speakers than the graduates from Specialized Schools. Successful
EL speakers performed significantly better both at Czech Language and Literature
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and English Language in the Maturita Examination, and were more motivated to
learn English than the unsuccessful English language speakers. The details con-
cerning individual variables are stated below.

The type of the secondary school at which the participants studied before the
UoD

One of the characteristics of the research sample shows that most successful EL
speakers (68%) graduated from Grammar Schools, whereas most unsuccessful EL
speakers (80%) graduated from Specialized Schools. Traditionally, study programs
at Grammar Schools aim at acquiring general knowledge with the prospect of con-
tinuing studies at a university, and pay more attention to language education than
Specialized Schools. Since most interaction in the English language takes place at
schools, the number of lessons and the quantity and quality of instruction play
a deceive role in developing students’ ELSS.

Unfortunately, CERMAT statistics do not provide any data on ELSS in MATURITA
in EL. They just report annual means of success in didactic tests, which focus on
listening and reading at level B1 according to the CEFR (Maturitni zkouska 2013-
2021, CERMAT, 2019). According to these statistics, the mean of scores for the
whole Czech population for the years 2013-2021 was 67.4%, while the mean of
scores for Grammar Schools only was significantly higher, 79.3%. Since there is
enough scientific evidence in literature that the levels of the four main language
skills are interrelated (e.g., Ravid & Tolchinsky, 2002; Ellis, 2015; Berman, 2016;
Winke & Gass, 2019; Kim & Pae, 2021), CERMAT statistics and our results imply
that Grammar Schools produce graduates at a higher level of proficiency in the
English language than Specialized Schools.

Maturita Examination in English Language and Czech Language and Literature

The significant differences between both groups in the MATURITA Examination
in EL and CLL leads us to the assumption that the grades in languages in the
MATURITA Examination can be considered quite reliable predictors for the suc-
cess in foreign language speaking in adulthood. This finding is also supported by
the highest association among these variables presented in answers to Q2, which
offers an additional piece of evidence supporting the linguistic interdependence
hypothesis which states that language and literacy skills can be transferred from
one language to another (Cummins, 1979, 1981, 1984, 1991), and suggests the
importance of the development of native language competence with regard to
later proficiency in a foreign language (Ravid & Tolchinsky, 2002).

This outcome is of great importance and might play a role in the admission pro-
cess at universities, for example, in times when it is not possible to carry out the
entrance examination in English Language, as it happened at the UoD in 2020 due
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to precautionary measures adopted in connection with the COVID-19 pandemics.
It might seem obvious that the grade in English Language predicts the success
in speaking in English; however, the significant association between the grade in
Czech Language Literature and level of ELSS may come as a surprise and may be
taken into consideration in the admission procedure at universities in the future.

Motivation for learning English

Moderate correlations between motivation to learn English and the score for
speaking skills in Czech, and between the motivation to learn English and the
grades for the Maturita Examination in Czech Language and Literature offer an
additional piece of evidence that motivation belongs to significant factors deter-
mining success in learning languages, as confirmed in the literature (e.g., Tremblay
& Gardner, 1995; Dornyei, 1998, 2001; Ellis, 2005; Nemethova, 2020; Prevratilova,
2020).

It is quite surprising that the coefficient between the motivation to learn English
and results of the Maturita Examination in English Language is lower than the
association between the motivation to learn English and grades in the Maturita
Examination in Czech Language and Literature. It implies that motivation for
learning a foreign language might be associated with the proficiency in a native
language.

Students’ opinions on the development of their English speaking skills

The answers to Q3 imply that most unsuccessful EL speakers blame their primary
and secondary EL teachers for their poor ELSS. On reflexion, some of them admit
that their communication skills are poor and their motivation to learn languages
is low. Also, some of them lack the opportunity to speak English. They suggest
that they need more practice in speaking, particularly in using vocabulary and
grammar, and that they would welcome more EL instruction.

On the other hand, most successful EL speakers state that they achieved a good
level in ELSS outside classrooms due to their high motivation to communicate in
English. They appreciate the approach of their primary and secondary EL teach-
ers, and the opportunities to attend facultative EL classes. They suggest practising
speaking by conducting debates, and developing vocabulary and grammar. Some
of them would welcome more EL instruction.

Comparing the opinions of both groups supports Rubin’s (1975) selection of main
variables on which good language learning depends: aptitude, motivation and op-
portunity. The language learning path of successful EL speakers is congruent with
her statement that good language learners seem to have a high motivation to
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communicate, no matter where they are, and, therefore, they actively seek the
opportunities to use the language. In addition to that, the comparison of the par-
ticipants’ opinions implies that the active involvement of successful EL speakers
in their ELSS development demonstrated signs of autonomy and self-regulation in
learning, which are considered of paramount importance in successful language
learning (Nemethova, 2020; Yabukoshi, 2020; Rozsypalkova & Brzobohata, 2020).

Practical implications and recommendations

It can be implied that the means p; and p,, as introduced in Table 2, might be
interpreted as critical values for detecting the path to success or failure in achiev-
ing the required ELSS. Let us illustrate this suggestion by presenting the means of
variables for three participants from G1 in relation to their SLP achieved within
two years after they were interviewed.

In Appendix 2 and Table 5, we can see that participant number 50 achieved the
means, U; (50), exceeding all the y; and u, values, which allowed us to assume
that her prospects to achieve L2 in ELSS soon were excellent. This student met ex-
pectations and reached SLP 2222 within the required period of time. In contrast,
participants number 12 and 14 achieved worst results, y; (12) and y; (14), than
U in two variables. These students did not achieve L2 in ELSS and were expelled
from the UoD.

Tab. 5: lllustration of using the arithmetic means for detecting the path to success or failure in speaking in

English
Variables W 173 w1 (50) | py(12) | py (14)
MATURITA in EL 2.57 1.53 - 3 -
MATURITA in CLL 3.24 2.08 1 5
Motiv for EL 6.16 8.16 10 8 6

Note. See the note below Table 3.

Thus, in addition to SLP, this simple instrument may assist the UoD educators
in the identification of students at risk of not meeting the English language re-
quirements at an early stage of their study at the university, and, consequently,
adjust their language development to prevent unwanted dropout. The means for
G1 (1) can be considered critical values and the students whose means are worse
might need special tuition. Educators should also encourage at-risk students to
self-regulate their language acquisition and search opportunities for communica-
tion outside classrooms. In addition to that, both students and educators should
be aware of linguistic interdependence hypothesis which states that in bilingual
development language and literacy skills can be transferred from one language to
another (Cummins, 1979), and look for opportunities to hone both their native
and foreign language skills.
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Limitations

The findings of this study should be considered in light of some limitations. The
relevance of each variable (1-4) in Q1 to the level of ELSS could become the
subject of profound discussion. As mentioned above, in general, curricula at Gram-
mar Schools are designed with a larger time allowance for foreign languages
than those at Specialized Schools. Obviously, Maturita grades in languages include
a complex assessment of skills and knowledge, and speaking constitutes only
a part of it. Self-reported motivation might be considered subjective.

Second, the information produced from this study is descriptive and correlational,
and causation cannot be inferred. We have to bear in mind that the participants
experienced different conditions in their previous language study, and their com-
mand of both languages had been influenced by many factors that could not have
been taken into consideration with regard to the scope of this paper. For example,
the study did not explore the participants’ aptitude, personality, learning style,
strategies, metacognition and autonomy, which are crucial to success in foreign
language learning, as proved by many researchers (e.g., Reiss et al., 1983; Griffiths,
2015; Nemethova, 2020; Yabukoshi, 2020; Rozsypalkova & Brzobohata, 2020).

Conclusion

The results confirmed the assumptions that there are significant differences be-
tween successful and unsuccessful EL speakers in all the examined variables: the
type of secondary school, their grades in school leaving exams in English Lan-
guage and Czech Language and Literature, and their motivation to learn the En-
glish language. Moreover, the research has revealed that all the variables are sig-
nificantly associated; therefore, there is a probability that an improvement of any
of them should positively influence the others. These findings, coupled with the
students’ opinions on their language learning experience, allow us to design a path
to success or failure in foreign language speaking with respect to the examined
variables.

The path to success is paved with a diligent approach to gaining knowledge and
skills in the English and Czech languages at basic and secondary schools. In this
research sample, most successful English language speakers studied at Grammar
Schools, which are generally considered more effective in the preparation for
the tertiary education, although there might be some exceptions. The arithmetic
means in English Language and Czech Language and Literature in the Maturita
Examination exceeded the means achieved in the didactic tests by the whole pop-
ulation in the Czech Republic (within the years 2013-2021). Successful speakers
are aware of the benefits of being an efficient EL speaker outside the classroom
and are willing to acquire the EL on their own; they actively seek opportunities to
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speak and are able to self-regulate their language acquisition. They attribute their
success to factors within their control.

The path to failure starts with a submissive attitude to English Language at basic
and secondary schools, where the students do not achieve the goals specified
by MSMT for exit levels in their first foreign language, A2 and B1, respectively.
In this research sample, most unsuccessful English language speakers studied at
Specialized Schools, which are generally not focused on languages. The arithmetic
means in the in English Language and Czech Language and Literature in their
Maturita Examination were lower than the means achieved in the didactic tests
by the whole population in the Czech Republic (within the years 2013-2021).
Unsuccessful EL speakers are less motivated to learn English than the success-
ful ones. Most of them attribute their poor oral performance to factors outside
their control; they blame their previous teachers for incompetence and for not
providing them with enough opportunities to speak English.

This empirical study has proved that comparing successful and unsuccessful lan-
guage learners from different perspectives is beneficial and might have some prac-
tical implications. The finding about the relevance of grades both in native and
foreign languages in the Maturita Examination might assist the decision makers
responsible for setting the admission requirements at universities. In addition
to that, the study has offered critical means in selected variables which might
serve as early warning for dropping out due to poorly developed foreign language
speaking skills. Last but not least, assisting students in reflecting on their language
learning proved to be a delightful experience that allowed us, the educators, to
build rapport with our students, which is a prerequisite for successful collabora-
tion in their further language skills development.
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Appendix 1

NATO STANAG 6001 Descriptors for SLP 1 and 2 According to
NATO STANDARD A TRAINP-5 (BILC, 2020)

Level 1 - Survival

Able to maintain simple face-to-face communication in typical everyday situations. Can create with the
language by combining and recombining familiar, learned elements of speech. Can begin, maintain and
close short conversations by asking and answering short simple questions. Can typically satisfy simple,
predictable, personal and accommodation needs; meet minimum courtesy, introduction, and identifica-
tion requirements; exchange greetings; elicit and provide predictable, skeletal biographical information;
communicate about simple routine tasks in the workplace; ask for goods, services, and assistance; request
information and clarification; express satisfaction, dissatisfaction, and confirmation. Topics include basic
needs such as ordering meals, obtaining lodging and transportation, shopping. Native speakers used to
speaking with non-natives must often strain, request repetition and use real-world knowledge to un-
derstand this speaker. Seldom speaks with natural fluency, and cannot produce continuous discourse,
except with rehearsed material. Nonetheless, can speak at the sentence level and may produce strings of
two or more simple, short sentences joined by common linking words. Frequent errors in pronunciation,
vocabulary, and grammar often distort meaning. Time concepts are vague. May often use only one tense or
tend to avoid certain structures. Speech is often characterized by hesitations, erratic word order, frequent
pauses, straining and groping for words (except for routine expressions), ineffective reformulation, and
self-corrections. (p. A-3)
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Level 2 - Functional

Able to communicate in everyday social and routine workplace situations. In these situations the speaker
can describe people, places, and things; narrate current, past and future activities in complete, but simple
paragraphs; state facts; compare and contrast; give straightforward instructions and directions; ask and
answer predictable questions. Can confidently handle most normal, casual conversations on concrete
topics such as job procedures, family, personal background and interests, travel, current events. Can of-
ten elaborate in common daily communicative situations, such as personal and accommodation-related
interactions; for example, can give complicated, detailed, and extensive directions and make non-routine
changes in travel and other arrangements. Can interact with native speakers not used to speaking with
non-natives, although natives may have to adjust to some limitations. Can combine and link sentences into
paragraph-length discourse. Simple structures and basic grammatical relations are typically controlled,
while more complex structures are used inaccurately or avoided. Vocabulary use is appropriate for high-
frequency utterances but unusual or imprecise at other times. Errors in pronunciation, vocabulary, and
grammar may sometimes distort meaning. However, the individual generally speaks in a way that is ap-
propriate to the situation, although command of the spoken language is not always firm.

(pp. A-3-A-4)

Appendix 2

Tab. 6: Data gained from G1, the participants who achieved level 1 in English speaking skills according to the
NATO STANAG 6001 Examination

Pardepants | SO | MR | Ml | fore
1 GS 2 2 4
2 SS 3 3 6
3 SS - 3 6
4 SS 3 3 6
5 SS 2 3 10
6 GS 3 4 4
7 SS - 3 6
8 SS 3 4 4
9 SS - 4 4

10 SS 2 3 4
11 SS 3 2 4
12 SS 3 5 8
13 SS - 2 8
14 SS - 4 6
15 GS - 3 6
16 GS - 4 4
17 SS - 4 4
18 SS 2 2 8
19 SS - 4 6
20 SS 2 3 6
21 SS 3 3 8
22 GS - 3 6
23 SS 3 4 6
(to be continued on the next page)
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Tab. 7: Data gained from G2, the participants who achieved level 2 in English speaking skills according to the

pardepants | ST | e | Mhan | e
24 SS - 2 6
25 SS - 3 6
26 SS - 4 6
27 SS - 4 7
28 SS - 3 6
29 SS 3 3 6
30 GS 1 2 6
31 GS 3 4 4
32 SS - 4 4
33 GS 3 5 6
34 SS - 2 6
35 SS - 2 6
36 SS 3 5 8
37 SS 2 5 4
38 SS 2 3 6
39 SS 3 5 6
40 SS 2 5 6
41 SS 2 4 4
42 GS 2 3 4
43 GS 3 3 4
44 SS 2 2 10
45 SS 4 4 10
46 SS - 2 8
47 SS - 2 10
48 SS - 2 6
49 SS 3 3 9
50 SS - 1 10

NATO STANAG 6001 Examination

Parcepants | SCEEY | MR | e | fork
51 SS 1 3 8
52 GS - 3 8
53 GS 1 2 6
54 GS 2 1 10
55 GS 2 3 8
56 GS - 2 10
57 SS 3 4 10
58 SS 2 2 4
59 GS 2 3 7
60 GS 2 2 10
61 GS 2 5 6

(to be continued on the next page)
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.. Secondar MATURITA MATURITA MOTIV
Participants school Y in EL in CLL for EL
62 SS - 2 6
63 SS 2 4 6
64 GS 1 2 9
65 GS 1 4 6
66 GS 1 2 7
67 GS 1 2 8
68 GS - 3 7
69 GS 2 2 4
70 SS 1 2 7
71 SS 2 2 8
72 GS 3 2 8
73 GS 1 1 8
74 GS 1 2 10
75 SS 1 2 7
76 GS 2 2 8
77 GS 1 2 10
78 SS 2 2 8
79 SS 2 2 9
80 GS - 3 6
81 SS 1 2 10
82 SS - 2 10
83 GS 1 2 6
84 GS - 1 10
85 GS 1 1 10
86 GS - 2 10
87 SS 1 1 3
88 GS 2 2 9
89 SS 2 1 8
90 GS 1 1 10
91 SS 1 1 10
92 GS - 2 9
93 GS 1 4 10
94 GS - 2 10
95 SS 1 2 10
96 GS 2 1 6
97 GS 2 1 8
98 GS 1 1 10
99 GS 1 1 10
100 GS 2 1 10

Note.

e GS stands for Grammar School.

¢ SSstands for Specialized School.
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o Maturita in EL stands for the secondary school leaving examination in English Language. The values
express the grade on the scale 1-5, with 1 being the highest grade.

e MATURITA in CLL stands for the secondary school leaving examination in Czech Language and Liter-
ature. The values express the grade on the scale 1-5, with 1 being the highest grade.

* Motiv for EL stands for the students’ self-evaluation of their motivation to learn English on the scale
1-10, with 10 being the highest grade.
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Teachers in High-stakes Language Tests - Blessing or
Curse?

Maéria Sikolova, Ludmila Kola¢kova, Magdalena Vesela

Abstract: The article deals with the involvement of language teachers in high-stakes testing
from different perspectives. The theoretical part discusses the problems of language teachers
as testers in a broader context, in connection with the importance of language assessment
literacy as a part of professional development. In addition, it reviews results of some studies
focusing on teachers involved in testing. The main part of the article is devoted to the results
of two surveys intended to gather and interpret the teachers’ opinions on a standardized lan-
guage examination used in the framework of NATO, which were conducted among the language
teachers of authors’ institution, as well as among the language teachers at military language
institutions in several foreign countries. Furthermore, the main part presents the results of the
questionnaire concerning the opinions and approaches of the teachers towards the item writ-
ing training which they received to be able to create test items. The objective of the presented
study is to shed light on the teachers’ views concerning their participation in testing, since most
literature published so far deals predominantly with the principles of language assessment
literacy from theoretical viewpoint, not from the viewpoint of the teachers themselves.

1 Introduction

Hand in hand with ever-growing role of the high-stakes tests, the accountability
for their results has become an issue. How teachers participate in these tests
varies in different contexts - in some institutions, they participate in both test
development and rating productive skills, while elsewhere, they “only” teach the
learners who then take an examination. However, teachers always need to use
some tests for formative assessment in the classroom.

In the context of the Language Training Centre (further the Centre) where the
study was conducted, the teachers are primarily responsible for teaching foreign
languages, predominantly English, to the Czech military personnel. The language
curriculum is built on a military document of high importance - NATO STANAG
6001 (North Atlantic Treaty Standardization Agreement), which was signed by the
Czech Republic prior to its joining NATO. This document describes in detail five
basic proficiency levels (from level 0 proficiency up to level 5, highly educated
native speaker’s proficiency), as well as four so-called plus levels in each of the
four language skills. Apart from being a basic building block of the curriculum,
the document also serves as a solid foundation for test design in NATO member
and partner countries.

The quality assurance at the workplace of the authors of this article is of great
importance, since the results of the high-stakes test influence the careers of hun-
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dreds of soldiers. Nevertheless, the role of the teachers lies predominantly in
teaching, bearing in mind the descriptors and requirements for the high-stakes
examination. Currently, most of the teachers do not directly participate in the
examination. This, in our opinion, however, does not mean that their training in
assessment should be neglected.

Standardized high-stakes tests are both developed and administered at the Centre,
though not by teachers themselves, but by testing specialists. As mentioned above,
the results of the tests have a serious impact on the careers and lives of the test
takers, the Czech professional soldiers. That is why we presume that the teachers
preparing them for passing these high-stakes tests are important stakeholders
who should have their say in testing processes and hence, should have at least
some basic knowledge of the principles of testing theory.

The study analyses the results of three different sets of data mapping the Czech
teachers’ perception of the examination in accordance with NATO STANAG 6001,
foreign teachers’ perception of the same examination, and the feedback from the
Czech teachers who participated in item writing training.

2 Theoretical background

Depending on the context in which teachers need to acquire at least a certain level
of testing awareness, they need testing training in different areas, such as item
writing, rating speaking, rating writing, or conducting the speaking examination.
Nevertheless, all these training needs could be placed under one umbrella - lan-
guage assessment literacy (further LAL).

The authors dealing with this topic see assessment literacy as a combination of
knowledge and skills: “Assessment literacy consists of an individual’s understand-
ings of the fundamental assessment concepts and procedures deemed likely to
influence educational decisions” (Popham 2011, p. 267; in Glenn Fulcher in Lan-
guage Assessment Literacy, 2020, p. 8). Fulcher offers a similar understanding
of the content of language assessment literacy, emphasizing a bit more practical
aspects seeing the assessment literacy in “designing and building tests for their
(teachers’) own use, and the institutions for which they work” (Glenn Fulcher in
Language Assessment Literacy, 2020, p. 11). Inbar-Lourie defines language assess-
ment literacy from a more general perspective as a complex competence needed
for effective testing (Inbar-Lourie, 2017, in Bohn, Tsagari, 2021, p. 222). Davies
(2008) sees the pillars of the ability to assess language in the following areas:
“knowledge, skills, and principles related to the assessment of language ability”
(Davies in Frank, 2018, p. 183).

We fully agree with Vogt and Tsagari that “Training of pre- and in-service teachers
constitutes one of the most important aspects in the quality assurance of lan-
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guage testing and assessment (LTA)” (Vogt, Tsagari; 2014, p. 374; see also Boyd
and Donnarumma, 2018, p. 120). They further claim that teachers of foreign lan-
guages come into contact with both standardised tests and common classroom
tests, and that is why it is fair to offer them appropriate training in assessment
(Vogt, Tsagari; 2014, p. 374).

Bohn and Tsagari argue that teachers should have appropriate curriculum knowl-
edge as well as skills in formative assessment. The authors further conclude that
the awareness of test fairness should also be fostered in teacher training, both in
university and in-service programmes (Bohn, Tsagari, 2021).

Boyd and David Donnarumma also recommend teachers’ training in assessment;
in addition, they point out to the challenge which they see in “the sheer quantity
of information to be disseminated in a short period of time and the approach to
that training” (2018, p. 105).

Another important point related to teachers and high-stakes tests is the impact
of the tests on teaching as such, the content of curriculum, the teaching methods
and approaches. In connection with this issue, Vogt and Tsagari (2014, p.391)
emphasize the necessity of teachers’ ability of critical evaluation of the tests (in
Frank, 2018, p. 185).

The idea which has attracted our attention and which we have tried to address in
our study concerns the problem mentioned by Frank. He claims that the research
results in the area of LAL have predominantly offered “a top-down perspective”
while the way how the teachers perceive it has not been broadly dealt with in the
literature (Frank, 2018, p. 185, see also Vogt, Tsagari; 2014, p. 375).

3 Research goals of the data gathering and results

3.1 Czech Teachers’ Perception of examinations in accordance with NATO
STANAG 6001

Teachers at the Language Centre of the University of Defence teach English to
both university students and professional soldiers. Their task is mostly to prepare
them for passing the standardised examination in accordance with NATO STANAG
6001. That is why the authors wanted to know the teachers’ perception of the
examination. Another reason for this survey was to contribute to the validity
of the test and test results. A questionnaire was designed and distributed using
Google Forms and the results were summarised and evaluated; subsequently, they
were presented at the workplace for the management in order to improve the
quality assurance. The questionnaires were responded to by 60 teachers, which
represents 86% of all addressed respondents from April to May 2020. The ques-
tionnaire consisted of 11 questions related to teachers’ opinions on several issues.
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Items pertained to the alignment between the syllabus and the examination, the
difficulty of the parts of the examination, the difficulty of exam preparation for
specific skills at particular proficiency levels, and the fairness of the examination.
Additionally, teachers were asked about their personal perception of the wash-
back of the examination on their teaching styles and the importance of the mock
examination in individual skills. Only the responses to the items relevant to the
focus of this paper are further mentioned and commented on.

Around 45% of the teachers do not think that particular parts of the tests are of
the same difficulty, although their opinions are based on students’ feedback only,
as they have not the access to the tests, which is because of threat to test security.
The subtests which in their opinion are significantly more difficult than the rest of
them are reading comprehension subtests for proficiency levels 1 (survival) and
3 (fully professional).

Test fairness from the viewpoint of teachers was another concept that the authors
were interested in. Around a half of them finds the tests fair; the reasons behind
the perceived unfairness were identified differently - by 22% respondents it was
inadequate time limit; other reasons which were given were connected with the
content of the test that, in their opinion, does not correspond with the level and
the specialty (military) of students’ education (around 17% of the respondents).
A relatively low proportion of the respondents (21%) think that the test measures
something else than language proficiency level. The test was considered to be
unfair because of the level of the education of the students by around 14% of
the respondents.

More or less all teachers appreciate an opportunity given to the students to do
mock tests in all skills; almost all respondents emphasized the need for more
mock tests. Speaking and writing mock exams have in their opinion an added
value consisting in feedback provided by methodologists who conduct the mock
exam; otherwise, they are accredited testers and they regularly examine.

In the open-ended items the respondents showed their interest in taking part in
more workshops to raise awareness in item writing. An urgent need for level 3
reading and listening comprehension mock test was repeatedly mentioned. In ad-
dition, one respondent pointed out to the requirements for language levels of pro-
fessional soldiers which, in his/her opinion have not been set appropriately. An-
other respondent expressed their opinion that there are some tensions between
teachers and testers. Nevertheless, another opinion illustrated good relations and
understanding between teachers, testers, and methodologists.
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3.2 Foreign Teachers’ Perception of examinations IAW STANAG 6001

As soon as the results of the questionnaire were evaluated, the authors realized
that they could acquire an added value to the results if they compare them with
the results from colleagues from partner workplaces abroad. The same question-
naire was thus distributed to the contacts that the authors have abroad. The
questionnaires were responded to by 11 teachers which represents around 50%
of all addressed respondents from three countries (Hungary, Croatia, and Poland
in June 2020). The questionnaire consisted of 11 questions related to teachers’
opinions on several issues. Items pertained to the alignment between the syllabus
and the examination, the difficulty of the parts of the examination, the difficulty
of exam preparation for specific skills at particular proficiency levels, and the fair-
ness of the examination. Additionally, teachers were asked about their personal
perception of the washback of the examination on their teaching styles and the
importance of the mock examination in individual skills. Only the responses to the
items relevant to the focus of this paper are further mentioned and commented
on.

In comparison with the results of the questionnaires distributed among the Czech
teachers (45%), more foreign teachers do not think that particular parts of the
tests are of the same difficulty (55%). 36% of the respondents considered the
subtests of partly the same difficulty. The respondents who do not find the indi-
vidual subtests of the same difficulty did not specify which subtests they consider
to be more or less difficult than the others.

Around 45% of the respondents find the test fair; the main reasons for perceiving
the test as unfair were the level of education of the candidates (45%), the content
of the test which in their opinion does not correspond with the military profession
(18%); measuring something else than the level of language (9%) and insufficient
time limit (9%).

In the open-ended questions, one respondent added another reason for the test
being unfair towards the students: “Unfair because a range of topics is wide and
they are expected to demonstrate their knowledge in terms of issues, accurate
grammar and sophisticated vocabulary.”

All respondents administer the mock tests in their courses, but they did not com-
ment on their importance.

In the space given to other opinions and suggestions, two respondents highlighted
the disparity between the interpretations of the NATO STANAG 6001 descriptors
in different countries suggesting that more attention should be paid to the lan-
guage examination standardization among NATO member states.
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3.3 Czech Teachers’ Opinions on Item Writing Training

Since the situation at the authors’ workplace is very dynamic, an idea was con-
ceived that teachers should start writing mock test items. It had several reasons,
one of them ensued from the results of the previous questionnaire (described
above) that both teachers and students lack mock tests. Besides, since the Lan-
guage Centre during the pandemic in the lockdown, before the start of using MS
Teams, needed to produce some meaningful work, this idea looked feasible. How-
ever, after first attempts of item writing, the specialists who were in charge of
moderation test items created by teacher realized that the teachers desperately
needed some training. So it was decided to organize seminars for the teachers,
delivered via MS Teams. To find out how effective this training was and how the
teachers perceived it, a different questionnaire was designed and distributed in
April 2022. Sixty-eight teachers of the authors’ workplace were addressed and
altogether 17 replies were received. The questionnaire consisted of 12 questions
designed to uncover whether the respondents are aware of the existence of Lan-
guage Assessment Literacy; further, the questionnaire searched for opinions con-
cerning mock item development and who should be responsible for it, their mo-
tivation to create mock test items, the strengths and challenges of workshops
for item writing, as well as their potential interest in and suggestions for future
training in the area of mock item writing. Only the responses pertaining to the
area of our research interests are further mentioned and commented on.

Almost 70% of the respondents are aware of the concept of Language Assessment
Literacy and 90% of them agree that teachers should acquire at least some ba-
sic competency in assessment. All of them further clarified their opinion giving
different reasons in an open-ended questionnaire item; most of the respondents
emphasized the need to be familiar with the examination, its format and assess-
ment criteria to make their teaching more meaningful and effective. Just one of
the respondents thinks that the teachers have sufficient knowledge of assessment
basics.

Another item asked the respondents if in their opinion mock test items should be
written by teachers and more than half of them agrees they should. In the follow-
up question they were asked for the reasons why, with a possibility of selecting
out of three reasons. More than 60% gave as the reason the lack of mock tests
and their necessity; almost 30% think that teachers should know basic principles
of item development and about 10% state that teachers need practical experience
with item writing.

As far as the item workshops organized at the workplace are concerned, almost
65% find them helpful and around 18% very helpful; the rest of the respondents
have either not taken part in them, or they did not find them very useful. More
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than 60% of the teachers find the feedback concerning their items very useful or
useful.

Seventy per cent of the respondents would appreciate further training in testing;
most of them training in assessment of productive skills (more than 80% in speak-
ing assessment, around 75% in writing assessment).

4 Discussion

It is rather complicated to compare the results of the first two surveys concerning
the teachers’ perception of the standardized examination with the results of other
studies, since both populations and examinations are very dissimilar. Neverthe-
less, some authors have studied if not identical, so at least similar issues, one
of them definitely being the perception of broader fairness of the tests. While
around a half of the respondents of both Czech and foreign language teachers in
the military find the standardized high-stakes test fair, other studies have brought
different results. A recent study which was conducted by Scholastic and the Bill
and Melinda Gates Foundation concerning teacher perceptions of high-stakes test-
ing and showed the results of a survey of more than 10,000 teachers revealed that
and “only 26% thought that the tests were a good reflection of what their students
knew” (Rebora, A., 2012, in Gunn et al, 2016, p. 52).

The reasons why the teachers in the Czech and foreign military find the exam-
ination unfair were various, such as the level of education of the students, the
content of the test, the test measuring something else than the level of language,
and insufficient time limit.

Other authors did not search for answers to such concrete questions, however, the
teachers in some other studies expressed their opinions that high-stakes tests do
not accurately measure what their students have learnt (Gunn et al, 2016, p. 58;
Reese et al, 2004, in Gunn et al, p. 53) or they even expressed their “concerns
about the validity of high-stakes tests” (Gunn et al, 2016, p. 61). Teachers in our
study expressed their worries that the test measures something else than lan-
guage proficiency as well (around 20% of Czech teachers and less than 10% of
foreign teachers).

Seventy per cent of the respondents in the present study expressed their wish in
having more training in testing.

In the context of teachers in testing in Spain, more than 60% of the teachers
would appreciate training in item writing for reading and listening tests; more
than a half of them think they need more training in assessment principles
(Cristina Rodrigues, 2018 Teachers in Testing, Spain, in Teacher Involvement in
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High-Stakes Language Testing; EOI (Escola Oficial de Idiomas) Official Schools of
Languages; p. 140).

More than half of the respondents of our study agree with their involvement in
writing mock test items. The teachers at the authors’ workplace are not required
to develop high-stakes test items, as there is a department specialized in it. An-
other reasons why they do not develop items for the examinations is their focus
on teaching, as well as an issue of test security.

This is in agreement with Kremmel et al. who presents almost the same reasons
against teachers’ involvement in test tasks development for high-stakes examina-
tion: “lack of time (73%), a potential threat to test security (52%)” (Benjamin
Kremmel et al, 2018, p. 185, Item Writer Attitudes Towards Involving Teachers
in General, in Teacher Involvement in High-Stakes Language Testing).

5 Conclusions

Based on the results of our study, with solid arguments from the studies from
other countries, authors and contexts, we can state that teachers’ involvement in
testing is nowadays becoming a must. Yet, the authors are aware of the limita-
tions in the study, especially in terms of the number of returned questionnaires.
Another deficiency of the study is that the respondents of the last questionnaire
(3) expressed their opinions strictly limited to the examination they prepare the
learners for, instead of broader view of LAL.

Nevertheless, LAL as such evolves in various contexts differently and it may be
applied in numerous ways. Undoubtedly, from a broader perspective we believe
teachers should acquire language assessment literacy, probably according to the
conditions and needs of the context in which teachers teach and high-stakes tests
are developed and administered.

If teachers are in direct contact with tests and testing, it can not only enrich them,
but it can also contribute to the validity of test results.

Although the conditions in which language teaching and testing is conducted vary
to a large extent, we still think that research in this field should continue, as it can
help to shed light on further aspects affecting teaching and learning languages.
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Vyznam kulturnej kompetencie v priprave buducich
prekladatelov a timoc¢nikov

The importance of cultural competence in study programs
preparing future translators and interpreters

Adriana Ingrid KoZelova

Abstrakt: Cielom Stadie je poukazat na vyznam kulttiirnej kompetencie v Studijnych progra-
moch zameranych na pripravu buducich prekladatelov a timoc¢nikov. Sicastou Stidia tychto
odborov je aj tzv. spolo¢ny zaklad, ktory poskytuje vzdelanie v oblastiach, ktoré st spolo¢né
pre vSetky jazykové kombindacie. V prvom rade su to vSeobecné teoretické translatologické dis-
cipliny, ale aj také, ktoré su Specifické. K takymto predmetom patri aj disciplina Klasické jazyky
a tradicie. Ide o prehladovi disciplinu, ktora vyznamnym sposobom prispieva k budovaniu
kultiirnej kompetencie prekladatela. Stiidia poukazuje na vstupné data na zadiatku semestra
a finalne udaje, ktoré mapujui uspesnost zvladnutia predmetu a vyznam jeho absolvovanie pre
prekladatela a timoc¢nika.

Klucové slova: prekladatelstvo a timocnictvo, kultiirna kompetencia prekladatela, anticka
civilizacia a kultira

Abstract: The paper highlights the importance of cultural competence in study programs
preparing future translators and interpreters. Some of the courses in these programs are
common to students of all languages they can choose from. The common courses are obviously
those offering general theoretical background in translation studies, but there are also specific
ones. Of these, the course on Classical languages and traditions offers an overview of ancient
Greek and Roman culture that significantly enhances the cultural competence of the translator.
The study points and compares input data at the beginning of the semester and final data that
show the success rate of mastering the subject as well as the importance of completing the
course for the translator and interpreter.

Key words: translation and interpreting, cultural competence of translators, ancient Greek
and Roman culture

1 Uvodom

Profesia prekladatela a timocnika si vyzaduje dostatocnu a v istom zmysle Siroko-
spektralnu pripravu. Dobry prekladatel’ a timoc¢nik si uvedomuje, Ze sa musi ucit
cely zivot a ukoncenim Stddia v prisluSnom odbore zdaleka nekonc¢i jeho dalSie
rozvijanie zruc¢nosti alebo ziskavanie vedomosti. Naopak, stdva sa mu celoZivotnou
métou. A.Zahordk upozoriiuje, Ze jazyk ako systém neexistuje v izolacii, ale je
uzko spojeny s etnokultirou, ktora ho definuje a zaroven reprezentuje (2019b,
s. 37). Rovnako vystizne opisuje vztah jazyka a kultiry A. Amir:
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Medzi jazykom a duchom naroda jestvuje zdsadna korelacia. Jazyk a duchovna sila sa nerozvijaju od-
delene od seba, ale predstavuju tu istu aktivitu intelektudlnej ¢innosti. Pomenovania veci, ¢innosti, ¢i
udalosti nie su len rozli¢nymi oznaceniami jedného a toho istého predmetu, st to jeho rdzne videnia
(2011, s. 80).

Co v8ak s jazykmi a kultirami, ktoré postupne zanikli, no davne civilizacie nam
zanechali svoje kultiirne dedicstvo, ktoré chceme poznat? Aj s tymito situaciami
sa musi vyrovnat translatolégia, ktora slazi ostatnym vednym odborom a odbor-
nikom najma tym, Ze im dokaZe v ich zrozumitel'nom jazyku priniest oc¢akavané
poznatky. Proces transferu takychto informacii je zloZity a do vel'kej miery o jeho
uspesnosti rozhoduje kultirna kompetencia prekladatela. Cielom sStadie je analyza
aktualneho stavu vedomosti Studentov odboru Filolégia so zameranim na prekla-
datelstvo a tlmocnictvo na FF PU. Analyzu dokumentujeme prieskumom ziskanych
vedomosti na konci semestra po absolvovani predmetu Klasické jazyky a tradicie
(obsahovd naplii predmetu popiSeme nizsie), ktory je urceny pre vsetkych Stu-
dentov bakalarskeho stupiia $tiidia, ktori Studuju aprobaciu dvoch cudzich jazykov
v Studijnych programoch prekladatelstva a timocnictva. Ide o tzv. spolo¢ny zaklad,
ktory Studentom poskytuje vedomosti z oblasti antickej civilizacie a kultury, pri-
¢om ide o prierezové vedomosti - také, ktoré prekladatel’ potrebuje pri preklade
umeleckych alebo odbornych textoch, pretoZe sa v nich bezne vyskytuju kultdrne
referencie odkazujlice na antiku.

2 Kilasické jazyky a anticka civilizacia v Skolach

Postupné ziskavanie tlmocnickej a prekladatelskej kompetencie v priebehu studia
je synergickou zaleZitostou, ktora sa realizuje postupne, v nadviznosti. Stidium
zamerané na pripravu buducich prekladatelov a timo¢nikov prebieha vo viacerych
fazach, ktoré vsak od seba nemozno striktne oddelit - naopak, ich vyznam sa in-
tenzifikuje vzajomnym spolupdsobenim. Takéto Stidium prebieha na slovenskych
univerzitach zvacsa v kombinacii dvoch jazykov, ktoré si Student zvolil. Oba jazyky
sa riadia odporucanym Studijnym programom prislusného Studijného programu.
Kazdy z nich je saturovany disciplinami zameranymi na lingvistickd oblast, lite-
ratdru a kultaru, dalej samozrejme na translatologicka oblast - to vSetko vzdy
s predchadzajticou teoretickou pripravou a nasledne s praktickym tréningom za
ucelom ziskania zruc¢nosti, ktoré postupne vedu k ziskavaniu prislusnych kompe-
tencif. Stddium translatologickych odborov zahffia aj vy$sie spomenuty spolo¢ny
zaklad. Absolvuju ho vSetci Studenti prekladatelstva a timocnictva v ramci baka-
larskeho a magisterského Studia. Podstatou spolo¢ného zakladu je ziskat predov-
Setkym solidnu teoreticki zdkladiiu z teérie prekladu a tlmocenia. Skladba pred-
metov v§ak neopomina slovencinu, materinsky jazyk, ktorého poznanie je zaklad-
nym predpokladom kvalitného tlmoc¢nickeho a prekladatelského vykonu.
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Vyvoj koncepcii a Struktiry studijnych programov vsak velmi dosledne respektuje
vykonavanu prekladatelskd a timocnicku prax, ¢o postupne viedlo k implementa-
cii nemenej vyznamného predmetu, a tym je disciplina Klasické jazyky a tradicie.
Dovody tejto aktualizacie v Studijnych programoch su viaceré:

1. vedomosti z antickej civilizacii a kultdry patria k vSeobecnému vzdelaniu,

2. pre prekladatela vedomosti z antiky napliiiaju pojem skiisenostny komplex, kto-
ry do translatolégie zaviedol A. Popovi¢ a predstavuje ,sihrn spolocenskych,
filozofickych, psychologickych a inych nazorov a skdsenosti individualne osvo-
jenych prekladatelom, ktoré slizia ako pozadie pri komunikacnej, semiotickej
a Stylistickej realizacii prekladu“ (1983, s. 164),

3. prekladatel’ sa pri praci s odbornymi aj umeleckymi textami stretdva s odkaz-
mi na antickd civilizaciu a kultiru, ako aj priamo s latinskymi alebo grécky-
mi citdtmi. Je samozrejmé, Ze nemdze rozumiet vSetkému, preto je dolezZité,
aby si pocas celozivotného vykonu svojho povolania zveladoval svoju kultiirnu
kompetenciu prekladatela, vdaka ktorej vie, ako s tymito odkazmi na antiku
narabat’ v preklade.

No primarny dévod treba hladat’ uz v obdobi stredoskolského studia. E. Jurikova
celu situaciu podrobne mapuje v $tudii Latin¢ina - fararsky jazyk ¢i zadklad vse-
obecného vzdelania? (2017, s.147-156) a vystizne o nej hovori ako o ,smrti
latin¢iny“ (2017, s. 148). Celu situdciu v sucasnom slovenskom S$Kkolstve mozno
skoncentrovat do skonStatovania, Ze latin¢ina sa zo strednych $kol takmer uplne
vytratila. Dovody su rozlicné, no danda situdcia nastala aj preto, Ze latincina bola
odstivand do uzadia ako mftvy jazyk a toto nelichotivé kliSéovité oznacenie ju zo
$kol takmer tuplne diskvalifikovalo. VSak ako vyuzit nieco, o je mftve a teda ne-
pouzitelné? Optimisticky pohlad na vec by mohol byt uspokojivejsi v tom, Ze hoci
latin¢ina ako taka svoje zastipenie stratila, aspon stredoskolské stidium obozna-
mi Studenta s antickou kultirou ako takou. Nasou tlohou nie je patrat’ po kvantite
a kvalite recipovanych informicii. Zaujima nds to, nakolko si ziskané vedomosti
Student zapamatal a predovSetkym to, akym spdsobom s nimi dokaze narabat -
a to za konkrétnym ucelom: ako dané kvantum vedomosti dokaze vyuzit v pro-
cese prekladatelského a tlmocnickeho nacviku. Nasa pedagogicka prax dlhodobo
poukazovala na deficit vSeobecnych zakladov z antickej civilizacie a kultiry. Tento
deficit sa vyskytoval aj v prekladoch aj pri praktickom tlmoceni. Frazeologizmus
prameniaci v antickej kulture, latinizmus ¢i grécizmus - to vSetko Studentom spd-
sobovalo a spdsobuje prekladatelsky problém. Situacia si postupom casu vyziadala
rieSenie, a to zavedenim nového predmetu Klasické jazyky a tradicie. Tento po-
stup, ktory sa v sticasnosti potvrdzuje ako vhodné rieSenie, nebol samozrejmym.
Genézu integracie antickej kultiry do vyucby vo filologickych odboroch pontka
E. Brodilanska v $tidii Anticka kultdra pre prekladatelov - luxus ¢i nevyhnutnost?
(2017, s. 50-59). V zavere konstatuje:

84 Studie



Nie je ndhodou, Ze ucebnice latin¢iny venuji okrem gramatickych casti priestor aj vykladu realii ¢i sa-
mostatnym latinskym ¢lankom. Ved' ovladanie latinského jazyka poskytuje jazykovi kompetenciu, ktora
je pevnym zakladom pre pochopenie jazykovej Struktiry ktoréhokolvek jazyka pouzivaného v Eurépe,
a tiez moznost porozumiet cudzim slovam i odbornym terminom. Poznanie antickej kulttry zas umoz-
nuje vSeobecny kultirny rozhlad, dava schopnost hladat’ a nachadzat’ stvislosti, obohacovat a kultivo-
vat’ svoj materinsky jazyk a tiez s lahkostou riesit’ ,rébusy” antického sveta ukryté v reci i literature.
Skrz poznavanie antiky spoznavame vlastnu kultiru a odvazujem sa povedat, Ze svojim spdsobom aj
samych seba (2017, s. 58).

Tuato potrebu vseobecného rozhladu potvrdzuje L. Buzassyova, ktora v stadii Na-
¢o nam je dnes latin¢ina? Informacie a podnety, ako obohatit hodiny slovenciny,
anglictiny ¢i inych zivych jazykov (2017, s. 60-83), v ktorej okrem iného uvadza
smutné priklady z praxe, ked’ neznaly veci vyuZziva latin¢inu ako nieco singularne,
ozvlaStiiujice, priam exotické - no Zial' s chybami v latinskych citatoch sa stava
komickou. Za vSetky uvadzame len jeden: ,zname memento mori v obmene me-
mento vivere, ktoré vsak, ak je obetou preSmycky memneto, vyznie skér ako meno
nejakého faraéna“ (2017, s. 79).

3 Kultirna kompetencia prekladatela

Spominané nedostatky nutne vedu k potrebe zovSeobecnenia, ¢i k SirSiemu kon-
cipovaniu vyvstavajuceho problému. O aky jav ide, ak Student nema dostacujuce
vedomosti z antickej civilizacie a kultiry? Ide o medzeru v interkultirnej kom-
petencii vSeobecne a pokial' problém vymedzime predovSetkym na translatolo-
giu, hovorime o kultiirnej ¢i interkultiirnej kompetencii prekladatela - terminolégia
je v translatolégii doposial’ rozkolisana a subeZne sa pouzivaju oba terminy; ich
obsahova napli je vsak u jednotlivych autorov viac-menej totoZna: poukazuje na
nevyhnutnost naucit sa pracovat s kultirnymi referenciami uz od pociatkov pre-
kladatelskej ¢innosti. Interkultirnu kompetenciu by mal ziak ¢i Student ziskavat
uz pocas $tidia na ZS a SS. V tomto pripade ju méZeme definovat’ ako skisenost,
ked:

zaci v ramci vyuky ciziho jazyka pozndvaji, Ze existuji urcité spole¢né i odliSné znaky jednotlivych kultur
a uci se s timto poznatkem zachazet, aniz by vyjadiovali pouze negativni nebo jen pozitivni asudky
a zavéry, aby nedochazelo k vytvatreni novych nebo upeviiovani jiz vzitych piredsudkd a stereotypl
(2017, s.243).

V translatolégii kultirnu kompetenciu chapeme ako kompetenciu, ktora:

- nesustreduje sa vylu¢ne na dvojicu vychodiskova cielova kulttra; kultira je chapana komplexne a ne-
viaZe sa na jeden z pracovnych jazykov,

- dolezit tlohu zohrava vSeobecné vzdelanie prekladatela, ktory by sa mal vSeobecne orientovat aj
v anticko-krestanskej kulttire, na ktorej sa zaklada eurdpska civilizacia,

- prekladatela stavia do pozicie sprostredkovatela interkultiirnej komunikacie, pretoZe sprostredkiva
informacnt vymenu medzi dvoma alebo viacerymi kultirami,
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- vyZaduje schopnost’ prijimat a interpretovat signaly vychodiskovej kultiry a transferovat ich do
signalnej ststavy cielovej kulttry,
- obzvlast dolezita je pri preklade kulttirne $pecifickych textov,

- vyZzaduje schopnost’ kognitivnej sebareflexie vlastnej kultiry, ako aj reflexie a sebareflexie cudzej
kultury,

- nevztahuje salen na preklad umeleckych textov - je nevyhnutna napr. pri preklade reklamnych textov,
pri preklade literattry pre deti a mladez, a pod.

- vyzaduje schopnost adekvatne vyuzit znalosti o miestnych pravidlach spravania, normach a hodno-
tach jazykového spolocenstva a o dal$ich kultirno-$pecifickych aspektoch vychodiskovej a cielovej
kultury,

- preveruje schopnost prekladatela reagovat interaktivne medzi dvomi kultirami za pomoci vyuzitia
doterajSich konvergentnych pristupov a za pomoci novych divergentnych pristupov vyrovnat sa s pre-
kladovym problémom,

- neznamend len schopnost reprodukovat literarne dielo vinom jazyku so zachovanim kulttrnych refe-
rencii, ale aj so zachovanim jeho estetického charakteru a pdsobenia na ¢itatela v odliSnom literdrnom
a kultirnom kontexte (KoZelova 2018, s. 69-70).

Vychadzajtc z oboch definicii je potrebné uvedomit’ si, Ze kultirnou kompetenciou
by mal disponovat’ kazdy clovek, kedZe kultirny faktor je pritomny v kazdodennej
komunikicii, v procese recipovania informicii a faktov alebo v podobe recepcie
umeleckych vypovedi (literatira, umenie). Vdaka kultirnej kompetencii je potom
jedinec schopny iné kultiry lepSie chapat, reSpektovat, poucit sa z uZzitocnych
zisteni a pripadne ich aplikovat vo vlastnej kultire a jej prejavoch a napokon,
rozSiruje si obzor aj v estetickej rovine a obohacuje duchovnu zlozku svojej exis-
tencie.

Podstatou prekladu a tlmocenia je sprostredkovanie vypovede prijatej od emitenta
tak, aby jej porozumel recipient v cielovej kultire. Porozumiet vychodiskovému
textu je pritom absolutnou alfou a omegou, pretoze prekladatel musi pochopit
obsah vypovede, ako aj autorsky zdmer a brat pritom do tivahy, Ze idiolekt autora
je nieco, ¢o by malo vyniknut aj v cielovom texte, na ¢o upozornuje aj Drengubiak
konstatovanim, Ze ,aj zndmy spisovatel, ktory majstrovsky ovlada jazyk [...], je
zodpovedny za svoje vyjadrenia“ (2018, s. 32). Pre procesy transferu kultirnych
referencii z antiky je potrebné uvedomit si viaceré suvislosti. Anticka kultira sa
v sucasnosti nevztahuje na vychodiskovd ani na cielovd kultdru. Ide o kultiruy,
ktora uZ zanikla, avSak jej odkaz je stale pritomny v rozli¢nych typoch diskur-
zov, obohacuje moderné jazyky a odkazuje na anticku literaturu, filozofiu, kulttru,
mytologiu a na dalSie pocetné domény, v ktorych sa tieto kultirne referencie vy-
skytujd v rozli¢nej miere zastipenia. Eurépske kultiry asimilovali prejavy antickej
civilizacie odliSne a aj preto su jej stopy pritomné a vnimané rozmanito, no medzu
»dolezité prednosti antického Rima, ktoré ¢asom prenikli do stredovekej i sicasnej
Eurépy, patria aj niektoré vedomosti z oblasti polnohospodarstva, remeselnej vy-
roby ¢i obchodu“ (Andokova & Babic & Buzassyova & Roskova & Valachovi¢, 2020,
s. 18). Prave s takymito skutocnostami sa potrebuje vyrovnat translatologia, ked-
Ze jej ulohou je antickd kultdrnu stopu sprostredkovat. Ako sme spomenuli vysSie,
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stucasny slovensky Skolsky systém nepocita s intenzivnejSou pripravou v oblasti
antickej civilizacie a kultdry. Je obsiahnuta vo vyucovacich predmetoch ako his-
téria alebo literatira, a to hlavne v prisluSnom obdobi zodpovedajiicom periodi-
zacii antiky. Dlhodoba pedagogicka prax potvrdila, Ze deficit vedomosti z oblasti
antickej civilizdcie a kultiry sa podiela na zniZovani kvality translatu. Kultirne
referencie z antiky sa v textoch originalu vyskytuji v podobe priamej lexikalnej
jednotky (frazeologizmy typu alea iacta est), i ako altizie na mytolégiu, jej postavy
a situacie (rozlicné obdoby bohov a héroov, ich prejavy, symboly a pod.). Preklada-
tel’ ich v texte v prvom rade musi dokazat’ identifikovat, ndsledne im porozumiet
a napokon vybrat vhodnu prekladatelski stratégiu, ktorej pomocou je prenesie
do cielového textu. Vyskyt kultirnych referencii v texte zasahuje aj do koncepcie
v preklade, na ¢o upozornuje aj M. Kabat:

Prekladatelova koncepcia sa realizuje na dvoch trovniach:

1. formalna - tu mdZeme pozorovat napr. pisanie ¢isloviek slovom alebo ¢islom, ¢lenenie textu, ¢lenenie
priamej reci a pod. V takomto pripade aj pri nevhodne zvolenej koncepcii nemusi ddjst, a va¢Sinou ani
nedochadza, k vyznamovym posunom.

2. jazykova - preklad redlii, (funk¢nych) mien, spominané tykanie a vykanie a pod. Nevhodne zvolena
jazykova koncepcia uz, na rozdiel od formalnej, moze vyvolat' aj vyznamové posuny (2018, s. 44).

Predpokladom takéhoto procesu je prave schopnost detegovat v texte prislusnu
kultdrnu referenciu a nasledne s fiou pracovat. Priprava budiceho prekladatela
na takuto situaciu je velkou vyhodou. Kultirna kompetencia, ktora je obohatena
aj o zlozku antickej civilizicie predstavuje pre prekladatela aj tlmoc¢nika vAacsi
predpoklad, Ze cely proces realizacie transferu zvladne tspeSne. Zaroven je ne-
vyhnutné doplnit, Ze antickil kultdru nereprezentujui len samotné redlie - spolu
s nimi vystupuje do popredia aj suvisiaca lexika, pretoze ,preklad v jednom z jeho
dolezitych aspektov mozno opisat ako akciu vykonanu na lexikdlnom systéme [...]
prisposobujuc ho inej kultirnej realite (Shmiher, 2019, s. 214). Je vSeobecne zna-
me, Ze klasické jazyky ako také a ich posobnost v suc¢asnych jazykoch je pritomna
stale. Ak hovorime o tuskaliach prekladu, latinské vyrazy v textoch originalu mé-
7u prekladatelovi spdsobit’ problémy - o to viac, ak prekladatel nie je klasickym
filologom. A. Katrenicova pripomina, Ze ,v kazdom jazyku moZeme najst nejaké
Specifické slova, ktoré nie je mozné prelozit do inych jazykov. Dovodom je odliSny
lexikdlny systém v kazdom jazyku. Latinsky jazyk nie je vynimkou“ (2014, s. 121
az 122).

4 Predmet Klasické jazyKky a tradicie

V danej oblasti sme urobili vyskum, a to vstupny test na zaciatku semestra a vy-
stupny na jeho konci. Data poukazuji na takmer priepastny rozdiel vo vedomost-
nej urovni. Meranie vstupnych vedomosti na zaciatku semestra poukazuje na Spe-
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cifickost situacie. Pripraveny formular s otdzkami, v ktorych boli Studenti - res-
pondenti poZiadani o odpoved, dopadol nelichotivo. Studijnd skupina zastipena
tridsiatimi 6smimi posluchdémi Studijnych programov zameranych na preklada-
telstvo a tlmocnictvo nedokazala stopercentne odpovedat na dve otazky:

1. Kto je najvyssim olympskym bohom?
2. Co znamena in medias res?

Kratka dvodna anketa mala zmapovat dve oblasti, a to vedomosti z antickej myto-
légie a znalost zakladnych latinskych slovnych spojeni - bezne pouzivanych v ja-
zyku. Prva otazka bola spravne zodpovedana v 20 pripadoch, t.j.takmer 53 %
Studentov odpovedalo spravne, o vyjadruji nasledujice udaje:

Spravna odpoved: 20 Studentov z 38 (52,63 %)
Nespravna odpoved: 18 z 38 Studentov (47,37 %)

Uspesnost dalsej odpovede bola este niz$ia. Slovné spojenie in medias res bolo
naleZite vysvetlené nasledovne:

Spravna odpoved: 9 Studentov z 38 (23,68 %)
Nespravna odpoved: 18 z 38 Studentov (76,32 %)

Pri druhej otazke je nutné doplnit, Ze odpovede povaZované za spravne boli v nie-
ktorych pripadoch nepresné, avsak zapocitali sme ich ako uspokojivé, kedZe islo
len o ivodnu anketu. Pri prisnejSom hodnoteni a pri nastojeni na exaktnosti by
bolo skuto¢ne spravnych odpovedi len 7.

Situadcia bola sklamanim aj pre $tudijnd skupinu. Samotni Studenti vyhodnotili
svoje vedomosti ako nedostacujice a z uvedeného dévodu ocenili mozZnost ab-
solvovat’ tento predmet a ziskat' tak prierezové vedomosti z antickej civilizacie
a kultary. Skér, nez pristipime k vyhodnoteniu zaverecného testu, konstatujeme,
Ze pociatofné nadSenie Studentov pretrvavalo pocas celého semestra. Zapojenie
Studentov, vypracovavanie uloh aj nad ramec povinného rozsahu a pretrvavajuici
zaujem o tému svedci o tom, Ze zaradenie predmetu do odporucaného studijného
planu bolo namieste. Dany stav potvrdili aj merania na konci semestra. Predmet
koncil absolvovanim zaverec¢ného testu. V porovnani s pociato¢nym stavom je per-
centudlna UspeSnost nepomerne vicSia, hoci treba dodat, Ze porovnanie vstup-
nych a vystupnych dat nie je vyvaZzené vzhladom na pocet otdzok. Zaujimavé je
vsak samotné kvantitativne a kvalitativne vyhodnotenie.

Z metodologického hladiska iSlo o prieskum pomocou testu. Stanovena hypotéza
bola: na konci semestralneho stidia predmetu Klasické jazyky a tradicie dosiahne
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$tudijna skupina percentualne lepSie vysledky ako tie, ktoré preukazala na zaciat-
ku semestra, t. j. celkové hodnotenie bude lepsie ako FX.

Stanovené v percentudlnom vyjadreni: tispeSnost, ktoru Studijnd skupina dosiahla,
bola 38,15 %, ¢o je v hodnoteni vyjadrenom zndmkami FX (celd hodnotiaca Skala:
A - vyborne: 100 % - 90 %; B - velmi dobre: 89 % - 80 %; C - dobre: 79 % -
70 %; D - uspokojivo: 69 % - 60 %; E - dostatocne: 59 % - 50 %, FX - nedos-
tatocne: 49 % - 0 %). Ako UspesSnd zmenu sme potrebovali dosiahnut vysledok
50 %, t. j. nevyhnutnt spodnu hranicu na absolvovanie predmetu a zapis kreditov.
Znamena to, Ze oproti vstupnému vysledku sa Studenti potrebovali zlepSit o 11,85
bodov. V porovnani s prvotne ziskanymi 38,15 % by to bol narast o 31 %, a teda
zelané P = 0,31, pricom ak by vSetci Studenti ziskali 100 %, ziskali by sme hodno-
tu P = 1,62. Vysledné hodnotenie by sa teda malo na konci semestra pohybovat
v intervale P > 0,31; P < 1,62.

Vyskumnou met6édou bol test koncipovany v aplikicii Forms. Objektivnost’ testu
bola dosiahnutd vyberom uloh, ktoré sa vztahovali na prebrané ucivo a sibor
otazok bol zamerany na celil obsahovi napli predmetu, a to redlie, jazyk, fraze-
oldgia. Vysledky testu boli vyhodnotené Statistickou metédou. Predstavujeme ich
v nasledovnom grafickom vyobrazeni.

1. Z akych pismen zostavil Kontantin-Cyril pred prichodom na Velkd Moravu hlaholiku? (1 b)
respondentov (35 7 35) odpovedalo na ito otézku spravne.

Dakie podrobnes ) insights

@ =maljch pismen gréckejalfab_ 35

@ :mayc

pismen latinskej abe.. 0

2. Z akej formy latinského jazyka sa vyvinuli roménske jazyky? (1 b)

espondentov (32 z 36) odpovedalo na tiito otazku spravne.
podrobngs @ insights

@ = Hasicksj latininy 2 ',

@ 1o stredoveks; latinéiny

Dakiie

@ =lucovsj latindiny 2 v

3. Co je koiné? (1 b)

spondentov (20 z 36) edpovedalo na tito otazku spravne.

@ néredie v oblasti Atén 4 '
@ rudovd gréttina 12

@ spoloéna forma gréckeho jazy.. 20

Obr. 1: Vysledné zobrazenie tspesnosti odpovedi na otdzky 1-3
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4, Kto je autorom diela Theogonia? (1 b.)
78 % respondentov (28 7 36) odpovedalo na tite otézku spravne.
Dakie podrobnosti

@ Hésicdos
@ Homér 3
@ Héaistos [

&

5. Cim je charakteristickd grécka tragédia? (1 b.)
100 % respondentav (36 2 36} odpovedalo na tito otdzku spravne.
Baliie podrobnos @ insights

@ jednotou &asu a deja 0
@ jednotou miesta Gasuadga 36 v

@ jednotou miestz a asu [

bl

Antigonu napisal (1 b.)
100 % respondentov (36 z 36) odpovedalo na tito otazku spravne.
Baliie podrobnos @ insights

@ Hischylos []
@ Sofokiés 36 "
@ Euripidés o

Obr. 2: Vysledné zobrazenie uspesnosti odpovedi na otdzky 4-6

7. Ktory z rimskych basnikov je autorom wyroku Carpe diem? (1 b.)
97 % respondentov (35 z 36) odpovedalo na tito otizku spravne.
Daktia podrobno: @ Insights

@ Horatius ECRd
Verglius 0

@ Vergi
Cvidius 1

L]

e

1

Do kalkych slovesnych tried (konjugacii) rozdelujeme latinské slovesa? (1 b.)
100 % respondentov (36 z 36) odpovedalo na tiito otdzku spravne.
Dattis podrobnos @ insights

@2 ]
®: ]
[ EL

9. Ma rovnaky vyznam ma grécka predpona di- a dys- 7 (1 b)
86 % respondentov (31 z 36) odpovedalo na tito atazku spravne.
Dakie podrobnesti

® i 5
@ niz 31 v

&

Obr. 3: Vysledné zobrazenie tspesnosti odpovedi na otdzky 7-9
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10. Latinska predpona ANTE- a grécka predpona ANTI- sd rovnakého vyznamu (1 b.)
89 % respondentov (32 z 36) cdpovedalo na tiite otézku spravne.

Datéie podrobnos G insights

@ éno 4
@ nie 2 v

G

11. Autorom diela Metamorfozy je (1 b))
100 % respondentov (36 z 36) adpovedala na tito otazku spravne.
Baklis podrobnos - @ insights

@ Héfsinos ]
@ Ovidius 8~
@ Euripidés o

12. Aké s dve stanoviska k prepisu antickych mien? (1 b))
23 % respondentov (30 z 36) odpovedalo na tito otazku sprivne.

Batie podrobnosti

@ priizdat k odovzddvgiicemu.. 30

@ tweba ich ponechat v gréttine .. &

&

Obr. 4: Vysledné zobrazenie tspesnosti odpovedi na otdzky 10-12

13. Prvopodiatoénym parom, od ktorého pochadza celé ludstvo, boli podla Hésioda Gaia a
Uranos (1 b))
94 % respondentov (34 7 36) adpovedalo na tito otazku spravne.

Batiis podrobno: - @ insights

@ o
@ nie 2

&
S
‘

14. Bohovia mohli zostlpit’ z Olympu medzi smrtefnikov, aby im pomohli, usporiadali ich osud
alebo splodili s nimi dieta. (1 b)
89 % respondentov (32 z 36) edpovedalo na tito otizku spravne.

Datfis podrobno: @ insights

@ o
@ nie 4

&

15. Kedy sa datuje zadiatok antiky? (1 b)
81 % respondentov (297 36) adpovedalo na tito otazku spravne.
Dalfis podrobnoss

@ cdHomérskych basni n v

@ od stahovania nérodov 7

&

Obr. 5: Vysledné zobrazenie tspesnosti odpovedi na otdzky 13—15
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16. Vergilius je autorom diela (1 b))
100 % respondentov (36 z 36) adpovedalo na tiito otazku spravne.
Dalfis podrobnost

@ hensids ¥ v
@ Anemis ]
@ Athéna ]

17. Rapsadi(1b)
92 % respondentov (33 7 36) odpovedalo na tito otézku spravne.
Baltie podrobngs @ insights

@ i cposy 3 v

@ prepisovali kroniky 3

18. llias a Odysea (1 b.)
97 % respondentov (35 2 36) odpovedalo na tite otdzku sprivne.
Baliie podrobno: @ insights

@ sioslavy zasvitené Dionjzovi 0
@ sinajzachovaleiie divadiian. 1

@ s homérske eposy B

Obr. 6: Vysledné zobrazenie uspesnosti odpovedi na otdzky 16-18

19. Jedna z najfrekventovanejsich predpén internacionalizmov je: (1 b.)
22 % respondentov (3 z 36) odpovedalo na hiito otézku spravne.
Datie podrobnosti

@ de 2
@ on-fko- kot ) g

&

20. Antické mena pri timoceni podla moznosti (1 b.)
97 % respondentov (35 z 36) odpovedalo na hito otézku spravne.
Datfis podrobne: 6 insights

@ vynechime 1

@ ponechime v Nsg aprispdso.. 35 v

g

21. Tantalove muky (1 b.)
89 % respandentov (32 z 36) adpovedalo na tito otazku spravne.
Daie podrobno: @ insights

@ boli spdsobené kvdijablkusv.. 4

@ bolispbsobené il waide -.. 32

&

Obr. 7: Vysledné zobrazenie tspesnosti odpovedi na otdzky 19-21
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22. Vyberte spravnu formu genitivu mena Hades (1 b.)
47 % respondentov (17 2 36) odpovedalo na tiito otazku spravne.
Dalfis podrobnosti

@ Hada 7oV

Hidea 18
@

23. Symposion (1b)
97 % respondentov (35 2 36) odpovedalo na tiito otézku spravne.

Daltie podrobng: @ insights

@ bokhosinaudenimufom 35

@ ol chor spevikov v divadie 1

24. Garum patri do nasledujlicej kategdrie: (1 b)
97 % respondentov (35  36) odpovedalo na tiito otazku spravne.
Datiie podrobno: @ insights

méda o

. ‘
@ gastronmia EC

@ politka 1

Obr. 8: Vysledné zobrazenie tspesnosti odpovedi na otdzky 22-24

25, Pater familias ako termin najdeme v: (1 b))
8 % respondentov (3 7 36) odpovedalo na tito otazku spravne.
Baliie podrobno: @ insights

I/

@ leratire S
@ prive 32
@ politike. 1

26. Koloseum v Rime je najvacsi (1 b.)
97 % respondentov (35 z 36) odpovedalo na tito otézku spravne.
Baktie podrobnes G insights

@ Cras 1 '
@ Amfeder 3

27. Vyberte spravnu moZnast’ v sdlade s ortografiou: (1 b.)
89 % respondentov (32 z 36) odpovedalo na tito otézku spravne.
Daliis podrobno: @ insighss

@ prekrod Rubikon 2 v
@ prebodt Rubicon 4
@ prekrodit rubicon o

&

Obr. 9: Vysledné zobrazenie uspesnosti odpovedi na otdzky 25-27
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28. vyberte vhodny slovensky ekvivalent k vyrazu "veni, vidi, vici": (1 b.)

espendentov (35 z 36) edpovedalo na tito otdzku sprévne.

Baie podrobnos (@ insights

som, videl som, zwitazil .. 35

som, videl som, predils.. 1

29. Ma obrazku je: (1 b)

% respondentov (19  36) odpovedalo na tito otdzku spravne.
Dakiis podrobnos

@ Bohyia lovu Dians 17

@ bohyfia midrosti Athéna 1o

30. Co konkrétne bol pévodne danajsky dar (dnes pouZivany ake frazeologizmus)? (1 b.)
97 % respondentov (35 z 36) odpovedalo na tito otazku spravne.
Baktie padrobnos ¢ insights

@ vistkoto, ioho sa kil Mides . 1 ’
@ 4
@ Fandorina sirinka. v keorej bol.. 0

o, pomocou kuoréh... 35 v

Obr. 10: Vysledné zobrazenie uspesnosti odpovedi na otdzky 28—-30

Kvantitativnu analyzu podrobne ukazuju jednotlivé grafy, ktoré presne dokumen-
tuju pocet a pomer spravnych a nespravnych odpovedi. Z 30 otazok bolo 6 ota-
zok spravne zodpovedanych vSetkymi tridsiatimi Siestimi respondentmi. Vysoka
uspesSnost’ odpovedi, t.j. nespravna odpoved od jediného respondenta bola za-
znamenana v pripade 6smich otazok. Styri otdzky a odpovede na ne médZeme,
naopak, povazovat za zodpovedané neuspesne, pretoze spravnu odpoved uviedlo
len dvadsat’ a menej respondentov.

Nemenej zaujimava je kvalitativna analyza. K tispeSne zodpovedanym patria na-
pr. otazky, ktorych obsahom bola matéria preberand pocas stredoskolského, ¢i
v niektorych pripadoch zdkladoskolského uciva. Ide napr. o charakteristiku gréckej
tragédie alebo urcenie autora diela Antigona, ktoré je sucCastou povinného citania.
K otazkam z okruhu tém, ktoré boli pre Studentov nové a s ktorymi sa stretli az
pocas Studia predmetu Klasické jazyky a tradicie patria tie, ktoré sa tykaju latin-
Ciny - jazykového systému ako celku a takisto konkrétnosti tykajice sa vyznamu.
Tu by sme radi doplnili, Ze uZ pocas Stidia prejavili Studenti zdujem o vedomosti
z morfolégie latinCiny a gréctiny. Ide totiZ o praktické vedomosti, ktoré dokaze
prekladatel’ vyuzit' v textovej analyze a vyuzije ich pri odhalovani vyznamu ne-
znamych slov. K takym patri napr. predpony hypo- a hipo- a pod. Medzi uspesSne
zodpovedané otazky patri stibor otdzok ohladne redlii, napr. otdzky o rimskom
Koloseu, vysvetlenie lexikalnej jednotky symposion ¢i zaradenie lexikalnej jednotky
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garum do oblasti jeho pouZzivania. Na zaver tohto kvalitativneho rozboru stoji za
pozornost eSte jedna zaujimavost. Napriek neustdlemu pripominaniu problema-
tickosti genitivnych foriem latinskych a gréckych mien a napriek pripominaniu
uplatiiovania naucenych pravidiel, ku ktorym mali Studenti vy¢lenent uzito¢nu
bibliografickd bazu, pri otazke poZadujicej urcenie spravneho tvaru dokazalo na-
leZite odpovedat len 17 z 36 Studentov, t.j. menej ako polovica. Uvedena otazka
patri k tym, ktoré zo suboru tridsiatich otazok patria k najnedspesnejSim. Nemoz-
no exaktne stanovit dévody oznacenia chybného tvaru za spravny, no predpoklady
by nas mohli nasmerovat k vplyvu Gzu a vyrazného zastipenia chybnych geni-
tivnych tvarov v beznych diskurzoch. K naroc¢nej$im otdzkam patrilo aj zaradenie
slovného spojenia pater familias do sicasnej frekventovanej domény pouZivania.
Vacsina Studentov zvolila ako oblast pravo (vychadzajuc z pévodného vysvetle-
nia), avsak opomenuli pouzivanie terminu v literatire, hoci prave na tento presah
¢i prenos terminu boli upozorneni vo vztahu k potrebe literdrnovedného vzde-
lania prekladatela, ktory sa s takouto terminolégiou méze stretnat pri preklade
odbornej literatiry v akomkolvek jazyku - prave to dokazuje spolo¢né antické
zaklady, na ktorych stoji eurépska civilizacia; napr. Drengubiak hovori o ,principes
traditionnels, patriarcaux“ alebo ,systéme patriarcal“ (2013, s. 29).

Napokon uZ len kratka poznamka z spitnej vizbe k predmetu. Studenti ocenili
obsahovt néplii discipliny a asi najva¢$im uznanim pre vyucujicu bolo sklamanie
$tudentov z toho, %e predmet v dalSom semestri nema pokracovanie. Studenti
skonstatovali obohatenie lexiky a mnohi z nich planovali pokracovat formou sa-
mostudia v témach, ktoré ich individudlne mimoriadne zaujali (spomenut mozno
mykénsku civiliziciu, grécku mytolégiu alebo bezny Zzivot starych Rimanov). Je
potesujice vidiet nielen zaujem, ale aj pochopenie vyznamu kultirnej kompeten-
cie prekladatela zo strany Studentov - buducich prekladatelov. Napokon aj jeden
pozitivny fakt, ktory na zaklade realizovaného vyskumu uvadza S. Orinakova:

Studenti po absolvovani dvoch semestrov $tidia odbornej latin¢iny dokaZu pra-
covat' s roznymi kombinaciami zakladnych Struktir latinskych terminov na zakla-
de nadobudnutych morfologickych a syntaktickych pravidiel latin¢iny (2016, s. 88
az 89).

5 Zaver

Stanovena hypotéza bola potvrdena a priemerné ziskané skore z celého testu za
celu $tudijnu skupinu bolo 25,2 z celkovych 30 b.

K uvedenému dosiahnutému skére moZeme doplnit aj konkrétne informacie o zis-
kanych poctoch bodov (tab. 1).

KedZe aritmeticky priemer (25,2b) sa li$i minimalne od medianu (25 %), pracovali
sme iba s aritmetickym priemerom.
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Tab. 1: Vysledné zobrazenie tspesnosti v poradi od najvyssieho poctu bodov po najnizsi, pricom medidn

Studijnej skupiny je 25 b
. ID§ n Ikovy
Poradie (anonymi::(;l :’:)dtgl'slom) pogzt l?ot‘;ov

1. 1 30

2. 19 29

3. 15 28

4. 4 27

5. 5 27

6. 8 27

7. 9 27

8. 13 27

9. 17 27
10. 11 26
11. 18 26
12. 27 26
13. 33 26
14. 2 25
15. 3 25
16. 7 25
17. 10 25
18. 12 25
19. 16 25
20. 22 25
21. 24 25
22. 30 25
23. 34 25
24, 6 24
25. 14 24
26. 20 24
27. 21 24
28. 25 24
29. 26 24
30. 28 24
31. 31 24
32. 32 24
33. 23 23
34. 29 22
35. 36 22
36. 35 21

AK je hodnotiaca Skila percentudlne rozvrhnuta podla zamok takto: A: 100 % -
90 %; B: 89 % - 80 %; C: 79% ~ 70 %; D: 69 % - 60 %; E: 59 % - 50 %, FX:
49 % - 0 %, potom je vyslednda znamka dosiahnutd za celi Studijni skupinu B
- velmi dobre (84 %), ¢o predstavuje skok o tri hodnotiace stupne v porovnani
vstupny/vystupny test. Hodnota znamky za Studijnui skupinu bola vypocitana z arit-
metického priemeru. Studenti predmetu Klasické jazyky a tradicie ziskali o 45,85
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percentudlnych bodov viac. Ak 38,15 % berieme ako vychodisko (vysledok prvého
vysledku), potom ziskame vyslednt hodnotu P = 1,2. Oproti p6vodnému vysledku
ide o narast o 120 %. Zelané P = 0,31, ktoré sme si stanovili pre Gspe$né potvr-
denie hypotézy, sme teda vyrazne prekrocili.

Vysledky prieskumu formou testu dokazali, Ze inkorporovat do vyucby odboru
Filolégia so zameranim na prekladatelstvo a tlmocCnictvo je relevantné a oproti
predchadzajiicim koncepciam Studijnych programov prinasa takto Struktirovany
program Studentom nové vedomosti z oblasti antickej civilizacie a kultury. Teoérie,
z ktorych v nasSej studii vychadzame, chipu preklad ako kultdrnu operaciu a pre
jej adekvatne realizovanie ma byt vyucba kultdry sucastou translatologickych stu-
dijnych programov. Predmet Klasické jazyky a tradicie v tomuto pozZadovanému
stavu prispieva.

Pre budiceho prekladatela a timoc¢nika je nevyhnutné budovat’ si uz pocas studia
vSetky prekladatelské kompetencie. Jednou z nich je kultirna kompetencia pre-
kladatela, ako jedna z kli¢ovych kompetencii podielajicich sa na vyslednej kva-
lite translatu. A. Zahorak zaroven definuje preklad ako ,S$pecificky typ kultirneho
transferu” (20193, s. 20). Kultirne referencie z antiky tvoria Specifickii skupinu
realii, kedZe sa vztahuju na neexistujicu, zaniknutt kultaru. Praca s takymito re-
aliami si vyzaduje obozretnost a zrucnost, pretoze su v texte originalu naroc¢nejsie
pokial ide o ich detegovanie, no zaroveii vo vychodiskovych jazykoch presli vlast-
nymi adapta¢nymi procesmi, ktoré nemusia koreSpondovat s podobami kultir-
nych realii z antiky v cielovych kultirach. Prekladatel sa stretava s tretou kultu-
rou, ktord bola rozli¢cnymi sp6sobmi a mierami asimilovana aj vo vychodiskovych
aj v cielovych kultirach. Vedomosti vo sfére antickej civilizacie, ako aj zrucnosti,
ktoré prekladatelovi napomdahaju pri rozhodovani o tom, ako s nimi narabat, su
v prekladovom procese neocenitelnou poméckou. Kultirna kompetencia prekla-
datela a jej budovanie pocas studia predstavuje jednu z klicovych pdsobnosti roz-
hodujucich o kvalite prekladatelovej prace. Pedagég by mal vzbudit u Studentov
zaujem a viest ich k jej budovaniu a to aj s vedomim, Ze ,podstatou moderného
vyucovania je to, Ze vedomosti a zrucnosti Studentov maji byt vysledkom ich
vlastného premyslania“ (Uherova, 2020, s. 88). Vyucovanie predmetu Klasické ja-
zyKy a tradicie prispievaju k budovaniu kultiirnej kompetencie prekladatela, ktora
je sucastou suboru prekladatelskych kompetencii nevyhnutnych pre realizovanie
uspesného translatu.

Clanok je vystupom z projektu KEGA 005PU-4/2020 Redlie z antickej kulttiry ako
sucast pripravy Studentov translatologickych odborov.
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Internationalization of Higher Education: Teacher’s handbook

The reviewed handbook for university educators written by Zelenkovd and
Hanesova (2021).

As the authors rightly argue, the internationalization of higher education is an
underlying feature of a competitive university regardless of its location and field
of education. To meet the demands and expectations of the global tertiary and
scientific institutions including advancing cooperation and collaboration, it is vi-
tally important to manage the processes of internationalization at all levels in
a professional manner. The reviewed handbook for university educators written
by Zelenkova and Hanesova (2021) provides multiple insights into these processes
drawing both on theory and practice as reflected in the research conducted at the
University of Matej Bel, Banska Bystrica, Slovakia.

Chapter one explains the challenges of internationalization for a university, its
management, staff, and above all its teachers. It does not focus only on language
proficiency and pedagogical competence of teachers who teach their subjects
through English or other languages, but it delves into the issues of the cultural
diversity of a university class, particularly different learning styles, teaching styles,
and institutional practices. Furthermore, deficits in students’ performance can be
attributed to lacking intercultural competence, curricular issues, and support ser-
vices.

Chapter two explores the needs of international education in developing intercul-
tural and pedagogical competence in institutions, their staff, and teachers. The ap-
proach that integrates all the needs of successful international study programmes
is known as CALLA (Cognitive Academic Language Learning Approach), or CBL
(Content Based Learning). Both approaches mediate the subject matter through
a foreign language while developing language skills, academic skills, and learning
strategies. Finally, the authors highlight the importance of developing appropriate
attitudes, essential knowledge, and relevant on-course and off-course behaviour.

Chapter three looks into cultural differences in learning and teaching. The authors
see diversity as a complex phenomenon that includes differences in educational
systems, learning and teaching styles, methods of assessment, and social hierarchy
of students and teachers. They illustrate the differences in learning and teaching
through the example of Western and Asian cultures.

Chapter four studies diversity in the classroom, and its dimensions. Drawing on
Hofstede et al. (2010), Landis et al. (2003), and Lindsey et al. (2009), it provides
an understanding of the concept of culture as applied to educational institutions.
The findings are related to the organizational dimension of diversity, its impact on
the relationship of the university to its students, their status but also the students’
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expectations in terms of the workload and study behaviour. Finally, the authors
provide activities and tasks to explore the diversity of learning preferences in
particular student groups.

Chapter five deals with the importance of defining learning outcomes that are
aligned with the particular teaching and learning practices and provides recom-
mendations assuring that the outcomes are well and clearly written when being
guided by Bloom'’s taxonomy of the learning objectives.

Chapter six analyses the reasons and consequences of culture shock as experi-
enced by international students at the University of Matej Bel who experience
all its phases when they try to adapt to a new culture. They struggle with the
feelings of hostility and otherness more, the more distant culture they come from.
What makes this process less stressful is the ability of the university and the local
community to appreciate diversity and help to build bridges through institutional
practices and culturally relevant pedagogy.

The latter is the topic of Chapter 7. The key principle of culturally relevant ped-
agogy is to take into account the learning context of all the students. The aim
is to create a learning environment that helps the student to adapt their current
learning strategies and study behaviour to a new educational context. Culturally
relevant methods include interactive lectures and reading assignments to support
student understanding, group projects or flipped classes to involve students in
active learning, or simulations to advance creativity and solving problems. Various
forms of providing feedback and peer learning also need to be present.

Chapter 8 provides guidelines for teachers who teach subject courses through the
medium of the English language and the last chapter 9 analyses typical cases and
critical incidents in an international educational environment that highlight some
of the key misunderstandings and misinterpretations of learning and teaching in
the international context. The handbook is attached with a glossary of the key
terms and relevant bibliography with a focus on the most recent developments.
Readers will definitely appreciate appendices with interpretations of cases and
examples of pedagogical communication.

To conclude, as seen from the description of the key takeaways, this handbook on
internationalization of higher education provides a well-thought, well-structured,
and highly practical source of information for teachers who are already involved
in teaching international courses by contributing to their professional growth and
giving them a deeper understanding of culturally related processes accompanying
teaching and learning in the international context. For those, who are novices to
this career advancement, this handbook offers invaluable insights helping them
to avoid common misunderstandings and failures in communication with interna-
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tional students, and understand some of the culturally rooted reasons for the low
levels of achievement and engagement in classes.

Ivana Micinova
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Katedra cizich jazyki na Vysoké skole obchodni
v Praze, fakulté Panevropské univerzity

Katedra cizich jazykd na Vysoké Skole obchodni v Praze je odborné pracoviste,
které zajistuje vyuku cizich jazykd pro pilitové studijni programy. Jedna se prede-
vSim o obory cestovniho ruchu, sluzby v letecké dopravé, letového provozu a ri-
zeni lidskych zdroja. V nedavné dobé pribyla velmi aktualni zaméreni na digitalni
ekonomiku a technologii dronti. VSO nabizi i studijni programy vyu¢ované v ang-
lickém jazyce a studijni pobyty na 20 partnerskych univerzitach v rdmci programu
Erasmus+, predevsim ve Spanélsku, Portugalsku, Némecku ¢i Litvé.

Katedra cizich jazyki ma ve svém portfoliu predev$im anglicky jazyk, ktery se
vyucCuje jako povinny predmét ve vSech studijnich programech. Studijni program
Cestovni ruch ma dotaci 2 hodiny tydné v 5 semestrech (a 3 kredity) a zavérecnou
statni zkouskou. V ostatnich programech je hodinova dotace velmi obdobna (mi-
nimalné 2-4 semestry vyuky). Anglicky jazyk se zacind v bakalarském studiu vy-
ucovat od urovné intermediate a konéf na trovni upper-intermediate (B2). Vyuka
se opird o ucebnice anglického jazyka pro cestovni ruch od P. Strutta (English for
International Tourism), e-testy v informac¢nim systému a ucebnici English for Tou-
rism Studies, kterd se vénuje popisu oblibenych ceskych i anglosaskych destinaci
a jejich hlavnich atraktivit. V ostatnich programech se vyuzivaji u¢ebnice obchodni
anglictiny Business Benchmark.

V magisterském studijnim programu Management leteckych podnikli se nabizeji
cizi jazyky jako povinné-volitelny predmét s dotaci dvé hodiny tydné po 4 semest-
ry. Anglicky jazyk se uc¢i na trovni C1 se zaméfenim na management a komuni-
ka¢ni dovednosti potiebné pro vedeni obchodnich jednani, porad a prezentovani
vysledkll projektu. K vyuce slouzi nejen ucebnice (Business Benchmark Advanced
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a Business Results Advanced), ale vyraznou meérou i prezentace studenti a diskuse
k aktudlnim tématlm. Studenti zpracovavaji reserse ¢lanka z aktualnich periodik,
které se vénuji letecké dopravé, kazuistiky manazerskych problémt a v pribéhu
semestru provadéji vlastni vyzkum manazerského rozhodovani.

Jako druhy cizi jazyk se na VSO voliteln& vyucuje $panélitina, néméina, rustina
a francouzstina. Hodinova dotace je dvé hodiny tydné po 4 semestry. Tato nabidka
je dostupnd i pro studenty magisterského programu.

Katedra se vyrazné zapojuje i do odbornych ¢innosti vysoké Skoly. V roce 2019
se podilela na organizovani konference k 20. vyro¢i zaloZeni vysoké Skoly. Dale se
vénuje vyuce cizich jazykl pro akademické pracovniky a pro studenty pripravila
metodické materidly ke zpracovani bakalarské prace, které se tykaji prace s tex-
tem, metod citovani a prevence plagiatorstvi. Clenky katedry rovnéZ pravidelné
publikuji ve védeckych ¢asopisech a Gcéastni se konferenci. Katedra cizich jazykd je
dlouhodobym ¢lenem CASAJC a vyuziva pravidelnych setkani jako zdroje inspirace
a podpory pro vlastni odborné a pedagogické cinnosti.

K propojeni tvirc¢i a vzdélavaci ¢innosti na univerzité vyznamné prispiva spo-
luprace na vydavani dvou uznavanych recenzovanych védeckych casopisu Jour-
nal of Tourism and Services (www.jots.cz) a International Journal of Entrepreneu-
rial Knowledge (www.ijek.org), indexovanych v mezinarodnich védeckych databa-
zich Web of Science, Scopus, ProQuest, Erih+ a dalSich. Tyto asopisy poskytuji
renomovanou platformu k prezentaci vysledkdi domaci i zahrani¢ni vyzkumné,
pedagogické a odborné tvirci Cinnosti akademickych pracovnikd. Systematicka
podpora védy a vyzkumu je dlouhodobou prioritou univerzity. Clenové Katedry
cizich jazykd se aktivné ucastni verejnych soutézi v podavani navrhi projekt
aplikovaného vyzkumu v oblasti vyuky anglického jazyka pro specifické ucely,
napt. Technologické agentury CR (TA CR) nebo Grantové agentury Academia aurea
(GA AA).

Nejvétsi zména pro Katedru cizich jazykl prichazi v nadchazejicim akademickém
roce 2022/2023, kdy se Vysoka skola obchodni stala jednou z fakult z nové vytvo-
fené Pan-evropské univerzity (PEUNI). Toto spojeni piinese mozZnosti spoluprace
s dalsimi fakultami, jako je napriklad Vysoka Skola podnikani a prava. PEUNI je
profesni univerzitou. Cilem studia je predevsim piiprava k vykonu profese, a pro-
to se na propojeni studia s budoucim pracovnim uplatnénim studentt klade vel-
ky diraz. Studenti vSech obort absolvuji v ramci studia nékolikatydenni fizenou
praxi v podnicich. Poradaji se rovnéz kariérni dny, aby studenti mohli navazat
kontakty s potencialnimi budoucimi zaméstnavateli.

Vyhranéné studijni zaméreni Vysoké Skoly obchodni pritahuje osobnosti podob-
ného charakteru, a proto navazovani kontaktd mezi studenty a uciteli probiha bez
obvyklych bariér, protoZe obé strany sdileji nadSeni pro stejné aktivity: cestovani
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a létani, prace s lidmi, inovace. Atmosféra béhem vyuky je zfejmé tim, co studenti
ocenuji, stejné jako unikatni profesni zkusenosti akademikii a mnoha externich.
Vyuka cizich jazykili je proto v tomto prostiedi inspirativni, ale i stalou vyzvou
pro zkvalitiiovani vyuky a rozSifovani prilezitosti pro zlepSovani komunikac¢nich
dovednosti v internacionalizovaném prostiedi cestovniho ruchu, letecké dopravy
a obchodu.

Ivana Mic¢inovd, Simona Peckovd
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