


Tedria a prax pripravy buducich translatolégov
a uditelov anglického jazyka Il

Zbomik z Medzinédrodnej online konferencie
v diioch 8. — 9.septembra 2021

ANNA SLATINSKA (ed.)

A grafik, spol. s r. 0., Banska Bystrica

2021



Zostavovatelka:

Nazov:

Recenzenti:

Vydal:

Vytlacil:

Rok vydania:

ISBN
EAN

Mgr. Anna Slatinska, PhD.

Teéria a prax pripravy buducich
translatologov a ucitel'ov anglického jazyka
"

Zbornik  recenzovanych  prispevkov z
Medzinarodnej online konferencie konanej
v diioch 8. — 9. septembra 2021

prof. PhDr.Zuzana Strakova, PhD.
doc. PhDr. Eva Homolov4, PhD.
doc. Mgr. Vladimir Bilovesky, PhD.
doc. Mgr. Alena Smieskova, PhD.
PaedDr. Alena Stulajterova, PhD.

A grafik spol s r.o. v spolupréaci s Katedrou
anglistiky a amerikanistiky Filozofickej
fakulty Univerzity Mateja Bela v Banskej
Bystrici

A grafik, spol s r.o.
Banska Bystrica

2021

978-80-972004-1-1
9788097200411



CONTENTS

SIOVO NA TVOA. ... e e 6

Translatologicka sekcia

Melicheré¢ikova Miroslava
TLMOCNICKE DENNIKY V REALNOM A VIRTUALNOM PROSTREDI................. 8
Bachledova Marianna

A FEW NOTES ON TEACHING TRANSLATION AND INTERPRETING

ONLINE. ...t e 19
Las Matej

TEACHING SUBTITLING WITHIN TRANSLATION & INTERPRETING STUDY
PROGRAMME - DEVISING MODEL FOR “SUBTITLING 101”...........ccccovvvinn... 25

Lingvodidakticka sekcia

Homolova Eva

UCITELSKE ROLY V KONTEXTE JAZYKOVE] EDUKACIE DOSPELYCH UCIACICH

Siade-Pirkko Nissili

PEDAGOGICAL APPROACH TO TEACHING AND LEARNING LANGUAGES AND
CULTURES. ..., 42
Slatinska Anna

KULTURNE DEDICSTVO AKO SUCAST VYUCBY ANGLICTINY NA STREDNYCH
SKOLACH A JEHO VYUZITIE V KONTEXTE 21. STOROCIA.............cccccevivin..... 54
Kalajdzisalihovi¢ Nejla - Cirié-Fazlija Ifeta

TEXT-MINING AND CONCORDANCES AS A REMOTE-TEACHING TOOL IN

LANGUAGE AND LITERATURE.. .....oe e e, 63
Ivenz Petra
ROZVIJANIE INTERKULTURNYCH KOMPETENCII POMOCOU AKTIVIT............ 77

Licko Roman

IN DEFENCE OF THE FIVE-PARAGRAPH ESSAY: ARGUMENTATIVE WRITING AS
ONE OF THE ESSENTIAL SKILLS OF A DEMOCRATIC CITIZEN IN A POST-
TOTALITARIAN COUNTRY ..o 83

Ditrych Karolina



CHALLENGES RELATED TO TEACHERS WORK IN PANDEMIC REALITY........... 92
Dove Michael E.

DEVELOPING INTERCULTURAL COMMUNICATIVE COMPETENCE THROUGH
TASK-BASED LANGUAGE TEACHING. .......cuiiiiiiiiiiciiie e 103

Lingvisticka sekcia

Petra Jesenska

JAZYKOVA KRAJINA V PEDAGOGICKE] PRAXI.......ccviiiiiiiiiiiaaeeiiieeaee 111
Anna Wlodarczyk - Stachurska
SOME REMARKS ON CULTURE IN EFL LEXICOGRAPHY ........ccoviiiiiiiiiiin, 116

Stulajterova Alena
IMPLEMENTING GLOBAL SKILLS IN ELT CLASSROOM DURING THE COVID-19
PANDEMIC ...ttt 125

Literarna sekcia

Javorcikova Jana

THE ART OF CROSSING CULTURES: INTERCULTURAL COMPETENCE OF UNIVER!
STUDENTS REVISITED ......cuniiiiiiis e e, 133
Pliesovska Lubica - Valentova Milada

INONARODNA LITERATURA V CITANKACH LITERARNE] VYCHOVY AKO

ODRAZ VZTAHU LITERATURY A POLITIKY ......os e, 143
Kubus Martin
SEN O KRIZI: ZOBRAZENIE KRISTA V STAROANGLICKE] BASNI..................... 134
Recenzie
Bilovesky, Vladimir - Kubus, Martin: NA SLOVICKO S PREKLADATETI'OM............. 153

Stulajterova, A.. LINGUISTIC AMBIGUITY IN ENGLISH HUMOROUS DISCOURSE



Milé kolegyne, mili kolegovia.

Dovolte mi, aby som Vas v mene vedeckého a organiza¢ného vyboru privitala
na trefom ro¢niku medzindrodnej online konferencie nazvanej ,Tedria a prax
pripravy budtcich translatolégov a ucitelov anglického jazyka III” organizovanej
Katedrou anglistiky a amerikanistiky Filozofickej fakulty Univerzity Mateja Bela
v Banskej Bystrici. Cielom konferencie je nadviazat na predchadzajice tspe$né
roéniky, v ktorych sa ndm podarilo zhodnotit sacasné trendy v priprave
prekladatelov a ucitelov anglického jazyka a poukazat na moZznosti, ktoré nam
pontkaju moderné technolégie. Aj vtomto roéniku mé konferencia ambiciu
predstavit vysledky vedecko-vyskumnych aktivit jej domacich aj zahrani¢nych
1¢astnikov.

Prispevky sme tematicky roz¢lenili do Styroch oblasti - lingvodidaktickej,
lingvistickej, literarnej a translatologickej. V ramci prezentovanych vystupov by som
chcela ocenit prispevky od zahraniénych kolegov a spolupracu katedry
s partnerskymi univerzitami v Pol'sku, Finsku a Srbsku. Verim, Ze spolupréca,
zalozena na prezentacii vedecko-vyskumnych vysledkov, bude nadalej nielen
pokracovat, ale sa aj vo vSetkych oblastiach dynamicky rozvijat.

Na Slovensku mame za sebou nédrocny akademicky rok, poznaceny
pandémiou koronavirusu, ktora vyraznou mierou ovplyvnila aj tematické zameranie
niektorych konferen¢nych prispevkov. Preto by som na zdver chcela podakovat
kolegyniam a kolegom za ich enormné silie, vd'aka ktorému sme, verim Ze tspesne,
zvladli nelahké dlohy. Vsetkym tucastnikom konferencie, ale aj ostatnym vedecko-
pedagogickym pracovnikom prajem vela zdravia, zi¢livé pracovné zizemie a

invenciu v ich vedecko-vyskumnych aktivitach.

Anna Slatinska Banska Bystrica

Katedra anglistiky a amerikanistiky, Filozoficka fakulta UMB 8. septembra 2021



TRANSLATOLOGICKA SEKCIA



TLMOCNICKE DENNIKY V REALNOM A VIRTUALNOM PROSTREDI

Miroslava Melicheréikova

Abstrakt

Odborna literatara potvrdzuje podstatni ulohu, ktorti zohravaju tlmocnicke denniky
v ramci didaktiky tlmocenia. Ako ndstroj sebareflexie st prinosné nielen pre Studentov, ale aj
pre ucitelov. Prispevok predstavuje jednoduchi podobu tlmoc¢nickych dennikov, v akej sU
siCastou tlmocnickych seminarov na Katedre anglistiky a amerikanistiky FF UMB.
Primarnou ambiciou je zhodnotenie ich prinosu v realnom prostredi (zimny semester
2019/2020) a vo virtuadlnom prostredi (zimny semester 2020/2021). Analyzovanim
zozbieranych materidlov prispevok poukazuje na opodstatnenost’ a efektivnost’ timocnickych
dennikov vo vyucbe tlmocéenia v redlnom a virtualnom prostredi a uvadza kritéria, ktoré mozu
zabezpecit’ ich optimalnu podobu.

KPacové slova: tlmocnicky dennik, sebareflexia, Student, realne prostredie, virtualne
prostredie.

Struény prehPad skimanej problematiky

Pedagogovia sa Casto zamyslaju nad prinosom a efektivnostou svojej vyucby.
Fundamentalnym metakritériom posudzovania vhodnej alebo nevhodnej vyuéby je podla
Brookfielda (1995) miera, do akej sa ucitelia zdmerne a systematicky snazia preniknat do
mysli Studentov, aby mohli vnimat triedu a u€enie z ich uhla pohl'adu. MoZnost™ aplikacie
tejto vzdelavacej filozofie na pripravu budtcich tlmoénikov akcentuje Takeda (2010).
Stotoziiujeme sa s autorkou, zZe ak chcu ucitelia timocenia zlepSit’ svoje vyucovacie postupy,
mali by venovat’ zvySenu pozornost potrebdm, oCakédvaniam, Zelaniam, obavam a ndzorom
Studentov v kontexte ich Studijnych sktsenosti. Vstup Studentov predstavuje cenny zdroj,
ktory pomaha ucitelom premyslat’ o zauZivanych postupoch a v pripade potreby ich
modifikovat’ tak, aby sa neustéle zlepSovali (Takeda, 2010). Vstup Studentov potom vnimame
ako spéatnu vazbu.

Spétna vézba je stCastou kazdej vyucby a u€enia sa a vo vyucbe tlmocenia moze
mat’ roznu podobu, zvy€ajne vSak rozliSujeme tri druhy: spitnd vidzba od vyucujuceho, od
spoluziakov, vlastna (Lee, 2018). V domacom kontexte spracovala problematiku tlmocnicke;j
sebareflexie najkomplexnejSie Machova (2016, s. 32), ktord ju popri hodnoteni vyucujucim
alebo spoluziakmi povazuje za ,najuzitocnejSiu formu spétnej vézby, ktort Student moze
ziskat™. Autorka vymedzuje pojmy sebahodnotenie a sebareflexia v kontexte tlmocenia
nasledovne. Za timoc¢nicku sebareflexiu povazuje zamyslanie sa nad vlastnymi timo¢nickymi
schopnostami. Sebahodnotenie tlmocenia chdpe ako sucast sebareflexie, ako ,proces
retrospektivnej analyzy konkrétneho tlmocénickeho vykonu, pri ktorej sa pozoruje proces
tlmocenia alebo jeho vysledny produkt alebo obe sti€asne a hodnoti sa Uspesnost’ dané¢ho
tlmoc¢nickeho vykonu na zéklade vopred stanovenych hodnotiacich kritérii* (Machova, 2016,
S. 31-32). Autorka teda chape sebareflexiu ako nadradeny pojem, hoci pripusta, Ze oba
terminy mozno pouzivat' i Synonymne. Domnievame sa, podobne ako Machova (2016), ze
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pojem sebareflexia ma S$ir§i vyznam, predstavuje hyperonymum, na rozdiel od uzSie
vymedzeného sebahodnotenia, ktoré vtomto pripade vnimame ako hyponymum.
Sebareflexia, ako Piotrowska (2012) vhodne dopiha, je nielen sidastou (samo)stidia
prekladatelov a tlmocnikov, ale aj dblezitou sucastou vzdelavania ucitel'ov prekladatel'stva
a tlmocnictva v stcasnosti. V dosledku sebareflexie dochadza k uvedomeniu si silnych
a slabych stranok, schopnosti a nedostatkov. ZvySena miera sebareflexie je obzvlast' cenna
pre profesionalny rozvoj (Piotrowska, 2012). Sthlasime s Machovej (2016) tvrdenim, ze
najvyraznejsi prinos tlmocnickej sebareflexie spociva v tom, ze vedie k zvySenej autonémii u
Studentov, ¢o znamend, ze Studenti preberaju vacSiu zodpovednost za dosiahnuty pokrok
vuceni a nespolichaju sa len na to, ¢o ich nauci uéitel. K uvedenym aspektom pridava
Postigo Pinazo (2008) aj zvySovanie individualnej a skupinovej sebadbvery, podporu priamej
komunikacie medzi Studentami a ucitel'mi a zlepSovanie prostredia vyucby.

Vo vyucbe tlmocenia sa vyuzivaju viaceré nastroje sebareflexie, jednym z nich su
tlmo¢nicke denniky. Opodstatnenie Studentskych dennikov vo vyucbe tlmocenia potvrdzuju
Setton — Dawrant (2016). Podla autorov su zname edukac¢né a terapeutické vyhody vedenia
tlmoc¢nickych dennikov, ktoré sluzia na vyjadrenie skusenosti, formulovanie ot4zok,
konkretizovanie problémov ¢i na stanovenie cielov. Ako prinosné vnimaju tlmocnicke
denniky aj ini autori, napriklad Arumi — Esteve (2006), Moser-Mercer (2008).
Prostrednictvom takychto néstrojov mézu uditelia ziskat' relevantné informacie o svojich
aktivitach v triede, ako aj o tom, ¢i st uZito¢né pre Studentov alebo je potrebné ich zmenit
(Arumi — Esteve, 2006). Za efektivny doplnkovy néstroj Ustnej interakcie v triede povazuju
pisomnll podobu tlmocnickych dennikov i Mracek — Mrackovd Vavrousova (2021). Podla
autorov mdézu byt tieto ndstroje sebareflexie prospesné pre vSetky zuacastnené strany
(vyuéujuceho aj Studentov), ak su adekvatne pripravené a pristupuje sa k nim otvorene. Vo
vSeobecnosti poukazuje zvySené vyuzivanie ndstrojov sebareflexie, akymi st i1 tlmocnicke
denniky, na Sir§ie zmeny v priprave buducich timo¢nikov. Poskytnutim mozZnosti sebareflexie
poskytuje ucitel’ Studentom vacsi priestor vyjadrit’ sa. VicSie zameranie na Studenta ma
osobitny vyznam v stredoeuropskom kontexte, kde eSte stile mozeme citit' dediéstvo
pristupov prevazne zameranych na ucitel'a (Mra¢ek — Mrackova VavrouSova, 2021).

Metodika vyskumu

Predlozeny prispevok sa zameriava na tlmocnicke denniky Studentov v prvom
semestri magisterského stupnia Stidia. NaSim cielom je zhodnotenie ich prinosu pocas
prezenénej vyucby v realnom prostredi (zimny semester 2019/2020) a pocas diStancnej
vyucby vo virtudlnom prostredi (zimny semester 2020/2021). Analyzovanim zozbieranych
materidlov sa pokusame overit’ opodstatnenost’ a efektivnost tlmocnickych dennikov
Studentov vo vyucbe tlmocenia respektive v pripade identifikovanych nedostatkov navrhnat
ich optimalnu podobu.

TImocnicke denniky boli zavedené ako povinna sucast tlmocnickych seminarov,
bakalarskych (Metodika tlmocenia, Timocnicke cvicenia) a magisterskych (Konzekutivne
tlmocenie v praxi), na Katedre anglistiky aamerikanistiky (KAA) FF UMB v zimnom
semestri 2019/2020 v ramci realizacie projektu KEGA 026UMB-4/2019: Exaktna ucebnica



tlmocenia*. Ulohou 3tudentov bolo vyplnit' jednoduchy tlmoénicky dennik po kazdom
tlmo¢nickom seminari a kompletny dennik odovzdat’ elektronicky po skonceni vyucbovej
Casti zimného semestra. Tlmo¢nicky dennik sa zameriaval na cvicenia a aktivity osvojované
a praktizované na danom seminari, d’alej na nazory Studentov na jednotlivé cvicenia/aktivity a
dojmy po ich precvicovani. Dennik poskytol priestor ina akékol'vek dalSie postrehy c¢i
komentare k danym cvi¢eniam/aktivitim. InStrukcie k tlmocnickemu denniku uvadzame
nizsie.

Mili Studenti, v ramci realizacie projektu KEGA 026UMB-4/2019: Exaktnd ucebnica
timocenia Vas prosime, aby ste si po kazdom tlmocnickom seminari vyplnili tlmocnicky
dennik. Nezabudnite prosim uviest Vas kod, ndzvy cviceni, ktoré sa precvicovali na danom
semindri. Relevantné su VasSe ndzory na jednotlivé cvicenia, dojmy po ich praktizovani.
Uvitame taktiez akékolvek dalsie postrehy ci komentare k danym cviceniam. Kompletny
timocnicky dennik poprosime odovzdat elektronicky do 19.12.2019 na adresu:
miroslava.melichercikova@umb.sk. V pripade akychkolvek nejasnosti nds kontaktujte
osobne alebo mailom. Dakujeme za spoluprdcu.

TImoénicky dennik

Identifika¢ny kod (inicialy krstného mena a priezviska, ¢islice diia a mesiaca narodenia,
napr. SM0509):

Datum seminara:

Druh precviovanych pripravnych cviceni:

Prinos cvieni:

Nedostatok cviceni:

DalSie postrehy, komentare:

V ramci projektu $tudenti vypliali aj anonymny online dotaznik, ktory nam poskytol
blizsie informacie o respondentoch (vek, pohlavie), ich $tadiu (Studijny program, ako dlho sa
ucia anglicky jazyk), uprednostiiovani prekladu alebo tlmocenia ¢i o potencialnom budiicom
povolani. Realizaciu uvedeného projektu KEGA prerusila nahle v marci 2020 (letny semester
2019/2020) pandémia koronavirusu, ktord suvisela s neplanovanym presunom vyucby
z prostredia triedy do doméaceho prostredia. V nasledujucom zimnom semestri 2020/2021 sa
vacsia Cast vyucby (10 tyzdiov v pomere k2 tyzdiom) na KAA FF UMB realizovala
diStan¢ne prostrednictvom online hodin cez platformu MS Teams podla platného rozvrhu.
Z tohto obdobia pochddza druha skupina tlmocnickych dennikov. Podoba dennikov bola
rovnakd ako v ZS 2019/2020, avsak vzhl'adom na priebezné vysledky realizacie projektu, ako
aj mimoriadnost’ situdcie, sme zvolili tyzdenny interval na odovzdévanie dennikov, teda po

! Metodiku projektu podrobne popisuje Djoveos (2020) vo svojom prispevku.
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kazdom absolvovanom seminari. Ako sme uz uviedli, tlmo¢nicke denniky boli sucastou
dvoch predmetov bakalarskeho s$tadia (povinného a vyberového) ajedného predmetu
magisterského $tidia (povinne volitelného). V prispevku sa zameriame len na denniky
Studentov magisterského Stidia, ktori sa v prvom ro¢niku zapisali na povinne voliteI'ny
predmet Konzekutivne tlmocenie v praxi. Podobne ako Mracek — Mrackova VavrouSova
(2021) i my sme kvoli vyS$Sej miere navratnosti zaradili vyplnenie tlmoc¢nickeho dennika
medzi podmienky potrebné na ukoncenie predmetu, zaroven sme rovnako zdoéraznili, Ze
podoba a obsah spracovania dennika neovplyvni zavere¢né hodnotenie daného predmetu.

Zhodnotenie timo¢nickych dennikov v redlnom prostredi v ZS 2019/2020

V zimnom semestri 2019/2020 absolvovalo predmet Konzekutivne tlmocenie v praxi
prezencne, v realnom prostredi $kolskych timoénickych kabin, 10 $tudentov? prekladatel'stva
a timoc¢nictva (filologie), 3 Zeny a 7 muzov, priemerny vek bol 23,2 rokov. Vzhl'adom na
skuto¢nost’, ze predmet nebol povinny a Studenti si ho zvolili z viacerych ponuknutych
moznosti, predpokladali sme, ze viac inklinuji k tlmoceniu, respektive rovnakou mierou

inklinuju k timoceniu a prekladaniu. Tabulka 1 ilustruje translaéné preferencie Studentov
v ZS 2019/2020.

Tabul’ka 1: Transla¢né preferencie Studentov v ZS 2019/2020

Inklinujem k timoceniu k prekladaniu  k obom ani k jednému
rovnako

Pocet 3 (30 %) 1 (10 %) 5 (50 %) 1 (10 %)

Studentov

Vidime, ze az 80 % Studentov bud’ inklinuje viac k tlmoceniu, alebo inklinuje
rovnakou mierou k timoceniu aj prekladaniu, ¢o vnimame pozitivne z hl'adiska timocénickej
profilacie. Len 20 % Studentov pravdepodobne nedisponuje potrebnou motivaciou na
absolvovanie predmetu, ked’Zze viac inklinuje k prekladaniu alebo neinklinuje ani k jednej
z uvedenych transla¢nych ¢innosti.

Po skonéeni vyucby (december 2019) sme mali k dispozicii 10 kompletnych
tlmo¢nickych dennikov za cely semester, t. j. jeden stibor od jedného Studenta. Po precitani a
analyze jednotlivych dennikov (niekedy uZz pri prvom pohlade) bolo zrejmé, ktori Studenti
k vypracovavaniu Ulohy pristupovali zodpovedne a vyuzili pontiknuta moznost’ sebareflexie
anaopak, ktori Studenti vyplnenim dennika splnili len d’alSiu podmienku absolvovania
predmetu. Odovzdané tlmocnicke denniky by sme na zaklade komplexnosti spracovania
amiery sebareflexiec mohli rozdelit do troch skupin: komplexne spracované denniky
s vysokou mierou sebareflexie, dostatoéne spracované denniky s primeranou mierou
sebareflexie a struc¢nejsie spracované denniky s minimalnou mierou sebareflexie. Prehl'ad
zaradenia Studentov do tychto troch skupin aich translacné preferencie uvadzame
v Tabul'ke 2.

2 Celkovo sa na predmet zapisalo 12 $tudentov, pricom dvaja z nich absolvovali mobilitu v zahrani¢i, teda
neparticipovali na prezen¢nych hodinach.
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Tabul’ka 2: Spracovanie dennika, miera sebareflexie a translacné preferencie Studentov v ZS

2019/2020
TImo¢nicky | Komplexne Dostatocne StruénejSie
dennik | spracovany spracovany spracovany
svysokou mierou | s primeranou s minimalnou
Preferenci sebareflexie mierou sebareflexie | mierou
sebareflexie
TImocenie S1 S4, S6
Preklad S7
TImocenie a|S3,S8,59,S10 S5
preklad
Ani jedno S2

Ocakévali by sme, ze Studenti, ktori uprednostiiuju tlmocenie pred prekladanim,
V najvicsej miere vyuziju moznost sebareflexie prostrednictvom tlmoc¢nickeho dennika.
Tlmoc¢nicku preferenciu deklarovali traja $tudenti, pricom len jedna $tudentka (S1) detailne
vyplnila timo¢nicky dennik podl'a instrukcii, pri¢om z napisanych Gvah vyplyva jej vyrazna
motivacia asnaha o rozvijanie tlmoc¢nickych zru¢nosti. Naopak, tlmoc¢nicke denniky
ostatnych dvoch §tudentov (S4, S6), ktori uprednostiiuju tlmodenie pred prekladanim, sa
vyznacovali minimalistickym, strohym zapisom a minimalnou sebareflexiou. Vnimali sme ich
ako ,,povinnu c¢iarku“, ktora vSak Studentovi poskytne vel'mi malo. V tomto kontexte
povazujeme za nalezité zistenie, ktoré uvadza Motta (2016, s. 145): ,,Ked’ sa Studenti na konci
svojho stadia obzra spit, uvedomia si, ze niektoré nastroje, ktoré nevyuzili v ramci vyucby
mohli byt v skutoCnosti uZitocné. Tyka sa to napriklad reflexivnych dennikov tak
V prezenénej, ako aj online vyucbe.

Vel'mi malo sebareflexie, skdr len opisanie realizovanych aktivit, charakterizovalo aj
tlmoénicky dennik $tudenta, ktory preferuje prekladanie pred tlmogenim (S7). V tomto
pripade mozno nedostatocnii tlmocnicku sebareflexiu pripisat skor menSiemu zaujmu
0 tlmocenie a inklinacii k prekladu.

Z piatich Studentov, ktori uviedli, Ze rovnako inklinuju k prekladaniu a timoceniu,
povazujeme u Styroch Studentov tlmocnicke denniky za optimalne. Uvedeni Styria Studenti
(S3, S8, S9, S10) vypliiali dennik systematicky, uviedli v fiom relevantné postrehy stavisiace
s vyucbou a svojimi tlmo¢nickymi schopnostami a vykonmi, pokusili sa o zhodnotenie
svojich silnych a slabych strdnok, o zhodnotenie priebezne dosahovaného pokroku, poukazali
na aktivity, ktoré vnimaju ako délezité a prinosné vo vyucovacom procese, uvedomovali si
aplikaciu teoretickych poznatkov v praxi. Ztychto Styroch Studentov odovzdal
najkomplexne;jsi dennik $tudent S3, ktory mal pocit, Ze je najslabsi v celej skupine, napriek
tomu mu zdravéa konkurencia v skupine pomahala napredovat’. Z jeho tivah bolo zrejmé, ze
chce pracovat’ na zdokonalovani svojich tlmoc¢nickych zrucnosti, niektoré zrucnosti si
precviuje aj samostatne, avSak niekedy mu v domacom prostredi chyba motivacia, aby
vytrval. Zamysl'al sa nad sebou, nad tym, ako zefektivnit’ precvicované postupy, ktoré osobne
nepovazuje za prinosné, konkretizoval, ¢o by mu pomohlo zo strany pedagdga, uvedomoval si

3 Anglicky citat do slovenéiny prelozila autorka prispevku.

12



aj priebezne dosahovany progres. Poukdzal na to, Ze ekonomickost nota¢ného zapisu
osvojent na seminaroch uz aplikuje aj na iné predmety. V denniku uviedol aj zaujimavy
napad, aby sa nacvik nota¢ného zapisu trénoval podobne ako nacvik nejakej skladby v hudbe.
V zavere semestra bol zo seba milo prekvapeny, hoci si stdle uvedomoval, Ze je pred nim dlha
cesta. Prave pri tomto Studentovi sme si uvedomili, Ze ak chce ucitel’ bezprostredne reagovat’
na podnety a potreby Studentov, nie je vhodné, aby sa tlmo¢nicky dennik odovzdaval az na
konci semestra, ale priebezne po kazdom seminari. Posledny Student, ktory taktiez uviedol
rovnakd preferenciu pre prekladanie atlmodenie (S5), odovzdal tlmoénicky dennik
s minimalnou mierou sebareflexie. Hoci uvedena translacna preferencia naznacuje potencial
pre dostato¢né spracovanie a sebareflexiu, tlmoc¢nicky dennik to nepotvrdzuje.

Ako nevyvazeny by sme mohli charakterizovat’ timo¢nicky dennik Studenta, ktory
neinklinoval k Ziadnej z uvedenych translaénych &innosti (S2). Uvodna &ast’ (prvy seminar)
bola pomerne strohd, postupne, pre d’alSie seminare bola priznacnd Coraz obSirnejsia
sebareflexia, priCom zapisy k poslednym dvom seminarom boli opdt’ minimélne. Aj napriek
tomu moézeme dennik ako celok hodnotit’ ako dostatoéne spracovany s primeranou mierou
sebareflexie. Jednym z moznych vysvetleni podoby tohto dennika je skuto¢nost’, Ze Studenti
uvadzaji svoje preferencie na zaciatku semestra. Postupne, absolvovanim prekladovych
a timoc¢nickych seminarov, méze dojst’ k potvrdeniu alebo zmene uvedenych preferencii, ¢o
by v tomto pripade zodpovedalo Coraz rozsiahlejSej sebareflexii. Zaroven je vSak narocné
poskytnut’ zdévodnenie jej poklesu v zavere semestra.

Pri analyze a zhodnoteni tlmoénickych dennikov odovzdanych v ramci prezenénej
vyucby predmetu Konzekutivne tlmocenie v praxi na konci ZS 2019/2020 sa nepreukézala
vyrazna suvislost medzi mierou sebareflexie a tlmoc¢nickou preferenciou. To znamend, ze
Studenti, ktori viac inklinovali k tlmoceniu, neodovzdali komplexnejSie spracované
tlmo¢nicke denniky. Ako optimdlne sa javili najmd tlmocnicke denniky Studentov, ktori
rovnako inklinuji k prekladaniu a timoceniu a ktorych by sme mohli vnimat’ ako idealnych
adeptov na Stadium prekladatel’stva a tlmocnictva (pozri Melicher¢ikova, 2017). Viacsina
Studentov (60 %) adekvatne vyuzila tlmocnicky dennik ako nastroj tlmocnickej sebareflexie a
potencidlneho rozvoja. NevyuZzitie tejto moZnosti u40 % Studentov mohlo okrem
subjektivnych faktorov (napriklad osobnost’ Studenta) suvisiet’ aj SO zadanym intervalom na
odovzdanie dennika (jednorazovo na konci vyucby) a chybajucou priebeznou kontrolou
plnenia ulohy.

Zhodnotenie timoc¢nickych dennikov vo virtualnom prostredi v ZS 2020/2021

V zimnom semestri 2020/2021 absolvovalo predmet Konzekutivne timocenie v praxi
14 Studentov prekladatel'stva a tlmocnictva (filologie), 8 Zien a 6 muzov, priemerny vek bol
22,6 rokov. Prvé dva tyzdne prebiehala vyucba prezencne, d’alSich desat’ tyzdinov diStancne
(online) vo virtualnom prostredi. Studenti zasielali vyplneny tlmoénicky dennik mailom po
kazdom absolvovanom seminari, to znamena, ze po skonceni vyucby sme mali k dispozicii
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121 priebezne vedenych timoénickych dennikov, v priemere takmer 9 dennikov na $tudenta®.
Udaje o translaénych preferenciach Studentov ziskané z online dotaznika uvédzame v
Tabulke 3.

Tabulka 3: Transla¢né preferencie Studentov v ZS 2020/2021

Inklinujem k timoc¢eniu k prekladaniu  k obom ani k jednému
rovnako

Pocet 2 (14,3 %) 7 (50 %) 5 (35,7 %) 0 (0 %)

Studentov

Na z&klade percentualneho vyhodnotenia translaénych preferencii je zrejmé, ze
skupina je rovnako rozdelend na Studentov, ktori viac inklinuju k prekladu (50 %) ana
Studentov, ktori bud’ uprednostituji tlmocenie alebo rovnakou mierou inklinuji k tlmoceniu a
prekladaniu (50 %). Ziaden $tudent sa nejavil ako nevyhraneny, ked’ze vsetci uviedli
konkrétnu translaéni preferenciu. Pre predchadzajuci zimny semester (2019/2020) bola
priznacnd vyraznejSia tlmocnicka profilacia, ktord sa vSak neprejavila v ofakavanej vyssej
miere sebareflexie Studentov inklinujtcich viac k tlmoceniu.

Podobne ako v ZS 2019/2020 aj v ZS 2020/2021 by sme odovzdané tlmocnicke
denniky mohli rozdelit do troch skupin na zéklade komplexnosti spracovania a miery
sebareflexie. Prehl’ad zaradenia $tudentov do tychto troch skupin a ich transla¢éné preferencie
uvadzame v Tabul’ke 4.

Tabul’ka 4: Spracovanie dennika, miera sebareflexie a transla¢né preferencie Studentov v ZS

2020/2021

Tlmo¢nicky | Komplexne Dostatoc¢ne Strucnejsie
dennik | spracovany spracovany spracovany
Preferenci S vysokou mierou | s primeranou s miniméalnou
sebareflexie mierou sebareflexie | mierou
sebareflexie
TImocenie S1 S13
Preklad S2, 84, S5, S10 Si1 S9, S12
Tlmocenie a preklad S6, S7 S3, S8 S14
Ani jedno

V ZS 2020/2021 vnimame pozitivne, ze polovica Studentov (N=7) odovzdala
tlmo¢nicke denniky, ktoré sa vyznaCovali komplexnym spracovanim a vysokou mierou
sebareflexie. Je prekvapujuce, ze vicSina ztychto Studentov, konkrétne Styria,
uprednostiiovali preklad (S2, S4, S5, S§10), dve $tudentky inklinovali rovnakou mierou
k prekladaniu a timoceniu (S6, S7) a len jedna §tudentka inklinovala viac k timoceniu (S1).

4 Vyuc¢ba prebiehala podas 11 tyzdiov, kedze jeden seminar odpadol z dovodu 3tatneho sviatku 17.11.2020.
Niekedy sa Studenti nemohli zucastnit’ semindra zo zdravotnych dovodov, inokedy kvoli vypadku
internetového spojenia, niekedy svoju netcast neoddvodnili. Studenti, ktori absolvovali vietky seminare,
odovzdali 11 dennikov.
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Ako dominantna pri komplexnosti spracovania a miere sebareflexie sa teda javila preferencia
prekladu. Ak by sme sa pokusili stru¢ne zhrnat’ postrehy z tychto dennikov, mohli by sme
uviest’ nasledovné: uvedomenie si svojich silnych a slabych stranok pri timoceni, stanovenie
cielov na odstranenie identifikovanych nedostatkov, mapovanie postupného pokroku,
uvedomenie si komplexnosti a zlozitosti tlmocenia, nestac¢i len excelentne ovladat’ dané
jazyky, potrebné su aj d’alSie Specifické schopnosti a zru¢nosti, timo¢nik by nemal byt len
znalcom vo svojom odbore, ale aj séitanou a informovanou osobnostou, vplyv emo¢ného
rozpolozenia, vonkajSich podmienok prostredia, terminologickej pripravy, skusenostného
komplexu na tlmocnicky vykon, cast¢ a dosledné precvicovanie vedie k upeviiovaniu a
zautomatizovaniu jednotlivych zrucnosti, vyznam a prinos konstruktivnej spétnej vdzby od
vyucujuceho a spoluziakov, rozdiel pri timoceni do rodného a cudzieho jazyka, dolezitost
fungujucej techniky.

Podobné informécie sa objavovali aj v dennikoch druhej skupiny Studentov, pre ktoré
bolo prizna¢né dostatoéné spracovanie a primerana miera sebareflexie. Z troch Studentov tejto
skupiny dvaja rovnako inklinovali k prekladaniu a timogeniu (S3, S8) a jedna $tudentka
uprednostiiovala skor preklad (S11). Do poslednej skupiny, struénejsie denniky s minimalnou
mierou sebareflexie, sme zaradili Styroch Studentov, z ktorych jedna Studentka inklinovala
viac Kk tlmo¢eniu (S13), dvaja viac k prekladu (89, S12) a jeden k obom translaénym
ginnostiam (S14).

Pri analyze azhodnoteni tlmoc¢nickych dennikov odovzdanych pocas distan¢nej
vyucby vo virtudlnom priestore v ZS 2020/2021 sa podobne ako pri prezencnej vyucbe
v realnom priestore vZS 2019/2020 nepreukazala vyrazna suvislost medzi mierou
sebareflexie v tlmo¢nickom denniku a tlmoénickou preferenciou. Ako optimalne sa javili
najmé tlmoc¢nicke denniky Studentov, ktori inklinuju k prekladaniu alebo rovnako k obom
translaénym c¢innostiam. To, Ze tlmocnicke seminare moZu byt prinosné aj pre Studentov
uprednostiiujucich preklad, potvrdzuje i jeden $tudent (S2) vo svojom tlmoénickom denniku
po desiatom tyZzdni v ZS 2020/2021: ,,Citim, ze s kazdym tlmocenim to je 0 Cosi lepSie
amyslim si, Ze takyto predmet by mal byt povinny, nielen povinne volitelny. Aj ked sa
¢lovek nevyda tlmo¢nickou drahou, uréite to pomoéze jazykovej kompetencii a vyjadrovaniu
jednotlivca.*

Dvaja $tudenti, ktori uprednostiiovali preklad (S4, S9), vo svojich dennikoch uviedli,
Ze sa im dobre tlmocilo v domacom prostredi, pretoZe ich nerusili hlasy tlmociacich kolegov
z inych kabin. Toto zistenie by bolo vhodné v budicnosti preskimat’, aby sa potvrdilo, ¢i
virtualne prostredie predstavuje komfortnejsie prostredie na tlmocenie pre Studentov, ktori
inklinuja k prekladu a neplanuju sa stat’ profesionalnymi timo¢nikmi.

V ZS 2020/2021 vicsina Studentov (71,4 %) adekvétne vyuZila tlmoénicky dennik
ako nastroj tlmocnickej sebareflexie a potencialneho rozvoja. Podoba timo¢nickeho dennika
pravdepodobne slvisela s osobnost'ou $tudenta, zaroven sa domnievame, ze d’alsi dovod,
ktory prispel ku dokladnejsiemu vypinaniu dennikov, bolo ich priebezné &itanie vyudujiucou
po kazdom seminari azohladnenie uvedenych navrhov a podnetov Vv naslednej vyucbe
(napriklad struéna prezentacia o artikulécii, intonacii a posturike v tlmoceni, zaclenenie
artikulaénych cviceni a jazykolamov do vyucby, tlmocenie vybranych re¢nikov a iné).
Rozsiahlejsiu sebareflexiu mohlo podnietit’ aj samotné virtualne prostredie a chybajuci l'udsky
kontakt.
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Zaver

Na zéklade realizovaného vyskumu sa domnievame, ze tlmocnicke denniky maju
opodstatnené miesto vo vyucbe tlmocenia v redlnom i virtualnom prostredi a dokazu byt
rovnako prinosné pre Studentov, ako aj pre ucitel'ov. Pomocou nich si Student uvedomi svoje
silné a slabé stranky, zamysli sa nad konkrétnymi zlozkami vyucby a méze ich modifikovat,
stanovi si ciele a dokaze sledovat’ vlastny pokrok. Stava sa tak autondémnejSim v procese
vzdelavania a odbornej pripravy. Tlmoc¢nicke denniky mézu byt’ i vhodnym prostriedkom na
dodato¢né vyjadrenie nieCoho, na ¢o Studenti zabudli, ¢o nestihli, nemohli alebo nechceli
verejne vyslovit na semindri. Za efektivne povazujeme ich odovzdévanie v tyzdennych
intervaloch, pretoze vtedy dokaze ucitel' véas zareagovat’ na jednotlivé podnety a takmer
okamzite zohladnit’ pripadné navrhy vo vyucbe. Podstatné je, aby sa Studenti nebali uprimne
a otvorene vyjadrit’ svoje pocity, dojmy, nazory, kritické postrehy, ked’ze bez nich zmena nie
je moznd. Podobne otvorene by knim mal pristupovat aj pedagdg azvazit' ich
opodstatnenost’ respektive potencialny prinos. Najmi zmenena situacia v désledku pandémie
koronavirusu v podobe distan¢nej vyucby vo virtudlnom prostredi kladie iné (Casto aj vyssie)
naroky na vSetkych zucastnenych (ucitelov aj Studentov) a vyzaduje si (okrem iného)
vnimavost’, toleranciu a empatiu. Zohl'adnenie tychto aspektov moze prispiet’ k efektivnemu
procesu vyucby.

Realizovany vyskum ukazal, Ze tlmocnicke denniky komplexnejsie spracovali
Studenti v ZS 2020/2021, ked” vyucba prebiehala distan¢ne vo virtudlnom prostredi. Zaroven
vo védcSe] miere vyuzili ponuknuti mozZnost’ sebareflexie a potencidlneho rozvoja nez
Studenti, ktori absolvovali prezenént vyucbu v realnom prostredi v ZS 2019/2020. Ako sme
uz uviedli, moze to byt podmienené osobnostou Studenta, ako aj rozdielnym casovym
intervalom odovzdavania dennikov. Taktiez to moéZe stvisiet so samotnym virtudlnym
prostredim a chybajicim l'udskym kontaktom. V odbornej literatire poukazuju niektori autori
na nevyhody tlmoc€enia na dialku, s ktorymi analogicky stvisia aj problematické aspekty
diStan¢nej vyucby tlmocenia ako napriklad zl4 viditel'nost’, izolacia a alienacia, chybajici
pocit ,,pritomnosti“, zniZzena motivacia a koncentrcia, Unava, vyssia aroven stresu (Moser-
Mercer 2005, Mouzourakis 2006, Roziner — Shlesinger 2010, Setton — Dawrant 2016,
Fantinuoli 2018). Uvedené aspekty mozu prispievat’ k potrebe rozsiahlejsej sebareflexie. Vo
vyskume sme pracovali len s malou vzorkou, ¢o znamena, ze spracované udaje nemdzu
poskytnut’ v§eobecne platné zavery. Doplilujice zistenia by poskytol d’alsi vyskum s vic¢Sou
vyskumnou vzorkou tak v realnom prostredi Skolskych tlmoénickych kabin, ako aj vo
virtudlnom prostredi tlmoc¢nickeho laboratoria.

Prispevok vznikol v ramci rieSenia projektu KEGA 026UMB-4/2019: Exaktna ucebnica
tlmocenia a projektu VEGA 1/0202/21: Reflexia kognitivnych a osobnostnych charakteristik
V timocnickom vykone Studentov PaT a profesiondlov v realnom a virtualnom prostredi.

Summary

The paper focuses on interpreting diaries of students in the first semester of the
master's degree. The aim is to evaluate their contribution during traditional interpreting
training in a real environment (winter semester 2019/2020) and during distance interpreting
training in a virtual environment (winter semester 2020/2021). The research showed that the
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interpreting diaries were processed more comprehensively by the students in WS 2020/2021,
when the training took place remotely in a virtual environment. At the same time, they used
the offered opportunity for self-reflection and potential development to a greater extent than
students who completed traditional interpreting training in a real environment in WS
2019/2020. This may be due to the personality of the student, as well as the different time
interval for submitting diaries. It can also be related to the virtual environment itself and the
lack of personal contact, which leads to more extensive self-reflection. Interpreting diaries
have a legitimate place in interpreting training, in both real and virtual environments, and can
be as beneficial for students as for teachers. Students thus realize their strengths and
weaknesses, think about specific components of training and can modify them, set goals and
are able to monitor their progress. They thus become more autonomous in the process of
education and training. Interpreting diaries should be submitted at weekly intervals, because
then the teacher will be able to respond in time to individual stimuli and almost immediately
take into account any suggestions in training. It is essential that students are not afraid to
sincerely and openly express their feelings, impressions, opinions, critical observations, as
without them change is not possible. Similarly, the teacher should approach them openly and
consider their justification or potential benefits.
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A FEW NOTES ON TEACHING TRANSLATION AND INTERPRETING ONLINE

Marianna Bachledova

Abstract

The paper focuses on the author’s experience with teaching the translation and
interpreting seminars online during the Covid-19 pandemic. It explains how the lessons were
optimised on the go and how the technological support provided by the university evolved to
address the teachers’ and students’ needs. Last but not least, it focuses on the students’
opinions on the quality of the online seminars and compares the data with the findings of
other researchers dealing with this subject matter.

Keywords: translation, interpreting, remote teaching, Covid-19 pandemic

Introduction

When the Covid-19 pandemic started in spring of 2020, none of us were prepared for
its major impact on our lives. This situation forced many teachers to invest their personal
resources into upgrading their home offices as the situation was unprecedented and all schools
in Slovakia were scrambling to provide the employees with the necessary equipment. In
summer, the situation improved, but in September, it took a nose dive. But this time, we were
prepared. This paper presents the methods and strategies used by the author to teach
translation and interpreting remotely throughout the pandemic.

1 An overview of the existing research

In the context of the pandemic, Pérez-Villalobos et al. (p. 2, 2021) have defined
Emergency Remote Teaching (RT) as “presenting a fast and transitory solution to the
impossibility to keep up face-to-face work due to a passing problem, and hoping to return to
the prior mode after that.” However, it seems that this problem is not passing (Kissler et al.
2020) and RT may become an integral part of education. Across different countries, the
students’ attitude to remote teaching varies based on a number of factors, e.g. whether they
study theoretical disciplines or need practical training (Pérez-Villalobos et al., 2021).
Watermeyer, R., Crick, T., Knight, C. et al. (2020) performed a survey among higher
education teachers in the UK and found out that it was perceived as an “unusual, disorienting
and even an unwelcome experience”. Major increase in workload, pressure, stress, and
problems balancing personal and work life was reported.

Emergency RT affected children at all stages of education, which means that teacher-
parents had to both teach online and ensure their own children were learning. The situation
was critical mainly for women (Minello, 2020) who are still expected to perform the caretaker
roles in emergency situations and at the same time, work full-time.

Several researchers across Slovakia have investigated the impact of the pandemic on
teaching translation and interpreting, but no results have been published so far. Hopefully, in
the course of 2021, the findings will be consolidated and an overall picture of the situation
will be available for comparison.

19



2 Ad hoc solutions
2.1 Simultaneous interpreting (SI)

The hi-tech interpreting laboratories at the faculty were inaccessible during the
closure. As Djov¢os and Sveda (p. 118, 2021) have pointed out, “it is impossible to teach SI
via the standard remote learning software of MS Teams or Zoom and Discord platforms used
at Slovak universities”. The laboratory offers a full conference system, which is no luxury — it
Is the essential equipment. The pandemic made us take a major leap forward when Comenius
University in Bratislava and Matej Bel University in Banska Bystrica teamed up and
commissioned a specialised software.

During the first online semester, SI was taught the “old way” because the common
platforms do not provide the necessary combination of channels with respective directions.
This brief model explains the problem in a simplified way:

Input 1 (speaker) — interpreter (input 2)
Input 2 (interpreter) — audience

In common platforms such as Zoom or MS Teams, Input 1 and Input 2 cancel each other out.
This problem can be (at least partly) tackled as follows:
A) Recording:
1) all students mute their microphone and set up the recording software (e.g.
Audacity)
2) teacher streams the speaker
3) students record their interpreting performance
4) the performance is analysed.
This approach is inconvenient and time-consuming. The recording can be streamed to
other students and the group can analyse it together, or the students are asked to transcribe it
and fill in the Machova’s (2016) self-assessment form. Alternatively, the students can switch
their transcripts and recordings to perform peer review. However, the first semester of online
teaching showed that his approach was overloading the students and slowing down the
progress as analysis was performed at the expense of training.
B) Dummy interpreting — The teacher streams the speech through a common platform and
the students interpret without being heard by anyone. It saves time, but the
disadvantage is obvious: the students get no feedback whatsoever. However, they
were always reminded to record themselves if they wanted to analyse their
performance outside the lessons.
C) Combining devices — This method is quite desperate, but nevertheless, it works. The
students can listen to the input streamed through a common platform and record
themselves or send their output through an application on their smartphone.
Most frequently we used dummy interpreting, less frequently recording, and if the situation
was dire, devices were combined.

At the beginning of 2021, we finally received the first version of the VirtualLab online
interpreting laboratory designed by Contest. As for advantages, we were finally possible to
train Sl real-time without having to resort to improvisation and the application has quite good
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UX as well. As for disadvantages, the application has extreme requirements for the teacher’s
computer, e.g. the teacher cannot share streaming (everything needs to be downloaded), bugs
were removed on the go (it felt like a beta version at the beginning), and the Relay function
was added only after the summer semester has ended, therefore we skipped training relay
interpreting and chuchotage in practice.

2.2 Consecutive interpreting (CI)

Booths are not helpful in teaching CI. In practice, the interpreter has to face their
clients and even perform in front of large audiences. Therefore, it is necessary to force the
students out of their comfort zone and make them train ClI in front of the whole class or even
better, on a stage in an auditorium. Obviously, this was not possible during RT.

For teaching structuring, notation, and oral expression, common platforms were
sufficient. CI requires body control and this part was impossible to train real-time, but
students can be filmed during their performance and apply self- or peer-evaluation.

2.3 Translation

Translation was taught using MS Teams, which was quite convenient, even slightly
faster when the students simply shared their screens instead of taking turns at the main
computer in the lab. The typical issues related to slow connection and hardware requirements
(MS Teams needs a 2-core processor with 4GB RAM to run properly®) occurred.

It needs to be pointed out that the Kilgray company was very helpful and immediately
provided the students with home licences for the memoQ CAT upon request. In this case, the
transition was quite smooth and students were not deprived of anything. Troubleshooting took
some time, but after we adapted and learned the multiple-step procedures by heart, MS Teams
became quite comfortable.

The experience with remote teaching of translation led to a convenient little discovery
applicable in the presence teaching as well: logging to MS Teams in the lab and sharing
screens instead of physically moving across the classroom will considerably speed up the
lessons.

3 Survey results

The author performed a survey among the MBU Master students of translation and
interpreting (n=30) to collect their opinions on remote teaching (RT) in June 2021 (after the
semester has been completed). The findings can be summarised as follows. 24.1% of the
respondents were in the final year and 75.9% have just completed the first year of their
Master studies. 46.7% of the respondents felt their study load did not increase during the
period of RT while 33.3% felt it. This finding suggests that perception was highly individual.
70% of respondents felt less stressed. Interestingly, as many as 50% would like to combine
remote and presence teaching in the future if possible, 30% would like to continue online, and
only 20% explicitly wish to return to school. 80% were satisfied with the way translation was
taught while only 60% liked the way interpreting was taught. 7 students provided comments:
one demanded more individual attention during translation seminars, while another student
demanded higher tempo, which is in direct contradiction with the teacher’s ability to pay

5 Source: https://docs.microsoft.com/en-us/microsoftteams/hardware-requirements-for-the-teams-app
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individual, high-school type attention to each student. It also depends on the tempo of the
students in the given class which is highly diverse — some students are quick thinkers while
others take their time. As for interpreting, students complained specifically about the
software.

Another set of questions allowed students to choose what they liked and disliked about
RT. 80% liked that travelling was eliminated, 63.3% liked that many teachers let students
contact them real-time regardless of the consulting hours, therefore issues were resolved right
away. 3 students honestly confessed they liked the fact that no one could physically stop them
from turning off their camera although the teachers pleaded them not to. The personal
experience of the author suggests that openly explaining the students how “teaching into the
void” feels may help. Students sometimes seem to forget that teachers are just humans too,
but the whole situation was exhausting for everyone involved. 60% were annoyed about the
constant technical issues. 12% believed that interpreting seminars did not cover the same
exercises as it would in person. 66.7% students felt exhausted sitting in front of the computer
all the time. 63.3% missed social life, which is less than expected.

It needs to be pointed out that the results of the final exams were perfectly comparable
with the previous years, which suggests that neither the quality of teaching, nor students’
performance was affected in reality.

Conclusion

The paper presented selected problems related to teaching translation and interpreting
online during the Covid-19 pandemic in 2020-2021 and explained how the author tackled
them in practice. As Peérez-Villalobos et al. (2021) have correctly pointed out, it was
emergency RT.

In simultaneous interpreting, recording, dummy interpreting, and device combining
was used before the VirtualLab application was supplied. In consecutive interpreting,
common platforms were sufficient. However, not all forms of interpreting could be trained
during the lessons due to objective reasons (e.g. chuchotage requires physical proximity and
the Relay function was not available at the very beginning). RT of translation can be
summarised as convenient, some experience can even be transferred to presence teaching.

The survey, which collected opinions of Master students of translation and interpreting
(n=30) at Matej Bel University in June 2021, resulted in highly diverse findings. As Perez and
Hodakova (in print) have pointed out, “handling and experiencing different types of load, the
ability to maintain sufficient focus and attention in class, and the need for social contact are
all strongly dependent on aspects such as personality and character traits and cognitive
abilities.”

80% of the students were satisfied with remote translation seminars; the complaints
included technical issues, slow tempo, and lack of individual attention (the last two are
contradictory). 60% of the students were satisfied with remote interpreting seminars;
respondents complained specifically about software imperfection, not the teaching style or
methods. As many as 50% of the respondents would like to combine the remote and presence
forms of study despite the complaints.

To sum up, RT provided flexibility and to some extent, even compensated social
deprivation during the winter isolation. The whole situation required resourcefulness, which

22



improved our technical and problem-solving skills. For example, we created a podcast® to
compensate for the missing lectures with experts from the external environment. As Pérez-
Villalobos et al. (p. 14, 2021) have pointed out, “disaster planning must be incorporated to the
strategic plans of university organizations”.

Resume

Prispevok sa zaoberd vyucovanim prekladu a timocenia pocas koronavirusovej pandémie v
rokoch 2020 — 2021. Predstavujeme v nom stru¢né informacie o vysledkoch najnovsich
vyskumov tykajicich sa hodnotenia ucenia na dialku z pohladu Studentov aj ucitelov.
Autorka pocas pandémie vyucovala na dial’ku predmety konzekutivne/simultanne tlmocenie a
odborny preklad, v prispevku preto sumarizuje, aké problémy pri tom vznikali, a akymi
stratégiami ich riesila. Poslednt ¢ast’ prispevku tvori prieskum u $tudentov, v ktorom nielen
hodnotili jednotlivé aspekty ucenia sa tychto predmetov na dialku, ale dostali aj moZnost’
konkrétne formulovat’ svoje vyhrady.
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TEACHING SUBTITLING WITHIN TRANSLATION & INTERPRETING STUDY
PROGRAMME — DEVISING MODEL FOR “SUBTITLING 101”

Matej Las

Abstract

This paper deals with the didactics of subtitling. Its aim is to present a teaching model
for “Subtitling 101”. The goal of this model is to provide students with basic knowledge about
audiovisual translation, subtitling and subtitling software. This course aims to provide
students with ability to spot and translate open subtitles for any audiovisual media. The model
is based on the competences stated by translation studies scholars as well as on personal
experiences. The proposed model can be tailored to teachers’ needs.

Keywords: audiovisual translation, didactics of translation, subtitling

1 Introduction

Huge progress of digital technologies has influenced the world we live in. As Diaz
(2008, p. 90) notices: “What we are witnessing is the emergence and settling down of a new
medium (audiovisual) as opposed to a traditional one (paper)”. YouTube, social media, TED,
Netflix and other online platforms implement subtitles within their products and the amount
of videos — adverts, vlogs, news, etc. — is increasing at a fast pace. In other words,
monodimensional documents are being turned into multidimensional.

At Slovak universities teaching translation and interpreting, the teaching of subtitling
is still on the periphery of attention. Notwithstanding the Constantine the Philosopher
University in Nitra — where there have been several studies and monographs published and
where audiovisual translation is systematically taught — the audiovisual translation in Slovakia
is rather neglected. At the Department of English and American Studies at Matej Bel
University, there is only one non-compulsory course dedicated to subtitling.’

Although Slovaks’ televisions prefer dubbing to subtitles®, Chaume (2013, p. 117)
thinks there “was always a demand for original version (subtitled) films from elite
audiences”. Since the rise of the Internet, there has been a rather large group of fansubbers
making subtitles for their favourite TV series or movies, because demands of viewers have
not been met by television. To boot, television is only one media where subtitles or other
forms of audiovisual translation is used. The goal of this paper is to introduce general model
for Subtitling 101 that can be tailored to teachers’ needs and should help to integrate AVT
training into Translation and interpreting study programme.

" However, the absence of such courses is partially compensated by various workshops regarding audiovisual
translation. The workshops have been organized in cooperation with various specialists, institutions and with
prominent figures from film or translation areas (Janecova, 2012). Slovak Association of Literary Translation
(SSPUL) has also organized various events and seminars for universities. The audiovisual translation is also
taught at non-translation programmes, e.g. at Academy of Performing Arts in Bratislava (Janecové, Zelonka,
2012). Complex overview of audiovisual courses at Slovak universities is given in Peréz — Paulinyova (Djovcos,
Sveda, 2018).

8 Klimova (2011, s. 102 — 109)
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2 Aims of “Subtitling 101”

If the translation and interpreting community — whether professionals or teachers and
scholars — want to influence the quality of subtitling, it is necessary to implement rigorous
audiovisual courses tailored for the needs of the market.® The aim of the course should be to
provide the students with the necessary “subtitling minimum”, let us term it “Subtilitng 101"

In order to define the specific aims of the course, theories dealing with the
competences needed for subtitling are taken into account. Janecova (2014, p. 54) takes into
consideration the contemporary demands of media and translation market as well as the
specifics of subtitling. She also takes into account competences defined by the expert group
EMT (European Master’s in Translation) and expert group OPTIMALE (Optimising
Professional Translator Training in a Multilingual Europe) and expands the competences as
follows:

e competence to use simplification and segment meanings,
technical competence,
intercultural competence,
info-mining competence,
thematic competence,
technological competence,
translation service provision competence®®.

Finally, she states the following tasks for subtitling courses within Slovak universities:
e “adequate condensation of meanings working within the temporal and spatial
constraints of subtitles;
e segmentation of meanings in which adequate clustering of meanings in a sentence and
subtitle facilitates the reception of an AVW;
e subtitle spotting and technical procedures required in the creation of subtitles with

respect to the needs of the target audience, medium but also client” (In: Djovcos, M. —
Sveda, P., 2021, p. 151)

Some of the aforementioned competences are also trained at other courses in the field
of translation and interpreting. E.g. intercultural competence, info-mining competence,
thematic competence are trained during translation seminars throughout the bachelor’s and
master’s degrees. Therfore, considering the possibilities and limitations of such course and
based on the aforementioned competences and tasks, following aims of Subtitling 101 were
devised:

To train:

® However, there is not enough data on subtitling within Slovakia in order to properly establish AVT training
within Slovak universities. In order to accurately state the aims of such course, market research is needed.

10 This competence is taught at Matej Bel University within the course ,,Praxeology*.
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1. Theoretical competences [audiovisual translation (as a scholarly discipline within
translation studies), types of subtitles (subtitles for hard of hearing, surtitles, live
subtitling, open/closed captions), basic standards of subtitling],

2. Translation strategies competences [activities to improve translation strategies needed
for audiovisual translation — simplification, explicitation, segmentation, intercultural
competence, info-mining competence, thematic competence.],

3. Technological competences [digital video formats, formats of subtitles, spotting,
conversion of video files, digitising documents, extracting various subtitling formats],

4. Subtitling software competences [Subtitle Workshop, VisualSubSync, Aegisub].

Based on these competences, students should be able to create open subtitles for any
video clip and according to any technical standards.!! Let us now discuss the aforementioned
competences in detail.

2.1. Theoretical Competences

Audiovisual translation studies draws knowledge from other studies as well (e. g. Film
Studies). Students of the course Subtitling 101 at Matej Bel University are 1%t graders of the
master’s degree and already have theoretical knowledge from translation studies — they are
already able to analyse and interpret texts and in terms of technical competences, they are able
to work with CAT tools.

During the first lecture, audiovisual translation in general is discussed. Students should
be aware of different forms of subtitling, they should come up with various purposes and
media where subtitles are used. There is also a need to discuss and precisely define subtitles
for viewers hard of hearing. Although the course is not focused on such subtitles, in Slovakia,
the accessibility of audiovisual media for viewers hard of hearing is a pressing issue'? and
such issue should be considered of utmost importance.

At the beginning of the course, students should come up with lists of situations, in
which they are confronted by audiovisual translation. Then, audiovisual translation should be
divided into categories. There are many divisions, e.g. Chaume’s (2013, pp. 109-116)
stratification of audiovisual subtitles.

Students are then given a very short overview of the history of subtitling — how the
subtitles were formed from intertitles. The focus, however, should be given on the history of
subtitles within the domestic culture. Students should be encouraged to think how often they
encounter subtitles in television, on the internet or in cinemas and their opinions should be
confronted with statistical data.

Proposed activities during lessons 1 — 3:

e watching a video with amateur and professional subtitles. Students should try to
pinpoint differences,

11 Freeware software do not provide option to hardcode subtitles, however, students can try to hardcode subtitles
in various online applications or in other software — e.g. VLC player.

12 Gromova, Hodakova, Perez, Zahordk (2016): Audiovizualny preklad anepocujici divak (Problematika
titulkovania pre nepocujicich)
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e watching a professionally dubbed video with professional subtitles in the same target
language. Students should try to pinpoint differences,

e watching a video without sound with professional subtitles. Students should come up
with differences needed in subtitles for hard of hearing.

The traditional declarative knowledge-driven course is sufficient for the purposes of
Subtitling 101. In this scenario, students acquire theoretical skills and then put them into
practice. Therefore, at least two following lectures should be dedicated to basic subtitling
standards and segmentation of subtitles. Theoretical knowledge can provide students with the
necessary understanding of the specific nature of subtitling. However, there are none
universal technical subtitling standards in Slovakia. The only possibility is therefore to
acknowledge students with well-known international standards (such as Code of Good
Subtitling Practice — Mary Caroll a Jan Ivarsson (1998), A Proposed Set of Subtitling
Standards in Europe — Fotios Karamitrouglou (1998) or newly-emerged proposal for
standards such as Miroslav Posta, Barbora Vrbova, Alena Novotnd, TomaS Hnyk, Marta
Bartoskova — Navrh zésad tvorby titulku (2020) and warn them about varying technical
standards in the market. It is also necessary to draw attention to the fact that the
aforementioned standards can be outdated in the near future — depending on the developments
in ICT.

The major difference when translating subtitles as opposed to translating other text
types is the existence of two boundaries — time and space. In terms of time, students should be
aware of the general limitations of the shortest and longest possible subtitle lines (e.g., 1 to 6
seconds) and acquaint themselves with terms such as CPS (character per seconds), frames
(one frame equals approximately 0,03 seconds, depending on the format), spotting
(segmentation and timing of subtitles), in-time (the exact time when a subtitle is displayed),
out-time (the exact time when a subtitle ends). Concerning space, students should be taught
the basics — maximum number of lines (2), maximum number of characters per line (30 — 37),
which line should be shorter (ideally the first one), punctuation of dialogues (each utterance
begins with “-*), minimal pause between subtitles (0.12 seconds), etc. There are various
opinions about these standards they also vary according to the media in which the subtitles are
used. Generally speaking, each company has their own technical standards and students have
to be able to adapt to any set of technical standards. If possible, teacher should acquire various
professional subtitles from television or from online platforms'® and discuss the different
standards — however, accessibility is still a major problem in Slovakia.

The most important focus during this part of the course should be given on the
segmentation of subtitles, or rather “where to put the enter key” as well as how to divide
subtitles into concrete subtitling lines. Students should be taught the different possibilities of
breaking a line*. Generally, it is important to stress, that it is more important to segment

13 E.g. Netflix standards can be found here: <https://partnerhelp.netflixstudios.com/hc/en-us/articles/215758617-
Timed-Text-Style-Guide-General-Requirements>

14 The difference between genres in regard to spotting should be discussed. Spotting of sitcoms and comedies
should slightly differ, as it is preferable, that punchline is read by the viewer at the same time as heard by the
original viewers.
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subtitles according to grammar rather than the aesthetic, therefore one should adhere to simple
mathematical formula that could be discussed during lessons:

LOGICAL, SYNTACTICAL AND SEMANTIC
STRUCTURE OF A LINE > AESTHETICS
Proposed activities during lessons 4 — 5:

e Multiple choice quiz with different use of punctuation in subtitles,

e Videos with too long/too short reading speed should be discussed and here the role of
the recipient in relation to the duration of a subtitle line is stressed as well (children vs
adult),

e Multiple choice quiz with different breaks of lines, students should also come up with
their own solutions.

2.2 Translation Strategies Competences

Some strategies are used more often in audiovisual translation and they should be
practiced a lot.'® According to Posta (2011), the most used translation strategies in the
subtitling process are: simplification, explicitation and language “normalization”. All three
strategies are derived from the fact that subtitles have to be easy-to-read, shorter than the
source text and often more explicit in order to secure easy communication flow. The general
goal of these strategies is to minimize the time needed for the viewer to focus on subtitles.
These three strategies should be widely trained in the middle of the course. It is helpful to
make an analysis of the information presented in the video and to divide them into (1)
primary, (2) secondary and tertiary information in order to be able to simplify subtitles
accordingly

Proposed activities during lessons 6 — 8:

e Exercises to simplify subtitles: The examples of insufficient simplification should be
given both in terms of technical standards and in terms of insufficient transfer of
meaning. Students should simplify a subtitle as much as possible without losing the
invariant. Here it is important to teach students to distinguish what information should
and should not be omitted and context-bound decisions should be made — functions of
the text, exposition of a film, etc.

e Students should try to simplify longer coherent texts to the maximum extent possible —
the text should include alot of information and students should try to mine the
invariant and exclude unimportant information. Such exercise is similar to interpreting
exercises and students should be able to apply skills acquired in interpreting courses.

e A video with overlapping voices should be played and students have to determine
which information is the most important and which can be omitted.

15 Some competences of interpreters are similar to those of subtitlers. Reichwalderova (2015) proposed subtitling
as supplement and effective tool for teaching interpreting. She determines following similar competences needed
for interpreting, that has to be also taught in subtitling: economization of the speech, interpreting sense for sense
rather than word for word, mining of an invariant in the target language. Such competences correspond to the
aforementioned competences of audiovisual translators stated by Makarian (2005) and Janecova (2014). Perhaps
the most important of these competences is info-mining. Complex interpretation in subtitling is of crucial
importance, as the translator has to translate explicitly — to make interpretation of viewers easier and to
maximize their ability to focus on the video rather than on the subtitles — as well as simplified — two boundaries.
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e Short analysis of different film cuts and the standard three act-structure of a film
script. 16

2.3 Technological Competences and Subtitling Software Competences

According to Posta (2011), companies and clients want translators with at least
intermediate technical skills and expect them to do spotting of subtitles as well. In terms of
subtitling, translators work in specialized subtitling software and often have to spot the
subtitles from scratch or at least to edit spotting of the source language subtitles. This is a
crucial skill in improving quality of target subtitles.

For the purposes of “Subtilitng 101” the freeware subtitling programmes are
sufficient. Three subtitling software are recommended to use — Aegisub, Subtitle Workshop
and VisualSubSync. Why is it necessary to teach three different programmes? Because there
can be compatibility issues in different operating systems, but generally speaking, all students
were able to run of these three subtitling programmes.

It is preferred to spot subtitles in Aegisub or VisualSubSync rather than in Subtitle
Workshop. The software is able to extract audiotrack of the video, i. e. the translators can see
the waveform representation of the audio and spot the subtitles accordingly. Students should
try to spot and translate e.g. short video interviews.

The spotting lists in VisualSubSync and Aegisub are easily editable. As you can see
in the Figure 1. and 2., the subtitles are shown according to the audio wavelength and students
can easily edit them. They can also turn on the “translator mode” by which they can see both
the original and translation in one interface.

Fig. 1. VisualSubSync interface.

16 Basic knowledge of terms from Film Studies can also significantly improve the overall quality of subtitles.
Students should be aware of the differences between hard cuts and jump cuts. Subtitles should not intervene into
two hard cuts®® (cut from scene A to scene B), but can intervene into two jump cuts (cuts within the same scene).
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Aegisub has many professional functions, e. g. positioning of the subtitles and it can save
subtitles in different formats — ass, srt, sub, etc. The audiotrack in Aegisub can to some extent
mute background music and noises.
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Fig. 2. Aegisub interface.

In all three programmes, students are able to set the preferred settings — CPS, too
long/short duration of a subtitle, too long line of a subtitle and too short pause between
subtitles (this last criterion is not included in Aegisub). There is also a possibility to shift the
timing of the whole document at once in all three programmes.

B Subtitie Workshop 6.0b - Inside No. 9 - 0305 - Diddle Diddle Dumpiing HDTV-720p-MTB 51t ’ - = o |
Dle GOt Yew Search Jooks Move Settngs Heb
AW ([@-3- %2R (009 | » va@P| B BE

All right, I just didn't
want anyone stealing it.

= T o
oo e oopg E@QoQ aaa il ——0— el
Num o
« o
« o
e it Somsy end ok 92
“ ) e,
45 0, ffty epwsodes of Fifl And The Fowertots,
“ 0 5, zhe trec st she el e
v o hand, bles her 1 foe i now,
r 3

Twas collecting them
for the spring fair.

Fig. 3. Subtitle Workshop interface

The programmes automatically check the technical standars of subtitles and warns
translator about errors by highlighting subtitles or time code (as seen in the figures, it
highlights certain technical issues — this does not apply to VisualSubSync). However, it has to
be stressed, that the final proofreading should be done in a word processor (MS Word,
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OpenOffice, etc.) — the subtitles are opened in notepad and then copied to the word processor,
where the function Spelling & Grammar can be used.!” The last process of proofreading of
subtitles is done by watching the video with subtitles and visually checking readibility.

It is possible that the programmes have difficulty to read all video digital formats,
therefore students should be taught how to convert them online. It is not necessary to show
how to spot and translate subtitles in all three programmes as they have similar interfaces and
many online tutorials can be found online. Students should choose the programme that fit
them (and their hardware) best and should be aware of the differences in functions. Following
activities are proposed within lessons 9 —13:

e Give students a video interview without music in the background and let them practice
the spotting. Give them instructions about the value of CPS you want them to achieve
— 15 CPS is a good starting point. In the video, people should talk over each other, so
the students can practice their info-mining skill as well.

e Students should remake the subtitles with 12 CPS. Discuss the differences.

e Give students video with the subtitles in the original language and let them come up
with the solutions how to edit the spotting of the subtitles in the target language.

e Give students a short video clip in a format not supported by the aforementioned
software and let them convert it. Discuss the differences between various video
formats.

e Give students a context-based video clip and let them create subtitles. Pick one student
and show their subtitles to the class. Discuss them and let other students improve
them. Pinpoint errors and well-translated or well-spotted passages as well.

3 Criteria for Assessment of Subtitles

There are obviously many ways to assess a course. Following assessment is based on
the premise that each student submits subtitles with 100 subtitle lines, ideally, with their own
spotting as the final assessment — of course, continuous assessment throughout the course is
needed as well. In terms of assessment the quality of translation, teacher has to assess
adhering to technical standards as well. Before the assessment process, teacher should be in
the role of a client and give students all necessary technical details to which they tailor the
technical standards of subtitles.!® The outcome of the course by the students should be to
create subtitles on their own for a video (of their own choice or selected by the teacher). Table
1 includes our proposal for the assessment of subtitles, which is based on Pedersen’s FAR
model:*°

Table 1. Subtitling 101 assessment table

17 This function is also provided by Subtitle Workshop and Aegisub, however, it does not support all languages.

18 There is also an option to left students with no details and wait for their response. They should then ask teacher
about the technical issues, if not, they have to be notified about such need in their future careers.

19 Pedersen, J. (2017). The FAR model: assessing quality in interlingual subtitling. In The Journal of Specialised
Translation, Issue 28, pp. 210 - 229.
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70 — 65 points 64 — 61 points |60 — 56 points 56 — 51 points 51 — 44 points 43 — 0 points
A B C D E FX

Points are reduced based on the following table:
Table 2. Assessment of subtitles

Translation evaluation Evaluation of technical standards
Minor mistakes (grammar, style, | -2 Minor mistakes (minor spotting | -2
clarity) faults, wrong punctuation)
Serious mistakes (minor shifts in | -3 Serious mistakes (serious spotting | -3
meaning) faults, pauses, CPS)
Huge mistakes (serious shifts in | -4 Huge mistakes (very serious spotting | -4
meaning, serious omissions) faults, pauses, CPS, many subtitle

lines)
Difficult passage well translated +1/+2/+3 | Difficult passage well spotted +1/+2/+3

After four-year experience and 140 students, it can be concluded that generally
students are able to create average or above-average open subtitles. In the first year, the
average points gained for subtitles were 50.5. During the second, third and fourth year the
most common errors and deficiencies in the subtitles were taken into account and the
proposed model was modified according to the deficiencies. Since then, the average points
gained were 62. The most common deficiencies of students regarding the translation of
subtitles are:

e not adhering to CPS — too long or too short display time of subtitles,

e too many characters per line — insufficient simplification,

e too many short consequent subtitles, which makes reading more difficult,?
¢ inability to choose primary information,

e comprehensive interpretation.

These common faults were drawn from the assessment of subtitles. During the
course, there should be more attention given to these areas.

4 Conclusion

There is a growing need to teach students of translation and interpreting to translate
subtitles. However, in order to properly discuss the needs and perspective of AVT teaching in
the future, a lot of research has to be made on the AVT market in Slovakia. We do not have
specific and accurate data on the quantity of subtitling done in TV, cinemas or in other fields
where subtitling is used — e.g. streaming services or social networks. The contacts with

20 More on segmentantion of subtitles: < https://bop.unibe.ch/JEMR/article/view/4267>
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official companies providing audiovisual translation should be established, if students within
the Translation study programmes are to be trained as audiovisual translators. Until then,
more general model has to be used focusing on general subtitling knowledge rather than on
specific field of subtitling, such as film captions or subtitles for hard-of-hearing. There is also
a possibility that teaching subtitling can help to decrease the hypnosis of the original on the
translation made by students, as in subtitling, students have to work within space and time
restrictions, which force them to rephrase the utterances to larger extent and to translate
pragmatic rather than semantic meaning. However, this is just a speculation and in order to
quantify the effect further research has to be done.

In this paper, a model for teaching Subtitling 101 was proposed. The goal of this
paper is not to provide step-by-step tutorial for teaching of subtitling, but rather to provide
proposal for exercises that can be modified and tailored to the teachers’ needs (and to the
market’s needs). AVT in Slovakia is a dynamic field which has to be studied closely in order
to properly integrate the AVT courses within the Translation and Interpreting study
programme.

Resumé

Cielom ¢lanku je navrhnat didakticky model uréeny na vyucovanie titulkovania v odbore
prekladatel'stvo a tlmo¢nictvo. Model vychadza =z kompetencii nutnych pri procese
titulkovania, z problémovych aspektov pri audiovizualnom preklade a aj z praxe autora.
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UCITELSKE ROLY V KONTEXTE JAZYKOVEJ EDUKACIE
DOSPELYCH UCIACICH SA

Eva Homolova

Abstract

Teacher's role is one of aspects in teaching and learning process that can accelerate its
effectiveness. The teacher has to adopt roles that are appropriate to the concrete educational
situation considering aims and objectives of instruction. Preference or ignorance of any role
can force a learner to be in an inappropriate learner's role and it consequently decreases their
motivation in the lesson.
The ability to move in and out of any role is one of teacher's role professional competences.
The aim of our study is to point out importance of understanding traditional and modern roles
in teaching heterogeneous groups of adult learners. Moreover, the teacher is called upon to
play far more roles in adult language and senior education than in teaching other age groups
and raising awareness of specific new roles is crucial in pre-service teacher training.

KPlucové slova: ucitel'skd rola, manazér, facilitdtor, dospely uciaci sa, globalne zrucnosti,
analyza potrieb, senior

Uvod

Na edukacny proces vplyva mnoho aspektov, ktoré zasadne ovplyvituju jeho vysledok.
Pedagogické myslenie ucitel’a anglického jazyka je utvarané jednak subjektivnymi faktormi,
ku ktorym patri spdsob, ako si on osvojil cielovy jazyk, ako bol ,,vyuCovany“ pocas $kolskej
dochadzky, kol’ko jazykov sa u¢il, s akym vysledkom a v akom pomere mal moznost’ si jazyk
osvojovat azamerne sa ho ucit. Medzi objektivne faktory ovplyviiujiice pedagogické
myslenie patria poznatky a kompetencie ziskané Vv pocas pregradualnej pripravy
a pedagogickej praxe, sprostredkované cviénym uclitelom, didaktikom a spédtnou vidzbou
od ostatnych kolegov.

Ucitel'ské roly su sucast'ou pedagogického myslenia ucitel'a a mézu zvysit’ efektivitu
vyucovacej Cinnosti Vsulade so stanovenymi ciel'mi. Ak ucitel’ vyberd adekvatnu rolu
s ohladom na edukacnu situaciu, priamo ovplyviiuje rolu Ziaka a nepriamo zvySuje jeho
motivaciu ucit’ sa. Schopnost’ preberat’ na seba primeranu rolu zo Sirokého spektra je teda
jednou z kompetencii uéitel'a. Ciel'om nasho prispevku je porovnat’ tradi¢né a moderné roly,
avysvetlit vyznam tych Specifickych ucitel'skych rol, ktoré ucitel na seba prebera
v pripravnej arealiza¢nej faze jazykového kurzu v heterogénnych skupinach dospelych
uciacich sa a seniorov.

1 Rola a jej vyznam

Vyznam pojmu ,,rola* mézeme vysvetlit' z viacerych uhlov pohl'adu. Socialna rola je
definovand ako odskuSany a prijatelny vzorec spravania v urcitej pozicii (spravanie
nadriadeného Kk podriadenému, lekdra Kk pacientovi, ziaka k ucitelovi apod.) avo
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vSeobecnosti ide o vhodné spoloéensky a kultirne prijatel'né modely verbalnej a neverbalnej
komunikacie (Jandourek, 2001). Z pedagogického hladiska je rola chapana ako poslanie,
uloha ucitel’a v spolo¢nosti pri vychove a vzdelavani budlcej generécie a obsahuje v§eobecnt
predstavu odbornikov o vedomostiach, vlastnostiach, postojoch a hodnotach ,,idealneho*
ucitela. Z didaktického hladiska rola tzko suvisi s planovacou arealiza¢nou fazou
vyucbového procesu a konkretizuje sa v ucitelovych c¢innostiach (Homolova, 2004). Ako
priklad mézeme uviest’ vyber a distriblciu otdzok, reagovanie na chyby, davanie spétnej
viazby, motivovanie ziaka, hodnotenie vykonu, uvadzanie prikladov, vyber uloh,
organizovanie a monitorovanie prace atd’. Pri zucastnenom pozorovani je mozné cell
vyucovaciu jednotku rozé¢lenit’ na ¢asové sekvencie, v ktorych ucitel’ dant ¢innost’ vykonava
a ktorymi sa konkrétna rola realizuje. Niektoré Cinnosti sa pocas hodiny viackrat opakuji
(vysvetlovanie, davanie prikladov) a Vv sucte trvaji niekol’ko minut, iné su len niekolko
sekundové napriklad spitnd vézba ziakovi prostrednictvom neverbalnej komunikacie
(zrakovy kontakt, pokyvanie hlavou). Kazdd z uvedenych cinnosti je prejavom niektorej
ucitel’skej roly.

V centre nasho zaujmu je ulitel' anglického jazyka av suvislosti s didaktickou rovinou
chapania ucitel'skych rol je potrebné ich vymenovat a charakterizovat' v uzsej a Sirsej
interpretacii. Ucitel'ova interpretacia roly, frekvencia Cinnosti a ¢as zotrvania v danej role
stvisi s didaktickymi a psychodidaktickymi kompetenciami ucitel’a (stanovenie ciel'ov
hodiny, vyber metdd prezentovania a precviCovania jazyka, ovlddanie technik motivovania
a aktivizovania ziakov réznych vekovych skupin a hodnotenie vysledkov u¢ebného procesu),
osobnostnymi  kompetenciami (flexibilita, reflexia, sebahodnotenie, vyucovaci §tyl)
a vztahom medzi ucitelom a ziakmi. Vysledky vyucbovej ¢innosti ucitel'ov sa odliSuji nielen
V mnozstve toho, ¢o sa Ziak nauci, ale aj v kvalite nau¢eného. Hoci do tohto procesu vstupuje
vela premennych z oblasti, ktoré sme spomenuli, naSim cielom je vSak vyclenit’ ucitel'ské
roly ako Cinitele, ktoré mozu prispiet’ k mnozstvu a kvalite osvojeného uciva.

2 U¢itel’ské roly na hodine anglického jazyka

V tradi¢nom pristupe k vyucbe bol ucitel' najéastejSie v role vzdelavatela - znalca
jazyka a vedomosti 0 jazyku a kultare anglicky hovoriacich krajin, ovladatel'a vSetkej ¢innosti
ziakov a korektora chyb. Pod vplyvom komunikacnej metddy sa do centra edukacného
procesu dostal ziak, uskuto¢nili sa zmeny V oblasti cielov cudzojazy¢ného vzdeldvania,
modelov interakcie v triede, vztahu k pouZzivaniu materinského a ciel'ového jazyka, pristupu
ucitel'a k chybam ziakov, doraze na recCovl produkciu pred jazykovou teodriou, precvicovanie
jazyka v kontexte komunikaénych situacii a integrovanie vsetkych jazykovych stratégii
(Harmer 2007, Chodéra, 2013). Zaroven sa rozsirilo aj spektrum ucéitel'skych rol a pri chapani
niektorych tradi¢nych rol doslo k ich roz$irenej interpretacii. Ako priklad mo6Zeme uviest’ rolu
ovladdatel'a transformovani do roly manazéra, ¢o znamena, ze ulitel umozni Ziakom
spolurozhodovat’ o zloZeni skupin, organizovani svojho pozndvacieho procesu, forme
spracovania Ulohy, vyberu témy a produktu projektovej prace, usporiadani triedy a podobne.
V sulade s humanisticky orientovanou koncepciou vyu€ovania a zmenou kvality vztahu
medzi ucitelom a ziakom sa dostala do popredia rola facilitdtora (Chodéra 2013). Aj tato rola
dostava Sir§i rozmer a ucitel sa nemdze obmedzit' len na rozvijanie komunikacnej
kompetencie, ale aj globalnych zru¢nosti uciaceho sa. Prave vyucba anglického jazyka je
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priestorom na rozvijanie Kkritického myslenia, spoluprace, kreativity a interkultirnej
komunikacie. Tieto zru¢nosti si nevyhnutné aj pre dospelych udiacich sa, ktori potrebuju
cudzi jazyk v pracovnom zivote (Maude, 2011).

3 Nové udlitel’ské roly a ich vyznam pre jazykova edukaciu roznych vekovych kategorii
udiacich sa

Pocas vysokoskolského stadia sa ucitelia pripravuju ucit vo vekovych skupinach
zékladnej a strednej Skoly. Okrem tychto skupin vSak uditel’ anglického jazyka Gasto uéi aj
na predprimarnom stupni alebo dospelych uciacich sa v jazykovych skolach alebo firemnych
kurzoch zameranych na vSeobecnu angli¢tinu (Grovein A1-C2) alebo odbornti anglictinu.
Poslednou vekovou kategériou, ktorej sa v ostatnom obdobi venuje zvySena pozornost’ st
seniori, ktori vramci zaujmového vzdeldvania Studuji na univerzitach treticho veku a
Kluboch seniorov. V extrémnej situacii pocas jedného dna moéze uditel’ anglického jazyka
ucit’ ziakov mladsieho, starSieho Skolského veku, dospelych i seniorov. Na prechod od jednej
vekovej kategorie k druhej a zaroven prijimanie adekvatnych rol vo vztahu ku konkrétnej
skupine nie je Student pocas pedagogickej praxe pripravovany a takito situdcia mdze byt
preitho zdrojom stresu. Ako priklad mézeme uviest’ situdciu na osemrocnom gymnaziu, ked’
prva hodinu u¢i maturantov (troveni B2-C1) a nasledujdcu hodinu 10-roénych Ziakov (Groven
Al). Je naroéné flexibilne prispdsobit’ ¢innosti v jednotlivych rolach takym rozdielnym
skupinam a problémy moézu vzniknit pri davani inStrukcii, vybere otazok, spdsobe
prezentovania a precvi¢ovania jazyka, vybere uloh, reakciach na chyby, pomere samostatnej
a riadenej prace a pri odlisnych formam motivacie.

Omnoho ndro¢nejsia situdcia vo vztahu k ucitel'skym roldm je vo vyucbe dospelych.
V tejto vekovej kategorii ma ucitel’ novu rolu dizajnéra jazykového kurzu. Jazykové kurzy v
informélnom vzdelavani nemaju oficialne rozpracované ciele, obsah, spésoby hodnotenie
a cielové poziadavky tak, ako je to stanovené v oficialnych dokumentoch SPU pre zakladné
a stredné Skoly. Ucitel' vrole dizajnéra kurzu musi konkretizovat' zakladné didaktické
kategorie (ciele, obsah, formy, prostriedky, podmienky a zasady) bertic do Gvahy socialne,
biologické a psychologické charakteristiky dospelého uc¢iaceho sa jedinca (Vagnerova, 2000).
Tato rola je pre zaCinajuceho ucitela nova anie je na fu pripraveny. Hlavnou ¢innostou
V tejto role je dolezité uskutoénenie analyzy potrieb, vyhodnotenie vysledkov a na ich zaklade
priprava kurzu pre konkrétnu skupinu. Odporuca sa vyuzivat kombinaciu viacerych foriem
zistovania potrieb (dotaznik, riadeny rozhovor s u€astnikmi, pozorovanie), pretoze ¢im viac
informacii ucitel’ ziska, tym adresnejsi bude obsah a forma kurzu ( Harding, 2007).

Pre vytvorenie priaznive] klimy na hodinach je potrebné vediet Co najviac
0 ucastnikoch jazykového kurzu tykajuce s napr. ich predchadzajdcich skisenosti s u¢enim sa
cudzich jazykov, motivaénych faktoroch, preferovanych formach prace na hodine, o vztahu
K uceniu a cielovému jazyku a ku kultare anglicky hovoriacich krajin. Pocas realizacie kurzu
ucitel’ v role monitora pozorne sleduje predovsetkym klimu v skupine a vyhodnocuje, ¢i kurz
zodpoveda poziadavkam uciacich sa. V sucasnosti je jazykové vzdelavanie poskytované aj na
baze ,,one to one* prostrednictvom komunikac¢nych zariadeni a vyzaduje od ucitel’a byt v role
partnera a poradcu. V tejto role ucitel’ usmerfiuje uciaceho sa ako efektivne vyuzivat’ uéebné
stratégiec a zaroven upriamuje jeho pozornost’ na vhodné webové stranky ainé zdroje na
precvi¢ovanie konkrétnych ¢innosti a prostriedkov.
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Priprava kazdého jazykového kurzu vyzaduje nielen viac ¢asu zo strany ucitel’a ale aj
omnoho zodpovednejsi pristup, ktory sa tyka aj ucitel'skych rol. Na jednej strane ucitel’ svojou
rolou priamo ovplyviiuje rolu uc¢iacemu sa napr. tradi¢né chapanie ucitel’skej roly manazéra —
ovladatel'a vSetkého diania v triede vnucuje rolu pasivneho prijimatel'a. Na druhej strane
ucitel’ v role facilitaitora umoziuje uc¢iacemu sa byt’ v role objavitel’a, ktory objavuje pravidla
a zakonitosti jazyka a uplatiuje sebahodnotenie. (Mare$ 1996, Homolova 2004). V kurzoch
pre dospelych je uéiaci sa vo vztahu k uéitelovi klientom, ktory si objednava a plati za
sluzby, ateda aj vyzaduje, aby vyucba bola na zodpovedajlcej Urovni akurz splnil jeho
ocakavania. Aj pri vyucbe d’alSej vekovej kategérii sa do popredia dostavaji iné roly ako
v institucionalnom vzdelavani. V slvislosti s demografickych vyvojom v EU sa dostava do
pozornosti odbornikov edukécia seniorov (Spatenkovda — Smékalova 2015, Kryston —
Karikova 2015, Homolovéa 2018).

Ani v seniorskej edukacii nie st ciele dané celospoloéensky, ale uéiaci sa si ich
formuluji s ucitelom pod vplyvom vlastnych potrieb a moznosti. Na jednej strane o
vzdelavacich cieloch v seniorskej edukacii moézeme uvazovat v kontexte konkrétnych
motivov, pretoze seniori v cieloch reflektuju vlastni motivaciu napr. dorozumiet’ sa na
dovolenke, porozumiet rodinnym anglicky hovoriacim prislusnikom, zvladnut navstevu
pribuznych v cudzine apod., ana druhej strane sa Vv cieloch odraza ich predchadzajuca
sktsenost’ s u¢enim sa cudzieho jazyka napr. angli¢tinu sa v minulosti u¢ili, vedia citat’ ale
nerozumeju ustnemu prejavu alebo nevedia formulovat svoje myslienky. V cieloch st
obsiahnuté aj podmienky, ktoré na Stidium jazyka maji (dostatok Casu) aich ocakavania
(dokazem nieCo nové, prekvapim znamych) a pod. Vysledky vyskumu medzi seniormi na
UTV ukazali, Ze pre seniorov nie je vzdy primarnym cielom komunikacnd kompetencia, ale
dolezitejSia je ,.cesta” pretoze t4 saturuje ich primdrne sociilne potreby (Homolova et al
2019)?%. Aj preto je dolezité, aby ucitel na zadiatku jazykového kurzu uskutoénil analyzu
cielov, motivov a potrieb seniorov, a tak lepSie poznal ich pohnutky byt opit’ v ,,role ziaka®.
To mu zaroven pomdze v role dizajnéra a manazéra kurzu prisposobit’ obsahovu a formalnu
stranku kurzu poZiadavkam uciacich sa.

Zaver

Ucitel'ské roly a ich interpretacia su sicastou pedagogického myslenia, ktoré sa vyvija
pocCas profesionalnej kariéry uditela. To, v sGinnosti s ostatnymi osobnymi
a profesionalnymi  kompetenciami, vypoveda o kvalite ucitelovej prace a ovplyviiuje
vysledky eduka¢ného podsobenia. PocCas pregradudlnej pripravy je nevyhnutné rozvijat
u buducich uéitel'ov povedomie o rolach v kontexte pripravy a realizacie ich uéebnej ¢innosti.
Ako sme vysvetlili, niektoré roly st dominantné len vo vyucbe dospelych a seniorov.

Summary
A person's ability to learn a foreign language changes during the life stages, but it is
never completely lost. Recent scientific studies show that age is not the most important factor

21 VVyskum sa uskuto¢nil v roku 2019 ako sucast’ projektu KEGA 003UMB-4/2018 s nazvom Jazykova edukacia
seniorov a zucastnilo sa ho 68 senioro a senioriek jazykového kurzu anglického jazyka na univerzitach
tretieho veku.
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in determining the success of language education. Each learner has a different starting
position and it is not easy to formulate clearly valid didactic recommendations for teaching in
heterogeneous groups of adult learners. The teacher's role is one of those factors that affect
the effectiveness of the educational process and the preference for only some roles affects the
motivation of learners. Our intention was to raise awareness of the wide range of teacher's
roles in language learning for adult learners. We believe that it is important to build awareness
of teacher's roles during pre-service teacher training, because with the expansion of online
teaching, future teachers will have to respond to this fact by changing their understanding of
their roles.
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PEDAGOGICAL APPROACH TO TEACHING AND LEARNING
LANGUAGES AND CULTURES

Sade-Pirkko Nissila

Abstract

This study concentrates on some important factors that are present in learning in
general and in language learning in particular.It also tries to deal with the conceptions and
beliefs that may be hidden to the actors, and offer tools and scientific knowledge for analysing
them and learn from the results. Some methodological issues of language learninng are
slightly observed. Cultural perspectives are dealt with from a teacher’s point of view. The
presentation is a survey that is based on the earlier studies of the reseracher. Their data was
collected from teachers’and student teachers'reflective essays and interviews and analyzed
using qualitative content analyses.

Key words: cultural sensitivity, foreign language learning, language methodology, mental
models, pedagogical principles, second language acquisition

Introduction

To understand our present situation in language learning and second language
acquisiton, we must understand our professional background. | made a historical study on the
language learning conceptions from the time of Comenius to the 90°s (Nissila 1993).
Unfortunately, the research is in Finnish. It became obvious that second language learners did
not learn in the same way as children acquire their first language — by drawing the innate
faculty for language. Researching the history of methodology gives a wide understanding of
the fluctuating principles throughout the times. The study included also an empirical part
concerning language teaching in secondary schools and the ways how language teachers
adopted new learner-centered methods. The next study was my doctoral research in 2006. It
studied the conceptions and methods that the university-level teachers of all subjects were
willing to adopt, and transformative approach which was becoming an aim of teaching. Its
material from 100 teachers and student teachers will be availed of in this study like the results
of my earlier research papers (1997, 2002, 2003 and 2009).

So my approach was originally that of a teacher’s: from theory to practice. Later it
changed to a theory and research perspective. Now | think it also appreciates from practice to
theory approach. Various perspectives have come out. Applied L2 refers to social and
pedagogical aspects, while scientific SLA (Second language acquisition) contributes to the
nature of the human language faculty and hence to linguistics, psychology and sociology.
(Ellis 2020) This study will concentrate on general pedagogical qualities of learning, with
references to L2 learning and SLA.

Pedagogical Background
It seems that there exist at least three important perspectives which should be
considered when teaching various subjects, especially languages. The three viewpoints are
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those of teachers™ and students”, the target subject and the culture which are all interconnected
with the aspects of attitude and each other, like in the following figure.

1.Actors:
Teacher &
Learner

2.Target

3.Culture
Language

Figure 1. The three perspectives connected with attitudes: actors, culture, and
language.

Teacher and learner: Teacher’s pedagogical thinking and attitudes.

Pedagogical thinking is said to be decision-making based on the personal belief
systems. (Kansanen 1995). Jyrhdaméa (2002, 8) adds to it that it is a process of becoming
conscious of the arguments and alternatives in decision-making, ending up in restructuring
knowledge. Uusikyl& (2000) and Talvio (2002, 160) see it as a complex process in which the
teacher applies his/her knowledge intuitively in complex, continuously changing situations.
Pedagogical thinking becomes visible in action (cf Kansanen 1991) as an ability to
conceptualize and model action and to evaluate the backgrounds, and conceptions. The
decision is a result of combined rational and intuitive thinking which becomes concrete in the
situations which demand immediate reaction and decision-making. Pedagogical thinking is
not, however, mechanical, routine decision-making, although it may be reactions to given
stimuli. Reactions are always preceded by reflected earlier experiences. What is here called
reactions is the same as reflection-in-action by Schon (1987).

Pedagogical thinking is sometimes equalled to thinking of the contents and discipline
or more often pedagogical content knowledge (Shulman 1986;1987). However, it appears in
the context of facilitating student learning. In doing so it encompasses understanding of
common learning difficulties and preconceptions of learners. Besides the cognitive side of the
process, the emphasis lies in the emotional and ethical or moral growth of teachers (and
students) as well.

Teacher and Learner Attitudes

A teacher’s attitude is one of the most influential factors in learning
languages and cultures. A teacher personality and attitude towards learners and
languages/cultures is the most important factor in student learning and feeling pleasant in
lessons. According to some studies even 70% of learning outcomes can be explained by
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teacher attitudes and personality depending on learners ‘age and level. Next in this study, the
most obvious hidden factors will be discussed: the attitudes towards students, colleagues, and
the target subject as well as teachers ‘and learners ‘'mental models, personality factors and
interaction skills.

Mental models and L1/ SLA theories

Within mental models there are also explicated values, self-concept,
self-esteem, identity, autonomy, and emotional intelligence, which are all hidden and can be
observed through choices and action. Facing professional work, it is not just an intellectual
and rational matter. It is also a question of undertaking the necessary emotional work inherent
in any profession.
The next passages will investigate the teachers” conceptions of human beings, their personal
epistemology, i.e., beliefs and conceptions about knowledge and knowing in general. Also
learning conceptions and information/ language acquisition (=learning) will be spoken of.

Human conceptions suppose that all students should be noticed as individuals, they
should be appreciated, their individual backgrounds and orientations should be observed, and
encouraging feedback or extra supervision should be given to all levels of learners.
Democratic attitude to all learners is vital.

Epistemic conceptions focus on the sources and the nature of knowledge and the
elements in the knowledge acquisition process. Learners should be encouraged to act
autonomously and actively as well as take responsibility for their own learning. Problem
solving and understanding in learning are emphasized. Understanding is necessary for
applying knowledge in different situations. Critical attitude towards information is considered
important. The connection between theory and practice is found important.

Of learning conceptions, modern teachers have adopted the constructivist view of
learning, with the emphasis towards socio-constructivism and situational learning. According
to constructivism, learning is not passive reception of information but a learner’s active
process of constructing and reconstructing their conceptions of phenomena. Thus, it
emphasizes understanding instead of memorization. It also relies on social interaction and
collaboration in meaning making.

Still, some teachers can sometimes see the usefulness of behaviouristic learning
conception. In language teaching it led to audio-lingualism, having the idea of input and
output -model with control. Next to behaviourism was in the 80°s the idea of language
transfer (Kellerman 1983) which showed the first signs of cognitive phenomena emphasizing
the conditions that led to positive and negative transfer. After it universal principles started to
govern the order of acquisition and transfer. Researchers started to speak of universal
grammar (White, 1989). The next theory in 80"s was speech act theory and politeness theory
(Brown & Levinson 1987). It emphasized comprehension and production of speech acts,
especially polite acts, as well as differences between native and non-native speakers. The
decennium ended with the emphasis on the linguistic environment that led to input,
interaction, and comprehensible output hypotheses (Krashen 1985).

In the 90°s there appeared a controversy between declarative knowledge and implicit
process in language learning (Ellis 1994). A key question became whether the nature of
interface was explicit/ declarative or implicit/ procedural. It concerned mainly grammar
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instruction and led to skill learning theory. Later applications are information processing
models in cognitive psychology.

Late 90"s witnessed the social turn in SLA (Block 2003). Unlike other social theories
it recognizes the mind as a central component in learning and the importance of interaction. It
means that learners participate in with others (=private speech). It was represented e.g. by
Lave & Wenger's Community of Practice theory (1991.) Vygotsky's sociocultural theory
(1986) stressed that learners have agency and actively construct their own learning contexts,
as social interaction is crucial.

The 2000°s observed the multilingual turn which is more inclusive than social turn. It
shares the view of language learners as complex and heterogeneous. (May 2013.) The result
was Complex Dynamic Systems Theory (Larsen-Freeman 1997). According to the theory,
learning is individualistic and non-linear, interconnected with many variables. It rejects the
bilingualism that is defined according to the development of monolingualism and thus
represents transdisciplinary linguistics.

Methodological applications

Mental models and theories are reflected in teachers” everyday work and are here
represented e.g. by experiential learning (and Kolb’s model 1984), humanistic-cognitive
approach, transformative learning, communicative, functional learning especially in languages
and holistic learning. Besides information processing, interactive processes and learner
activity are seen as the outcomes, when learning is organized according to cooperative
methods. When learning is seen as a multiple representation of concepts and information, it
creates the need to develop assessment procedures so that they are built in the learning
process. Language teachers began to emphasize the communicative value of language use.

Fellows (1994) wrote about the effects of writing and group collaboration in learning
and found that learners adopted new concepts and used them to explain new phenomena
logically and to generate more useful descriptions. Vosniadou (1994) assumed that, on the
other hand, if teachers” everyday experiences are still based mainly on the behaviourist view
of learning, their conceptions of learning will develop in the same direction.

Teaching through personality

In agreement with Van Manen’s (1995) perspective, it is in the pedagogical
thoughtfulness that the essence of the teaching profession lies. It is a professional attitude
composed of complex attributes: a sense of professional responsibility, moral awareness
regarding the consequences of teaching, intellectual maturity and interpretative mind,
openness to criticism, a passion for learning, and, not the least, caring for the well-being of
the learners. Among teachers, participatory collegiality belongs to teaching quality.

Teacher identity. In the struggle for authenticity amidst vexing questions inherent in
daily practices, teachers try to discover their true selves as responsible professionals
(Grimmet 1996). Experiences of the outer world are important in creating the meaningful
picture of oneself. We give meanings to experiences, and it leads to understanding them. It is
the mind where all that takes place. (Rauhala 1981, Knowles 1992.) Creating new meanings
leads to greater awareness of oneself as a person.

45



In exploring experiences the cognitive and affective are intertwined. The experiences
are not transmissible to another person, since the language is never enough to express them
totally. The aim, though, is to pursue self-understanding. Self-esteem and self-efficacy appear
in action or as the result of action. (Nissila 2006)

Teachers‘ Interaction SKkills.

Social theorists posit that learning takes place in the mediation of social interaction,
since knowledge is not an individual possession but socially shared and emerges from
participation in shared activities. Ways towards active learning are cooperation in knowledge
creation and learning to work together. Promoting interaction demands social perspective to
achieve deeper processes of learning (Niemi 2000). To attain active learning the proper
attitude is needed from the teachers. Therefore, it is utmost important what kind of
atmosphere there prevails in the classroom and what kind of interactive skills the teacher and
the learners have.

Social and teamwork skills, sharing ideas and encouragement and understanding one’s
own and the others” emotional reactions are utmost important. Emotional intelligence
(Goleman 1995) is the ability to recognise those. It is nothing irrational, but emotions and
feelings are an intricate part of cognition. Emotions and their communication through
expressions are born in dialogue, and they are shaped in dialogic interaction with other
emotions that are constantly becoming. Bakhtin’s (1981) notion of dialogicality shows that
identity is linked to the recognition of others. The interaction with other people is precisely
what defines our subjectivity, because without this moment of otherness we could not talk of
mutuality, but only of the re-duplication of the self (Turski 1994).

Target Language and Pedagogical Skills

When the subject matter skills must be changed into the themes of teaching, it gives
much reason to think about. For instance, a music teacher after an international career in
which the personal expertise was appreciated is dubious about the significance of the subject
matter mastery in teaching. For a novice teacher one of the challenges is to choose the right
amount of right level knowledge to the lessons.

Motivation is approached here through the learning tasks. It evidently shows the
disciplinary thinking. Challenging and variable tasks and learning arrangements, possibly
graded materials and outcomes, similarity to real tasks in life and opportunity to self-directed
and independent work are considered the best triggers, especially for teenagers and adult
learners. Sometimes the motivation is based on some other, more immediate needs. It is the
prerequisite of learning. It is not sufficient, though, without making information available,
without lectures, verbal definitions, narratives, examples of cases, models and the different
applications and problem-solving tasks.

Preparing teaching material appeared to be very important to teachers. They prepared
mainly hand-outs, power point pictures, transparencies, application tasks, problem solving
and traditional exercises, as well as study material for self-directed learning. For
differentiation some of them made material which was easier than normal. Preparing teaching
material so that the logic of the science is kept clear and the sequences of performances
profitable for understanding. The area of subject knowledge is a demanding task, and making
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information available in a didactically advantageous way, is an ever-present challenge.
(Nissila 2006) Most teachers seem to appreciate qualities such as disciplinary accuracy, social
relevance, and critical spirit.

What is constructed in the lessons? David Perkins writes: “The performance view of
understanding, challenges the centrality of representations. What the learner acquires is not
just a representation but a performance capability.” (1998, 55).

Language teaching methodology

The implementation of teaching is like creating a red thread, a plot of a drama, and
running it through the learning occasion, not forgetting to pay attention to any of the
important factors needed for successful action. It can also be said that it is a teacher’s practical
knowledge that counts in the lessons, combined with the objective scientifically proven
knowledge of the teaching contents.

It is easier, in general, to focus on characteristics of what teachers know (their
knowledge is complex, diverse, idiosyncratic, rich, holistic, personal) or on topics about
which they think (routines, students, images, curriculum). More difficult is to give attention to
the substance of that knowledge, to what teachers need to know about classrooms, contents,
and pedagogy, and how that knowledge is organised. Collaboration in planning provides
opportunities to shared expertise. To be successful, it presupposes partners who understand
the goals for learning and master the logic of the discipline and the application and
performance aspects connected with them. (Nissila 2006.)

Teaching methods Teacher directed methods are, e.g., lecture, narrative, and
discussions. They also include teacher-oriented dialogue and collaborative discussion. The
teacher is also responsible for demonstrations, illustrations, integration, and differentiation.

Among learner-centred methods there are methods which develop thinking skills
(learning by writing, mind maps, and disputations), creative problem solving (problem-based
learning, learning by researching, creative group work and pedagogical drama) as well as
methods representing learning by doing (exercises and tasks) and learning by collaboration
(small groups, traditional group work, cooperative learning, project work, workstations and
learning games).

Contextual pedagogy, and transformative pedagogy as well, call for a different
professional identity of teachers. It is moving from a transmitter of knowledge to a promoter
of learning. It involves a transformation from a figure with “all” the answers to a participating
learner, from a neutral transmitter of knowledge to an emotionally and ethically involved
participant. Collective action can play a significant, though sometimes hidden role in a
teacher’s and students” work.

Cultural Aspects

It is important to make sure that teachers are conscious of cultural dimensions.
Moreover, they need empathy and knowledge of foreign cultures to be able to take positive
measures in accepting diversities and in intercultural understanding. Language skills are not
enough: the teacher is to act as a cultural interpreter as well. (Nissil&d 2003; 2002; 2009)
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In Finland teachers® reserved attitudes towards multicultural learners appeared in a
couple research reports. They showed that the lack of common language and culture made
teachers afraid of increasing workloads. Secondly, they lacked knowledge of foreign cultures,
immigrants, and the Finnish culture. (Talib 1999; Hekkala and Nissinen 2001)

Language is the first step towards common understanding. Language skills are not
enough unless the deep connection between language and culture is understood. Sometimes
positive attitude must replace the common language at the outset of cross-cultural teaching.

What is culture?

According to Kaikkonen (1993) a distinction can be made between intercultural
competence, understanding and communication. He sees them as cumulative, successive
processes. The functional definitions see culture as the systems of behaviour. They certainly
help the learner to understand the phenomena of another culture. Cross-cultural understanding
presupposes becoming aware of the self-evidence of another culture. This often happens
through conflicts between two cultures.

The cognitive definition of culture observes the individual and his mental processes.
The focus is on the way how he analyses and interprets the experiences. Consequently, culture
iIs not a material phenomenon, but is made up of patterns or models of material things,
behaviour and feelings existing in a person’s memory. The mental processes behind the
phenomena should be understood, for culture is always connected with the individual
conceptions of the world. Culture is connected strongly with individual emotional
experiences. (Robinson 1988, Nissila 2009).

While cognitive cultural anthropology focuses on information processing and its
mechanisms, the symbol-oriented researcher sees the product, the meanings more important.
The experiences, meanings and reality are dynamically connected. The meanings given to
symbols inform the interpretations. They direct the next experience, which provides new
contents to the meaning. This process is deeply individual.

Besides individual, culture can also be observed as a social phenomenon. Kaikkonen
(1993) states that unique, geographically defined cultures are disappearing in Europe. Within
nations there are diverse cultures, social groups differ from each other, and people are moving
between groups and cultures. The more national, social and other cultures are mixing with
each other, the more diverse also individual cultures are getting.

Learning cultures

Within the framework of experiential learning it is possible to understand changes in
teachers. Learning is seen as a cyclic process of integrating concrete experience, reflective
observation, abstract conceptualisation, and active experimentation into balanced and holistic
understanding. The changes do not take place automatically: they require courage to
encounter problems, solve them and evaluate personal action, preferably with colleagues
(Niemi et al 1995).

Teachers” personal growth can be defined as changes over time in behaviour,
knowledge, images, beliefs, or perceptions. The roles have proved stable and inflexible and
are hardly touched by well-intentioned course-work or innovative ideas about tolerance and
intercultural communication. That is why it is important to make teachers” implicit
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conceptions explicit and to facilitate the ability to learn from experience and theory through
systematic reflection. For this both time and space are needed. (Tynjala et al 1997; Nissila
2006)
The following aspects are important in intercultural work:
1) Understanding the concept of culture; 2) Cultural aspects in a language classroom; 3)
Sociocultural competence, e.g., understanding non-verbal culture; 4) Personal
development in cultural awareness; (Nissila 1997)

Intercultural communication

Schein (1987) classified intercultural communication into three levels. These levels of
awareness seem to be hierarchical. On the surface there are artefacts and creations,
technology, art, material culture, language, and perceivable behaviour, corresponding to the
behaviouristic definition of culture. The second level includes values, attitudes and norms
which can be explicitly described to show the reasons for and form the background of the
phenomena of the first level. This corresponds to the functional definition of culture. The
deepest, unconscious, and invisible cultural level includes fundamental assumptions such as
people’s relationship to environment, nature, other people, time, space and even their position
in the universe. The mastery of the third level is expected from specialists in the field, e.g.,
from language teachers.

Aiding the learner to recognise the features included in levels one and two, in other
words culture-oriented behaviour, and to act on its terms can create a danger. Binding
language and culture, language and behaviour together can create false conclusions, if the
observer interprets foreign behaviour from his own cultural background (Robinson 1988).
Safer is to observe the four steps of cultural growth (Nissila 2009):
1.The first step is the level of knowing. Teachers know, e.g., that religion is the factor which
determines people”s conceptions of life and of its different aspects in most cultures.

2. The level of feeling and empathy. Teachers understand that only after being informed about
philosophical and culture-oriented habits and attitudes, can they understand foreigners and
create friendly contacts genuinely from person to person. Knowledge helps them feel
empathy. This is a mutual need.

3.The level of doing. After knowing and feeling empathy it is possible to take concrete
measures in education. In multicultural groups teachers should know the traditional rules
which have influence on everyday life. They should have good will and take practical
measures to do something for mutual understanding.

4. The level of values internalisation. The teachers who had worked in multicultural contexts
proceed usually to evaluating their own behaviour. It seems that only through experiences can
they develop their sensitivity and understanding of foreign cultural values and those of their
own nation as well. This is how real intercultural communication and understanding develops
(Nissila 2009).

Conclusion

To sum up, it seems that teachers” foreign conceptions depend on several factors, on
their intercultural experiences, understanding cultural aspects, language skills, the opinion of
their reference groups in the mother country, their personal, professional ethos and general
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atmosphere. Seen from a wider perspective, pedagogical skills, target language and subject
mastery, as well as communicative competence are important in teaching activities. Teachers
‘hidden conceptions like mental models and the differences between practical and theoretical
thinking reveal the gap between explicit and implicit thinking. The mindset changes slowly,
but teacher education will surely find the proper ways to promote the change in language/
other subjects teaching.

Resumé

V c¢lanku autorka prezentuje svoje zistenia na zdklade dlhoro¢ného vyskumu v
pedagogickej oblasti. Skiima r6zne koncepty a teérie (od J. A. Komenského po 21. storocie) a
dochadza k zéaveru, Ze pedagogicka ¢innost’ buducich uditelov zavisi od mnohych faktorov,
ktorymi su napriklad interkultirna skusenost’, kulturne aspekty, komunikacné jazykové
¢innosti a stratégie, osobnostné a profesijné predpoklady na vykon povolania, atd’. V rdmci
SirSej perspektivy, Sadis-Pirrko Nissila berie do uvahy aj pedagogické zrucnosti, cielovy
jazyk, ovladanie aproba¢ného predmetu a komunikaéni kompetenciu pri vykone povolania
ucitela. Su to prave skryté mentdlne modely a rozdiely medzi praktickym a teoretickym
uvazovanim, ktoré nam odhal'uji medzeru medzi implicitnym a explicitnym. Nastavenie
mysle sa meni velmi pomaly, avSak v zavere clanku vyvstava nadej, ze pedagogicky
orientované smery maju potencial najst cestu ako inovovat vyucbu jazykov a inych
predmetov.

The article has been elaborated as part of the KEGA project no. 016UMB-
4/20212021, titled Global Skills Implementation in Foreign LanguageTeaching at Secondary
Schools as a Precondition to Pupils” Key Competencies” Development and Professional
Identity Enhancement of Future Teachers in the 21st Century.
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KULTURNE DEDICSTVO AKO SUCAST VYUCBY ANGLICTINY
NA STREDNYCH SKOLACH A JEHO VYUZITIE V KONTEXTE 21. STOROCIA

Anna Slatinska
Abstrakt

Prispevok poukazuje na vyznam kulturneho dediéstva a jeho potencial v ramci vyucby
angli¢tiny na strednych skolach. V kontexte 21. storofia uvazujeme aj o implementacii
digitalneho kulturneho dedicstva do vzdelavacieho procesu, ktoré méze vyznamne prispiet
k celostnému rozvoju ziaka. Za tymto ucelom analyzujeme a selektujeme tie zdroje
digitalneho kultarneho dedicstva, ktoré modzu prispiet k rozvoji ziakovych zrucnosti
a kompetencii (globdlne zru¢nosti, hard skills, soft skills, interkultirne komunikacné
kompetencie, kultarna citlivost, kultirne povedomie, atd.). Cielom prispevku je
sprostredkovat’ zakladnu charakteristiku kultirneho dediéstva a informéacie 0 mozZnostiach
vyuzitia (digitalneho) kultirneho dedi¢stva v slovenskom kontexte s prihliadnutim na
zahrani¢né zdroje.

KPlucové slova: (digitalne) kultirne dediéstvo, vyucba anglictiny, ziaci strednych Skol.

Uvod

V sucasnej globalizovanej dobe povazujeme za doélezité, aby mladi I'udia (v nasom
prispevku st to stredoSkolski Ziaci) pochopili vyznam kultarneho dedi¢stva v kontexte ich
vlastného rozvoja identity ajeho vyznam pre budiuce generacie. Tym, ze s kultrnymi
dedié¢stvom (v jeho roznych formach) pracujeme na hodinach angli¢tiny citlivo a vhodnym
sposobom pre dany vek, budujeme zaklady pre rozvoj budtcich zodpovednych ob¢anov 21.
storoc¢ia. Kultirne dedi¢stvo prinasa so sebou kultirne hodnoty, ktoré je potrebné mladym
'udom ukézat, pripominat, pestovat’ a ozivovat. ,Hodnoty si stcastou spolocenského
vedomia, su hierarchicky usporiadané do hodnotového systému a tento systém urcuje postoje
cloveka, zivotny $tyl, ale aj etické normy* (Prtcha, 2010, in Pecnikova, 2020).

V stcasnosti prebiehaju rézne iniciativy, ktorych cielom je zachovanie kultirneho
a prirodného svetového dediCstva. Za tymto Ucelom s v sGasnosti vyuZivané digitalne
technologie, ktoré pomahaju kultirne dediéstvo uchovat’ v zdigitalizovanej podobe (obrazy,
dokumenty, knihy, architektonické diela, atd’.). Mnohé muzea poskytujii svojim zadujemcom
(@ zradov $kol) virtudlne prehliadky, ktoré su vyuziteIné v ramci edukacného procesu.
Vytvorenim priestoru pre kultirne dedi¢stvo na hodine angliCtiny sa ziakom otvara moznost’
rozvijat kritické myslenie, komunika¢né zru€nosti, tvorivost’, kultirnu citlivost, ako aj
tradiéné komunikacné jazykové Cinnosti a stratégie (Citanie, pisanie, hovorenie, po€ivanie
s porozumenim) a prostriedky (slovna zasoba, gramatika, vyslovnost’).

Implementéciou kultirneho dedi¢stva do vyucby jazyka prinasame ziakom kultiru,
kultarne $pecifika, realie krajiny, atd’. Zaroven ucime ziakov byt kultarne citlivi a Kriticky
mysliacimi jedincami. Kultara sprostredkovand cez kultarne dediCstvo predstavuje nastroj
barania predsudkov a otvara cestu rozmanitosti a inkluzii.
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Jednym z cielov komunika¢nej metdody vyucby jazyka je o.i. aj rozvijat zaujem
0 jazyk a kultdru a tym aj interkultirnu komunika¢nt kompetenciu ziakov (Homolova, 2016).
Prave za tymto ucelom je nevyhnutné, aby aj buduci ucitelia jazyka vedeli pouzivat’ rozne
zdroje kultirneho dedicstva napriklad digitalne kultirne dedicstvo, ktoré sa javi ako praktické
v sucasnej Covid-19 pandemicke;j situacii, ked’ sa pre vyucbu otvorili nové moznosti a formy
(online vyucovanie, hybridné vyucovanie, atd’.) s vyuzitim novych technologii, ktoré takuto
realizaciu umoznuju. Zaroven dochadza tymto spésobom k virtualnemu otvaraniu kultirnych
in§titucii, ktoré tymto spdsobom reaguji na sicasné potreby, trendy a vyzvy.

Vymedzenie pojmu ,,kultirne dedi¢stvo*

Kultirne dedi¢stvo zahiiia v sebe minulost’ po predkoch, meniace sa hodnoty, tradicie,
vedomosti a prostredie, v ktorom zili, pracovali, tvorili, atd. (Apostolopoulou, Carvoeiras,
Klonari, 2014). Prvy vyznam kultirneho dedi¢stva spociva v jeho ochrane, ktora sa stava
prerekvizitou rastu, udrzatel'nosti a zodpovednosti k buddcim generaciam.

UNESCO definuje niekol’ko kategoérii kultirneho dedi¢stva. Patri sem:

e Hmotné kultarne dedi¢stvo (umelecké diela, sochy, mince, archeologické naleziska,
ruiny, atd.). Deli sa na hnutelné (malby, sochy) anehnutelné (pamiatky,
archeologické lokality).

e Nehmotné kulturne dedicstvo (Gstne tradicie, ritudly, folklor, atd’.).

e Prirodné dedicstvo (ako sucast’ kultary krajiny). (UNESCO, 2021)

Jednym z hlavnych cielov tejto medzinarodnej organizicie je podporovat materialne
i nematerialne prvky kultiry na celom svete a v tejto oblasti aj vzdelavat' na celosvetovej
arovni.

Okrem terminu kultirne dedi¢stvo existuje aj pojem Eurdpske dedicstvo, resp. Znacka
Eurépske dedicstvo (European Heritage Label), ktora je zaloZend na spolo¢nej europskej
historii, integracii, europskej identite a posilneni vzajomnej spolupatri¢nosti v europskom
kontexte (Pamiatkovy Urad SR, 2021). Rovnako sa v su¢asnej dobe dostava do popredia aj
pojem digitalne kultirne dedi¢stvo (digital cultural heritage). Na eurdpskej trovni vznikli
rozne Erasmus+ projekty (strategické partnerstva), ktoré su zamerané prave na
spopularizovanie tejto formy spristupnenia kultGrneho dediGstva (nielen) ob&anom EU.
Jednym z nich je aj projekt Cherished (v rdmci programu Erasmus+) s podtitulom Supporting
school-educators in use of cultural heritage for inclusive digital education (2021 — 2023),
ktorého hlavnym cielom je podporovat’ stredoskolskych pedagdgov, aby vyuZzivali kultarne
dedi¢stvo na svojich hodinach v kontexte inkluzivneho digitdlneho vzdelavania atym
prispievat’ k rozvoju kl'icovych kompetencii Ziakov nevyhnutnych pre Zivot v 21. storoci.
Implementacia kultarneho dedi¢stva do vyucby (nielen anglictiny), ale aj naprie¢ predmetmi
Vv zmysle vyuzivania medzipredmetovych vztahov je priam nevyhnutnd pre rozvoj ziakovej
osobnej, narodnej, kultirnej, europskej identity.

Kultirne dedi¢stvo zahfna rézne prvky kultury ako napr.: zvyky, tradicie, ritualy,
umenie, hudbu, politické a ideologické presvedCenie, ktoré ovplyviuji kulturu a spravanie
jednotlivca, historiu, prirodné dedi¢stvo, naboZenské tradicie, jazyk, Sport, jedlo, odev, ako aj
kyberkultury v digitdlnom svete anové tvoriace sa kultary (Apostolopoulou, Carvoeiras,
Klonari, 2014).
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Eurdpska komisia v ramci platformy School Education Gateway (2021) ponuka
podobné delenie kulturneho dedi¢stva, ktoré deli na hmotné, nehmotné, prirodné a digitalne.

Ako bolo uvedené vyssie sucast'ou kultarneho dedicstva st aj zvyKy, tradicie (folkor),
ktoré sa mozu postupom casu vytracat’, v pripade, ze ich l'udia nepraktizuji. Prikladom moze
byt travenie vederov pri rozpravani pribehov v Irsku. Tradicia, ktord by dplne upadla do
zabudnutia, ak by neboli vyvinuté projekty na jej uchovanie pod patrondtom Komisie pre
irsky folklor (the Irish Folklore Commission), ktoréd v st¢asnosti pracuje pod hlavickou UCD
(University College Dublin) a uchovava hlasové nahravky v irskom jazyku, piesne, hudbu
(sucasti folkloru), vizualne média (fotky, kresby, a iné). Zbierka irskeho folkloru obsahuje aj
zapisy rozhovorov s 'ud’'mi, miestne legendy, poéziu, venuje sa toponymii pokial’ ide o ir¢inu
a angliCtinu, zahffia kultrnu krajinu, ¢im poskytujii ndhlad do irskej materidlnej i
nemateridlnej kultlry, vratane miestnej architektiry azvykov (ritualov) tradi¢nej irskej
spolocnosti (National Folklore Collection, UCD, Irish Folklore, 2021).

Na zaklade vyssie uvedeného je zrejmé, Ze kulturne dedi€stvo sa v sti€asnosti dostava
do SsirSieho (virtudlneho) priestoru (socidlne siete nevynimajic) astava sa vSeobecne
dostupnym pomocnym nastrojom nielen v oblasti Skolstva.

Vyuzitie kultiirneho dedi¢stva na hodine angli¢tiny

Kultarne vzdeldvanie ma za ciel budovat reSpekt, Gictu a zodpovednost’ ku kultare (kultirnym
hodnotdm, kultarnym artefaktom, atd’.), a preto si zasluzi pozornost’ niclen v kontexte
edukacného sektoru. Tym, Ze vzdeldvanie a kultura buda na strednych Skolach rovnomerne
vyvazené, dostadva aj ziak moznost’ kriticky mysliet, uvedomovat’ si svoje korene, identitu
a rovnako aj iné (cudzie) kultiry (a identity), ¢im sa uci vidiet’ rozmanitost’ ako neoddelitel'nti
stcast’ Zivota.

Vo vSeobecnosti my vSetci tvorime a uzivame kultiru. Viest' ku kultare je mozné uz
od predskolského, resp. mladSieho $kolského veku prostrednictvom réznych umeleckych
krazkov, alebo aj bezné¢ho vyucovania v materskych skolach, kde sa deti u¢ia podvedome cez
rozpravky, pribehy, atd’. Cielom kulturneho vzdelavania je rozvijat zmysel pre aktivne
obcianstvo v zmysle participacie na jeho uzivani, ochrane, tvorbe a zvelad’ovani. Zmysel pre
kultirne dedi¢stvo moZeme posilnit’ formou zazitkového a projektového ucenia sa.

Kultirne vzdelavanie moze prebiehat’ na jednotlivych predmetoch (dejepis, zemepis,
slovensky jazyk, cudzi jazyk, ob¢ianska vychova) v ramci individualnych hodin, alebo sa
moze realizovat’ aj v kontexte medzipredmetovych vztahov. Hodina anglického jazyka moze
byt’ venovana napriklad prezentacii kultary (historia, umenie, redlie, sposob Zivota, tradicie,
atd’.), hl'adaniu paralel medzi slovenskou kultarou a kultirou ciel'ového jazyka v ramci SirSich
historickych a spoloc¢enskych suvislosti, ktoré st ziakom nazorne vysvetlené.

Implementéciou kultarneho dedi¢stva v jeho réznych formach do vyucby cudzieho
jazyka (ako aj inych predmetov) ddvame Ziakom moZnost' spolutiCasti na jeho ochrane
a vytvarani vztahu medzi vlastnou identitou, kultirou a pocitom spolupatri¢nosti, ¢im
dochédza aj k rozvoju ziakovych klic¢ovych kompetencii v kontexte 21. storo€ia. Zaroven sa
umladych Tudi kreuje zmysel pre ochranu kultiry akultarneho dedicstva, v ktorych je
zosobnena historia naSich predkov a odkaz pre buduice generacie. Tento pristup vedie
k inklGzii atolerancii vo¢i inakosti (inym kultaram a tradiciam) ako protipolu rasizmu,
xenofdbie a netolerancie.
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V sucinnosti s kultrnym vzdeldvanim existuje aj paralelny termin vzdelavanie
v oblasti kultirneho dedi¢stva.?? S aplikaciou kultirneho dedi¢stva do vyucby méze pomoct’
E-Twinning a School Education Gateway platforma, ¢i databdza didaktickych materidlov pre
ucitel'ov podporovana Eurépskou komisiou (European Commision, 2021). V ramci platformy
E-Twinning sa nachddzaju rozne didaktické hry, ktoré mézu hodinu obohatit’ o hrovy (avsak
edukacny) element (Art Stories FACES, 2021). Prostrednictvom projektu E-Twinning majd
ucitelia spristupnend cestu k implementacii kultirneho dedi¢stva na hodine inovativnym
sposobom vhodnym pre rozne vekové kategorie ziakov od mladSieho Skolského veku po
ziakov na strednej skole.

V suCasnosti prebiehaji mnohé iniciativy a projekty zamerané na uchovanie
kultarneho dedicstva v digitalnej podobe. M&me teda pristup k roznym formam umenia online
(virtudlne prehliadky muzei, galérii, digitdlna archivacia osobnej koreSpondencie, atd’.) (Love
Transcribathon, European Commission, 2021). Digitaliza¢né centrum Muzea SNP v Banskej
Bystric stoji za projektom spracovania mnohych ukazok nehmotného a hmotného kultirneho
dedicstva.

Priklady digitalneho kultirneho dedi¢stva a sprdvne zvolené otazky na hodine majd
potencidl rozvijat’ ziakovo kritické myslenie, schopnost’ viest konstruktivnu diskusiu,
pouzivat’ empatiu, reSpekt, rozvijat’ projektové zrucnosti, atd’.

V ramci slovenského kontextu je potrebné spomenut’ digitalne kultiirne dedi¢stvo ako
stcast’ Slovenskej narodnej galérie (SNG). SNG je aktivnym ¢initeFom v rdmci potvrdzovania
stiCasnych hodnot, pomaha ucit Ziakov reSpektu k inakosti. SNG stoji za réznymi
interaktivnymi projektmi s cielom sprostredkovat’ stuc¢asnost’” i minulost’ prostrednictvom
expozicii, ale aj workshopov pre rdézne vekové skupiny. Jednym zo zaujimavych pocinov
SNG je vystava s nazvom Umelcova (tfazka) batoZina, ktora je dokumentaciou diel Arnolda
Petra Weisza KubinCana (1898 — 1945), autora zidovského pdvodu, a ktor( sprevadza aj
uvodné slovo kuratoriek galérie o autorovej tvorbe, zivote a osude (SNG, Umelcova tazka
batoZina, 2021). Vizualne umenie moze byt’ motivacnym faktorom pre rozvoj komunikac¢nych
kompetencii ziakov za predpokladu, Zze tomu bude zodpovedat’ aj adekvatne navrhnuty plan
vyucby so vSetkymi jeho povinnymi suéastami (zadiatok hodiny, motivacna Cast’, praca
s vizualnym médiom pred, pocas a po vzhliadnuti, zdverecné aktivity, atd’.).

Konkrétnym prikladom ako vyuzit zdigitalizované kultirne dedi¢stvo na hodinach
jazyka sa ponuka na stranke EUROPEANA. V sekcii oirskej emigracii sa napriklad
nachadzaju nahravky s osobnymi svedectvami tych, ktori emigraciu zazili na vlastnej kozi.
Praca ucitela s nahrdvkou (napr.: Moving to Chicago in 1950s, Irish Qualitative Data
Archive, Europeana 2021) si vyzaduje adekvatne navrhnuty uéebny plan s logickou
postupnostou hlavnych krokov nevyhnutnych pri nacviku pochvania s porozumenim
(listening comprehension) a s tlohami pred, pocas a po po¢tvani, beruc do Gvahy primerany
zaCiatok hodiny (vo forme tvodnej motivacnej aktivity, ktord Ziakov ,,naladi na jazyk)

22 Porovnaj tiez s ZELENKOVA, A. — JAVORCIKOVA, J. 2020. Business English Today: The Need for
Intercultural Approach.In Exploring Business Language and Culture. Cham : Springer Nature Switzerland AG,
2020. ISBN 978-3-030-58550-1. ISSN 2193-7648
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a koniec (z&vere¢né aktivita, zhrnutie hodiny, pochvala, priestor na spétna véizbu od Ziakov,
domaca tloha, atd’.).

EUROPEANA obsahuje aj vizudlny a zvukovy material, ktory méze byt vhodnym
podnetom pre diskusiu, zaéiatok po¢uvania s porozumenim, Citania s porozumenim, ako aj
rozvoj kultdrnych a digitalnych kompetencii ziakov, resp. digitdlnu gramotnost’ a d’alSie
kla¢ové globalne kompetencie, medzi inymi posilituje pocti prislusnosti k vlastnému narodu a
identite s prihliadnutim na eurdpsku identitu.

V pripade hodiny zameranej na rozvoj ¢itania s porozumenim moze ucitel’ anglictiny
na strednej Skole siahnut’ po digitalnom zdroji Irish Famine Archive (2021) a vyuzit’ pribehy
prezivsich, ktori spominajii na emigraciu do Ameriky. Texty su vhodné pre pokrocilych
ziakov (maturitny ro¢nik) a vyzaduju si pracu so slovnou zasobou, resp. vyuzitie vhodnych
technik na prezentaciu neznamych slovicok, ktoré su pre pochopenie textu kl'ai¢ové.

V ramci Znacky Eurdpske dedicstvo dominuju aj slovenské lokality (Pamiatkovy urad
SR, 2018), ktoré mozu slazit ako zaklad pre vypracovanie, v ktorom by i§lo o prezentaciu
danych lokalit v anglickom jazyku a zaroven zdovodnenie (na zaklade kritérii pre udelenie
znacky Eurdpske dedicstvo), preco sa dané lokality stali sucastou tohto vyznamného
oznacenia. Projekt mo6ze mat individualnu, parovu, ale aj skupinovi formu organizicie.
V rdmci projektovej prace dochaddza k rozvoji komunikaénych zruénosti ziakov, buduju sa
zaklady timovej spolupréce, cibri sa kreativita (napady) a digitalne zru¢nosti Ziakov, nakol'’ko
prezenticia moze nadobudnit’ rozne nové (moderné) formy beric do uvahy stcasné
informacno-technologické prostriedky.

Sucastou digitalneho kultirneho dediéstva je aj folklor v zdigitalizovanej verzii.
V ramci vyucby anglictiny moze ucitel’ vyuzit' rozne zdroje. Jednym je zbierka irskeho
folkloru, ktory spravuje University College Dublin (National Folklore Collection, Irish
Folklore, UCD, 2021). Pedagdég moéze vyuzit' danu zbierku za tUcelom rozvoja vSetkych
Styroch zakladnych zruénosti. Konkrétnymi prikladmi su podcasty o réznych fragmentoch
irskeho folkloru, ¢lanky, zbierky, atd’., v ramci ktorych vystupuje do popredia aj vizudlny
material ako zdroj pre nacvik komunikaénych zruénosti v anglickom jazyku (praca
s obrazkom ako autentickym materidlom). Existuju rdzne digitalne zdroje dokumentujice
napriklad Zivot frov aich kazdodennost v rdznych obdobiach (Dlchas. Photographic
Collection, 2021). Fotky poskytuju aj dodato¢né informacie (autor, archivna charakteristika,
miesto, fotograf, format), ktoré moze ucitel’ anglictiny odhalit’ Ziakom az potom ako prebehne
brainstorming v ramci odpovedi na otazky tykajuce sa obrazku napr.: Co vidite na obrazku?;
Kto je na obrazku?; Kde bol zaber urobeny?; V akom obdobi?; Ako st l'udia na obrazku
obleceni?; Preco vykondvaju dant aktivitu?; Aké su vase pocity po prezreti si obrazku?.

Dalsim zdrojom aktivit, ktoré maju potencidl rozvijat nielen Styri zikladné
komunika¢né jazykové ¢innosti a stratégie, ale aj interkultirne komunika¢né kompetencie je
Digitalne ulozisko kultdrneho dedigstva frska, ktoré obsahuje bohatli databazu nahravok na
rézne témy tykajlce sa irskych reélii, histdrie, kultiry v kontexte diania Severného Irska, atd’.
(Digital Repository of Ireland, 2021). Sucastou uloziska st roézne projekty, na ktorych sa
zGcCastiuju aj mladi ludia (Border Roads to Memories and Reconciliation). Ich vyznamnym
vydarenym poc¢inom st rozhovory s respondentmi na rézne temy (problematické udalosti
v Severnom Irsku, debaty s archeolégmi o praci na archeologickom nalezisku v Knowth, atd’
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(Excavations at Knowth, Digital Repository of Ireland, 2021) prinasajuc tak informacie
0 kultarnom dedié¢stve irska, ako anglicky (a irsky) hovoriacej krajiny.

Spomenuté priklady st len nacrtom rozmanitosti digitalnych zdrojov v oblasti
kultirneho dedicstva, ktoré moézu byt potencidlnym autentickym materidlom pri vyucbe
(nielen) anglického jazyka na strednych Skolach.

Zaver

Za&lenenim (digitdlneho) kulturneho dedigstva do vyuovacieho procesu napiiame
nielen jazykové, komunikaéné, ale aj vychovné ciele hodiny ako vyucovacej jednotky. Tym,
ze s kultirnym dedi¢stvom v jeho réznych formach (materialne, nematerialne (duchovné),
prirodné) na hodine anglictiny pracujeme, vytvarame podmienky pre ndcvik kritického
myslenia S pouZitim metéd analyzy, syntézy, komparacie, atd. Pochopenie vyznamu
kultarneho dedi¢stva pre budicnost’ je pre ziakov nevyhnutné v kontexte rastu ich vlastnej
osobnej i profesijnej identity.

Kultirne dedi¢stvo na hodinach anglictiny aplikované v r6znej forme (¢lanok, video,
atd’.) a nacvik porozumenia kultirnemu dedi¢stvu predstavuje kulturne vedomosti Ziakov (v
porovnani s praktickymi a teoretickymi poznatkami) (Nissild, 2020). Tym, ze kultarne
dedicstvo nachédza svoje postavenie vo vyucbe nielen cudzich jazykov, poméhame ziakom
v uvedomeni si jeho vyznamu astym spojenych kulturnych hodnét. Zaroveni dochadza
k rozvoju ich interkultdrnych kompetencii v tuzkej stéinnosti srozvojom lingvalnej,
sociolingvalnej a pragmatickej kompetencie. Okrem danych kompetencii si Ziak osvojuje aj
globalne zru¢nosti nevyhnutné pre Zivot v 21. storo¢i, kI'a¢ové pre budice uplatnenie na trhu
prace. Navyse digitalne kulturne dedi¢stvo poskytuje uéiacim sa priamy kontakt s predmetom
vyucby na zaklade prace s autentickym materidlom (fotky, nahravky, rozhovory, atd’.). Takto
postavené vyucovacie hodiny prepajaju informécie z réznych predmetov.

Pokial’ ide o formu (organizaciu), vyucovanie mdze prebiehat’ aj skupinovo napriklad
pri tvorbe spoloénych projektov zameranych na kultirne dediéstvo a jeho ochranu. Ziaci tak
maju moznost’ pracovat’ v time a osvojovat’ si zru¢nosti, ktoré si pre pracu v time nevyhnutné
(timova praca, pochopenie vlastnej roly v projekte, flexibilita, kreativita, komunikacia,
empatia), ¢im sa zdokonal'ujii aj v zruénostiach nevyhnutnych pre ich budice povolanie. Pri
vzajomnej praci na projektoch sa posiliiuje ziakovo autonéomia, ked’ze v strede pozornosti je
ziak a nie ucitel. Ten je v tomto pripade manazérom, motivatorom, poradcom, facilitadtorom,
atd’.

Z daného vyplyva, ze implementacia kultirneho dediéstva do kurikula strednych $kol
vytvara priestor pre lokalne a zaroven aj globalne perspektivy a pomaha ziakom rozvijat’ ich
vlastn identitu (kultirne povedomie, kultarnu citlivost, pocit spolupatri¢nosti, aktivne
obcianstvo, kritické myslenie, kreativitu, komunikaciu, a d’alSie kIaiCové kompetencie).
Digitdlne kultarne dedi¢stvo ma teda potencidl kreovat' Ziaka holisticky, celostne ako
individualneho jedinca, aktivneho a zodpovedného ob¢ana 21. storodia.

Summary

The aim of the article was to present the possibilities of implementing cultural heritage
into English language classes. First of all we focused on definitions of cultural heritage and
particular examples of digital cultural heritage sources based on the fact that they have a huge
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potential to develop learners” four language skills (listening, speaking, reading, writing) as
well as other important 21 century skills such as intercultural communication competencies,
global and life skills, etc. They are all transferrable and can be beneficial for our learners in
the future.

When incorporating cultural heritage into the learning process, there is an opportunity
to help young people adapt and understand their place in society (fostering their identity, self-
actualization, cultural awareness, cultural sensitivity, sense of belonging, active citizenship,
etc.). Using cultural heritage in ELT can foster student’s positive approach towards otherness
and diversity, supporting also his/her cultural sensitivity and inclusion. To conclude, cultural
heritage offers teachers a wide database of materials which can be applied not only during
foreign language teaching.

Prispevok je sucastou projektu CHERISHED Erasmus+ Strategic Partnership. 2020-
1-BE02-KA226-SCH-083039: Supporting school-educators in use of cultural heritage for
inclusive digital education (2021-2023).
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TEXT-MINING AND CONCORDANCES AS A REMOTE-TEACHING TOOL
IN LANGUAGE AND LITERATURE

Nejla Kalajdzisalihovi¢ — Ifeta Ciri¢-Fazlija

Abstract

The paper discusses corpus analysis, multiple, collaborative and ‘“authentic”
authorship, and expanding vocabulary through reading and/or translation in online language
and literature classrooms. Moreover, it demonstrates how the shift to remote teaching,
although challenging for both students and instructors, can be fruitful and encouraging in
terms of the amount of e-text actually produced by students, or the one easily available for
analysis and grasping of difficult notions (such as the “Shakespearean myth”). To this
purpose, texts collected by 25 third-year English language and literature students at the
University of Sarajevo, in the winter semester of 2021 (for a skills-based assignment on
translating “lockdown diaries”) will be used as an example of how text-mining can be
applied on a corpus of texts for both language and literature courses since features such as
key words and collocates may be extracted for further analysis and future assignments
across diverse courses. Additionally, we will show how a similar approach to e-text may
also be applied when analysing a corpus of literary texts to dismantle entrenched myths on
the issue of authenticity.

Keywords: e-text, text-mining, language and literature, concordances, corpus analysis,
remote teaching

1 Introduction

When in late 2017 and 2018 respective project teams of the Department of English
Language and Literature at the Faculty of Philosophy, University of Sarajevo, in cooperation
with the Society for the Study of English in Bosnia and Herzegovina (DAuBIiH) and via the
Ministry of Civil Affairs of Bosnia and Herzegovina, applied to the European Council for
Modern Languages of the Council of Europe (ECML) for ICT-REV: Training and
Consultancy (see ECML, 2018), and CLIL and Beyond—A Pluriliteracies Approach to
Teaching for Learning: Training and Consultancy (see ECMLa, n.d.), little could any of us or
our 34 workshop participants—university educators from the three public universities in
Bosnia and Herzegovina, attending the workshops held in November 2018 (see Univerzitet u
Sarajevu, 2018; Seewald, 2018) and November 2019 (see Univerzitet u Sarajevu, 2019;
ECMLDb, n.d.)—and about 200 elementary and high-school English language teachers in the
Canton of Sarajevo, attending the subsequent educational activities held by the local project
team members at the Faculty of Philosophy in January 2019 (see Appendix 1), foresee the
urgency of such competences and knowledge. The original intention of the local project teams
was to facilitate affirmation and promotion of the English language, literature and culture, the
teachers and professors in these disciplines, the aforementioned association (DAuBiH), and
the University of Sarajevo in the country and world-wide, and moreover, to enable life-long
learning or rather post-university and post-doctoral professional development by introducing
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and discussing relevant and intriguing additions and assistance to our traditional class-based,
in-person, synchronous day-to-day educational strategies and methodologies. No matter how
much we were aware of the pressing need to restructure our educational system, national
university programmes or teaching pedagogies and methodologies so as to acknowledge or
even adapt to and embrace the world of technology our students have been growing up
in/with, none of the members of the local project teams ever considered even the slightest
possibility that remote teaching or online environment would become our one and only
educational option. In fact, when at the ending of the winter semester of 2019/20, the Faculty
of Philosophy requested the teaching staff to consider incorporating at least one to two weeks
of remote-teaching in our 15 weeks teaching schedule, the idea was mostly met with
ambivalent reactions of the staff, suggesting that remote-teaching was yet another burden on
their already quite demanding, laborious and stressful educational work.

Owing to the onset of the COVID-19 pandemic in 2020, all instruction suddenly and
urgently had to move online, and the decision on whether to act and work synchronously or
asynchronously depended on the immediate response, prior experience and skills of the
instructors during the first months of the pandemic. The greatest problem of all was how to
organise teaching large groups of students and in what manner to deliver the courses which
required a great deal of face-to-face communication, interaction, disagreement and
argumentation, negotiation and critical thinking. This concern also gave prominence to the
issue of digital literacy (or the lack of it), as well as the availability of digital tools and
teaching platforms (or the lack of them). It is for these reasons that concordancing, or using
concordances (as in “a concordance of Shakespeare’s work”, see “Concordance”, n.d.) in the
remote teaching classroom came to our attention as a convenient approach which ensures
collaborative authorship that integrates content and language, as will be discussed in the lines
that follow. In other words, content and language were being delivered by means of ICT, and
both the aforementioned trainings found their applicability in our teaching practice (sooner
than we ever expected).

Hence, the present paper aims to reflect on the remote teaching practice during the
COVID-19 pandemic in the context of using online tools and applications to teach language,
exploring a corpus of texts collected by students and relevant for the discussion on the topic
of collaborative authorship, or literature and/or literary theory, utilising a micro-corpus of
literary texts relevant for the discussions on the concept of authentic authorship.

What is in common to these two approaches is that in both cases—either in the
corpus-based remote teaching activities or in the propositions on how these may be applied in
an online environment—the electronic text allows both students and lecturers to integrate
content and language into more accessible interfaces. Simultaneously, it is suggested in our
paper that a similar approach may be used across disciplines and courses, with slightly or
vastly different options and/or educational outcomes. Therefore, an educator needs to make a
proper decision pertaining to the issue of the type of corpus analysis tools and their
purposefulness or applicability in the context of remote teaching across disciplines and
courses. Furthermore, e-texts that we as educators world-wide, together with our students, are
working with at present are exactly the kinds of e-texts previously presented in numerous
interdisciplinary and/or domain-specific scholarly papers (see Chambers et al., 2011; Lamy &
Klarskov, 2012) as those allowing us to, depending on the course content, integrate corpus
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analysis, reading comprehension, critical thinking skills and translation in the teaching
process. The e-text of various “shapes”, (genre-specific) forms and inherent traits, and
sometimes even colours, leads the reader/learner to find the necessary information in
personalised settings such as: using multimodal texts as sources for vocabulary-in-context
data-mining, encouraging students to join forums and blogs to discuss language usage when
searching for a translation equivalent in L2, in addition to finding examples related to
language usage when speakers of English as L1 are not certain about a particular usage
(especially in case of verbs), or utilising words lists to discuss word frequency, spelling
errors, concordances, and so on.

The use of concordance as a tool of remote (language) teaching could be understood
in vein with some of the most important points foregrounded by Kirby (2006) in his
discussion on digital literacy. Kirby (2006) points out that at some point at the turn of the
millennium “the emergence of new technologies re-structured, violently and forever, the
nature of the author, the reader and the text, and the relationships between them” (para 6), and
adds that apart from the known “hot” and “cool” media (see McLuhan, 1964, p. 24-35), i.e.
the broadcast media programmes, “all ‘texts’, whose content and dynamics are invented or
directed by the participating viewer or listener” (para. 8, original emphasis), pseudo-modern
phenomena includes the Internet, which provides “the undeniable sense (or illusion) of the
individual controlling, managing, running, making up his/her involvement with the cultural
product” (para. 11).

The socio-cultural and linguistic context of belongingness, or sharing one common
problem, has allowed the participants of the remote teaching and learning discourse for a
more active role, and even lead to the surfacing of some “emergency solutions”, novel to the
instructor but accepted by the student population (e.g. typing number “1” in the chat box to
“raise hand”, which occurred during one of the early remote teaching classes at the Faculty of
Philosophy, University of Sarajevo). As for translation classes, for instance, the required
amount of translated text to be discussed in an online class could not have been produced
individually in real time, which added more pressure to the already complex process.

Taking into consideration all of the aforementioned, it will be exemplified in our
discussion below how remote teaching may be enriched by means of fairly simple corpus
analysis-based tools online, in both language and literature online classes. The paper consists
of the introduction, the theoretical background, research framework, results, and, finally,
conclusion and suggestions for future research.

As for the research scope and material, a corpus of digital texts collected by 25 third
year students for a translation skills-based assignment will be used an example to demonstrate
how text-mining, even by means of single-file applications, can be used as a model pertaining
to working on a corpus of texts for the purpose of understanding word lists, key words, and
their translation equivalents. The 500-word texts collected by 25 students were saved to be
used later as a corpus of 8,000 words from which features such as ‘key words’ and
‘collocates’ may be extracted for further analysis both in English and students’ L1. In the
second part of the research framework, it will be discussed whether single-file toolkits are
also applicable to a literary corpus and suggestions for future applications of ICT tools will be
provided.
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2 Theoretical Background

Scholarly papers published about concordancing tools in the classroom as well as
about text-mining date back to 1980s and 1990s when concordances, a tool of corpus
linguistics, were used in the classroom setting. According to Davies (2012), “concordances
are used extensively these days for creating glossaries and dictionaries, and they are
extremely valuable tools but, as Chambers, Farr and O’Riordan (2011, p. 86) pointed out,
there is still considerable resistance among language teachers (both of EFL and of Modern
Foreign Languages) to make use of corpora and concordancers” (“Introduction”). Back in
2012, Davies also hoped that his introduction to Module ICTALT (see Davies, 2012) would
motivate language teachers to include concordances in their teaching methodologies.
Furthermore, the use of concordances is also sometimes considered a “complement to a
conventional dictionary-based approach” (Pearson, 1996; Tribble & Jones, 1997).

On the other hand, one of the first papers to discuss remote teaching during the
COVID-19 pandemic was published in Poland, at the Institute of Applied Linguistics
(Jelinska & Paradowski, 2021). At the University of Sarajevo, among the first research papers
on the topic of experiences of students during the early period of remote teaching was the
paper published in Radovi Filozofskog fakulteta (see Okic¢i¢ et al., 2020). Having this
theoretical background in mind, while focusing on the students and the need to improve their
distance learning experience and the overall quality of remote teaching, and further grounded
on the experiences shared during the ECML’s webinar held in April 2021 (see ECML, 2021),
it is suggested in this paper that remote teaching has united lecturers and IT professionals in
one common goal, and that is: to enhance the quality and experience of distance learning and
to provide digital natives with new learning experiences.

One advantage of remote teaching or the use of the ICT in blended-learning is that,
regardless of the current situation, students’ learning experience may be enriched; however, in
traditional in-person classroom concordancing tools were not used that frequently as the text
would have had to be produced electronically onsite or typed beforehand. An additional
problem with concordancing tools in an “offline translation classroom” is that a great amount
of text cannot be easily compiled in one semester or one academic year if the text is to be
produced by students, i.e. handwritten and then retyped. Conversely, it is not always
necessary to wait for a long period of time to start working with such corpora online and thus
enable students to expand their vocabulary in both English and their L1, as will be seen from
the results below. Hence, it is proposed that in online language classrooms and remote
teaching approach, the use of e-text and concordancing tools is a better long-term approach
rather than a traditional dictionary-based approach.

The remote-teaching-concordance-using approach that is discussed and proposed in
the present paper is also based on “intentional” vocabulary learning as opposed to
“incidental” vocabulary learning (Hatch & Brown, 1995, p. 368). Regardless of whether the
content to be discussed and analysed is delivered in language or literature classes,
concordances can be used to easily search for lexical items relevant for the content. With
respect to the task in this paper’s research material, the aim was to collect as many lexical
items related to COVID-19 and find their translation equivalents and, by means of this
collaborative effort, to allow students to shape their own views on how COVID-19 affected
the whole world and all aspects of life, through reading and translating. For this task, students
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attending the course in Contemporary English Language 5 (CEL 5) were instructed to search
for different websites containing articles about life in the quarantine (these texts were referred
to as “lockdown diaries”). As stated above, the purpose of this data collecting and text-
mining approach was not to teach vocabulary through reading only or by consulting online or
paper dictionaries. Rather, the task was based on collecting and reading e-texts on the
assigned topic in order to keep track of the emergence of new vocabulary items (or new
meanings) into the English language and their translation equivalents while the pandemic was
changing its course.

3 Research Framework, Results and Applications

The collection of texts that was fed into a concordances tool (AntConc) for the
purpose of remote teaching comprised three phases of research conducted by students over
the course of eight weeks. Inspired by a text published by Margaret Atwood in April 2020
(see Atwood, 2020), which was included in the CEL 5 syllabus as a material for translation
and reading comprehension exercises aiming to expand vocabulary, the first phase involved
doing research and finding articles related to COVID-19 lockdown diaries. After the texts
were collected (see Corpus), in the second phase of their working with e-text on assigned
topics, the students translated the texts, and finally, summarised these texts orally and
delivered presentations, which further facilitated activation of new vocabulary and its
consideration in the context of translation competences. The group discussions found their
usefulness in the fact that in such a way it was possible to present the group members with
words and phrases just entering the dictionaries (e.g. one such being “furloughed” to denote
losing income but not losing one’s job in the context of the pandemic), some of them not yet
having a translation equivalent in students’ L1. As far as remote teaching is concerned, for
those students who could not/cannot attend presentations or participate in the discussions
synchronously, concordances were/may be introduced to allow an easier access to all the
texts, key words, phrases and their translation equivalents by means of a tool such as
AntConc, for instance (see Fig. 1 and Fig. 2). Therefore, one application of using the
concordances tools in language classes is that the corpus can be saved and used in the future.
At the same time, two parallel corpora may be fed into concordances software since the texts
were also translated. To these purposes, AntConc 3.5.8 was used as a general corpus analysis
toolkit because of its widespread applicability in the community of teachers, linguists,
translators and students. The aforementioned programme can be used to analyse either
English texts or any other language supported, and, unlike some other concordances toolkits
that will be mentioned in the ensuing text, it is a single file programme.

3.1 Applicability of concordances in language classes

Results obtained from concordancing tools can be used in different ways in both
language and literature courses. A useful option that these tools offer is the possibility to
analyse the frequency of words and their surrounding (collocations, for instance). The results
can be observed equally at the level of content words and function words. For the purpose of
the present study, function words were not taken into account in the translation task. With
regard to content words, after the corpus was fed into the concordances tool, the word
‘people’ listed as the most frequent content word in the corpus (34 concordance hits),
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followed by ‘pandemic’ (26), ‘health’ (22), ‘lockdown’ (22), and, finally, ‘COVID’ (18). As
mentioned earlier, this file can be used in remote teaching to compare translation equivalents
in another L2-based file consisting of the corpus of translated texts. Figure 1., given below,
provides the example of the ‘pandemic’ content word in the concordancing.

Concordance Concordance Plot File View Clusters/N-Grams Collocates Word List Keyword List
Concordance Hits 26

Hit Kwic

1 eative, quirky and inspiring ways that different cities and countries are coping with the par g their own distinct “quarantine culture” along the way. In Italy, s
2 s in our behavior that will stick long after the pandemic has finished. The coronavirus ¢ t 25 years of increasing gender equality, new global data from
3 on the window. Lucas, a man in his late 30s from Northern Ireland, is finding the f e levels. It's a trigger for his mental health, but also it is

4 vents that occur within a limited time-frame and affect a defined population”. A global ¢ t fit that model. “ The word most often used is ‘'unprecedented’,” she
5 Hoing significantly more domestic chores and family care, because of the impact of the ¢ hing we worked for, that has taken 25 years, could be lost in a year,”
6 1ay have fallen out of fashion, the traditional French baguette never will - notevenina ¢ F g s lead, the French government here in Paris has imposed stri
7 typical day, covering a 24-hour-period. One of the intriguing observations during the pz he marked reduction in patients coming to hospital with acute he:
8 our routines may have led to changes in our behavior that will stick long after the p he coronavirus pandemic could wipe out 25 years of increasi
9 5 and independence. BBC 100 Women has spoken to three women, looking at how the | 1e amount of work they do. They were asked to keep a time ¢
10 my hands over my ears and my head in the sand at times.’ Climate change: Covid ¢ npact on rise in CO2 By Matt McGrath Environment corresponden

1 said that a person’s true character is revealed in a crisis - and if the coronavirus ¢
12 amages the ozone layer as well as contributing to global warming. While the Covid-19 pa
13 figure is higher. “If it was more than three times as much as men before the ¢
14 candinavia, some people are still pedalling to work on bikes. In many ways, this global ¢
15 ences of the virus. Leaving aside the probability of another spike, the aftershock of the
16 decline in emissions in the early part of this year shows what's possible. “The Covid-19 p
17 relief partly because they reminded him that no matter how bleak the global Covid-19 par
18 school in London. As with most much-anticipated events, except perhaps an end to the p
19 a "real risk of reverting to 1950s gender stereotypes”, Ms Bhatia says. Even before the par
20 D20, cracks began to appear in this previously universal thinking. Early in the Covid-19 pa
21 en with the local boulanger (baker).” To Anract, the decision to keep bakeries open in a pa
22 artially, to remedy a live business obliterated by coronavirus cancellations. Early in the par
23 ected on her relationship with the woman who worked for her and how differently the par
24 fter this date. How new lockdowns are changing life across Europe Tracking the global panc

us anything so far, the same can be said for a country. As the
wed down the increase in concentrations of all these warming gast
u that number has at least doubled,” says Ms Bhatia. Though the
bare what really matters to different nations, and in the process, rev
to last a long time and leave yet more casualties in its wake. Jo

a solution for climate change,” said Prof Taalas. "However, it does pro\
could be worse. He was particularly drawn to the resilience of the ¢
‘t quite live up to expectations. The first change was the silence in my
stimated women were doing about three quarters of the 16 billion h
some people were considering the — deeply risky and highly
ense. “Boulangeries are a basic necessity for feeding the Frer
f Twitch, YouTube, Instagram, TikTok and Facebook filled a gap wi
ting them both. Today | am cleaning the community centre, which ¢
«: Where has been hit hardest? The exact details of the decree are still being di

Fig. 1. AntConc 3.5.8 results for ‘pandemic’ in the CELS5 2021 corpus

wa:

What may be extracted as a relevant result from the given example is that, when it
comes to the word ‘pandemic’, it frequently occurred with the Present Perfect Tense, ‘have’
(41) and ‘has’ (36) featuring as high-frequency words (as presented in the Figure 2. below),
which then allows for reflecting on this tense alongside discussing the key words in the
corpus compiled. For learners whose L1 is Bosnian, Croatian, and Serbian, Present Perfect
Tense is particularly challenging with regard to translation from L1—English. By means of
concordancing tools used on this corpus from contemporary English and articles describing
what has recently happened or been happening, both Present Perfect and Present Perfect
Continuous Tense may be analysed for usage in a more relevant up-to-date context.

Concordance Concordance Plot File View Clusters/N-Grams Collocates Word List Keyword List
Concordance Hits 36

Hit Kwic

1 Iso, while step counts have also fallen, the number of active minutes ha up - people have swapped desk-based routines for more mobile routines at home. Slet
2 nlikely to happen. The beloved Italian Christmas market. meanwhile, has ned. "We think we need to introduce greater precautions to prevent a surge in

3 sk-based routines for more mobile routines at home. Sleep duration ha: people going to bed earlier than normal and sleeping longer. It seems as

4 seir home to produce a signed form justifying why they're outside. It has also shut “non-essential” businesses. But while supermarkets and chemists have remained
5 situation.” The UK is also not unique in taking this approach. France has announced | be relaxing the rules at Christmas and other parts of Europe look likely

6 2s, including 30,000 volunteers in the phase three trial, and the team has as data as any other vaccine trial. What hasn’t happened is years of hanging

7 mes as much as men before the pandemic, | assure you that number has at least de 1" says Ms Bhatia. Though the 38 surveys carried out by UN Women primarily focuse
8 ral infection, while better protecting those who are at highest risk”. It has attracted t is of signatures since it was unveiled, but many of their claims have been questio
9 re changing life across Europe Tracking the global pandemic Where has been hit f ? The exact details of the decree are still being discussed by ministers. It

10 rs of hanging around in between each phase. Dr Mark Toshner, who has been in the trials at sites in Cambridge, said the idea that it took 10 years

11 me with the children. Whichever way the lockdown played out, there has been universal aspect to the past months — it abruptly disrupted our daily routines and

12 bur-period. One of the intriguing observations during the pandemic has been the marked reduction in patients coming to hospital with acute heart attacks or strokes. Our

13 ds of people, to prove it actually protects people The Oxford vaccine has been throu: ch of those stages, including 30,000 volunteers in the phase three trial, and the te
14 or BBC Radio 4's The NHS Front Line. Since then the Oxford vaccine has been thic every stage of trials that would normally take place for a vaccine. There is

15 ying might be nurturing new healthier habits and lifestyles. One clue has emerged from people using the Fitbit health and fitness tracker in the US. Heart rate is

16 illions of people are immunized, but this is true of every vaccine that \ For months now, coronavirus restrictions have dictated where millions of Eur
17 ed to changes in our behavior that will stick long after the pandemic rus pandemic could wipe out 25 years of increasing gender equality, new glo

18 heart health - the lower your resting heart rate the better - and Fitbit has four ockdown average resting heart rates have fallen. Also, while step counts have al
19 rthan normal and sleeping longer. It seems as though the lockdown has ha romoting effect of a good holiday. Prof John Wright, a medical doctor and

20 ) Women has spoken to three women, looking at how the pandemic has impa ount of work they do. They were asked to keep a time diary, noting

21 andemic. Following ltaly’s lead, the French government here in Paris has imposed strict lockdown measures which require anyone leaving their home to produce a signed for
22 before leaving the house, as a way of staving off the plague. Legend has it that a group of grave robbers invented it to keep them safe. Eventually they were

23 tyond early adulthood. Research over the last few decades, however, has led to a consensus that, while personality traits are relatively stable, they are not completely fi

24 and my head in the sand at times.” Climate change: Covid pandemic has little impact on rise in CO2 By Matt McGrath Environment correspondent While there are no details

Fig. 2. AntConc 3.5.8 for ‘has’ in the CELS5 2021 corpus

68



It is, therefore, recommended that the students do their own research on the topic
assigned so that the texts collected may be uploaded to a concordancing tool (see Fig. 3.). In
this way, the instructor can also ensure that the presentations and discussions are productive,
enhancing both intentional and incidental vocabulary learning, while simultaneously allowing
the group members to participate in discussions on translation equivalents, which is in both
cases an example of collaborative or multiple authorship.

Concordance Concordance Plot File View Clusters/N-Grams Collocates Word List Keyword List
File View Hits 26 %

person gives the virus trillions of new opportunities to become more adapted to humans. Each human carrier is like a gambling machine that gives the virus trillions of lottery tickets — and the
virus needs to draw just one winning ticket in order to thrive.

Coronavirus diaries: a new year for science

John Tregoning reckons with a return to the academic year and an emptier house.

Last month in the United Kingdom, we entered the promised land when my children, after a 150-day absence, returned to their school in London. As with most much-anticipated events, except
perhaps an end to the it didn't quite live up to expectations.

The first change was the silence in
and the dishwasher went unrun for
noise. Now, it's just me and my tho

e. There was no gentle bickering over whose turn it was to play the online video game Fortnite, there was no cricket ball thumping into the back wall
day. Silence is over-rated: when the children were in the house and | needed to concentrate, | could just put really loud music on and find peace in the
vhich are not as good company — and unlike the children, my inner monologue is not as easy to drown out with some dlassic goth rock.

A bigger change is all the time that is now available. For five months, | have been trying to cram a week's worth of work into half a week (the other half having been taken up with
home-schooling, average-parenting and bad-baking). This shortage of time led to an increase in intensity when | was working. | now have “all this extra time but am still working at the same
intensity, which is exhausting and unsustainable. | have also lost some of the time-management discipline: when you have really limited time, it is much easier to turn things down, but now that
the calendar looks relatively free, I've been stuffing it with meetings, paper reviews and online training.

Even in the early stages of the lockdown, the World Health Organization issued a statement that noted “elevated rates of stress or anxiety” in the general population, before warning that, “as new
measures and impacts are introduced - especially quarantine and its effects on many people’s usual activities, routines or livelihoods - levels of loneliness, depression, harmful alcohol and drug
use, and self-harm or suicidal behavior are also expected ise.” On 21 April, it was announced that 42 researchers from around the world had formed the International Co 19 Suicide
Prevention Research Collaboration amid growing concern about the longer-term mental health consequences of the virus. Leaving aside the probability of another e aftershock of the

is likely to last a long time and leave yet more casualties in its wake. Jo Stubley, a consultant psychiatrist and clinical psychoanalyst at the Tavistock and Portman dlinic in London, is a
specialist in trauma who has worked with survivors of the London terrorist attacks and the Grenfell Tower disaster. Those kinds of emergencies, she explains, are classed as “single events that
occur within a limited time-frame and affect a defined population”. A global does not fit that model. * The word most often used is ‘unprecedented’,” she says, “and it looks increasingly

likely that the long-term consequences will also be unprecedented in scale. Given that mental health services have been starved of resources for years, one can only imagine the impact that a
deep recession will have on an already beleaguered sector

Flg 3, "I"He’(':horpus of texts selected by Ss in AntConc 3.5.8

3.2 Applicability of concordances in literature classrooms

While it may appear that concordances might not have a direct applicability in
sundry literary and literary theory courses, whether or not taught remotely, such tools in fact
enable the instructor to introduce and discuss difficult notions, such as the issues of authentic
authorship, genuine literary texts, or various aesthetic and performance theories, in a more
tangible and refreshing manner that would capture students’ attention and enhance their
involvement while alleviating the effort in gaining course-specific knowledge and
competences, as well as improving language skills and competences.

Disregarding the accessibility of texts by and on William Shakespeare and
Elizabethan theatre, greatly due to the e-texts and the Internet which include their visual or
auditory manifestations as well (e.g. recorded performances found in YouTube channels), it is
probably the most demanding topic to discuss with the Millennials and Generation Z students.
The students struggle with Shakespeare’s language and style, have troubles understanding the
concept of theatre as a form of popular entertainment (rather than “high” literature or elite
culture), and easily fall prey to various conspiracy theories on the issue of authorship and
“authentic” texts of this British cultural icon. Moreover, insisting that contexts of
composition, production and perpetuation of dramatic texts in Elizabethan era might account
for the suggestions that Shakespeare was not the author of the canon assigned to him further
confuses them as, regardless of their own respective relationship with digital texts and
liberties they take while getting “involve[d] with the cultural product” (Kirby, 2006, para. 11),
they strongly believe in Shakespeare’s uniqueness in Elizabethan and Jacobean drama and the
myths surrounding this author’s pervasiveness (see Ciri¢-Fazlija, 2014; Sinfield, 1998). Thus,
in order to explain why it is not iconoclastic or belittling to the author or British culture to
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claim that Elizabethan drama was an arena of vigorous exchange of ideas, writing styles, even
dramatic dialogues, and a place of potent collaboration of many dramatists of the time, and
that some or all Shakespeare’s plays could have been co-authored by (or composed in the
style of) a different contemporary of Shakespeare, a concordance tool may be of advantage.

To illustrate how an application of concordancing in literature classrooms might get
students involved and consequently lead to their better understanding of the issue of
“authentic” text and authorship, we could employ concordances in comparison of two texts,
one by Shakespeare, the other by Christopher Marlowe (known as the most common
“competitor” for the position of author of Shakespeare’s works; see “Christopher Marlowe
credited as Shakespeare’s co-writer”, 2016). In this or other cases when it is necessary to
compare two literary works in search for key words by frequency or topic discussed,
concordances tools and programmes prove valuable. For example, if we upload two plays into
a concordances programme which allows for a correlation of two files, such as Concordance
by R. J. C. Watt (1999-2009), several features can be compared: from words or phrases
occurring once or twice in the corpus, to the most frequent words in the corpus, along with a
list of names or words capitalized. If, in a remote teaching environment, similarities between
two texts (such as Dr Faustus by Marlowe and Henry VI by William Shakespeare) are to be
examined, it is possible to make a comparison of these two texts by browsing a single file
corpus for key words (see Fig. 4 and Fig. 5 in the Appendix 2), or to create a file which will
allow students to observe whether certain lexical items occur in both texts and in which
surrounding (see Fig. 6 in the Appendix 2).

In this way, not only are students encouraged to do research independently—thus
becoming involved in the actual consumption of cultural texts, production and multiplication
of meaning and knowledge, and active development of their respective language, literary and
other competences and skills, they themselves can vividly notice the practical implications of
the theoretical or literary-historical concepts and aesthetic theories, and draw conclusions
regarding the fallibility of their own preconceived notions. This then could lead to further
discussions pertaining to (postmodern) theories on the “death of the author”, the need to resist
grand-narratives, intertextuality, hypertext, theatricalization and alike.

4 Conclusion

Having to urgently move from the traditional classroom teaching to remote (online)
teaching approach in March 2020 due to the COVID-19 pandemic impacted both the students
and the instructors beyond their expectations or previous expertise. Two most problematic
aspects of the university education in Bosnia and Herzegovina at that point seemed to be the
availability of digital tools and teaching platforms, and finding appropriate manner of
organising and delivering work in interactive and face-to-face-communication-based courses.
This paper foregrounds concordancing as an excellent teaching tool that assisted the
instructors and students in resolving the aforementioned issues. Moreover, the paper also
proposes that e-text-mining by means of concordances is viable and useful in remotely taught
courses, both in language and literature classrooms. It yields immediate results when working
with future English language teachers or translators as it allows the text to be manipulated
with in numerous ways that were only briefly presented in the paper. One such example of the
use of concordance programmes for digital text-mining and manipulation discussed in the
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paper is AntConc 3.5.8, used as a tool to save the results for future research or instruction,
whereas the other is Concordance by R. J. C. Watt (1999-2009), which may enable a
comparison of two texts, in this case put to the purpose of teaching abstract theories and
distant notions in a tangible and involving manner. In this way, the paper also tackled both the
topics of using ICT tools in a 21st century classroom and CLIL approach, an advantageous
teaching methodology placing equal emphasis on manifold educational outcomes of a specific
course.

Resumé

Prispevok sa zameriava na korpusov( analyzu v rdmci roznorodého a autentickeho zdroja dat
a na rozvoj slovnej zasoby prostrednictvom zruc¢nosti Citania a/alebo prekladovych cviceni
pocas online hodin jazyka a literatury, beric do uvahy Specifikd distanéného vzdelévania
online formou. I ked prechod na online vyucbu bol vyzvou pre mnohych Studentov a
ucitelov, v prispevku autorky zohladiiujii benefity tohto typu vyucby hlavne pokial ide
0 vytvorenie tzv. e-textov samotnymi ucéastnikmi kurzu pocas karanténneho obdobia. Za
ucelom analyzy zozbieralo 25 Studentov anglického jazyka a literatiry (Bc. stupefl) na
Univerzite v Sarajeve (University of Sarajevo) v zimnom semestri 2021 v ramci prekladového
zadania reprezentativny pocet textov vzniknutych pocas karanténneho obdobia (tzv. lockdown
diaries), tvoriac tak sucast’ portfolia. Tieto denniky budu pouzité ako priklady pre vyskum v
ramci metddy textovej analyzy (text-mining), pri ktorej dojde k extrakcii kI"aGovych slov,
pripadne kolokatov (slovnych spojeni). Takymto spésobom je mozné porozumiet aj
naroénym konceptom aterminom zdiel réznych vyznamnych autorov (napr. W.
Shakespeare). Uvedena metdda je aplikovatelna na rozne kurzy. Na zéklade analyzy e-textov
usudzujeme, Ze podobny pristup moézeme zvolit’ aj pri rozbore korpusu literarnych textov
Vv snahe prehodnotit’ zakorenené myty a pochopit’ aj zlozité terminy a pojmy v rdmci celkovej
autenticity textu.
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ROZVIJANIE INTERKULTURNYCH KOMPETENCII
POMOCOU AKTIVIT

Petra lvenz

Abstrakt

Posledné desatrocia su spojené so zvySenou komunikaciou medzi 'udmi z roéznych Casti
sveta. Ludia sa zacali pohybovat’ po svete nielen kvoli pracovnym prilezitostiam, ale aj kvoli
zabave, a preto sa zacali uCit nové jazyky a d’alej si osvojovat’ nové zvyky a navyky.
Europska tnia je presvedéena, ze osvojenie si cudzieho jazyka z jazykového hladiska uz
nestaci, a je dolezité obohatit ucebné osnovy aj o interkultirne znalosti. Tento ¢lanok
predstavi niektoré interkultiirne aktivity, ktoré mézu byt sucastou hodin anglického jazyka,
ktory sa vyuéuje ako druhy jazyk, a ktoré pomahaju rozvijat' interkultirne kompetencie
Studentov anglického jazyka.

KPacové slova: interkultirne kompetencie, anglicky jazyk, kultura, autentické materialy

Uvod

Svet v 21. storo¢i zaziva vinu globalizacie, ktora znamena zvysenie interakcie medzi
I'ud’'mi z réznych Casti sveta. Nikdy nebolo jednoduchsie prestahovat’ sa do inej krajiny, ¢i uz
za pracou, vzdelavanim alebo jednoducho za zdbavou. Je bezné, Ze T'udia ziju v druhych
krajindch, hovoria réznymi jazykmi a st tiez vystaveni novym kultiram. Pretoze su
vystavovani novym kultiram, pri dorozumievani s nimi nepouzivaji iba cudzi jazyk, ale
zaroven vyuzivaju urcity subor zrucnosti obsiahnutych v interkultiirnej komunikécii.

Interkultirna komunikacia sa stala velmi délezitou témou v dneSnom svete a
V sti€asnosti sa povazuje za jednu z hlavnych priorit vyucby cudzich jazykov. Spolo¢ny
europsky referenny rdmec sa prostrednictvom svojich reforiem snazi poskytnit’ Studentom
schopnost’” komunikovat’ cez jazykové a kulturne hranice v multikultirnej a viacjazycnej
Eurdpe. V dne$nom svete uz len znalost’ jazyka nestaéi, a tdto znalost’ musi byt podporena
interkultirnymi kompetenciami uciaceho sa.

Podl'a vyskumov z poslednych rokov vSak situdcia na Slovensku nie je idedlna
a interkultirne kompetencie nie st dostatocne rozvijané pocas hodin anglického jazyka.
Vyskumy odhalili, Ze na zékladnych a strednych Skolach existuje iba malo ucitelov
anglického jazyka, ktori sa pravidelne venuja rozvijaniu interkultdrnych kompetencii
u ziakov. Existuje vela spdsobov ako tieto kompetencie rozvijat atento clanok bude
zamerany na aktivity s autentickymi materialmi. Tieto aktivity budt slazit’ ako inSpiracia a
mozu byt implementované do hodin anglického jazyka.

1 Literatura

Pre tento ¢lanok je dolezité, aby sme si zadefinovali, ¢o je to kultira. Ako prvy
predstavuje pojem kultara Kalman (2009, s. 4), ktory hovori, Ze kultira je ,,oblecenie, ktoré
nosime, jedlo, ktoré jeme, jazyky, ktorymi hovorime, pribehy, ktoré rozpravame, a spdsoby,
akymi oslavujeme®. Dal$iu definiciu poskytuje Kramsch (1998, s. 4), ktora porovnava prirodu
a kultaru: zatial’ Co priroda rastie organicky, kultara sa vztahuje na ,,to, ¢o bolo vypestované a
upravené“. Napokon, Williams (2006, s. 32) Specifikuje definiciu kultiry ako ,,opis
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konkrétneho spdsobu Zivota, ktory vyjadruje urcité vyznamy a hodnoty nielen v umeni a
uceni, ale aj v inStiticiach a beznom spravani“. Podl'a tychto definicii mézeme konstatovat’,
ze kultura je vSade okolo nés, ¢i si to uvedomujeme alebo nie.

S kultdrou su Gzko spaté interkultarne kompetencie. Reid (2014) definuje interkultdrne
kompetencie ako znalost’ nie len vlastnych zvykov, tradicii a ndzorov, ale aj zvykov, tradicii a
nazorov inych krajin. Na tento pojem je naviazany dal$i pojem, ato interkultdrne
komunikacné kompetencie (IKK). Vel'mi jednoducho tento pojem popisuje Kramsch (1998),
ktora uvadza, ze ked’ je nieco interkultirne, znamena to, ze sa stretdvaju dve odlisné kultary.
Interkulturne kompetencie sa dalej daji opisat’ ako schopnosti ¢loveka spravat’ sa pri
pouzivani cudzieho jazyka lingvisticky, spolo¢ensko-lingvisticky a pragmaticky spravne
(Reid, 2014). Tradi¢na literatura navyse popisuje interkultirne kompetencie ako kombinaciu
vedomosti, zru¢nosti a postojov (Bennett, 2015). Na zaver, Deardorff (2006) hovori, ze l'udia
by si mali uvedomit, Ze rozvoj interkultirnych kompetencii by mohol byt celozivotnym
procesom, a ak chci byt v tejto kompetencii UspesSni, musia sa spravat a efektivne
komunikovat’ v interkulturnych situaciach.

2 Vyucovanie interkultirnych kompetencii na Slovensku

Ako bolo spomenuté v Uvode, v poslednych rokoch Eurdpska Unia kladie déraz na
integraciu interkultirnych kompetencii do vyucby cudzich jazykov. Od roku 2007, ked’
slovenska vlada prijala jednu zo svojich najdélezitejSich vzdelavacich reforiem, je jednym z
hlavnych cielov vyucby cudzich jazykov priprava Studentov na zivot v multikultirnej a
viacjazy¢nej Europe (Reid, 2014). Osnovy zdoraznuji, aké doleZité je objavovat a
porozumiet’ inym kultiram a jazykom, ¢o nasledne vedie k tspesnej a presnej komunikacii
Studentov s ostatnymi obyvatel'mi Europskej tnie. V ramci tejto reformy bolo d’alej uvedené,
ze ,tolerancia a interkulturne porozumenie by sa mali rozvijat’ na hodinach cudzieho jazyka“
uz od utleho veku (Reid, 2014, s. 33). Podl'a dostupnych vyskumov, vsak, situacia na
Slovensku nie je idealna. V roku 2008, Ciprianova zistila, Ze v slovenskom Skolstve
neexistuje systematicky pristup k interkultirnemu vzdelavaniu v ramci uéenia sa cudzieho
jazyka. V ramci jej vyskumu zistila, Ze neexistuji jednotné instrukcie pre ucitel'ov anglického
jazyka, ktori by mali vo svojich triedach vyucovat’ interkultirnu komunikaciu (Ciprianova,
2008).

V roku 2014, Reid vo svojom vyskume na zékladnych Skolach zistila, Ze iba 48%
z pozorovanych vyucovacich hodin poskytlo S$tudentom vedomosti o interkultdrnej
komunikéacii. Okrem toho si pripravila pre uéitel'ov interview a podla jeho vysledkov mohla
konstatovat’, Ze z 51 opytanych ucitel'ov iba 43% uviedlo, Ze sa interkultirnym kompetencidm
venovali uz aj pocas ich Studia na vysokych skolach. Z tychto 43% opytanych, 63% ucitel'ov
povazovalo tieto vedomosti nadobudnuté na vysokej Skole za dostato¢né. V ramci toho istého
interview, Reid (2014) zistovala kolkokrat do tyZdna a mesiaca ucitelia zahrnu do uciva aj
interkultrnu komunikéciu. Po vyhodnoteni interview, mohla skonstatovat’, ze 62% ucitelov
zahfiaju toto ucivo raz alebo dvakrat do mesiaca, a len 37% ucitelov uviedlo, Ze sa tymto
kompetencidm venuje raz alebo dvakrat do tyzdia. MozZzno najviac prekvapivy vysledok
interview bol, ze iba 31% ucitel'ov uviedlo, Ze si mysli, Ze ucenie interkultiirnej komunikacie
je rovnako doélezity ako ucenie inych aspektov jazyka (Reid, 2014).
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Ako poslednému vyskumu sa budeme venovat’ tomu z roku 2017, ktory vykonala
Sandorova. Vyskum vykonavala na strednych S$kolach avenovala sa interkultrnym
kompetenciam v ramci ucebnic anglického jazyka. Sandorova (2017) zistila, Ze z celkového
poctu 34 interkulturnej zlozky sa zistilo, Ze vo vybranych ucebniciach je zastipenych len 9
tychto zloziek. Okrem toho v interview s ucitemi zistila, ze ucitelia posobiaci na vybranych
strednych Skolach, nevedeli pre¢o by mali interkultirne kompetencie so Studentami vdbec
preberat’, pretoze vicSina z nich boli ucitelia, ktori sa s tymito kompetenciami nestretli pocas
svojich §tudii (Sandorova, 2017). Tak isto, opytani ucitelia uviedli, ze preberat’ ako sa
v anglicky hovoriacej krajine zdravi alebo ako sa v nej oslovuju l'udia nie je pre Studentov na
strednych Skoldch uz nutné, pretoze to uz davno prebrali na zadkladnych Skolach (Sandorova,
2017).

Z tychto vyskumov vyplyva, Ze rozvijaniu interkultarnych kompetencii v rdmci
vyucby cudzieho jazyka sa treba venovat’ o najskor a Casto. Tento ¢lanok pontkne aktivity
rozvijajuce interkultirne kompetencie Studentov na zéklade autentickych materialoch.

3 Autentické materialy

Harmer (1991), Cullen (2000) a Reid (2014) hovoria, ze jednym z ddlezitych zdrojov
na vyucbu interkultirnych kompetencii su autentické materialy. Autentické materialy neboli
vytvorené za ucelom vyucby jazyka, a preto odrazaju kultiru ich jazyka (Nunan & Miller,
1995). Cullen (2000) uvadza, ze autentickymi materialmi su videa, piesne, televizia alebo aj
literatara a ich kombinaciou budu Studenti schopni lepSie porozumiet’ cielovej kulture a d’alej
sa naucia, ako spravne pouzivat’ jazyk, a uvidia, ako svet funguje mimo ich vlastnej kultary.

4 Interkultarne aktivity

Jednym prikladom z pouZivania autentickych materidlov na hodinach anglického
jazyka moze byt praca s piesnami. Existuje mnoZstvo aktivit, ktoré st spojené s piesiiami, no
pre rozvijanie interkultirnych kompetencii st dolezité tie piesne, ktoré boli napisané s jasnym
odkazom na nejakt udalost’ v ramci kultry. Pre tento ¢lanok sme si vybrali pieseii od Boba
Dylana The times they are a changin’. Autor napisal tuto piesen ako ohlas na udalosti
v Sest'desiatych rokoch, ktoré sa diali v USA, kde prebiehalo Afroamerické hnutie za
obcianske prava (Civil Rights Movement) a tak isto bola vyhlasena vojna vo Vietname (Smith,
2019). Preto tato pieseit moZe byt vyuzivana v ramci hodin historie, kedy sa Ziaci u¢ia o USA
a najvyznamnej$ich bodoch americkej historie. V ramci aktivit sa da pracovat s textom
piesne, napriklad je mozné vynechat’ v texte niektoré slova a studenti musia slova z pocutia
pri poavani piesne dopinat. Nasledne na to sa §tudenti mozu nad textom zamysliet,
rozmyslat’ o Com je, ¢o v hich evokuje, ¢i im napadnt témy, o ktorych Bob Dylan spieva.
Studentom sa mdZe oznamit’ realna téma piesne aZ po niekol’kych aktivitach, a nasledne na to,
sa im modze vysvetlit' o je to Afroamerické hnutie za obcCianske prava. Aktivity s piesiiou je
vhodné ukoncit’ prepojenim so stcasnost'ou a spytat’ sa Studentov ¢i vidia v piesni odkaz na
stCasnost’. Pokrocili studenti by mohli vidiet' isté paralely medzi Civil Rights Movement
a sucasnym hnutim Black Lives Matter. Tato aktivita rozvija kody spojené s sociokultdrnymi
vedomostami (kaZdodenny zivot, hodnoty a viery, Zivotné podmienky) a interkultirnym
povedomim. Vyhodou aktivity stouto piestiou je to, ze sa da jednoducho prepojit so
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stiCasnym zivotom v USA aucitel' vie poukazat' na paralely medzi zivotom v minulosti
a sucasnosti.

Dal3ou alternativou pouzitia autentickych materidloch na hodinach anglického jazyka,
je moznost’ pouzit' ¢lanky z novin z ciel'ovej krajiny. Ucitelia sa mo6Zzu zamerat’ na vyucbu
aktualnych udalosti prostrednictvom zahrani¢nych novin. Na hodinach anglického jazyka je
teda mozno vyuzit americké noviny The New York Times alebo britské noviny The
Independent alebo The Guardian, ktoré st dostupné online (Monaco, 2021). V tomto pripade
je moznost’ zamerat’ sa na ¢lanky, ktoré zobrazuju zivot v danej krajine, a sustredit’ sa hlavne
na spravy, ktoré sa zvycajne do domacich novin nedostant. Pre tento prispevok sme vybrali
¢lanok publikovany pre The New York Times, ktory sa zaobera novovzniknutym federalnym
sviatkom Juneteenth oslavovanym v USA. Tento sviatok sa oslavuje 19. juna komunitou
Afroameri¢anov uz od roku 1865 a pripomina si koniec otroctva v USA av roku 2021 bol
pridany na zoznam federalnych sviatkov v USA (Nix, 2021). Pri praci s tymto textom je
najdolezitejSie sa ubezpelit, ze Studenti ¢lanku rozumeji a az potom zacat’ robit’ dalSie
aktivity. Monaco (2021) hovori, Ze aktivity s ¢lankom je mozné rozdelit’ podla toho akych
Studentov uéime. Vybrany ¢lanok z The New York Times je svojou naro¢nostou vhodny pre
stredne pokrocilych a pokrocilych Studentov. Od stredne pokrocilych Studentov mdzeme
ziadat’, aby na ¢lanok reagovali a mézeme s nimi viest’ diskusiu. Pokrocili Studenti mézu na
clanok napisat’ esej so svojimi ndzormi. Tato aktivita rozvija sociokultirne vedomosti
(kazdodenny zivot, medzil'udské vztahy, ritualne spravanie), interkultirne povedomie,
hodnoty aviery. Podobne ako pri predchadzajicej aktivite sa ulitel dokaze venovat
paraleldm z minulosti a suc¢asnosti.

Poslednou aktivitou, ktora bola vybrand pre tento prispevok je aktivita s mapou
londynskeho metra. Ciel'om aktivity je priblizit’ kazdodenny zivot v Londyne, jeho historicky
alebo aktualne vyznamné miesta, a preto je vhodna na rozvijanie sociokultirnych vedomosti
studentov (kazdodenny Zivot). Studenti mozu pracovat’ v paroch a v kazdom pare budii mat’ k
dispozicii jednu mapu metra. Mapu je mozné pouzivat’ na viaceré ulohy, no je nutné zacat’ so
zoznamenim sa s mapou. Nasledne na to mozu Studenti vypracovavat’ Glohy ako sa dostat’ na
ur¢ité miesta pomocou metra a internetu. Internet im bude v tomto pripade sluzit’ na to, aby si
vyhladali aké zastavky metra st najblizsie k zadanému miestu. Kazda dvojica mézZe pracovat’
na inom mieste, ale je mozné, aby aj cela trieda pracovala na jednom mieste. Ak vSetci
Studenti pracuju naraz na jednom zadani, aje im pridelené nejaké vyznamné miesto
v Londyne (Tower of London, Westminster, Leicester Square, Greenwich), bolo by vhodné,
aby ucitel’ mal o nom pripravené nejaké zaujimavosti, legendy, aby boli zabezpecené obrazky
miesta, atd’. Pokial’ by Studenti v paroch pracovali na samostatnych miestach, pomocou
internetu mdézu o cielovom mieste vyhladat’ informacie a zaujimavosti a nasledne ich
odprezentovat’ svojim spoluziakom. Obidve alternativy tejto aktivity mézu pomoct’ k tomu,
aby Studenti prejavili zaujem o britsku kultdru.

Zaver

Napriek tomu, ze si FEurdpska unia uvedomuje dolezitost implementovania
interkultirnych kompetencii v ramci vyucovania cudzich jazykov podl'a vyskumov, ktoré boli
predlozené¢ vtomto prispevku je mozné konStatovat, ze vyucovanie interkultirnych

80



kompetencii na Slovensku nie je este idealne. Studenti musia byt s tymito kompetenciami
oboznameni, aby boli pripraveni na zivot v multikultrnom svete.

Tento prispevok sa zaoberal autentickymi materidllmi aich vyuZzitim na hodinach
cudzieho jazyka. Autentické materialy su jednymi z najvyznamnej$ich pomocok pri vyucbe
cudzieho jazyka, pretoze neboli vytvorené s umyslom jazyk ucit’. V ramci tohto ¢lanku sme
predstavili aktivitu s piesiiou, ktora odkazuje na doélezité historické milniky v USA a ktora
pomaha rozvijat' sociokultarne vedomosti a interkultirne povedomie Studentov. Druha
aktivita, ktora bola predstavend v ramci tohto prispevku bola aktivita s ¢lankom z novin The
New York Times. Clanok bol zamerany na novovzniknuty federalny sviatok v USA, napriek
tomu, Ze jedna komunita Ameri¢anov ho oslavuje uz od roku 1865 a tak isto s pomocou tejto
aktivity bolo mozné rozvijat' sociokulturne vedomosti a interkultiirne povedomie Studentov.
V ramci tychto dvoch aktivit je dokonca jednoduché prepojit’ historické udalosti so sucasnymi
udalostami, ktoré sa v USA deju, apreto Studenti 'ahSie porozumeju stvislostiam medzi
dejinami a sa¢asnost’ou.

Posledna aktivita, ktora bola predstavena v ramci tohto ¢lanku, bola aktivita zamerana
na sucasny Londyn a Zivot v lom. Pomocou mapy londynskeho metra a internetu Studenti
objavovali historicky a aktudlne vyznamné miesta, a hl'adali najlepSie cesty ako sa k nim
dostat’. Tato aktivita je vytvorena spravne, ak ucitel’ vyberie zaujimavé miesta, a tym zaujme
Studentov, ktori prejavia zaujem o cudziu kultaru.

Resumé

This paper is focused on introducing intercultural activities into the classroom via
authentic materials. Even though the European Union realizes how important it is to
implement intercultural competences into the classrooms, the reality does not always reflect
the theory. Because of that, the paper introduced research that was focused on implementing
intercultural competences into foreign language education, and the research was concluded by
Slovak researchers in Slovakia. It was found out that such competences are not included
enough in the curriculum at elementary and high schools in Slovakia. Therefore, it is
important to emphasize the need for implementing intercultural knowledge into the
classrooms.

Furthermore, this paper was focused on authentic materials used in classrooms and
introduced three activities that help to develop the intercultural competences of students.
Authentic materials are one of the most important resources when teaching English as a
foreign language, as they were not made for the purposes of teaching a foreign language. The
first activity used a song for talking about the Civil Rights Movement in the USA. This
activity not only teaches about the events which happened in the 1960s, but it can be directly
linked to the recent situation in the USA and the movement Black Lives Matter. The second
activity introduced an article published in The New York Times which talked about a newly
established federal holiday called Juneteenth which celebrates the abolition of slavery in the
United States. In this second activity, we can see a direct connection between the past and the
present. The third activity was focused on the map of London underground and important
places and sights in London. Students should be able to navigate through the map and look for
information about the chosen places on the internet.
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All the activities provided by this article help to develop sociocultural knowledge of
foreign cultures, and moreover they develop intercultural awareness, and the values and
beliefs of students of foreign language. By developing these competences, students are getting
ready to live in the multicultural and multilingual world.

Prispevok obsahuje vysledky vyskumu ziskané v ramci projektu UGA-UKF-V / 5/2021.
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IN DEFENCE OF THE FIVE-PARAGRAPH ESSAY: ARGUMENTATIVE WRITING
AS ONE OF THE ESSENTIAL SKILLS OF A DEMOCRATIC CITIZEN IN A POST-
TOTALITARIAN COUNTRY

Roman Li¢ko

Abstract

Teaching writing to students of English at the university level in Slovakia poses several
challenges to its instructors. As future teachers and translators, graduates from departments of
English and American studies should be proficient EFL writers. A fundamental question
faced by every teacher in this situation is what students should be taught and how. Research
shows that writing in a second or foreign language is informed by several factors, including
the phenomenon known as language culture. For Slovak students, bridging the gap between
L1 and L2 writing cultures is a challenge, as the English rhetorical style differs significantly
from the traditional forms of writing taught in this country. This paper deals with
argumentative writing as part of the Anglo-American language culture — it reviews its
principal characteristics, describes its role in the education systems of the United States and
Britain, and explains why this style of writing is particularly beneficial for English language
students studying for a degree in a post-totalitarian country.

Key words: argumentative writing, persuasive writing, second-language writing, foreign
language writing, language culture, contrastive rhetoric, English writing style, English
rhetorical style, Anglo-American writing style, five-paragraph essay, argumentative essay,
English language teachers, English language translators

Writing with the aim to persuade does not have an acknowledged place in the Slovak
educational system, and the chances that anybody in this country encountered anything like
the five-paragraph essay during their school days are remote. It is obvious that Slovaks are
taught to write differently, and the reasons for this seem to be both cultural and historical.
Slovak students of English do not take to argumentative writing naturally, and they often find
the Anglo-American style of writing rather rigid, or even plain.?® But what exactly is this
English rhetorical style, and where do native speakers use it? What characteristic features
does it have, and how is it taught in British and American schools and universities? Most
importantly, does it make sense to teach it to foreign students of English? This paper looks at
argumentative writing as part of the Anglo-American language culture and explores its
potential benefits in teaching English as a foreign language. It argues that argumentative
writing is one of the essential skills of a democratic citizen. Students of English studying for a
degree as teachers and translators are ideally placed to learn and disseminate this skill within
the Slovak education system.

23 The author of this article has been teaching argumentative writing to English language students at a Slovak
university for more than twenty years.
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The influence of one’s native culture on the process of writing in a non-mother
tongue has been acknowledged by scholars for at least half a century. Texts written in English
by speakers of other languages have received more attention than those composed in any
other lingua franca today. Instructors of rhetoric and composition in the United States began
to reflect on their students’ second-language texts back in the 1960s.2* Contrastive rhetoric —
then an emerging scholarly discipline — began to investigate differences between English and
other languages beyond the sentence level, concentrating mainly on German, French, Spanish
and Russian. By the end of the century, scholars in Britain and the USA had explored the
language cultures of several of their immigrant communities, including those of China, Korea
and Vietnam.?® Their findings informed the methodology of teaching English as a second
language (TESL). Outside the Anglophone zone, in the areas where English is taught as a
foreign language (TEFL), the greatest interest in contrastive rhetoric has come from Arab and
Chinese scholars.?® This should come as no surprise, as these two great cultures of the East
are very different from the English-speaking cultures of the West. Since the writing culture of
a nation is primarily generated within its educational system, Arab researchers have subjected
the traditional ways of learning in their countries to rigorous scrutiny.?” With the exception of
the work by Latin American scholars, national research into contrastive rhetoric with a view
to informing TEFL methodology is still in its infancy. In Slovakia, the field of contrastive
rhetoric is virtually non-existent, and the only attempts to research differences between
English and Slovak have so far been conducted by linguists at sentence level. The influence of
culture, history and the country’s system of education on the way EFL students write in
English has not been properly investigated in any relevant study.

Research into Anglo-American language culture has shown that its writing style
possesses specific textual features that set it apart from other writing traditions. According to
Kaplan, the key element of English rhetoric is logic — a cultural thought pattern he believed to

24 The most influential is the study by Kaplan, in which he analysed six hundred essays written by native
speakers of German, French, Spanish, Russian and Arabic at the paragraph level. Robert B. Kaplan, "Cultural
thought patterns in intercultural education," Language learning 16, no. 1 (1966): 1-20.

% For an informative summary of the above-mentioned writing traditions from an Anglo-American point of
view, see Hinkel, Eli, Second Language Writers' Text (Milton: Taylor & Francis, 2002), 31-41,
https://public.ebookcentral.proquest.com/choice/publicfullrecord.aspx?p=5300826.

% The author of this article differentiates between ESL and EFL. To Slovak learners, English is taught as a
foreign language (EFL). Analogically, English language teaching methodologists in this country refer to their
field as TEFL. A foreign language is defined as “...any language that is not officially recognized in a given
country or state”. Bussmann, Hadumod., Kerstin Kazzazi, and Gregory Trauth, Routledge dictionary of
language and linguistics (London: Routledge, 2006), 419, www.eBookstore.tandf.co.uk.

27 This is borne out by a proliferation of studies in journals of linguistics and second-language acquisition. Arab
writers frequently and frankly explore issues affecting L2 writing by Arab students of English such as
religious conformity, rote learning or cultural resistance to self-expression. See, for example, Nadia Ahmad
Shukri, "Second Language Writing and Culture: Issues and Challenges from the Saudi Learners'
Perspective," Arab World English Journal 5, no. 3 (2014): 191.
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be culture-specific, not universal.?® When it comes to arrangement of points, or ideas, English
non-literary discourse favours linearity, regardless of whether the writer structures their text
deductively or the other way round.?® At paragraph level, English writers tend to keep to the
rule ‘one paragraph — one idea’. It is customary to start a paragraph with a statement of
contents, also known as a topic sentence. Digressions are quite rare, and they are regarded by
native speakers as bad style or un-English.®® This culture of writing manifests itself
throughout all walks of life, not least in Anglo-American academia. The suggestion that
people from other language cultures are taught to write differently is borne out by plenty of
research. According to Siepmann, for example, French and Germans scholars make far less
use of topic sentences than their Anglo-American counterparts.3! It is the German writing
tradition, however, that diverges from the Anglo-American norms of discourse the most.
Three characteristic features of the Teutonic language culture stand out: (1) — emphasis on
subject-matter knowledge by the author, coupled with a greater tolerance of digression, (2) —
implicit textual coherence (e.g. lack of topic sentences, cohesive devices, etc.), and (3) —
reader responsibility (i.e. the author’s heavy reliance on the reader’s world knowledge to
decode meaning in the text).3? Interestingly, this style of writing bears a conspicuous
resemblance to the way Slovaks write at tertiary level both in their own language as well as in
English.

Deeply embedded in the mindset of a native speaker, the Anglo-American writing
style is cultivated throughout British and American educational systems. The most practiced
piece of writing, whether in secondary school or university, is the essay. If the writer’s
purpose is just to explain an idea (or a process) in a concise and objective way, it is referred to
as an expository essay. Far more frequently, however, students are asked to write an
argumentative essay. Its fundamental purpose is to make an original claim about a topic.
Argumentative essays tend to be longer; they require independent research, and the author’s
claims must be backed by evidence. Such claims, known as theses (sing. thesis), are often

2 “Logic (in the popular, rather than the logician’s sense of the word) which is the basis of rhetoric, is evolved

out of a culture; it is not universal. Rhetoric, then, is not universal either, but varies from culture to culture and

even from time to time within a given culture. It is affected by canons of taste within a culture at a given time.”

Kaplan goes on to argue that English discourse evolved out of the Anglo-European cultural pattern. The way

English writers structure their discourse is Platonic-Aristotelian, developed by philosophers of ancient Greece

and perfected by Roman, medieval European and Western thinkers. Kaplan, "Cultural thought patterns,” 12.

29 Deductive writing is a style of composition wherein the writer opens their piece of writing (or paragraph) with
a claim and then uses the ensuing paragraphs (or sentences) to explain, prove and illustrate that claim. In
inductive writing the procedure is reverse. In both styles, the flow of ideas (or points) is linear, from the
introductory to the last sentence.

% In Kaplan’s words “There is nothing in a paragraph that does not belong there; nothing that does not contribute
to the central idea.” Kaplan, "Cultural thought patterns," 14.

31 Summarising earlier research by Eva Trumpp, Siepmann noted that “Around 63 per cent of English
paragraphs start with a topic sentence, whereas the figures for French and German are considerably lower, at 40
and 36 per cent respectively.” Dirk Siepmann, "Academic writing and culture: An overview of differences
between English, French and German." Meta: journal des traducteurs/Meta: Translators' Journal 51, no. 1
(2006): 134.

32 Dirk Siepmann, "Academic writing," 142.
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contentious, even provocative, inviting the author’s peers to respond to them.3* As Wentzel
explains, this style of writing is essential in the social sciences, where interaction between
different ideas is crucial.®* For decades, students in the Anglophone world have been
introduced to argumentative writing through the five-paragraph essay. As its name suggests, it
consists of five paragraphs — one forming the introduction, three making up the body and one
bringing up the rear as a conclusion. The format is typically used by American high-school
teachers in grades 9-12, but it continues to be used at the undergraduate level, especially in
community colleges.® It is not uncommon to find educational institutions in both Britain and
the United States where kids begin their argumentative writing at the age of seven.*® One of
the reasons why Anglo-American educators insist on drilling five-paragraph essays so early is
that they prepare their youngsters to write as scientists and scholars at university level. It
remains a fact that most of the scholarly discourse produced by native speakers of English in
today’s academia is written along argumentative lines.%’

The dominant position of the Anglo-American rhetorical tradition in the world of
English has drawn its critics from Anglophone and non-English-speaking countries alike. It

33 For a detailed description of both the expository (explanatory) and argumentative essays, see the Oxford
Academic Writing Tutor in Diana Lea et al. Oxford Learner’s Dictionary of Academic English (London:
Oxford University Press, 2018), p. 8-11.

34 “If all authors had the same view about everything, argumentative writing would not exist as there would be
no reason to write anything, because one person could say everything there is to say. But in the social sciences, it
does not work this way. There is so much to talk about and discuss. The talking takes place around points where
there are different perspectives and room for difference: and this is what argument is all about. Unless there is an
interaction between different ideas, there is no argument.” Arnold Wentzel, A guide to argumentative research

writing and thinking: overcoming challenges (London; New York, NY: Routledge, 2018), 56,
https://search.ebscohost.com/login.aspx?direct=true&scope=site&db=nlebk&db=nlabk&AN=1628952.

3 Elementary school in the United States comprises grades 1 through 5 (ages 6-11), middle school grades 6-8

(ages 11-14). High school spans grades 9 through 12 (ages 14-18). For an example of the importance with

which the five-paragraph essay is treated at college level, see the webpage of the Jackson State Community

College, Tennessee: “When it comes to writing essays in college, we all need a place to start. Think of the five-

paragraph essay as just that. Some students may find this to be a simple process, while others may spend a

greater amount of time understanding this basic building block of college writing.” “The five-paragraph essay,”

Jackson Community College, accessed August 20, 2021, https://www.jscc.edu/academics/programs/writing-

center/writing-resources/five-paragraph-essay.html.

3 See the review compiled by the Institute of Education, University of London, of successful American practice
regarding teaching argumentative writing to 7-to-14-year-olds. The review was undertaken with the aim to
advise the National Curriculum planners in the United Kingdom on improving non-fiction writing. Richard
Andrews et al., “Teaching argument writing to 7-to-14-year-olds: an international review of the evidence of
successful practice.” Accessed August 17, 2021, https://core.ac.uk/download/pdf/82431.pdf.

37 Despite variation in form and across disciplines, research papers and dissertations in the Anglophone world
adhere to the same principles of argumentative writing as does the five-paragraph essay. What they have in
common is that they are all “a product of investigation”, their authors “generate and evaluate evidence” and
“identify their audience” in order to persuade the reader of their claim. Of course, the logic in academic
writing has to be more rigorous, potential counterarguments have to be refuted by means of facts and sources
have to be transparently acknowledged. For details of academic argument see Kathryn Jacobs, Argumentative
Essay QuickStudy Reference Guide to Planning, Researching, and Writing (Boca Raton: BarCharts
Publishing, 2018), 1-3,
http://www.vlebooks.com/vleweb/product/openreader?id=none&ishn=9781423238829
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has been suggested that contrastive rhetoric, with its emphasis on writing differences between
languages, promotes dichotomies between East and West, reinforcing presumptions of the
latter’s cultural superiority. The five-paragraph essay itself has also come under scrutiny, and
its place in the American educational system has been somewhat challenged over the last
decade.® A minority of scholars have accused proponents of English rhetorical style in
academia of Anglo-American ethnocentricity, or even worse — of language imperialism.% In
appreciation of these challenges, practitioners of comparative research into language cultures
dropped the word ‘contrastive’ from the name of their discipline and rebranded it as
‘intercultural rhetoric’.*’ Kaplan’s strong view of cultural thought patterns was abandoned,
and the influence of the mother tongue in second-language writing was reconceptualised as
‘learned cultural preferences’.** The benefits of teaching Anglo-American style per se have
not been directly challenged, though. Siepmann maintains that plurality of writing cultures
ought to be preserved but urges non-native writers in English to meet the target readers’
expectations.*? Hyland argues that teaching English rhetorical style to foreign students with a
view to sensitising them to writing differences can facilitate cross-cultural understanding.*®
Equally encouraging is the fast-growing research into social contexts in which second-
language writing occurs. This has identified several variables — such as language of
instruction, or beliefs of the teacher — which may positively influence learners’ attitudes to
writing in L2.44

The ongoing debate raises the question to what extent Anglo-American style of
rhetoric should be adopted in non-literary contexts by students of English in countries like
Slovakia. What is noticeably absent from the conversation is a discussion of how writing in
L2 is influenced by one’s political culture. A pertinent question in this connection is to what
extent a nation should try and preserve its non-literary writing culture if it has been heavily

38 Some of the most frequent objections against this format concern the essay’s alleged “rigidity of conventions”

and “stifling of [the] creativity” that writing is supposed to provide. See Sarah N Nafees, "The Five-Paragraph

Essay: An In-Depth Exploration of the Genre and its Limitations in Writing Pedagogy." Honors College Theses.

42 (2018), 18, https://digitalcommons.wayne.edu/honorstheses/42.

%9 Siepmann’s summary of the arguments made by the opponents of English style mention that British and

American writers “...loath to inch their way through research articles that violate Anglo-Saxon norms”. Dirk

Siepmann, "Academic writing," 144,

40 Ulla Connor, one of the leading figures in the field suggested term ‘intercultural rhetoric’ back in 2002. “To

distinguish between the often-quoted ‘static’ model and the new advances that have been made, it may be useful

to begin using the term intercultural rhetoric to refer to the current dynamic models of cross-cultural research.”

Ulla Connor, Contrastive Rhetoric: Reaching to Intercultural Rhetoric (Amsterdam: Benjamins, 2008),

http://public.eblib.com/choice/publicfullrecord.aspx?p=622368, 4.

4l From Hyland’s summary of Kaplan’s revised paper Cultural Thought Patterns Revisited, published in 1987.

See Ken Hyland, Second Language Writing. New York: Cambridge University Press, 2019.

42 «“Just as foreign-language conversation classes aim to ‘produce’ a learner who can function adequately in the

target community through adherence to both social and linguistic conventions, in the same manner it seems only

natural to expect non-native writers to make the effort to meet target language readers’ expectations: when in

Rome, do as the Romans do.” Dirk Siepmann, "Academic writing," 144.

43 “An appreciation of writing differences, however, can facilitate cross-cultural understandings and help us see
that writing difficulties are not problems inherent in students themselves. Moreover, these understandings can
support teaching practices that make such differences explicit to students.” Ken Hyland, “Second language,”

50-51.

4 Alister Cumming, Learning to Write in a Second Language: Two Decades of Research, (Universidad de
Murcia, 2001), http://revistas.um.es/ijes/article/view/48331.
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influenced by its totalitarian past. Slovak literacy began to develop, institutionally, after
WWI, and the Slovak language reached its maturity in the second half of the 20th century.
Unfortunately, more than forty years of that development (1948-1989) were marred by the
dictatorial rule of the Communist Party, leaving an indelible mark on the way people were
taught to write. Argumentative writing with the writer as a social investigator at its centre
were anathema to the state ideology of totalitarian Czechoslovakia. A culture of silence,
which permeated all stages of the educational system, encouraged people to obfuscate, rather
than to argue. As a result, verbiage flourished in schools and academia, but meaning remained
elusive as writers struggled to avoid offending the Party’s ideologues. The lesson learnt in this
country is that language culture is reflective of the political regime in which it develops.
Needless to say, the advent of the 21st century, with political demagoguery spread through
social media, has detracted little from this time-honoured observation. Unsurprisingly, the
writing classroom was once referred to in the United States as a ‘laboratory for democracy’.*
Don Rothman, the coiner of this phrase, saw the art of persuasion through non-violent means
as one of the essential skills of a democratic citizen. The added social value of this critical
thinking skill is that it encourages civic engagement and fosters community cohesion.*®
Students of English studying for a degree in a post-totalitarian country seem to be
ideally placed to learn and disseminate the skill of argumentative writing. There are two main
reasons why they may become effective agents of change if the non-literary writing culture in
this country is to shed its legacy of a totalitarian past. The first is their proficiency in the
English language. Learning to write is a process which requires professional expertise and
adequate resources. Both are most readily available through the medium of English.
Instructors and scholars in departments of English, whether native-born or Slovak, have the
required knowledge in the field of contrastive rhetoric that may be imparted to their students.
The best teaching materials on the market — e.g. coursebooks, readers and software
applications — are also available in this language. The second reason has to do with the nature
of the profession students of English are being trained for. As practitioners of their trades,

45 This is how former director of the Central California Writing Project, who taught writing at Oakes College,
University of California, summarized his pedagogical experience: “The writing classroom, I’d say, is a fine
laboratory for certain aspects of democracy, especially those that require us to honor individual intelligence and
preference in the context of determining and protecting the larger good.” Rothman specifically emphasized the
importance of the skill of nonviolent persuasion: “To the extent that democracy expresses our aspirations to
sustain public discourse for the purpose of enhancing the public good, its health depends on nurturing certain
habits of mind and skills. Over three decades of teaching writing, I have come to see quite vividly literacy’s
potential to enhance democracy, especially around the intellectual and social practices that make nonviolent
persuasion possible.” David Brown, "The Writing Classroom as a Laboratory for Democracy: An Interview with

Don Rothman," Higher Education Exchange (2005): 43-45, www.kettering.org.

46 This is the experience of George E. Newell, David Bloome and Alan Hirvela, who reflected on their teaching
practice and research in high-school English language arts classrooms. In their view, argumentative writing
was a social practice and a way for an individual to engage with the community in which they live: “Learning
to argue, then, can be viewed as becoming socialized to particular social and communicative practices in
particular social settings. From this perspective, teaching students to write an argument is not a technical
matter, but a matter of socializing students to act, think, value, feel, and use language in particular ways that
are shared with others.” George Newell et al., Teaching and Learning Argumentative Writing in High School
English Language Arts Classrooms (Florence: Taylor and Francis, 2015),

http://public.ebookcentral.proquest.com/choice/publicfullrecord.aspx?p=3569339.
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teachers and translators can become effective promoters of argumentative writing. English
teachers in secondary schools can introduce Slovak pupils to argumentative writing through
the five-paragraph essay. The format lends itself easily as a basic scaffold for pupils to think
about their opinion about a topic, the reasons why they hold it and the way in which they want
to communicate it to their audience. Translators, for their part, can work with their academic
clients to sensitise them to the norms of English rhetorical style, thus helping them succeed as
scholars in the world of academia.*’ In other words, as cultural ambassadors whose job is to
mediate between cultures, English language teachers and translators can tap into the potential
of a foreign culture and use its achievements for the advancement of their own.

On balance, the benefits of teaching argumentative writing to EFL students seem
self-evident. Decades of contrastive research into English and other language cultures have
accumulated a body of knowledge Slovak researchers can use if they want to undertake their
own investigations. The paucity of homegrown theory does not need to be an obstacle when it
comes to practical dissemination. Textual features of English rhetorical style have been
meticulously described in American and British literature, and the writing methodology of
teaching argument is readily available in the English language as well. Students of English at
the tertiary level in Slovakia are well-suited to learning the skill of persuasive writing. They
are motivated, well-resourced and can be trained by professionals in the field. The easiest way
to introduce them to this subject matter is through the five-paragraph essay. Writing
instructors in departments of English and American studies can draw on the plethora of
practical guidelines published by every American institution of higher education. Perhaps the
most important rationale for teaching argumentative writing in a post-totalitarian country is
that it is one of the essential skills of a democratic citizen. Among other things, it fosters
public-spiritedness and enhances community cohesion.

Resumé

Pisanie vcudzom jazyku patri k zakladnym kompetenciam vSetkych vysokoskolskych
programov, ktorych predmetom Stidia je anglicky jazyk. Medzi anglistami na Slovensku
panuje zhoda, Ze absolventi ucitel'stva a prekladatel'stva musia disponovat’ zvlast dokladnou
znalost'ou pisomnej formy cudzieho jazyka. Ovela problematickejSou sa javi otdzka, ¢o na
seminaroch pisania vyucovat aakou formou. Dlhoro¢ny vyskum Vv oblasti kontrastivnej
rétoriky Vv zahrani¢i poukazuje na to, ze na pisanie v cudzom jazyku vplyva niekolko
faktorov. Ukdzalo sa, Ze neliterarny pisomny S$tyl — ¢i uZz vjazyku cielovom alebo
materinskom, je do znacnej miery ovplyvneny kultarou krajiny v ktorej vznikol. Vd'aka
tomuto vyskumu tiez vieme, ¢im je anglo-americky pisomny §tyl charakteristicky, a ako sa
odlisuje od jazykovych kultir inych krajin. Na tento vyskum nadviazali vo svete v 60-tych
rokoch minulého storo¢ia odbornici v oblasti TESOL, scielom =zapracovat’ poznatky
z kontrastivnej retoriky do metodik vyucovania angli€tiny na néarodnych trovniach.

47 In Slovakia, Slovak-born translators often translate into English as their foreign tongue. There are very few
English translators who work from L2 into L1. According to the study conducted by the author of this article in
2014, as much as a half of the annual’s output of the average Slovak translator was into English. Roman Licko,
Translation into English as a Foreign Language (Banska Bystrica: Belianum, 2014), p 41-43.
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Slovensko vtomto vyskume zaostava, pricom doterajSie Studie v oblasti komparacie
pisomnych Stylov anglictiny a slovenc¢iny boli zamerané predovsetkym na oblast’ gramatiky,
respektive vetnej skladby a morfologie. Clanok v kratkosti mapuje genézu vyskumu v oblasti
kontrastivnej retoriky vo svete a poukazuje na tie ¢rty anglo-amerického $tylu pisania, ktoré
najviac kontrastuju s tradiciou pisania v inych krajinach a na Slovensku. Objasfiuje dévody
preCo je argumentativny $tyl pisania taky rozSireny v humanitnych vedach v anglofénnom
svete ado akej miery sa na tomto fakte podielaju vzdelavacie syst¢tmy USA a Velkej
Britanie. Zamysl'a sa nad tym, do akej miery a preco sa tradicia pisania na Slovensku 1i8i od
jazykovej kultury anglicky-hovoriacich krajin. Rozoberd charakteristické znaky kratkej —
takzvanej patodsekovej eseje, najjednoduchsSej a najrozsirenejSej formy Skolskej uvahy
v anglicky hovoriacich krajindch. Autor ¢lanku vysvetluje doévody preco povazuje
vyuCovanie argumentativneho $tylu v odboroch ucitel'stva a prekladatel'stva za prinosny.
Argumentuje, ze takyto $tyl pisania nie je len formou pozndvania cudzej jazykovej kultury,
ale aj za&kladnou kompetenciou demokraticky zmyslajiceho obcana post-totalitnej
spoloc¢nosti.
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CHALLENGES RELATED TO TEACHERS’ WORK IN PANDEMIC REALITY

Karolina Ditrych

Abstract

This article presents some benefits as well as drawbacks related to teachers’ work in
pandemic circumstances. Significant difficulties connected with online teaching, which
influenced the whole educational process, are enumerated. Both advantages and
disadvantages related to teaching in the pandemic reality are supported with some findings
based on the research conducted by the author. What is more, some attention is devoted to the
description of problems experienced by the students during online learning. In the next part
the author concentrates on presenting online sources which might be helpful for teachers to
encourage their learners to work more efficiently. Virtual tools and online platforms suitable
to develop receptive and productive skills are introduced to help teachers find necessary
materials or create their own ones.

Key words: pandemic, online teaching, benefits, drawbacks, teacher, student, online
platforms

Introduction

The beginning of pandemic empirical consequences became deeply experienced from the 10%"
of March 2020 when Polish government announced national lock down and the beginning of
online work in many professions. Among these occupations were teachers who had to assail
with new reality, and react immediately to new circumstances, since the students and their
parents expected the continuation of didactic processes. The initial phase was difficult for
both sides because teachers had to find possibly the best way to communicate with learners
and students had to show some maturity and eagerness to attend new kind of lessons. Because
the 2019/2020 school year was coming to an end there was a serious conviction that after the
holidays everyone would surely forget about pandemic and life will come back to normal. As
a result, many teachers decided to survive, till the end of June, and a lot of educators limited
themselves to sending materials to students via an email box, electronic register or
communicate with the use of Messenger or WhatsApp if necessary. During the first wave of
COVID -19, educational institutions were not technically prepared for the beginning of online
teaching, that is why only few teachers experimented with platforms such as Skype to contact
their learners. Unfortunately, not long after the beginning of a new school year, in October,
the situation with COVID-19 repeated and pandemic became more serious than ever before.
Students and teachers were forced to stay at home and conduct classes in an online mode in
synchronic, to the schedule, time. The past year was challenging for teachers, parents and
students, this time brought some changes in various aspects of education and resulted in many
positive as well as negative conclusions.
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1 Benefits related to teacher’s work in the pandemic circumstances

When teachers faced the sink or swim moment during the second wave of COVID-19, in
October 2020, they had to manage the situation for the sake and well-being of their students.
It was a difficult time devoted to struggling with planning lessons on various platforms,
learning how to operate technological devices, scrambling to figure out virtual instruction and
encouraging the learners to stay focused without having a direct impact on students’
approach.

Although, it was the nerve-racking time full of uncertainty it must be emphasised that these
experiences also brought some positive consequences for the teachers themselves and for the
education. Among the most significant advantages one can find the development of
technological awareness and the improvement of skills in this area. Because pandemic
appeared it forced teachers to come out of their sphere of comfort and start searching for new
solutions in creating lessons. Teachers, those who presented technophobic and technophilic
attitude to technology, began cooperating with each other, sharing knowledge, and teaching
their colleagues in the reciprocal process of exchanging information. Teachers became more
friendly to each other as they all found themselves in a difficult situation. New reality united
this professional group and powered teachers to improve skills in operating various programs
of MS Office, create a professional email account and be able to apply its mail merge, various
filters, or folders to save time. Use platforms, like Google Meet or Microsoft Teams, to plan
lessons, create virtual classes and conduct online meetings.. What is more, teachers had to get
familiar with social media like Facebook, Twitter, Messenger, WhatsApp, and the like, to
contact students, inform them about certain expectations or collect various assignments.
Furthermore, they had to learn, how to evaluate students’ progress by using online tools and
creating tests or exams on virtual platforms. All this effort was directed to prevent students
from cheating and copying answers from other school mates or the Internet as well as to
emphasise the most important value that scholars should basically learn for their own
satisfaction and future success.

Another aspect concerning positive changes in relation between the teacher and the
students should have been observed in the field of educators’ expectations towards the
learners. According to the psychologist dr Beata Rajba, from the University of lower Silesia
in Poland, it is crucial to select and lower various expectations during the pandemic time to
feel deeper satisfaction of who we are.*® It can be disputed whether limiting requirements,
truncating material, constraining the number of assignments and preselecting exercises will
have good influence on students knowledge, but as a result of pandemic, teachers were forced
to verify their teaching methods, improve certain techniques, select material, and devote time
to the most valuable issues since the pace of distant learning was slower than the one at
school, during regular meetings in the classroom. Many teachers struggled with conducting all
stages of the lesson and doing all the exercises included in the lesson unit. They often finished
the classes with the feeling of failure because the initial phase of introducing the subject and
checking students understanding of it took longer time, in remote teaching, than in the
traditional circumstances where the teacher had control over all the students in the classroom

“8 https://businessjournal.pl retrieved on the 2" of June 2021
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at one glance. Consequently, the next stages, of practice and production, were influenced by
the pressure of time and teachers’ dissatisfaction with the plot of the classes. Online teaching
bared some imperfections of not only the core curriculum but also the ways of passing
knowledge to students. This experience led educators to be more thoughtful about what and
how they teach young generations.

The next advantage is connected with the slower pace of work that teachers could
experience in some aspects. On the one hand, they spent hours in front of the computer, which
could have been more mentally exhausting than traditional lessons at school, but on the other
hand, these activities did not require the investment of significant amount of physical energy.
The number of various contests and competitions, theatrical performances, school trips and
public events were limited to minimum. Teachers were forced to concentrate on the most
important Local Education Authority or ministerial contests because they had to pre-select
their priorities and set realistic goals to achieve in the time of pandemic. They knew that only
the most significant aims were possible to accomplish because they did not have the
traditional face-to-face contact with the students, which complicated the process of
preparation and cooperation substantially. Teachers could also rest from the rat race, which
they often speed up by themselves when they need to impress their employer, show off among
colleagues or shine in the local environment.

It can be generally assumed that working in the comfort of one’s own house should be
treated as a privilege. There are certain benefits, which teachers notice and enumerate, when
asked, in relation to distant teaching. They often mention saving time normally devoted to
travelling to and from work as a significant benefit of the while-pandemic time. What is more,
they appreciate the comfort of working at home in terms of possessed equipment, the speed of
the Internet, general safety, and positive emotions they associate with this place.

Finally, the next benefit worth attention relates to teachers’ constant improvement of
professional skills and knowledge. Due to lasting for more than two years pandemic
circumstances many teacher training institutions had to prepare an offer containing
postgraduate studies, various webinars, and online meetings in the virtual world. These
professional courses were conducted via online platforms, streaming channels in synchronic
time or they were recorded and then made available for the participants in more flexible and
convenient time. All these solutions, possible to retrieve and access via the Internet, gave
teachers unlimited possibilities of improving their skills without leaving their room or their
hometown.

1.1 The research findings

As it can be assumed there are certain advantages which have unexpectedly appeared
in a difficult time of pandemic COVID-19. Teachers clearly admit that some of them
simplified their work to a significant degree and are worth continuing, when or if, epidemic
comes to an end. The research was conducted on one hundred teachers from various primary
and secondary schools in Poland. This group contains opinions of twenty-seven students from
the University of Technology and Humanities in Radom, who attended the last year of teacher
training specialization during their master’s degree studies. The researched group were all
asked questions about the most substantial benefits they happen to notice when conducting
the process of distant teaching as well as the most crucial drawbacks related to this situation.
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The first part of the questionnaire was devoted to possible advantages that teachers notice,
and the results are as follows:

Question Answer
1. Do you notice any benefits related to | Yes 77%
online working? No 23%
2. Did you improve your knowledge and | Yes 95%
technical skills during the pandemic? No 56
3. Did vyour professional relations with | Yes 88%
colleagues improved in the pandemic? No 12%
4. Do you regard decreasing the pace of | Yes 35%
work with students positively? No 65%
5. Do you feel that you had to produce and | Yes 50%
|m.prov.e fewer school documents during the No 50%
epidemic?
6. Did you feel comfortable with conducting | Yes 59%
online lessons at home? No 41%
7. Did you experience benefits related to | saving time devoted to travelling — 74%
distant working? saving money — 63%
feeling calmer — 58%
not being exposed to noise and turmoil
during the breaks — 65%
8. Do you enjoy participating in teacher | Yes 79%
training courses online? No 21%

Table 1a. The results of the research, source: author

It was quite predictable that 95% of questioned teachers noticed their personal
improvement in the technological area. They almost unanimously confirmed that they gained
an insight into the diversity offered by the virtual world. They explored various platforms,
apps and online tools prepared for making the teaching process interesting and challenging for
the students. They selected necessary instruments and learnt how to operate them, they
became more active on the Internet and could suit the needs of 3,0 generation more
accurately. Regardless of varied age of the respondents, most teachers developed new skills
and appreciated unlimited possibilities that the Internet has to offer.

Many of the questioned teachers, as much as 88%, reflected on the positive influence
of pandemic on their mutual relationships with other colleagues. The significant increase in
warming up reciprocal attitudes could have been observed among members of this
professional group. During the research they declared their disposition to help the other
person, willingness to cooperate in groups and readiness to invest personal engagement as
well as effort to achieve collective goals.

As far as decreasing the pace of work is concerned, teachers did not judge this aspect
positively. Many of them, 65%, regarded this area as a complete failure. On the one hand,
teachers often feel overwhelmed by the number of various competitions, contests, and school
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events, which they prepare with the students during the school year, but on the other they
understand that lack of them leads to lowering learners’ motivation to achieve success. The
result of 65% unsatisfied educators proves that Polish teachers are very ambitious, they treat
their profession seriously as a king of mission to conduct, they are determined to work with
students and ready to accept appreciation for their effort.

Another surprising outcome relates to the fact that the researched teachers did not
confirm the decreasing amount of clerical work during the pandemic time. Only half of them
noticed this advantage, which may lead to the conclusion that many teachers understood this
question more generally. From the author’s point of view, there is a suspicion that teachers
regarded paperwork as not only the part related to producing and improving school
documents but also creating tests, checking homework, and preparing additional exercises to
individualize the educational process.

The next question concerned the comfort of working at home and this privilege was
regarded positively by 59% of respondents. This indicates that conducting lessons from home
might be a challenge for as many as 41% of educators. It is related to the characteristics of
this profession due to which a teacher is expected to turn on a webcam and stay focused on
his students minute after minute. The teacher and his closest surrounding are carefully
observed and judged. There is also a pressure that something unexpected may happen at
home, for example, some other members of the family will need immediate help or start
quarrelling, what generates a huge stress for the teacher. Not like in other professions working
as a teacher in a remote mode differs from other jobs and is more demanding. Although it can
be summarized that most teachers have comfortable conditions to conduct online lessons in
terms of accommodation or equipment, many of them believe that home is not the best place
to perform their duties. What teachers appreciate in the pandemic circumstances is saving
time devoted to travelling to and from work, 74% of respondents regarded this fact positively,
saving money for the fuel and daily expenses gained 63% and being in distance from constant
noises during the breaks is important for 65%. In the questionnaire, teachers answered that
being able to attend various webinars, trainings and after graduation studies in the comfort of
one’s own house is an advantage for 79% of those who took part in the research.

2 Drawbacks related to the teacher’s work in the pandemic circumstances

Difficult pandemic time brought some negative conclusions, which teachers drew
from their everyday experiences. These assumptions were related to their personal well-being
and the standard of cooperation with students and their parents. Unfortunately, the pandemic
caused exposure to several stressful factors, which had an impact on teachers’ mental health.
First, the beginning of the second wave of COVID-19, in October 2020, rushed the teachers to
gain necessary knowledge of how to operate certain platforms to be able to plan the lessons. It
was a rough time devoted to numerous training sessions, bombarding teachers with emails,
short messages and announcements, fast flow of an enormous amount of new information
which teachers had to select, check, re-practise and then use in the new reality. They were
forced to learn new functions that the electronic registers had to offer, how to download and
use necessary operating systems, search for supplementary materials on platforms such as
You Tube to support lesson phases with short presentations, experiments, and demonstrations.
They had to find quality e-materials to practise the most important issues with the students.
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All these actions were done under a huge pressure of time, expectations and demands directed
at this professional group.

When teachers mastered essential skills to prepare their online meetings other
problems drew their attention. They had to face the challenge of being listened to and
understood by the students. The question of motivating students to take an active part in the
lessons appeared. Many teachers struggled with giving instructions and explanations, which
would lead the learners to the successful state of knowledge. It frequently happened that
teachers devoted extended amount of time to explanations and repetition of the same
theoretical information because students were out of control. Without their webcams turned
on an educator had little influence on what students did during the lessons, whether they
listened and took notes or concentrated on other aspects of life. Very often teachers felt
frustrated after the classes which, on the one hand, required longer time to prepare when
compared to the time before the pandemic but, on the other, did not inspire young people
enough to concentrate fully on what was being discussed. What is more, talking for about five
hours a day to the black screen without any guarantee of being given feedback or evoking the
expected reaction from the students could consequently depress many educators and cause
serious mental disorders.

Another serious problem, which gave many teachers sleepless nights were home
assignments. As the pandemic reality showed it was a chapter of endless accidents. The main
problem concerned lack of responsibility in sending homework on time, in the format
required by the teacher and via a chosen virtual tool. This resulted in constant
misunderstandings, which racked teachers” nerves and put them in the circumstances in which
they had to cope with naive excuses, cheating and agonizing demands that the students and
their parents had.

Another problem came to light when teachers had to test their students’ knowledge.
The situation was difficult because new solutions had to be introduced to prevent learners
from cheating and rewriting answers from various sources. This process could be compared to
a permanent and exhausting struggle with the students to find the way to force them to acquire
knowledge, which then would be used independently during a test. Most teachers had to
resign from testing materials prepared in Word or PDF files by the publishers if they wanted
to stop this unacceptable procedure. This generated time devoted to preparing completely new
revision materials on various interactive platforms, which helped to limit, to some extent, the
process of copying answers among students.

One of the drawbacks related to distant teaching in epidemic time was also difficulty
in introducing pair or group work during the classes. Students were not enthusiastic about
cooperating with each other in virtual circumstances and teachers, especially foreign language
teachers, struggled with conducting tasks focused on collaborative work, communication, and
information exchange.. It must be emphasised that developing speaking skills in traditional
circumstances, at school in the classroom, is difficult but it became more complicated during
online lessons and many teachers did not find a remedy to improve this situation.

The next disadvantage is lack of privacy in the teacher’s profession intensified by the
pandemic. Especially at the beginning of the first wave of COVID-19, in March 2020,
teachers were forced to find solutions to contact the students on their own. Schools were not
technologically and technically prepared for such changes. School life became transferred and
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activated through more indirect channels like, for example, an email, Messenger, WhatsApp,
or a smartphone. Teachers shared their private accounts, email box addresses and telephone
numbers with students and their parents. The consequences of being easily accessible at any
time convenient to students or their caretakers ruined teachers’ expectations about working
from 8am to 4pm. Many teachers found it difficult to put a clear division line between
working and private time, many of them felt overwhelmed with several problematic matters
they were expected to solve instead of taking care of their own needs.

2.1 The research findings

The second part of the research was devoted to possible disadvantages that teachers
notice in a new reality and problems they experience in online teaching. The research
introduces two main questions, one related to stimuli, which evoke stress and the second
related to the most exhausting aspects arising from distant teaching. In both questions,
teachers could choose multiple answers. The findings are as follows:

Question Answer
9. What stresses you the most in online | using new teaching tools and online
teaching? platforms — 67%

the fear of failure in everyday duties — 36%
selecting appropriate and interesting e-
materials — 43%

the amount of information | must familiarize
with — 57%

limitations in teaching | encountered in new
reality — 36%

lack of control of what students do during
the lessons — 72%

students’ lack of motivation — 86%
consciousness that students cheat — 45%
parents’ expectations and their judgement —
21%

10. What aspects did you find the most | working long unsociable hours — 97%
exhausting and frustrating during the | lack of privacy — 71%

pandemic? constant involvement in other people’s
problems — 62%

inadequate teaching results to the amount of
repetition and explanation involved — 87%
students’ lack of responsibility — 74%

copying with students’ excuses and
unwillingness to attend the lessons actively
—83%

Table 1b. The results of the research, source: author

As the table presents the most stressful factors for the teachers during the pandemic
time were lack of students’ motivation to learn indicated by 86% of the respondents and lack
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of control of what students do during the online lessons marked by 72%. When it comes to the
lack of motivation, regardless to the time of the pandemic, it is a general problem in education
often identified by teachers as the main source of stress in their profession. Lack of control
over students is a new phenomenon which intensified during the epidemic, many teachers
admit that it was difficult for them to conduct classes especially with older learners because in
every virtual group they could identify at least a few teenagers who were concentrated on
doing other things than learning. The third stressful factor for educators was using virtual
tools and new teaching platforms, chosen by 67% participants of the survey, which is a
normal reaction to innovative ideas requiring experimenting and exploring. The next question
was related to the factors which evoke exhaustion and frustration in this professional group.
The results present that the most oppressive aspect was connected with working long,
unsociable hours chosen by 97% of the researched teachers. Educators were also tired of
constant repetition of the same material (87%) which had little positive influence on the test
or exam results, and it was difficult for them to cope with naive excuses and students’ general
unwillingness to be active during the lessons (83%).

3 Problems experienced by the students

In the time of the national lockdown not only adults but also children and teenagers
went through a rough period of strong and often inconsistent emotions which were hard to
control. It is difficult for a dedicated teacher to stay unconcerned about the problems young
people experienced during the pandemic. First, they lost the opportunity for socializing
because of being partially imprisoned in the house what escalated the feeling of being
excluded. Constant fear of health, sharing the same space with family members round the
clock, misunderstandings and tense atmosphere at home, helplessness, lack of possibilities to
release stress pushed young people to risky behaviours. Many children and teenagers suffered
from loneliness and depression, as the research conducted by the scientists from University of
lower Silesia in Poland showed 38,5% of teenagers had the symptoms of depression and
every fifth respondent thought about committing a suicide during the pandemic.*® American
Institute for Economic Research published information that the number of deaths among
young people grew up for 23%, for one hundred thousand people, in 2020 when compared to
the previous year. An extremely worrying fact is that 91% of reported cases among this group
were American teenagers who committed a suicide.>® Furthermore, scientists from the
foundation of We Give Power to Children found out that in two basic, for children, places of
existence which is the house and school children experience a lot of violence. As the results
present 57% of young students experienced acts of brutality from their friends and 41% from
their closest relatives.>

Taking into consideration other disadvantages related to the pandemic, it should be
mentioned that this time disorganized the lives of many young students and brought chaos to
their existence. According to the psychologists, keeping the rhythm of the day, planning

49 https://centrumprasowe.dsw.edu.pl retrieved on the 10" of June 2021

50 https://bezprawnik.pl/samobojstwa-mlodziezy-w-pandemii/ retrieved on the 10™ of june 2021

51 https://wolnemedia.net/problem-samobojstw-dzieci-w-czasie-pandemii/ retrieved on the 1% of July 2021
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various actions, and controlling them helps to maintain good mental health.>? Unfortunately, a
number of them showed very limited abilities necessary to keep control over their everyday
routine. They lacked in responsibility and basic organizational skills what resulted in being
late for the classes, logging in irregularly or disappearing during lessons. Furthermore, some
students declared that they did not take notes during the classes or listen to the teacher
because they were involved in playing computer games with other classmates, searching the
Internet, checking their Facebook, texting on Messenger, or watching pictures on Instagram.
They had no discipline to get ready for the classes and obey the rules respected at school like,
for example, turning off their smartphones during the lessons. Their reluctant approach to
learning could have been assumed from the excuses made up to avoid answering teacher’s
questions or participating in a lesson actively, because of having the problems with the
speakers or the Internet, as well as sending homework assignments often with a delay or being
unwilling to do extra tasks.

4 Online sources

Although many teenagers demonstrated their reluctant attitude towards learning during
the pandemic, teachers did not resign from searching for new solutions to create interesting
lessons and test students’ knowledge in the most transparent way. Online teaching forced
educators to incorporate TIK technologies into this process and helped teachers familiarize
with tools, which can be used in virtual and traditional classrooms. Teachers improved their
skills in operating various computer programs to create notes, store and exchange information
or introduce new material in a visually attractive way. In Polish educational system the most
popular teaching platforms during the pandemic time were Microsoft Teams and Google
Meet. They give several possibilities to meet students in a safe environment. Teachers can
create virtual classes from the inner database and plan meetings in the calendar. On Microsoft
Teams students are automatically informed about the event as soon as it is planned by the
educator, on Google Meet they can attend the meeting from the position of the planner
included in the electronic register where the teachers place links for the virtual meetings. Both
platforms create opportunities for sharing presentations in Power Point, e-materials or videos,
which can be introduced both by the teachers or their students. What is more, MS Teams
offers individual chats with students, communication channels for virtual groups to place
announcements and important information as well as the inner base of contacts, which enables
the teacher to contact a student or a parent in a telephone or a video conversation.. Both
platforms provide convenient solutions to save time in preparing the classes, however
Microsoft Teams seems like a complete working space with all necessary tools and apps to
conduct online lessons.

During the national lockdown, it was very important to practise and check students’
knowledge regularly. There are certain applications, which help teachers create interactive
exercises in the form of games, quizzes, and puzzles to practise and revise necessary
information, among them one can find Wordwall, Kahoot, Bamboozle, Quizlet or
LearningApps. Generally speaking, these platforms allow teachers to create their own

52 https://businessjournal.pl retrieved on the 2" of June 2021
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exercises or use the ones existing in the base. The exercises can be created on the existing
templates like in Wordwall to design tasks like match up, group sort, unjumble, wordsearch,
anagram, true or false, quiz, missing words, matching pairs, random wheel, crosswords, and
the like, but they are mainly directed at individual student’s work. Quizlet and Learning Apps
are perfect to prepare flashcards to revise vocabulary, design quizzes, fill in the gap exercises
or multiple-choice tasks. Bamboozle platform requires creating or selecting a game in a form
of puzzles which contain quiz questions. Another very popular and appreciated platform is
Kahoot, which is used to create online games in the form of multiple-choice tasks. It allows
the students to play in the individual or team mode to which they need personal smartphones.

To test students’ knowledge platforms like Testportal, Microsoft Forms, Quizme,
Eduello can be recommended. Quizme and Eduello contain a base of various quizzes to
practise and revise material from subjects such as history, Polish, Mathematics, Chemistry,
ecology, and the like. These quizzes can be used as tests, which students fulfil during the
classes as well as after them. Other enumerated platforms like, for example, Testportal require
the teacher to prepare all the questions himself. First, the teacher starts with the basic
configuration of the test, and then adds questions, which can be of multiple choice, fill in the
gaps, short answer, true/false or open. In each question box there is a small toolbar with basic
functions of editing the text as well as options to paste pictures, audio and video files, links, or
attachments. After finishing writing the students get an immediate feedback about their results
however this is just the artificial intelligence, and it is advisable to re-check the answers.
Other platforms like Microsoft Forms are based on a similar idea of creating tests in the
pandemic time.

The last group of applications relates to creating multimedia presentations. The most
popular in this group is the PowerPoint program. In this app users can create presentations on
ready-made templates, they can design every slide from scratch or use the built-in layout that
includes all boxes necessary for the presentation. They can include text, pictures, images, pie
charts, sound effects as well as videos. In the pandemic time multimedia presentations
appeared to be an eye-catching aid helpful to grasp and focus students’ attention on the
discussed issues.

Summary

Pandemic caused by the coronavirus and related COVID-19 pandemic changed the
colours of education. It was a difficult time of many rough changes and challenges, but
teachers managed to continue this process sustaining a high standard of online teaching. They
gained an insight into the opportunities the virtual world has to offer, learnt new facts, and
experimented with new technologies. These experiences helped educators understand their
students better and convey knowledge in a more up-to-date way, they also created the
opportunity for continuation of some ideas at schools in more traditional circumstances. The
pandemic time brought some benefits as well as drawbacks. It revealed some imperfections of
the educational system as well as the sad truth of how students often treat their
responsibilities. It showed how difficult this profession is and that it deserves appreciation and
social respect.
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Resumé

Pandémia koronavirusu a s nim suvisiace ochorenie COVID-19 zmenili vo vSetkych
postihnutych krajinach charakter a formy vzdeldvania. Mame za sebou naro¢né obdobie
mnohych zmien a vyziev, avSak ucitelom sa podarilo preklenut’ poCiatocné uskalia a vel'mi
rychlo sa adaptovali na nové podmienky a pokracovali vo vyucovacom procese v snahe
udrzat’ uroven vyucby spred pandémie. Ucitelia ziskali prehl'ad o moznostiach, ktoré ponika
virtualny svet, zozndmili sa s doposial’ nezndmymi platformami a experimentovali s novymi
technologiami. Nové sktisenosti a zru¢nosti pomohli ucitelom lepSie porozumiet' svojim
Ziakom a sprostredkovat’ im vedomosti modernej$im sposobom. Obdobie pandémie prinieslo
do vyucovacieho procesu isté vyhody, avSak bolo sprevadzané aj nepriaznivym dopadom na
vzdelavanie. Odhalili sa niektoré nedokonalosti vzdelavacieho systému, ako aj smutna pravdu
o tom, ako ziaci €asto pristupujii k svojim povinnostiam. Aj v dobe pandémie sa ukézalo, aké
narocné je ucitel'ské povolanie, ktoré si v spolo¢nosti zaslizi uznanie a respekt.
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DEVELOPING INTERCULTURAL COMMUNICATIVE COMPETENCE
THROUGH TASK-BASED LANGUAGE TEACHING

Michael E. Dove

Abstract

Intercultural communicative competence (ICC) is a vital set of skills for any
participant in intercultural communication, which naturally includes foreign-language
teachers, translators and interpreters. In university programs training such professionals, ICC
development can be incorporated into practical language courses (among others). This paper
proposes using Skehan’s “weak” form of task-based language teaching (TBLT) to develop
learners’ ICC while maintaining a focus on idiomatic target-language production. As an
example of this approach, the author presents a roleplay activity where students practice a
challenging intercultural communication task: helping an international student to navigate a
situation fraught with potential cultural differences and misunderstandings.

Keywords: intercultural communicative competence, task-based language teaching, roleplay,
empathy, hedging

1 Developing intercultural communicative competence in the foreign-language
classroom

For foreign-language teachers, translators and interpreters to do their jobs properly,
they must be sufficiently acquainted with the cultures associated with the languages they
work with (Byram’s “minimum content”; see Byram, 1993, p. 31). In Slovakia, as in many
other countries, this is widely understood by higher-education institutions, demonstrated by
the inclusion of cultural studies (called realie in Slovak) in university programs that train
teachers, translators and interpreters of foreign languages. At the same time, however, it is
important to recognize the importance of intercultural communicative competence (ICC)
(Byram, 2020, p. 27), i.e. those skills apart from specific cultural knowledge and language
proficiency that allow one to engage in successful intercultural communication.

Students at UMB have a variety of opportunities to develop their ICC through hands-
on, practical experience with intercultural communication, including the Erasmus Student
Network’s (ESN) Buddy System, where local students take incoming Erasmus+ students
under their wing, helping to acquaint them with the institutional and cultural specifics of their
new setting. The benefits of such a program for all involved are clear. The classroom,
however, can also be a venue for improving such competencies, helping students to prepare
for or reflect on their practical experiences with intercultural communication.

My colleagues from the Department of Professional Communication in Business at
UMB’s Economics Faculty, such as Anna Zelenkova and Dana Bencikova, have devoted a
great deal of scholarly work to ICC development specifically for the needs of business
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students and professionals, while also recognizing the necessity of developing such skills
among students of other fields (Zelenkova, 2010, p. 10)%3.

Various means of teaching ICC have been proposed, many of which are appropriate
for practical foreign-language courses. These means include literature, a particularly effective
tool according to Michael D. Palmer, as “the effect of identification that occurs as a reader
becomes absorbed in a story permits a kind of cross-cultural empathy not easily achieved by
other means.” Empathy, a key component of ICC (Byram, 2020, p. 44, p. 129), can also be
cultivated through roleplays, a variety of which are presented by Slovak scholar Eva Reid
(Reid, 2015, pp. 942-943), as well as the “simulation method” recommended by Zelenkova
(Zelenkova, 2010, pp. 79-90). Incorporating such activities into a larger series of
interconnected activities, such as reading, listening, and brainstorming, can serve to further
enhance students’ sense of empathy by creating an interactive, long-form narrative with
recurring characters.

In this paper, | present a roleplay activity as an example of a way to cultivate students’
ICC while fulfilling the more traditional didactic aim of developing their foreign-language
proficiency and their ability to accomplish specific communicative tasks in a foreign
language.

2 Task-based language learning and intercultural communicative competence

The concept of task-based language teaching (TBLT) is nothing new, having been
proposed by N. S. Prabhu in 1987, but like many teaching methods, its integration into
practice has been slow and inconsistent. In their 2010 study, John L. Plews and Kangxian
Zhao note language teachers’ reluctance to use TBLT, as well as its flawed implementation
among those who do use it. They conclude that “The challenge for TBLT is not teachers or
even the complexity of the approach, but rather its dissemination.” (Plews & Zhao, 2010, p.
56, my emphasis). Furthermore, Peter Skehan warns that TBLT may reinforce unidiomatic
usage by encouraging learners to focus purely on accomplishing the task rather than on the
language they use (Skehan, 1996, p. 41). For future foreign-language teachers, translators and
interpreters, acquiring idiomatic target-language usage is a major priority, which leads me to
prefer what Skehan terms the “weak” form of TBLT, a more conservative version which
balances a focus on task fulfillment with an emphasis on specific target language (ibid., p.
39).

3 A task-based activity for developing intercultural communicative competence

As an example of the approach described above, | here present a task-based activity of
my own devising for the development of ICC. Using the terms and approach recommended
by Eva Homolova (2018), I have defined the following aims for the activity:

Linguistic aim: Active use of hedging expressions, e.g. modal verbs.

>3 Compare with ZELENKOVA, A. — JAVORCIKOVA, J. 2020. Business English Today: The Need for
Intercultural Approach.In Exploring Business Language and Culture.
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Communicative aim: Offering sensitive constructive criticism.

Formative aim: Development of intercultural communicative competence, specifically
empathy.

3.1 Shevek’s semester abroad

At the start of the activity, the teacher gives a dramatic reading of the text below.
Meanwhile, students are instructed to note down every faux pas (a term previously introduced
to them) they hear.

Shevek, a student from Antarctica, has come via Erasmus+ to study at your university
for one semester. He speaks English fluently, but it’s his first time outside Antarctica. You
have volunteered to be his “buddy”.

In the two weeks since his arrival, Shevek has shown himself to be a kind, outgoing
fellow, taking great interest in your culture and quickly making friends with you and several
of your classmates. He’s trying his best to adapt to local customs, but he’s still learning.

Yesterday, however, Shevek attended your classmate Andrea’s birthday party and
made several “faux pas”. First of all, he arrived one hour early, dressed in nothing but a pair
of penguin-skin shorts. Upon seeing Andrea, he said, “Please accept my condolences,
Andrea. You're one year older and closer to death.” Then Shevek turned to her boyfriend,
bowed deeply, said “Ruky bozkdvam!” and kissed both of his hands.

Over the next hour, before the other guests arrived, Shevek proceeded to give himself
a tour of Andrea’s home, paying particular attention to the bathroom medicine cabinet.
“Quite an impressive collection!” he noted.

After the other guests arrived and it was time for Andrea’s birthday cake, he saw the
lit candles and immediately poured Kofola on them, yelling, “Fire!” The guests were
speechless. Then he started opening Andrea’s presents, one by one. The first was a bottle of
French perfume, which he promptly poured into little glasses. He said, “Na zdravie!” drank
up his glass, and looked confused when no one else did. “But it’s excellent cognac!” he said.

It’s now the day after the party, and you've decided to sit down with Shevek for a chat.
Can you help him? What should and shouldn’t he do at a birthday party in your country?

After listening and taking notes, the printed-out text is distributed to the students, and
in pairs, they check to see if they identified all the faux pas, underlining them in the text.

3.2 Pre-task: Offering culturally sensitive constructive criticism

The students watch LeeAnn Renninger’s “The Secret to Giving Great Feedback™,
which contains helpful tips on both giving feedback (for Shevek’s buddy) and
receiving/eliciting feedback (for Shevek himself).

The teacher then presents insensitive, judgmental expressions and elicits more
sensitive alternatives with a focus on both effectiveness and idiomaticity:
e Instead of saying “You should have...”, focus on future improvement, e.g.

54 https://www.ted.com/talks/leeann_renninger_the_secret to_giving_great_feedback
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Next time/In the future try (not) fo...
Next time, it might be a good idea to...
You may want to consider...
One thing you might want to try is...
e Instead of asking “Why did(n’t) you...?”, assume Shevek’s best intentions and explain
his mistake, e.g. | know you meant well, but...
e Instead of saying “What were you thinking?”, express curiosity about Shevek’s culture,
e.g. How do people [e.g. dress for a party] in your country?
e Instead of saying “That was really insensitive!”, explain the way his actions might be
received, e.qg. People might misinterpret that as...
Students practice making specific suggestions, e.g. instead of “You should have worn
a shirt,” use “Next time, make sure to wear shoes, trousers and a shirt to a gathering.” In
addition to the specific target language, the teacher encourages students to avoid premature
judgements and give Shevek the benefit of the doubt.

3.3 The roleplay

The teacher assigns each student one of two roles: 1. Shevek’s buddy or 2. Shevek.
Using the presented target language, the buddies (Role 1) then plan what they will say to
Shevek. Meanwhile, the Sheveks (Role 2) should brainstorm aspects of (imaginary) Antarctic
culture that could have led to the misunderstandings in the story and plan their responses
accordingly. Alternatively, the teacher can give prompts to the Sheveks or, in smaller groups,
take the role of Shevek themselves, allowing all the students to focus on the target task and
language.

Once the students are prepared, they act out the roleplay in their assigned roles, either
in pairs or as a group with the teacher in the role of Shevek. This is followed by a reflection
phase: “Shevek: How did your buddy’s feedback make you feel? Buddies: How would you
improve your communication next time?”” The roleplay can then be repeated, potentially with
roles reversed, allowing students to further practice the target language and communication
skills.

3.4 Post-task discussion

The teacher presents students with the following question, allowing them time to
prepare and discuss their answers: “Based on Shevek’s responses, what can you infer about
Antarctic culture and values?” If students are familiar with cultural taxonomies, this can be an
opportunity to apply and review those concepts as well: “What differences are there between
your culture and Antarctic culture in terms of categories like formality/informality,
punctuality, directness/indirectness, privacy, views of aging/death, taboos, gender-dependent
behavior etc.?”

This discussion is key to encouraging students to, as Byram puts it, “use [their] skills
of empathy and [their] linguistic competence in order to understand the structure and
coherence of another variety of values and behaviours” (Byram, 2020, p. 127).

55 Note that Byram is careful to distinguish this endeavor from moral relativizing (Byram, 2020, pp. 124-130).
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4 Activity commentary

Like every teaching tool, this activity should be adapted by the teacher for the specific context
and their students’ needs. The following commentary describes specific aspects that teachers
should consider adapting.

4.1 Culturally specific phenomena

Culturally specific items are printed in bold in the story; by replacing these (and
others) with phenomena from students’ native culture(s), the teacher can offer their students
opportunities to use their own knowledge, as cultural insiders, to help Shevek.

In one of Bencikova’s activities exploring stereotypes and generalizations, she uses
imaginary countries (Xanadia and Ynlandia) as neutral examples (Benc¢ikova, 2007, p. 73).
Aiming for a similar neutrality and broad applicability, 1 have opted for Antarctica as
Shevek’s place of origin. Teachers can assume that students have a general knowledge of the
real yet uninhabited continent, and this basic familiarity creates a convenient basis for them to
envision and elaborate an imaginary home culture for their version of Shevek.

4.2 The name “Shevek”

The name “Shevek” is a reference to the protagonist of Ursula LeGuin’s 1974 novel
The Dispossessed, the story of a man visiting a foreign planet and his struggle to come to
terms with its very different values, societal organization and culture. Michael D. Palmer
highlights the suitability of this particular novel, as well as other works by LeGuin, as a “tool
for cross-cultural thinking and teaching” (Palmer, 1989, p. 31). Naturally I don’t expect all
students to pick up on this reference, but on the other hand, it suggests the rich possibilities of
combining literature and roleplays to cultivate ICC. Students could, for example, read a
literary work about an intercultural encounter and then roleplay as one or more of the
characters.

4.3 Hedging

Most of my suggestions for sensitive language employ hedging (e.g. the modal verbs
may and might) to mitigate the potential discomfort caused by negative feedback. Hedging is
an important pragmatic aspect of language for learners to acquire (Fraser, 2010, p. 33), but
they should also be aware that it comes at the cost of a certain vagueness (ibid., p. 25) which
could cause misunderstandings, especially in lingua-franca situations such as this one.
Foreign-language teacher, translator and interpreter trainees should be encouraged to
consciously consider what level of hedging vs. directness is appropriate for their
interlocutors/audience.

Conclusion

In this paper I have presented a practical example of an activity that uses the “weak”
form of task-based language teaching to develop intercultural communicative competence. |
hope it will serve as an inspiration, or at least a jumping-off point, for other educators.
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Resume

Interkultirna komunika¢na kompetencia (ICC) predstavuje subor zrucnosti, ktoré su
nevyhnutné pre akéhokol'vek ucastnika interkulturnej komunikacie, vratane buduacich ucitel'ov
cudzich jazykov ako aj prekladatelov a tlmo¢nikov. V ramci $tudijnych programov, ktoré
pripravuju takychto odbornikov, existuje moznost’ zakomponovat’ vyvoj ICC aj do predmetov
praktického jazyka. Tento prispevok navrhuje pouzitie ,,slabej” formy (podla P. Skehana)
vyucovania cudzieho jazyka zameraného na rieSenie uloh (TBLT) s cielom rozvijat ICC
takym spdsobom, aby sa zachoval doraz na vyvoj aktivnheho pouzitia Standardnych
jazykovych prostriedkov. Ako priklad tohto pristupu autor uvadza aktivitu, kde Studenti hraju
roly vyzadujuce citlivii komunikéciu: poradit’ cudziemu Studentovi, ako sa spravat’ v situécii
nabitej potencidlnymi kultirnymi rozdielmi a komunikaénymi nedorozumeniami.
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JAZYKOVA KRAJINA V PEDAGOGICKEJ PRAXI
Petra Jesenska

Abstrakt

Jazykova krajina (JK) je novad dynamicky sa rozvijajuca antropocentricka
multidisciplinarna vedna oblast’ s interdisciplinarnymi presahmi do geosemiotiky, geopolitiky
a histdrie, sociolingvistiky, pragmalingvistiky, multimodalnej lingvistiky, lingvistickej
antropologie, kulturnej lingvistiky, kulturnej antropologie ako aj kultdrnej semiotiky,
architektury (typoldgia slohov astylov a identifikdcia funkcionality architektonickych
objektov) a dalSich. JK stavia na pevnych zikladoch vysledkov skumania systémovej
lingvistiky. Uz i Ciastkové vyskumné zistenia JK-y by sa mali pretavit do akademicke;j
pripravy Studentskej obce. Cielom prispevku je zameranie na opis experimentu zaradenia
témy JK-y do magisterského programu uéitel'stva a prekladatel'stva/timoc¢nictva anglického
jazyka a kultury na KAA FF UMB v Banskej Bystrici. Tato praca bola podporena Agenturou
na podporu vyskumu a vyvoja na zaklade Zmluvy ¢. APVV-18-0115.

KPucové slova: jazykova krajina (JK), multidisciplinarny vyskum, multimodalny znak

Uvod

Studentky a $tudenti magisterského $tadia by mali dostat’ moznost spoznat’ krasu
empirického vyskumu a pocit dobrodruzstva z pozndvania jazyka, kultdry, historie a pod.
vlastnej obce priamo Vv teréne. Emocionalna zainteresovanost’ posilni vnatornti motivaciu
skumat’, badat’, dozvedat’ sa viac pomocou vlastnych tvorivych metod a postupov (porov.
Capek, 2015). Krasa z poznavania a objavovania vlastnych korefiov s prepojenim na $tudijny
program ucitel'stva akademickych predmetov ¢i prekladatel'stva a tlmo€nictva predstavuje
vklad do ich osobnostnej, intelektualnej i profesijnej vybavy. Ako absolventi a absolventky
bakalarskeho $tadia maja pevné zaklady systémovej lingvistiky umoziujiuce upriamit’ ich
pozornost na nadstavbové interdisciplinarne suvislosti, ktoré st naviac sucastou ich
kazdodenného Zivota. Cielom prispevku je deskripcia experimentu zaradenia témy jazykovej
krajiny do akademického predmetu v magisterskom programe.

1 Jazykova krajina

V poslednych 20 — 30 rokoch sa v lingvistike zacina venovat vyskumna pozornost’
jazykovej krajine (d’alej len JK), v zahrani¢nej lingvistike znamej ako linguistic landscape
(LL). Ide oantropocentricky zamerany interdisciplinarne orientovany vedny odbor
vyuzivajucemu  postupy sktimania systémovej lingvistiky, sociolingvistiky,
pragmalingvistiky, multimodéalnej sémiotiky, histérie, geopolitiky a pod.>® Ustrednym
pojmom skimania sa stava krajina. Ide o nazeranie na krajinu prostrednictvom znakov
a symbolov, ktoré ¢lovek zamerne vytvoril a ktorymi sa neustale z rozlicnych dévodov
obklopuje. Signifikantnti rolu pri tom plni kontext, situacnost’, ¢as a priestor. Za zékladnu

6 Porov.: Rozai 2017, 2018
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jednotku JK-y sa povazuje sign, resp. multimodalny znak. Skumanie JK-y velkomiest
arozlahlych aglomeracii prebieha v zahrani¢i niekolko desatroéi — vzamori, Azii aj
v Eurdpe. Medzi prvymi skimanymi aredlmi boli Toronto, Tokio, New York, Mnichov. Na
Slovensku sa problematike zaCala venovat' L. Molnar Satinska (skimanie Bratislavy), M.
Ferencik (skiimanie Popradu a PreSova), J. Bauko (dvojjazy¢né obce), J. KrSko (hydronymia
Hrona a Vahu, toponymia obci Slovenska pravidelne prezentovana o.i. v relacii RTVS
Cudnopis na zéklade analdgie s podobne zameranym ¢eskym TV programom Divnopis) a
dalsi.

Multidisciplinarne skumanie jazykovej krajiny prebieha od roku 2019 stbezne v
Bratislave, v Banskej Bystrici, Banskej Stiavnici, v Komarne, Komarom, v Békesskej Cabe,
Mnichove a v Erlangene v ramci projektu APVV-18-0115 Jazyk v meste — dokumentovanie
multimodalnej semiosféry jazykovej krajiny na Slovensku a z komparativnej perspektivy. Jeho
cielom je komplexne zmapovat jazykova krajinu vybranych miest zo synchronneho aj
diachrénneho hladiska od zaciatku 20. storoia po sGcCasnost’ a analyzovat pomocou
kvantitativno-kvalitativnej analyzy za ucelom ich nasledného porovnania. Jednym
z ciastkovych cielov je preto kreovanie Ciastkovych databaz, ktorych data sa nasledne ulozia
do jednej centrdlnej databazy, ktorej korpusové data buda volne dostupné. V rdmci
spominaného projektu APVV sa skumaniu JK-y venuje vyskumny vedecky tim, v ktorom
posobia Z. Dobrik, A. Duricova, Z. Gasova, J. Laukova, E. Molnarova, J. Kriko, P. Jesenska,
E. Jurcakova, 1. Schulze, W. Schulze (predkladatel’ a veduci projektu do marca 2020), J.
Stefaniakova, S. J. Toth, N. Zemanikova (pozri napr. Duricové, 2020).

Na ziskanie objektivnych arealnych udajov je potrebné zmapovat celkovo 4 000
metrov vybranej JK-y v kazdom mestskom areali, ktory je predmetom skimania. Dany areal
je nutné zachytit’ a nasledne ho systematicky spracovat’ za G€elom vkladania do vytvorenej
databazy s cielom vytvorenia rozsiahleho korpusu jazykovej krajiny. Kreovanie databazy je
podmienené hladanim takej formalnej Standardizovanej Struktury, ktora by umoZnila
zachytenie anotacie podla sledovanych kritérii s moznostou vyhodnocovat’ idaje s hl'adiska
kvantitativno-kvalitativnej analyzy a naslednej komparacie s inymi jazykovymi krajinami aj
v inych Kkrajinach.

Z objektivnych dovodov nie je vzdy mozné zapojit' Studentstvo do konkrétneho
projektu, napr. uz len preto, ze vyskum sa neobmedzuje len na vyucbovu cast’ semestra, ale
prebieha aj pocas volnych dni, sviatkov, v prdzdninovom obdobi, v skiskovom obdobi a pod.
Pocas vyucbovej casti je vSak moznost sprostredkovat metody a zistenia Studentom
a podnietit’ v nich hlbsi zdujem o problematiku.

2 Ako a preco ufit’ jazykova krajinu — metody a motivacia

Do vyberového akademického kurzu magisterského Stidia sme experimentalne
vélenili problematiku JK-y v rdmci Lexikologického seminara AJ. Sledovali sme niekol'’ko
zamerov. IS§lo ndm o zvySenie povedomia a zaujmu o prostredie, v ktorom sa Studenti
kazdodenne pohybujui. Chceli sme o. i. dosiahnut’, aby absolventi kurzu aj pod vplyvom tejto
Studijno-empirickej sktsenosti d’alej Sirili myslienky pozitivneho obcianskeho aktivizmu a
zdujmu o svoje prostredie. Pracovali sme s tézou, Ze podnietenie zaujmu o zndme prostredie
(v tomto pripade o JK-u) vedie k starostlivosti, a teda aj k aktivnej ochrane znameho
prostredia, napr. aj prostrednictvom vhodnych ucebnych materidlov a zavedenia nového
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akademického predmetu zameraného prédve na JK-u, v ktorej si Studenti budd vSimat
pouzivanie multimodélnych znakov a ich prepojenie s architekturou a ostatnymi zlozkami
urbanneho prostredia. Zaroven sa pozornost’ venovala aj takym fenoménom ako st typoldgia
multimodalnych znakov, mono-/bi-/tri- a multilingvalnost’, funkcii jazyka v JK-e, pouzivaniu
angli¢tiny ako jazyka lingua franca a pod. Nase vnimanie JK-y vychddza z Baukovej
definicie, v ktorej explicitne nepouziva termin JK, ale hovori o proprictarno-semiotickom
obraze krajiny pozostavajucom z “proprii (najma z antroponym, toponym a chromatonym)
najdenych na réznych S$titkoch, znaCkach na verejnych priestranstvach, umiestnenych na
réznych nosioch (napr. plagatoch, budovach, ndhrobnych kamenioch, tabuliach) a
extralingvalnych znakoch (napr. fotografiach, sochach, emblémoch, kresbach), ktoré
poukazuju na ich vlastné mena” (Bauko, 2019, s. 142). Ciel'om je viest’ Studentov a Studentky
k autondmnosti, samostatnosti, otvorenosti, zaujmu o veci verejné a ku kreativite ako aj
schopnosti argumentovat’ a zddvodiiovat’ svoje postoje vo vztahu k najblizSiemu okoliu.
Vysledkom snazenia bude Studentska obec, ktora:
1. dokéze identifikovat’, zbierat’, triedit, klasifikovat’, analyzovat’, syntetizovat’, vysvetlit’
a interpretovat’ (teda celkovo spracovat a vyhodnotit) ziskany surovy vyskumny
material,
2. nasledne je schopna samostatne nachadzat’ a spajat’ suvislosti a d’alej s nimi kreativne
pracovat’ a vyvodzovat’ z nich zavery,
3. dokaze aplikovat’ nadobudnuté vedomosti a vedecko-vyskumné zrucnosti v d’alSej
tvorivej Studentskej praci ako aj profesijnej praxi v buducnosti,
4. je schopné autondmne prezentovat’ svoje zistenia, nazory a postoje.
Spomenuté zru€nosti predstavili Studenti a Studentky vo forme zaverecnej semestralnej
prezentdcie svojho samostatného Studentského vyskumu v zndmom urbannom prostredi
zameranom na vybrant konkrétnu oblast’ danej problematiky, napr. na pouzitie anglictiny ako
lingua franca v jazykovej krajine, pomer ne/oficialnych napisov a pod.

3 Akademicky kurz zamerany na jazykova Krajinu

Cely akademicky kurz maji Studenti aStudentky k dispozicii v Moodli
(https://Ims.umb.sk/course/view.php?id=5249), kde si najdu organizaciu kurzu, informaény
list predmetu, Struktiiru seminarov v zévislosti od ¢asovej dotacie a harmonogramu Stadia (13
tyzdiiovy semester) ako aj struéni osnovu kurzu s akcentom na JK-u vybraného arealu,
metody skumania a sp6soby spracovania ziskanych dat, zaklady vedeckej prace v terénnej
praxi (spésob zberu dat), JK-u s ohl'adom na pouzitie angli¢tiny ako jazyka lingua franca, JK-
u s akcentom na zobrazovanie muzov a Zien vo verejnom priestore a pod. Doraz sa kladie na
obozndmenie Studentstva s najnov§imi trendmi v dynamike vyskumu jazykovej krajiny a
zapojenie Studentstva do tychto vyskumnych aktivit, napr. prostrednictvom sktimania JK-y
Vv ramci ich tvorivej ¢innosti pri koncipovani zévere¢nej (bakalarskej alebo magisterskej)
prace.

Akademicky kurz je viacjazyCny (trilingvalny), pretoze jazyk, ktoré¢ho znalost' je
potrebna na absolvovanie kurzu, je anglicky jazyk na Urovni B1 — C1) ako aj slovensky jazyk
a prilezitostne aj Cesky jazyk s ohladom na roznorodost’ odportcanej literatury a inych
zdrojov vhodnych na $tadium. Celkova ¢asova zataz Studenta pocas semestra predstavuje 90
hodin, z ktorych 13 hodin predstavuje kombinované §tidium (semindre a konzultacie) a 26
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hodin domacu pripravu, samostudiu a priprave na zavereénu prezentaciu je vyclenenych 51
hodin pripravy. Priebezné hodnotenie pozostava z aktivnej UCasti na seminaroch pocas
vyucbovej Casti semestra (0 — 20 bodov), z domécej pripravy na seminare (0 — 20 bodov) a zo
zavereénej Studentskej prezentacie na konci semestra (0 — 60 bodov). V kontexte kreditoveho
Studia sa potom v ramci zaverecného hodnotenia pridelia kredity tomu uciacemu sa, ktory
ziskal za plnenie urenych podmienok minimalne 65 z maximalne 100 bodov.

Zaver

Absolvovanie kurzu jazykovej krajiny pomohlo Studentstvu uvedomit’ si, Ze verejny
priestor predstavuje trvali hodnotu hodnt vnimania, posudzovania a ochrany. Pre Studentov
ucitel'stva kurz predstavoval moznost’ aplikovat’ zru¢nosti, poznatky z kurzu v pedagogicke;j
praxi, ktoru nasledne absolvuju vo vy$Som ro¢niku $tudia. Pre Studentov prekladatel'stva a
tlmoc¢nictva kurz znamenal vklad pre buduce povolanie prekladatela/timo¢nika v podobe
zru¢nosti prace s jazykom a multimodalnou semiotikou. Pridanou hodnotou je povedomie
Studentov o mnohych novych interdisciplinarnych vednych oblastiach ziskanych z nového
akademického kurzu. V neposlednom rade Studenti ziskali novy pohlad na zname, ale
nepreskiimané mestské prostredie z r6znych uhlov pohladu.

Vychadzali sme z predpokladu, Ze po hlbSom spoznani svojho prostredia k nemu
nadobudni iny, vrelsi, vzt'ah, ktory sa pretavi do ich zaujmu o veci verejné. Studentom bude
zalezat’ na prostredi, ktoré spoznali, v ktorom sa pohybuju a ktorému rozumeju aj vd’aka
zisteniam pochadzajucim zo skumania jeho sychronno-diachronneho sociolingvistického,
pragmalingvistického, geosemiotického a geopolitického, historicko-kulturologického atd’.
podlozia.

Summary

Attending the linguistic landscape course helped students to realize that public space is
a lasting value worthy of perception, appraisal and protection. For students of teaching
methodology, the course was an opportunity to apply skills and knowledge from the course in
pedagogical practice, which they were about to complete in their last year of study. For
students of translation and interpreting, the course was a contribution to their future
profession of translator/interpreter in terms of language skills and multimodal semiotics. The
added value is the students' awareness of many new interdisciplinary scientific areas acquired
during the course. Last but not least, students gained a new perspective on the familiar but
unexplored urban environment from different angles.

We proceeded from the assumption that, after a deeper knowledge of their
environment, they would acquire a different, deeper, relationship to it, which would be
transformed into their interest in public affairs. Students will care about the environment they
have learned, in which they live and which they understand thanks to the findings from the
study of its synchronous-diachronic sociolinguistic, pragmalinguistic, geosemiotic and
geopolitical, historical-cultural, etc. background.
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SOME REMARKS ON CULTURE IN EFL LEXICOGRAPHY?’

Anna Stachurska

Abstract

This article attempts to show how cultural aspects of meaning can be used in the
process of dictionary compilation. In order to achieve this goal, a number of issues of
paramount importance have to be discussed: (a) the notion of culture, (b) language and
culture, (c) basic properties of dictionaries, (d) representation of culture in dictionaries. In
addition considerable attention has been given to the Apresjan’s concept of naive picture of
the world and its impact on theoretical lexicography. The author aims at pointing out that
whether we accept the existence of language — specific picture of the world, as different form
the system of expert concepts, we still need the right lexicographic description for the
language user to adjust to language — specific, idioethnic, culturally — determined concepts.

Key words: lexicography, dictionary, culture,

Introduction

As indicated by Benson, Benson & llson (1986) the correlation between lexicography and
society is latent in, at least two aspects. On the one hand, the number as well as variety of
lexicographic projects undertaken by a given linguistic community represent the cultural
development of the nation speaking the particular language. On the other hand, social and
economic considerations may also prompt the number of lexicographic products.
Consequently, as observed by Glinert (1998: 111) collective underpinnings of lexicographic
activity and use of reference works are quite complex and involve matters of ideology,
politics, economics and cultural background of a given linguistic community, its social
stratification and social identities of its members. Zgusta (1989b: 3-4) stresses the importance
of cultural information to dictionary users.

The significance of the problem of culture in dictionaries is beyond any conceivable
doubt, as every dictionary is a snapshot of the society’s life reflecting the culture (as the
system of values existing in the society). Rey (1987) has attempted to characterize those
features of content and organization that can be assumed to convey a cultural load. The author
also discusses the issues of internal organization and the range of arrangement conventions.
At the same time, Rey (1987: 4) admits that the dictionary is one of a number of dictionary
types with a low cultural content and it stands in direct contrast to such dictionaries as
Room’s (1986) Dictionary of Britain or Crowther’s (2000) Oxford Guide to British and
American Culture the sole task of which is to familiarize the potential users with cultural facts
related to Anglo-Saxon countries.

57 This paper enlarges on issues raised earlier in Wtodarczyk-Stachurska (2010, 2014).
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1 Culture — towards the definition

The word culture goes back to the Latin word cultura, with its core meaning tilling the
soil. Most current uses of the term encompass the status of higher and lower culture on
various social and aesthetic scales. But no matter if we investigate primitive or popular
culture, it anyway shows that different forms of culture exist.>® As Herskovits (1960: 17)
indicates, it is ,,the man-made part of the environment”. Much along similar lines is the
definition given by the Oxford Dictionary of English (henceforth ODE): ,,The arts and other
manifestations of human intellectual achievement regarded collectively”.

As Goodenough (1957: 167-173) explains:

As I see it, a society’s culture consists of whatever it is one has to know or
believe in order to operate in a manner acceptable to its members [...]
Culture, being what people have to learn as distinct from their biological
heritage, must consist of the end-product of learning: knowledge, in a most
general [...] sense of term.

No matter if we highlight intellectual aspects of culture or stress the importance of its
institutionalised meaning, the fact is that we easily accept is that the meaning can evolve over
time. The question is what earlier meanings can be carried over into new contexts and to what
extend dictionaries provide the up — to — date senses/meanings.>®

It seems obvious enough that most of the vocabulary is culture-specific. That means
that the lexicon reflects the particular and unique way of life of its speakers. It is fair to say at
the same time that — while there are degrees of culture-specificity — some items are more
culture-bound than the others, there is very little in the lexicons of different languages that is
truly universal (cf. Hartmann, 1983). In the words of Zgusta (1989: 3):

[...] since language is embedded in culture, cultural data are important to the
learner not only for steering his linguistic behaviour but frequently for
choosing the correct lexical equivalent. Such cultural information can be
understood in a broad way, so that it can pertain to political and
administrative realities of the country or countries whose language is being
learned, and so on. Undoubtedly a good part of this information is of
encyclopedic character; be this as it may, it belongs to what the learner has
to learn.
In general, however, it appears that compilers do have problems with the culture-
bound words.
As the purpose of this article is an examination of the interconnection between culture and
lexicography, first the interconnection between language and culture in general and then
lexicography in particular is undertaken.

%8 Obviously, culture cannot be investigated as neither primitive nor for the masses.

59 As Hanks (2000) explains dictionaries do not contain the meaning of words, but only describe how have been
used, and list meaning potentials. From the meaning potentials, we can extrapolate new meanings from new
contexts.
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2 Language and culture

The problem of interconnection between language and culture has been widely
recognised. According to Sapir (1921: 233), culture may be defined as what society does and
thinks. Language is a particular how of thought. However, as also indicated by Sapir (1921.:
234), in the sense that the vocabulary of a language more or less faithfully reflects the culture
whose purposes it serves it is perfectly true that the history of language and the history of
culture move along parallel lines. This makes it difficult to differentiate cultural words from
the lexicon.

At the same time it must be bore in mind that both — culture and culture of language
are historical concepts that call for linguistic theory to make them precise. As explained by
Rey and Delesalle (1979: 11-20) the Saussurean dichotomies of synchrony/diachrony as well
as language/discourse, the Chomskyan dichotomy of language/performance and plain
linguistic description cannot explain what the cultural dictionary is. The fact that seems to be
of a particular importance is the manifestation of culture in a dictionary that requires certain
characteristics and thus, lexicographic techniques.

Rey and Delesalle (1979: 11-12) indicate five clashes between linguistic theory and
elaboration of the cultural dictionary. These are as follows:

— Opposition between synchrony and diachrony (functional description vs. description
of evolutions - that deals with the Saussurean opposition between
synchrony/diachrony),

— The description of a unique and fictive lexical competence vs. the description of social
variation and connotations (this leads to the Chomskyan competence/performance
dichotomy),

— The philological usage of a corpus against the construction of a linguistic model
behind the linguistics conception,

— The analysis of particular lexical items vs. Saussurean language/discourse analysis,

— The analysis of signs vs. analysis of notions.

Obviously enough, it is language that represents culture. When the members of a
particular community share their experiences in order to improve the quality of their lives,
they use the resources of the community to educate younger generation. Language is the tool
to teach it, to fix it and to remember.%° Taking the aforementioned conception of language
into consideration, it seems clear that the characteristics of a cultural dictionary come from the
theory of culture and from the theory of language. Therefore, it is not enough to employ

€0 As Rey (1987: 246) stresses, here is the mistake made in not recognizing that the cultural processes are so
selective as the interests of the human beings in the relation to all the every day events. Assigning a cultural
character to every social fact equals to denying the main character of the cultivation of experiences in a society.
On the other hand, though, the mistake in the conception of culture as a purely intellectual, aesthetic and ethical
fact, disdains the cultivation effectively found, among others, in the agricultural traditions. According to him,
both mistakes can be overcome, if the emphasis is placed on the cultivation of the pertinent experiences to the
interests of a society and, consequently, on the cultivation of its language.
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lexicographic methods and techniques of treatment of what is cultural to elaborate a truly
cultural dictionary.%!

One of the methods of identifying words in cultural context is to determine the cultural
aspects peculiar to the particular speech community rather than address the domain of culture
as such. It is also more informative to concentrate on a single speech community rather than
to treat the interconnection between language and culture in general.

3 Dictionaries and their users

It seems that every attempt to formulate a sound introduction to any discussion of the
question of dictionary research it is worth starting with an elucidation of what exactly a
dictionary is. It seems particularly appropriate while considering the present state of affairs,
since — traditionally — the main objective of the science of lexicography is to define words and
terms. Burkhanov’s Dictionary of Lexicography (1998: 41) provides us with the following
definition of dictionary:

[A] type of REFERENCE WORK which presents the vocabulary of a
language in alphabetic order, usually with explanation of meanings. Since
the sixteenth century the TITLE dictionary has been used for an increasingly
wider range of alphabetic (but also thematic), general (but also specialized,
monolingual (but also bilingual and multilingual) reference works, from the
polyglot to the historical and pedagogical dictionary. At the same time there
has been a tendency for other terms to be used as designations for more
specialized dictionary genres, e.g. THESAURUS, ENCYCLOPEDIA, and
TERMINOLOGY.

In his work, Landau (1989: 5) indicates that to most people, dictionaries and
encyclopaedias are closely linked and are sometimes considered interchangeable, but they are
essentially different kinds of reference works with different purposes. For him (see Landau
1989: 5-6) a dictionary lists words in an alphabetical order and describes their meanings,
while an encyclopaedia is to be viewed as a collection of articles about all branches of human
knowledge. Along fairly similar lines, Jackson (2002: 21) makes the following attempt to
explain the difference between dictionaries and encyclopaedias:

[...] a dictionary is a reference book about words. It is a book about
language. Its nearest cousin is encyclopedia, but this is a book about things,
people, places and ideas [...]. The distinction between the dictionary and
encyclopedia is not always easy to draw [...], but they do not share the same
headword list [...] and they do not provide the same information for the
headwords that they do have in common.

Note that although formulated much earlier, the definition provided in Zgusta (1971:
17) still remains one of the most adequate and precise definitions that have been offered in
past research:

61 Simultaneously, the cultural load of modern dictionaries seems not to be an intrinsic quality, as a consequence
of a change of view in its interpretation.
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[A] dictionary is a systematically arranged list of socialized linguistic forms
compiled from the speech habits of a given speech — community and
complemented on by the author in such a way that the qualified reader
understands the meaning [...] of each separate form, and is informed of the
relevant facts concerning the function of that form in its community.

Obviously, the very fact that the dictionary is consulted rather than read is obviously
linked to its content because — ex definitione — dictionaries are reference books that are
resorted to in the case of need; and the need may be simply defined by saying that people
consult dictionaries in order to find explicit information about the meaning(s) of (a) particular
word(s) that are usually — yet not exclusively — arranged in an alphabetical order of the
headwords. Dictionaries are of many kinds and may, and usually do provide phonological,
morphological, syntactic, lexical-semantic, pragmatic, and/or stylistic information about the
native or non-native language (see Burkhanov 1999: 27). Béjoint (2000: 1), quoting Rey-
Debove (1987) distinguishes between two main lexicographic categories while discussing
dictionaries; namely macrostructure and the microstructure. In accordance with the
generally upheld view ,,macrostructure is a rough equivalent of the English word-list [...] The
word microstructure refers to the content of each entry”. Earlier, the term macrostructure was
defined by Hausmann and Wiegand (1989: 328) as ,the ordered set of all lemmata
(headwords)”. In the Dictionary of Lexicography authored by Burkhanov (1998:91) we find
the following definition:

The overall list structure which allows the compiler and the user to locate
information in a REFERENCE WORK. The most common format in
Western dictionaries is the alphabetical WORD-LIST (although there are
other ways of ordering the HEADWORDS, e.g. thematically,
chronologically or by frequency), which constitutes the central component.
This can be supplemented by OUT- SIDE MATTER in the front, middle or
back of the work.

Hartmann (2001: 59) is of the opinion that:

The Macrostructure is depicted as a sequence of entries (from 1 to n),
preceded, interrupted and followed by Outside Matter in the form of Front
Matter (such as a preface), Middle Matter (such as illustrations) and Back
Matter (such as list of bibliographical references). The Microstructure [...]
is shown as consisting of the Headword (usually typographically marked in
bold) and two subsidiary structures, the left-core ‘formal” comment and the
right-core ‘semantic’ comment. The Macrostructure and Outside Matter
together constitute what is [...] called the Megastructure.
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In short, the macrostructure of a dictionary is the arrangement of the stock of
lemmata® in the word list (see Burkhanov 1998: 146). According to the author, in the
discussion of macrostructure three main types can be mentioned:

1) ideographic (lemmata organized according to semantic affinities of whatever sort),

2) alphabetical (lemmata arranged in accordance with the alphabetical position of each
letter comprising the graphic words representing the lemmata),

3) analogical (which is the mixture of both alphabetical and ideographic types of
lemmata arrangement).

In turn, the microstructure — according to Hausmann and Wiegand (1989: 344) — may
be defined as ,,[...] an order structure made up of classes of items which have the same
function”. In the simplest of terms, microstructure is the way of arranging the various
information categories within the entries.

When we progress to the main question we see that Zgusta (1971: 222-223) observes
that when a lexicographer sets out to compile a dictionary, he is bound to take two basic
decisions, that is 1) what part of the total vocabulary of language the proposed dictionary will
cover and 2) to what type the proposed dictionary will belong.

4 Culture in dictionaries

At a very outset let us draw reader’s attention to the types of concepts and knowledge
structures. As indicated in numerous contributions to lexicography practice, it can be of two
main types: commonsense (everyday, folk) as well as expert knowledge. Consequently, the
problem of semantic description lies latent in the correlation between these two.

The first was introduced by Séerba (1940). Since then it was elaborated by many
scholars — see, among others, Wierzbicka (1985), Lakoff and Turner (1989), Grzegorczykowa
(1993), Bartminski i Tokarski (1993).%3

It is intuitively clear that culturally — significant information, along with linguistically
— relevant lexicographic data, when encompassed to the dictionary, cannot be referred to as
encyclopaedic information. Firstly because expert concepts is not language dependent, let
alone the fact that is acquired in the course of study, while commonsense knowledge is
culturally determined, thus language — specific. What is more, as explained by Burkhanov
(1999: 175), peculiarities of commonsense knowledge may also be caused by the grammatical
structure of a language, the correlation between units of different symbolic levels of the
language structure, and conventional ways of designating extra — linguistic reality by lexical
items.®*

62 Here the term is used as equal to headword, after Burkhanov (1998: 116). It is a morphological form of a
lexeme, which is widely used, grammatically simple, and traditionally serves to represent all morphological
word forms of a lexeme.

83 Here the terms commonsense knowledge and encyclopaedic knowledge are used as the same distinction.

6 The concept of commonsense and expert knowledge is usually referred to as worldview, specified by Whorf
(1956), and according to him it embodies collective experience shared by the speakers of a particular linguistic
community.
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One of the general observations that emerge from the above considerations seems to
support the earlier formulated thesis that dictionary use constitutes difficulties. From one hand
it seems obvious that compilers have never had at their disposal the space they really need to
give an exhaustive account of words. At the same time, culture should be obligatory reflected,
and this should be done adequately since in the process of learning of the English language
students should avoid the wrong lexical choice consequences.

As shown, in present day works of reference there is no comprehensive, highly
informative cultural note while most of the vocabulary is culture — specific. That means that
the lexicon reflects the particular and unique way of life of its speakers. At the same time,
while there are degrees of culture — specificity (some words are more culture — bound than the
others) there is very little in the lexicons of different languages that is truly universal (cf.
Hartmann, 1983). However, it appears that lexicographers do have problems with the culture
— bound words.

Conclusion

Taking the issue from different perspective, providing that scientific worldview is
different from commonsense worldview encoded in grammatical and lexical meanings of a
particular language, we need employ the concept of naive picture of the world® in order to
represent specific features of natural environment and ways of life, customary beliefs of a
particular speech community as well as their commonsense considerations.®

It should be noted that whether we accept the existence of language — specific picture
of the world, as different form the system of expert concepts, we still need the right
lexicographic description for the language user to adjust to language — specific, idioethnic,
culturally — determined concepts.

Summary

The aim of this paper is to outline the way of culture marking in lexicography.
Obviously enough, dictionaries should provide a balanced, convenient and accurate record of
the usage of words, supplementing the knowledge of the usage of the words, especially in the
realm of the particular linguistic community. In looking at the words an Englishman
condemns we must always be aware of the special attitudes he may hold. On the other hand,
the foreign language uses must be on the watch with the limit of his intention in marking
words with the fellow foreigner. It is beyond any doubt that these particular area of study
seems to pose some difficulties not only for lexicographers, but also — if not merely — for the
translators.

8 The concept of naive picture of the world was introduced into lexicographic description by Apresjan (1974), to
denote the aggregate of commonsense concepts underlying meanings of lexical items. Also Poc¢ebcov (1990)
assumes the existence of linguistic mentality of a given nation. All in all, it represents cultural and spiritual
experience of a given linguistic community.

8 Here the works of cognitive semanticists should be compared (e.g. Lakoff 1987, Johnson 1987, Taylor 1989)
concerning two autonomous types of categorization. Also Langacker’s (1987) distinction between primary or
secondary domains come to our minds.
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Resume

Cielom tohto prispevku je naértnut’ sposob oznacovania kultary v lexikografii. Je
zrejmé, ze slovniky by mali poskytovat’ vyvdzeny, pohodlny a presny zdznam o pouzivani
slov a dopliiat’ znalosti o pouZivani slov, najmi v oblasti konkrétnej jazykovej komunity. Pri
pohlade na slova, ktoré Anglican odsudzuje, si musime byt vzdy vedomi osobitnych
postojov, ktoré moze zastavat. Na druhej strane, by si mal pouzivatel’ cudzieho jazyka davat’
pozor na limity pri komunikécii s rodenym hovoriacim. Nie je pochyb o tom, Ze tato
konkrétna predstavuje urcité tazkosti nielen pre lexikografov, ale aj prekladatelov.
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IMPLEMENTING GLOBAL SKILLS IN ELT CLASSROOM
DURING THE COVID-19 PANDEMIC

Alena Stulajterova

Abstract

Contemporary life is characterised by continuous changes related to advances in IT
technologies, greater diversity and mobility in general and social, economic and language
changes related to the new global coronavirus pandemic in particular. Therefore, education
needs to cover other than traditional issues, if learners are to be equipped sufficiently and are
able to deal with the impact of the pandemic on their lives. If they are to benefit now and in
the future, learners need to learn the skills — referred to as global skills - that are critical for
lifelong learning and success in these difficult years. The article discusses the integration of
global skills into English language classroom during the coronavirus pandemic, with its
emphasis on the English language change with regard to essential global skills cluster called
emotional self-regulation and wellbeing. From the linguistic point of view, the COVID-19
pandemic is connected with language expansion, as it was exposed to the adaptation to the
newly emerged situation. Learners of all categories should be acquainted with these English
neologisms in a relaxed atmosphere in an English class. Therefore, the article aims at
presenting three shorter learning activities, which develop learners” global skill focused on
emotional self-regulation and wellbeing in English language classroom.

Key words: global skills, coronavirus, pandemic, English language teaching, emotional self-
regulation, wellbeing, neologism, language dynamism

Introduction

By teaching our learners global skills, we are equipping them with life skills that go well
beyond the language classroom. According to Mercer et al. (2019, p. 8), global skills can be
grouped into the following clusters:

1. Communication and collaboration — the ability to use verbal and non-verbal forms
of communication and to work effectively with others in order to achieve shared
goals;

2. Creativity and critical thinking — generating new ideas and solutions and analysing
information to form a balanced judgement;

3. Intercultural competence and citizenship — the social and interpersonal skills
necessary for managing cross-cultural encounters in appropriate way, with respect and
openness to others;

4. Emotional self-regulation and wellbeing — the ability to recognize and understand
one’s emotions and the awareness of positive physical and mental health practises;
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5. Digital literacies — individual technological skills necessary for working with digital
communication channels.®’

All above mentioned global sills can be developed through communicative language
teaching and learning. According to Homolova et al. (2017), in English language classroom it
is necessary to teach traditional language skill such as reading, speaking, writing and
listening. However, learners in the 21% century should be able to solve problems, use
creativity, critical thinking and digital technologies, interact cross-culturally and be co-
operative and innovative. (ibid.) As the coronavirus pandemic had a negative impact on lives
on both adults and children, our article focuses mainly on developing global skills included in
the fourth cluster: emotional self-regulation and wellbeing. Learning English in the
“COVID times” should reflect dynamic changes in the English language, which occurred in
recent two years. Therefore, an inseparable part of English language teaching and learning
should be a sensitive implementation of new words and phrases, which occurred in English
(as well as in other languages) in a relation to above mentioned pandemic.%®

1 The impact of coronavirus pandemic on the English language

As the subject of the article is the integration of global skills into English language
classroom during the coronavirus pandemic, in this part we will focus on its impact on the
English language. In one and a half year, coronavirus has remarkably changed our lives — it
has closed businesses, schools, and transformed our working and studying routines. In the
first half of the year 2020, we could observe an interesting paradox: while everyday life
slowed down significantly due to necessary government measures (WFH, lockdown),
dynamism in language was enormous due to many new coronavirus-related words and
phrases, occurrence of which dominated in everyday discourse and media.

New genuine metaphors, neologisms and lexical innovations we have seen in the past
few months points to the fact that linguistic creativity is a key part of language, reshaping our
ways of engaging with the world.®® A number of new lexical items were created (COVID-19,
coronavirus, SARS-CoV-2, coronials’®) and a number of words existing in the language-as-
system acquired new meanings (key workers, social distancing’, the Before Times’2). Some
words and phrases were specific in the first wave of the pandemic (face mask, stay-at-home,
self-isolation, front-liners, lock down, quarantine), the others dominated in the second wave
(vaccination, anti-vax, respirator).

S’MERCER, S. et al. 2019. Creating Empowered 21%t Century Citizens. Available at: https://elt.oup.com/feature/global/
expert/global-skills?cc=sk&se;

68 Compare: OECD. 2018. Teaching for Global Competence in a Rapidly Changing World. Available at: https://dx.doi.
0rg/10.1787/9789264289024-en

69 https://theconversation.com/coronavirus-has-led-to-an-explosion-of-new-words-and-phrases-and-that-helps-us-cope-
136909

70 amalgamation of coronavirus and millennial = babies conceived during lock down; (Oxford Languages, 2020)

"1 In the middle of 20th century the meaning of the phrase “social distancing” was not limited to a specific situation, during
the pandemic its meaning was connected with the reduction of the coronavirus transmission;

72 a term for the pre-pandemic era;
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While established terms such as lockdown or pandemic have increased in use,
COVID-19 neologisms created via various word formation processes, namely blending,
compounding, derivation or clipping, have been coined quicker than ever. These include
covidiot — someone ignoring public health advice; covideo party — online parties via Zoom or
Skype, and covexit — the strategy for exiting lockdown.”® Other terms deal with the material
changes in our everyday lives, from Blursday — an unspecified day because of lockdown’s
disorientating effect on time, doomscrolling — obsessing over bad news online, covidpreneurs
— individuals or businesses profiting from the pandemic, or zoombombing — hijacking a Zoom
video call.”* These new expressions help us make sense of the changes that have suddenly
become part of our everyday lives.

New abbreviations and acronyms used during COVID-19 include WFH — working
from home, PPE — personal protective equipment, ARDS — acute respiratory distress
syndrome, ARI - acute respiratory infection, or PCR - polymerase chain reaction. (ibid.)
“There are already some initial collections of English COVID neologisms online, and the
numbers are rising.” (Al-Salman — Haider, 2021)

Some COVID-19 related expressions are not genuinely new as they had been used for
many years, for example self-quarantine, social distancing, social isolation. However, their
being reintroduced shows that not only does social change bring about new words and terms
in the form of neologisms or coinages, but it also reintroduces some pre-existing words that
have gained new meaning in the time of the COVID-19 pandemic. (ibid.)

According to Hollett (2020; In Al-Salman — Haider, 2021), we have to face new
circumstances, and with new circumstances, we learn new words. For instance, the expression
self-isolation used to describe countries that kept themselves separate, but now if someone has
or thinks s/he might have the coronavirus, s/he self-isolates and keeps him/herself apart from
the family. (ibid.)

Such linguistic change and creativity is a universal property of language, which
reflects global societal changes. The emergence of the COVID-19 neologisms, many of which
have not yet become English dictionary entries, is attributed to the fast spread of the pandemic
globally and the extremely powerful influence of media in general and social media in
particular.

Al-Salman and Haider (2021) state that the terms such as maintaining a safe distance,
avoiding close contact, wearing a mask, using sanitizers have become part of our everyday
life. Staying home if you are unwell, self-quarantine, or avoiding handshake are abundantly
used expressions, which have acquired social currency during the pandemic to shape and
regulate social interaction in everyday life.

The new social practices caused by COVID-19 will probably influence learner’s social
habits and daily interactions temporarily, if not permanently. Learners of the English language
should know the above discussed COVID-19 related neologisms as they derive from global
dimension of the pandemic, which makes it crucial for the entire international community to

& https://theconversation.com/coronavirus-has-led-to-an-explosion-of-new-words-and-phrases-and-that-helps-us-cope-
136909
4 https:www.wsj.com/articles/covid-the-new-coinage-that-defined-2020-11608830903
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follow the latest developments concerning updates on coronavirus cases worldwide. (ibid.)
This makes it necessary to have a constant follow-up and updates in ELT classroom as well.

The coronavirus pandemic has brought another interesting phenomenon. Younger
learners perceive the meaning of the word "negative™ as something favourable, as they know
from parents, doctors or the media that if we are tested for COVID and are “negative’, it
means that we are healthy. Subsequently, they can also misunderstand the phrase "positive
thinking" in the opposite way — i.e. negatively. For this to happen, learners of English should
be acquainted with new words and phrases or their new shades of meaning, but as they relate
to something which some individuals may perceive as trauma, all this has to be sensitively
presented in a relaxed and friendly atmosphere.

2 Presenting new COVID-19 related words in compliance with global skill: emotional
self-regulation and wellbeing

In the years 2020-21, the global crisis related to the new coronavirus pandemic and
COVID-19 affected negatively not only people’s physical and mental health and has
undeniably affected all areas of human life and activities. As well as health care system and
economics, one of the most affected sectors have been education, culture and sports, which
have come to a complete halt for a few months and are currently continuing in a very limited
regime. (Stulajter, 2020)

As far as education in general and English language teaching in particular is
concerned, the scope of lexical innovation in English in relation to coronavirus is enormous.
This new vocabulary helps people articulate their worries about the biggest health crisis we
have seen in generations. It brings people together around a set of collective cultural reference
points — a kind of lexical “social glue”. In the absence of the regular social contact, shared talk
is an important part of helping people feel connected to one another. ™

Learners with emotional self-regulation and wellbeing should be able to “recognize,
identify and understand their own emaotions, select healthy strategies for managing their own
emotions, demonstrate awareness of strategies to promote well-being, take actions which
contribute to a physically, mentally and social healthy lifestyle. (Mercer et al, 2019, p. 14) If
we want to develop the above stated abilities, we can use the following classroom activities:

1 Open-ended questions on selected topics
Aim: Presenting and defending one’s opinion, developing critical thinking, discussion,
cooperation (if learner work in pairs/groups)

We can encourage older learners to question and analyse COVID:
e What is the most serious issue of these days in your society/school/school?
e What causes this issue? Who is responsible for it?
e What can we — as individuals — do about it?

Younger learners could consider:

75 Compare: Duricova (2020), Stefanakova (2020)
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e How can we help our grandparents?
e How can we care for older neighbours around us?

2 Matching
Aim: raising awareness of word formation in English (and Slovak), using words in own
sentences, expressing opinions/facts

We can ask learners to match the words and phrases in the left column with their
definitions in the right column

antivaxer acne breakouts from wearing a face mask

covidiot hijacking a Zoom video call

covideo party an unspecified day because of lockdown’s disorientating effect on time
covexit obsessing over bad news online

Blursday online parties via Zoom or Skype

covidpreneurs the strategy for exiting lockdown

doomscrolling individuals or businesses profiting from the pandemic

zoombombing someone ignoring public health advice

maskne a person who is opposed to vaccination

3 If and then

Aim: giving advice, helping others, sharing feelings, expressing personal experience etc.

To help learners manage negative emotions, encourage them to develop an “if, then” plan.
This means thinking about what they can do if they feel an emotion, such as fear of
coronavirus, sadness because of isolation from friends and class-mates, and how they can
manage that emotion. For instance:

o |If | feel worried about catching coronavirus, then | can take three deep breaths, count

to ten and think of my pet hamster.

To help learners express their feelings and emotions, you can provide them with
necessary words and phrases, such as: self-isolation, face-mask, stay-at-home, quarantine, etc.

Conclusion

Perhaps one of the biggest factors in the spread of coronavirus terminology is the fact
that we’re more digitally connected than ever before.’® Instant access to social media is now
an integral part of our learners” lives — and they can share content with friends and family
through a variety of social media outlets. The scale of available online connections means that
there are now far more opportunities for individuals to learn a new term and share it with

6 https://theconversation.com/coronavirus-has-led-to-an-explosion-of-new-words-and-phrases-and-that-helps-us-cope-
136909
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relatives and friends. As the coronavirus pandemic had a negative impact on lives of our
learners, article aimed at developing one particular global skill, which is focused on emotional
self-regulation and wellbeing. This global skill is becoming an integral part of English
language learning and includes a sensitive implementation of new words and phrases which
occurred in English (as well as in other languages) in a relation to coronavirus pandemic.

Resume

Okrem vazneho spoloéensko-ekonomického dopadu pandémie Kkoronavirusu je
jednym zo sprievodnych javov aj vyskyt novej slovnej z&soby slvisiacej s koronavirusom
a ochorenim COCID-19 a intenzivne digitalne prepojenie 'udi viac ako kedykol'vek predtym.
Okamzity pristup k socidlnym médiam je teraz neoddelitelnou sucastou Zzivota naSich
Studentov a ucitelov. Rozsah dostupnych online spojeni znamend, ze v sucasnosti existuje
ovela viac prilezitosti pre jednotlivcov naucit’ sa novy termin a zdiel'at’ ho s pribuznymi a
priatel'mi. Ked’Zze pandémia koronavirusu mala negativny vplyv na zivot naSich Studentov,
¢lanok bol zamerany na rozvoj jednej konkrétnej globalnej zrucnosti, ktord je zamerana na
emoc¢nu samoreguliciu. Tato globdlna zru¢nost’ sa stdva integralnou sucastou vyucby
anglického jazyka a zahfia citlivi implementaciu novych slov a fraz, ktoré sa vyskytli v
anglictine (ako aj v inych jazykoch) v suvislosti s pandémiou koronavirusu.

Prispevok vznikol v ramci riesenia projektu KEGA 016UMB-4/2021: Global Skills
aich implementacia v ramci cudzojazycénej vyucby na strednych Skoldch ako prostriedok
rozvoja klucovych kompetencii Ziakov a profesionalnej identity buducich ucitelov v kontexte
21. storocia.
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THE ART OF CROSSING CULTURES:
INTERCULTURAL COMPETENCE OF UNIVERSITY STUDENTS REVISITED

Jana Javorcikova

Abstract

The article entitled The Art of Crossing Cultures: Intercultural Competence of
University Students Revisited summarises partial results of a qualitative research conducted in
March 2021 (100 respondents). It is based on the assumption that understanding culture of the
target language is an indispensable part of a successful foreign language competence. The
research is a result of an analysis of three intercultural situations where interlocutors
understand the linguistic aspect of communication, however, they do not fully recognize the
cultural load; a mistake that may often lead to misunderstanding, missed deadlines, delays and
occupational injuries. Therefore, special attention should be paid to intercultural preparation
of university graduates, especially in future teacher and translator/interpreter training.

Key words: culture, intercultural awareness, intercultural competence, cultural studies,
crossing cultures

Introduction

With the intensified globalisation, more attention should be paid to learning foreign
languages within the cultural context of the target countries, i.e. countries where these
languages are official (English in the Great Britain), working (English in the EU countries) or
have a long-established cultural tradition (English in India). Therefore, the aim of this study is
an analysis of intercultural awareness of university undergraduate students of the 3™ year of
their bachelor studies at Matej Bel University, in order to better focus their future linguistic
preparation in English. We take as the starting point of the research the assumption that, in
order to facilitate the successful language learning at the university the training of
intercultural competence is indispensable. To examine the assumption we conducted the
research focused on the analysis of intercultural awareness of university undergraduate
students of the 3 year of their bachelor studies at Matej Bel University. The research will
help to analyze respondents’ abilities to understand language and its cultural context and
better focus their language preparation.

1 Theoretical Background and Stating the Problem
Scarcella and Oxford (1992, pp. 75-80) defined four competences of a successful
communicator:
1. linguistic competence (familiarity with language as a form)
2. sociolinguistic competence (the ability to use the language items properly in each
situation, i.e. to relate the form to its function)
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3. discourse competence (use the discourse relevant for the particular
communication context)
4. strategic competence (ability to overcome difficulties and gaps in the above).

Professionals in cultural studies (UNESCO, 2013) have recently added the fifth
competence — intercultural competence, defined as “...the ability to function effectively
across cultures, to think and act appropriately, and to communicate and work with people
from different cultural backgrounds — at home or abroad (Leung, Ang and Tan, 2014,
Gudykunst, 2003). Leung, Ang and Tan further suggest, the intercultural competence
integrates a hierarchical complex of skills and sub-skills, attitudes, beliefs and cultural
components, as presented in Fig. 1:

Fig. 1: Intercultural competence according to McKimmon (2013), quoted in Leung, Ang and
Tan (2014)

INTERCULTURAL COMPETENCE
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&nd the UNESCO “Interculturs! Competences,

Source: McKimon (2013)

Scholars (Hohn, 2021; Sipo3ova, 2017; McKimon, 2013; Scarcella & Oxford, 1992)
point out that for linguists, language-related components of the intercultural competence are
of key importance, however, they need to manage all the components in order to function in a
new cultural environment, i.e. to master the art of “crossing cultures”.”’ In order to indicate
Slovak undergraduate students’ (future linguists, teachers, interpreters and translators) ability
to understand culturally loaded phrases, in the presented research, we have asked the research
question: How well can Slovak and international students understand culturally loaded
phrases? On the basis of the research question, the Ho and H; were formulated:

" The title of this study is inspired by a lecture “The Art of Crossing Cultures”, provided for Fulbright visiting
scholars in the USA, as a part of their preparation for overseas living.
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Ho Undergraduate students can understand culturally loaded phrases with minimum 65%
correctness.’

H: Undergraduate students cannot understand culturally loaded phrases with minimum 65%
correctness.

The presented study shows partial research results, analysing three intercultural
situations (31 situations were tested; they will be subject to the following research). By
intercultural situations proper we mean general understanding of situations, which arise
when an individual perceives another person (or group of people) as being culturally different
from themselves. Every human being is regularly exposed to intercultural situations, with or
without direct interactions with others [1]. Intercultural communication arises when
“...essentially means communication across different cultural boundaries. When two or more
people with different cultural backgrounds interact and communicate with each other or one
another, we can say that intercultural communication is taking place. So intercultural
communication can be defined as the sharing of information on different levels of awareness
between people with different cultural backgrounds, or put simply: individuals influenced by
different cultural groups negotiate shared meaning in interactions.” [2].

1.1 Procedure

The research of intercultural competence served as a starting point for a quantitative
research, conducted in March 2021.7 In order to identify their strengths and weaknesses in
intercultural awareness, 131 written tests of intercultural competence were administered to
3"-year full-time undergraduates, studying English teaching and translation studies at Matej
Bel University, Banska Bystrica, Slovakia.®? After stratified random sampling, the sample
unit consisted of 100 valid tests (50 teaching programme and 50 translation studies students).
The test was done online, at one sitting. Time was not measured.

Respondents were asked to interpret three intercultural situations in the form of a
fictitious discussion between two co-workers. Speaker 1 was Slovak, speaker 2 was British.
The speaker 2 was expressing his or her reaction to what speaker 1 said by a short culturally
loaded phrase. These phrases represented the research corpus of culturally loaded phrases and
were formed on the basis of 2019 BBC research; however, they were adopted for the purposes
of a serious research and accompanied by a meaningful context, devised by the researcher.
Each of the three selected phrases expressed a negative attitude: disapproval, discontent or
criticism. Respondents could interpret the situations via pre-formatted phrases (option A and
B) or, provide their own interpretation, indicated as C — “other”. The phrases were the
following:

1. It’s rather short (rather indicates dissatisfaction, Oxford Dictionary, 2021).
2. With the greatest respect (indicates disapproval and underestimation of speaker 1
standpoint; 2019 BBC research)

8 65% is a passmark at Matej Bel University (MBU University Statute, 2021).

79 The pilot-testing was conducted at Matej Bel University, Department of English and American Studies in
January 2021; 20 respondents.

8 31 Slovak respondents were discarded (on the basis of incomplete information, etc.).
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3. | hear what you say (indicates disapproval and wish to end the conversation; 2019
BBC research)

2 Research outcomes

In the first task, students were exposed to the following situation: A Slovak employee
wrote a report, however, his/her English colleague’s reaction was: “It’s rather short”. Students
were asked to interpret the meaning of this intercultural situation. They could choose from
two preformatted answers (A — “She thinks it should be longer” and B — “She is impressed
with how effectively I can write”), or, provide their own interpretation (option C) in the space
provided. Figure 1 shows the bar chart of the participants’ responses in situation 3:

3. You have volunteered to write a report of your
special departmental activities for disadvantaged
students during the Corona crisis. You are quite
proud of the report. Your English colleague Brianna,
who is reading your report, says: "It's rather short."
(neutral infonation, no gestures) QUESTION: What
does Brianna mean by that?

80

60

40

20

o]
She thinks it should be longer. She is impressed how effectively | Gther (speoify) ...

Source: author

Fig. 1 shows 90% of respondents were familiar with the modifier rather, which is used to
mean “fairly” or “to some degree”, often, when you are disappointed, surprised or expressing
slight criticism (Oxford Dictionary, 2021). 6 respondents, however, did not decode the phrase
accurately and considered the utterance a praise of one’s economic writing skills. Thus, they
completely misunderstood the message. Finally, 4% of students selected the option: “Other”.
Out of these, 3% of students decoded the message as a request to amend or improve text
report:

R93: Either it’s too short or it’s missing on the quality side.®*
R99: I think that the report can be written simply.
R102: She may think I could add more specific information.

81 R = respondent. Responses were not edited or proofread.
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One respondent decoded the need to revise and amend the document. Moreover, this
respondent was also pro-active and suggested a solution of this intercultural situation: R 97:
The report can be open again for some editing, it could be useful to ask Brianna what she
would add to the report.

In the second situation that is a subject to this analysis, respondents were to decode the
message of the intercultural situation, where somebody’s report is commented by a British
colleague: “I hear what you say” (which, according to the 2019 BBC survey means, the
interlocutor does not accept the argument). As Figure 2 shows, this phrase was misunderstood
by 62% of respondents:

1. Imagine you are at a work meeting. You are
trying to discuss an issue, but your British
colleague John interrupts you and says, "l hear
what you say." (neutral intonation, no gestures)
QUESTION: What is John more likely to mean?

60
40

20

accept your point of view. | disagree and do not want to Other (specify)...

discuss if further.

Source: author

As Fig. 2 shows, only 32 % of participants decoded the situation correctly; 62% understood
the lexical and grammatical meanings of the utterance but completely misunderstood the
cultural meaning of the phrase. 6 respondents picked the option “other”. 2 respondents
decoded the phrase in a broader way, as understanding the point of speaker 1, but disagreeing
with it:

R48: | accept your point of view even if | do not agree with you.

R110: I accept your opinion, but disagree with it.

Respondent 70 decoded the situation as confirmation of the message, without taking a side:
R70: He understood what | was trying to express and R97 understood the speaker 2 as
“undecided” on the issue: He’s aware of what is said, but does not have any perspective or
take any side on the issue.

Finally, R53 decoded the utterance “I hear what you say” as a stop to conversation, or a signal
to put off the conversation for later. (R53: Maybe he agrees but there is not time for that issue
now. Fig. 3 shows the multiplicity of interpretations of the phrase “I hear what you say’:
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Interpretative scale of the phrase: “I hear what you say”
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: : Is /\
1 accept your He's aware of what | accept your ] disagree and
point of view is said, but does nat | | opinion, but do not want
have any perspecti- | | disagree with it to discuss it
ve or take any side ——F
on the issue - —T L further

laccept your point
of view even if I do
not agree with you

He understood what |
wias trying to express

/ / )
S A L
N ™

'
Maybe he agrees but || Understands but
there is no time for wants to make

that issue now a point

Source: author

Finally, respondents were to interpret the intercultural situation where the speaker 2
responded with the phrase: “With the greatest respect.” Figure 4 shows the proportion of
correct and incorrect answers and other interpretations:

Fig. 4: Total results: interpretation of the phrase: “With the greatest respect.”

2. You are inferpreting at a meeting of two business
pariners, Slovak and British. The Slovak
representative Jan starts to discuss a point. After a
short while, his British partner Richard utters, "With
the greatest respect..." (neutral infonation, no
gestures) QUESTION: What do you think Richard is
more likely to mean by "With the greatest
respect..."?
= ]

40

30
20
10

0
Richard thinks John is an idiot. Other (specity) Richard is listening to John.

Source: author

Oxford Dictionary (2021) confirms, this phrase indicates disapproval. 40%
respondents correctly decoded this message, however, 24% understood the situation as
intensive interest. As many as 36% of participants provided their own interpretation. These
answers can be put into six semantic categories as in Table 1:

Tab. 1: Partial results: option C: individual interpretations of the phrase: “With the greatest
respect”
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CONTENT | CONTENT | CONTENT/ | CONTENT | CONTENT | CONTENT
/ / cognitive / /cognitive |/
cognitive cognitive component — | cognitive component | cognitive
component | component | disapproval component | — component
—  neutral | — polite | & - Expressing | —  strong
disapproval | disapproval | Affective expression | objection approval
component: | of different
sarcastic opinion
No. |9 9 1 2 1 2
of
resp.
(%) |9 9 1 2 1 2

Source: author

The original interpretation in the option A used strong language (Richard thinks John
is an idiom). The researchers used the original strong language, however, several respondents
disagreed with the insulting interpretation and did not consider the phrase “With the greatest
respect” derogatory or offensive (e.g. R118 commented on the issue: Richard has listened to
John and does not think he is an idiot. Nevertheless the phrase "With the greatest respect...”
comes across a bit sarcastic.).

4 Discussion

The three analysed situations prove Slovak undergraduate’s intercultural awareness in
three situations where one of the interlocutors was exposed to criticism or disapproval from
the British partner. Table 2 shows that overall results (correct answers and C — other
interpretations that researchers evaluated as “correct”) exceeded the university benchmark of
65%:

Tab. 2: Overall research results:

Cu|tura||y loaded | CORRECT OPTION CORR- INCO- OPTION INCO-

phrase ANSWERS | C: a_nswers ECT RRECT C: abswers RRECT
(%) considered | TOTAL | ANSWERS | considered | TOTAL

“correct” (%) (%) “correct” (%)

It’s rather short 90 4 94 6 0 6

| hear what you say | 32 3 35 62 3 65

With the greatest | 40 34 74 24 2 26

respect

Mean 67.67 32.33

Source: author

Table 2 shows that respondents were able to decode the intercultural situation with the
over 65% correctness in 2 out of three situations (“It’s rather short” — 94% correct answers
and “With the greatest respect” — 74% correct answers). In situation 2 (“I hear what you
say”), they only reached 35 % correction. Cumulative mean of correct answers was 67.67%,
just above the university pass mark (65%). Thus, the research confirmed Ho hypothesis:
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Ho Undergraduate students can understand culturally loaded phrases with minimum 65%
correctness.

However, the research also showed that substantial number of students needs more
instruction, guidance and training in decoding selected intercultural situations (situation 2).
The presented research will help the instructors to focus their attention on those students who
achieved substandard score.

Conclusion

The presented research outcomes represent partial results of a quantitative research of
undergraduate students’ intercultural awareness, demonstrated by their ability to decode three
English culturally loaded phrases, which indicate criticism, disapproval or dissatisfaction. The
research proved that acquainting students with language and also with the culture of the target
language is indispensable (Kramsch, 1993; Hidasi, 2014; Byram, 1997) as it helps them to
function more effectively in the globalized world and intercultural society (Siposova, 2017;
Zidova, 2018), understand “otherness” (Kole¢any Lencovd, 2020; Pondelikova, 2021) and
also get more data for critical thinking (Hanesova, 2014; Hanesova-Zelenkova, 2020),
whereas, they are competent to avoid cultural stereotypes (Pecnikovd, 2021). Some situations
and culturally loaded phrases may be understood easier, however, attention should be paid to
those that were detected as difficult to decode. Intercultural preparation thus is inevitable part
of foreign language learning.
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INONARODNA LITERATURA V CITANKACH LITERARNEJ VYCHOVY AKO
ODRAZ VZTAHU LITERATURY A POLITIKY

Lubica PlieSovska — Milada Valentova

Abstrakt

Predkladany c¢lanok prindSa vysledky kvantitativneho vyskumu zastipenia
inonarodnych literatlr v ¢itankach literarnej vychovy Ziakov 5. az 9. ro¢nika na zakladnych
Skolach v rokoch 1948 — 2021 s ciel'om poukazat’ na vztah literatiry a politiky. V prvej Casti
sa venujeme teoretickym vychodiskdm skimanej problematiky, druha cast’ je venovana
predstaveniu vysledkov realizovaného vyskumu av tretej Casti tieto vysledky davame do
vztahu s predoslymi vyskumami venovanymi postaveniu inondrodnych literatur v slovenskej
literatare.

KPuacové slova: inonarodnd literatary, literdrna vychova, ¢itanka, politika, vyucba, literarny
text

Uvod

Kedze prekladom si kultira uvedomuje sama seba (Vilikovsky, 1984), etablovanie
inonarodnych literatr v naSom kultirnom priestore je dlhodobo predmetom nasho zaujmu.
N&s vyskum sa dlhodobo orientuje predovSetkym na skiimanie miesta americkej literatury
v slovenskom kultarnom priestore. V niektorych predoslych pracach sme mapovali dejiny
americkej literatdry na Slovensku pred rokom 1989 a po fiom, skiimali sme, ako sa pod vyber
diel na preklad podpisala vladnuca ideoldgia aako boli prijimané na Slovensku.®
V najnovSom vyskume nés zaujimalo, aké je zastupenie inondrodnych literatir v uc¢ebniciach
literarnej vychovy ziakov starSicho skolského veku, ako aj to, ¢i bude kopirovat' trendy
analyzované v predchadzajucich pracach. Anglofonnu (prevazne americka) literataru
kontinualne skimame na pozadi komparacie so sovietskou/ruskou literatdrou.

1 Literatura a politika

Aj napriek tomu, Ze pojmy literatlira a politika sa méZu nezainteresovanému cloveku
na prvy pohl'ad javit’ ako nesuvisiace, ¢i dokonca protire€ivé, historia je dokazom, ze opak je
pravdou. Ako uvadza Lindberg, ,.kazdé literarne dielo je scasti produktom sociologickych
a politickych vplyvov® a osobnost’ kazdého spisovatela formuje politické a sociologickée
prostredie, v ktorom posobi (1968, s. 163). Mnohé literarne diela sa stali vyznamnymi pre ich
dopad na spolo¢nost’ — teda spdsob, akym prispeli k destrukcii tabuizovanych tém, konvencii,
spolocenskych predsudkov, ¢i ako prispeli k zmene hodnoét, ktoré vyustili do spolo¢enskych
a politickych zmien (Lindberg 1968). Podl'a Lainga pojmy literatura a politika pomenivaju

82 Pozri PlieSovska, L.: Od Buckovej k Updikovi. Americka literatdra na Slovensku v rokoch 1948-1968 (2016);
PlieSovska, L. — Popovcova-Glowacky, N.: The place of American translated literature in Slovak publishing
houses after 1989 (2020).
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rozdielne oblasti spolo¢enského zZivota rozdielneho vyznamu, avsak svety, ktoré pomenavaju,
su vo vzajomnom vztahu, maju svoje sty¢né miesta a Specifika (2013, s. 16).

Jeden z najvyznamnejSich prozaikov 20. storocia, ktorého meno sa nepochybne spaja
s politickymi implikaciami jeho pribehov — George Orwell — v slavnej eseji Why | Write
(1946) napisal: ,,V uplynulych desiatich rokoch bolo mojou najvac¢Sou snahou povysit
politick¢ pisanie na umenie. Mojou motivaciou je vzdy isty pocit stranictva, pocit
nespravodlivosti. Ked sa pastam do novej knihy, nehovorim si — ,Idem vyprodukovat
umelecké dielo. PiSem, pretoze chcem odhalit' nejakd loz, priniest na svetlo nejaka
skuto¢nost’ a mojim zamerom je, aby si ma niekto vypocul* (In Marks, 2012, 1, preklad citatu
LP).8

V ¢eskom a slovenskom kultarnom priestore boli prieniky politiky do literatlry azda
najmarkantnej$ie v obdobi etablovania a fungovania éry socializmu. Vystiznou ilustraciou
interferencie politickej (ne)prislusnosti do procesu spisovatel'skej tvorby a jej recepcie
z pociatkov socialistickej historie Ceskoslovenska je slovny suboj basnika, prekladatela
a literarneho kritika Josefa Horu a I'avicovo orientovaného literarneho a vytvarného teoretika
a kritika Karla Teigeho.®* Horu v roku 1929 vylugili spolu s d’al§imi Siestimi spisovatel'mi
z Komunistickej strany Ceskoslovenska. Kratko na to vydal brozuru Literatura a politika
(1929), kde nahnevane konstatuje: ,,Pro nas vS§echny znamenal komunismus novy zivot, novy
tvar spolecnosti a svéta i novou formaci uméni. UZ proto byl ndm vice nez politickym hnutim.
[...] Dnesni vedeni komunistickych stran bojuji horlivé proti ,uchylkam®, jez se automaticky
objevuji v hnuti. Jen proti jediné, hlavni tchylce nebojuji, proti oné pfichylnosti mas
k neomylnosti Internacionaly, proti pfichylnosti jeZ proudi ne z presvéd¢eni, nybrz — z viry,
jejiz ndbozenské prvky bylo by velmi uzite€no analyzovat. ... V& ptes vSecky skutecnosti,
pfes neschopnost, frivolnost i Skodlivost viadcu, piestoze té nevedou do zemé zaslibené, ale do
skazy* (In Vlasin a kol., 1970, s. 71). Onedlho vydal Teige recenziu na Horovu brozuaru.
Vyjadruje sa o nej, ale aj o samotnom Horovi velmi povysenecky a ironicky. Konstatuje:
,Jeho brozura dotyka se ovSem problému, naznaceného titulem, zpisobem tak prepovrchnim,
Ze neni ani mozZno s Nim v té véci polemizovat. [...] Horovi jde hlavné o vyrovnani uéta vice
¢i méné osobnich® (In Vlasin a kol., 1970, s. 89). Jeho kritiku praktik Komunistickej strany
hodnoti ako frazy, ,které od dob [...] bankrotu nemarxistického bludu proletadiského uméni
pozbyly naprosto kursu“ (In Vlasin a kol., 1970, s. 89). Paradoxom je, Ze ¢asom sa ukdazalo,
ze Hora bol v hodnoteni posobenia Komunistickej strany predvidavejsi. Koncom 30. rokov
20. storoCia uz aj Teige otvorene kritizoval stalinisticky rezim v Sovietskom zvaze. Neskor
opakovane vyjadroval svoj odmietavy postoj k schematizmu umenia, ¢im sa vyclenil z linie
komunistickej kultirnej politiky. Po ,,Vitaznom februari 1948 bol uz definitivne izolovany
od kulturneho Zivota a bol vystavovany neustdlym Gtokom (Zizler, 1998). Popisany spor
dokumentuje vztah medzi literatirou a politikou na pozadi literarno-kritickych polemik

8 Okrem zmienenych autorov sa vztahu literatiry a politiky venuji aj autori ALAN, Josef: Sociologie, literatura
a politika: Literatura jako sociologické sdéleni (Karolinum, 1996); STRELKA, Joseph: Literatura a politika
(CDK, 2001); KEREN, Michael: Politics and Literature at the Turn of the Millenium (University of Calgary
Press, 2015).

8 Analdgiou politicky motivovanych rozbrojov medzi umelcami na Slovensku v obdobi nastupujlceho
socializmu je napriklad spor davistov s tradicionalistami.
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vybranych autorov. Politika vSak zasahovala do literatiry aj na vysSich ako osobnych ¢i
casopiseckych urovniach. V obdobi socializmu napriklad nepriamo ovplyviovala vyber diel
na preklad, rozhodovala o spravnej miere ,,pokrokovosti jednotlivych autorov, ¢i
ovplyviiovala literaturu prostrednictvom cenziiry.®

Ako sme sa Vv skratke snazili v tejto Casti ukazat, literatira a politika spolu Uzko
suvisia. V priebehu dejin literatira — ¢i uz pévodna alebo prekladova — vzdy predstavovala
akysi lakmusovy papierik postojov spolo¢nosti k minulosti i pritomnosti, k tomu, ¢o je pre
vyvoj konkrétnej narodnej kultary urcujuce. Zaroven dokumentuje, kto dostal priestor, aby sa
stal hlasom spolo¢nosti a jej (nielen) ideologickych pradov v rozli¢nych fazach jej vyvoja. Ide
pritom o obojstranny vzt'ah — na jednej strane sa politika pretavuje do jazyka a tém, ktoré
literatdra reflektuje (prikladom je napriklad slovenska literatdra socialistického realizmu), na
druhej strane v8ak mozu témy pertraktované v literatire iniciovat’ spolocenské a politické
zmeny (prikladom je romé&n americkej spisovatel’ky 19. storo¢ia Harriet Beecher Stowovej,
ktord svojim dielom ChalUpka strycka Toma z roku 1852 vyrazne ovplyvnila postoj studobej
americkej spolo¢nosti k otrokarstvu a prispela tak k udalostiam vedicim k Obcianskej vojne
v USA a napokon zruseniu otrokarstva; Reynolds, 2014). Slovami Barborika, dielo a kontext
st ,systétmovi spoluhraci“ — dielo vznikd v urcitej situacii azaroven ma Sancu ju
spoluvytvarat’ a menit’ (2014, s. 6).

2 Inonarodnd literatira v ¢itankach literarnej vychovy v meniacich sa spoloc¢enskych
podmienkach

V nasledujticej Casti prindSame vysledky vyskumu, ktory ilustruje vztah interferencie
politiky do vzdelavacieho procesu Ziakov starSicho $kolského veku na pozadi vyberu textov
do citaniek literarnej vychovy v predmete slovensky jazyk a literatira. Ucebnice literarnej
vychovy povazujeme za dolezity vyskumny materidl, pretoze sa priamo podielaju na
ndzorovom a myslienkovom vnimani Ziaka a utvaraju jeho svetonazor. Zaber nasho vyskumu
je Siroky; mapuje obdobie rokov 1948 — 2021.8% Verime, ze v kontexte historicky a politicky
podmienene;j striedavej orientacie Slovenska na Vychod (obdobie po Vitaznom februari 1948
az po rok 1989) a Zéapad (obdobie po roku 1989)% ma skimanie postavenia sovietskej

8 K. Bednarova vymedzuje nasledovné typy cenzlry: preventivna (ideologicky motivovana selekcia
a neprekladanie), redigovanie textu (autocenzirna nadpraca), represivna cenzira (2015, s. 35 — 36).

8 Vyskum realizovala M. Valentova pod vedenim L. PlieSovskej pre potreby zavereénej prace rekvalifikaéného
Stadia. Jej zavere¢na praca pod nazvom Impulzy anglofénnej literatdry pre pdvodnu slovenskud tvorbu pre deti
a mladez a ich reflexia v procese vzdelavania bola Gispesne obhajena 28. juna 2021.

8 O obdobi socializmu pochopitelne neuvazujeme ako o homogénnom obdobi s konsStantnym nastavenim

a fungovanim spolo¢enskych noriem vo vztahu k vladnucej ideol6gii — uvazujeme o fiom ako o celku
pozostavajucom z &asti ohrani¢enych historickymi milnikmi spoloéenského a politického charakteru:
obdobie 1945 -1948 bolo poznaéené politickym a kultdrnym lavirovanim medzi orientaciou na Vychod
a Zapad; obdobie 1949 — 1956 poznamenalo prevzatie moci komunistami, vyznacovalo sa politickymi
represaliami, ale aj prvou krizou komunistického rezimu (pol'ské nepokoje, mad’arska ,kontrarevolicia“);
obdobie 1957 — 1963 predstavovalo prvy ,,odmik®, ktory sa prejavil aj v kultirnej politike Ceskoslovenska;
obdobie 1964 — 1968 poznadili udalosti, ktoré viedli k Prazskej jari; obdobie 1969 — 1989 sa do dejin
Ceskoslovenska zapisalo ako normalizacia a bolo ovplyvnené navratom represivneho komunistického
systému (porovnaj PlieSovska, 2016; Bednarova 2015). Aj obdobie po roku 1989 ma svoje historicko-
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a anglofénnej literatury — ¢i uz v celkovej prekladovej produkcii, alebo z pohladu ich
zastUpenia v uéebniciach literarnej vychovy — vel’ku vypovedna hodnotu o vztahu literatdry
a politiky. Predmetom naSho vyskumu teda primarne bolo postavenie anglofonnej literatury
vo vztahu k sovietskej/ruskej literature, vyhodnotili sme vSak aj zastupenie Ceskej literatary
a ostatnych literatur. V Gvode vyskumu bolo potrebné zadefinovat' si obdobia, v ktorych
budeme ucebnice skimat’. Vyslednt periodizaciu determinovali jednak dostupné materialy, t.
j. ucebnice literarnej vychovy (¢itanky), ku ktorym bolo mozné sa dostat’ prostrednictvom
knizniénych a vypozi¢nych sluzieb, jednak spoloc¢ensko-politické vyvojové medzniky, ktoré
bezprostredne suvisia so zmenami Vv Skolskom systéme, v $kolskych zakonoch a nasledne
vydanymi ucebnicami podla zmenenych zdkonov. Ohranicujuce roky jednotlivych obdobi
nebolo vzdy mozné vymedzit' presne, ked’ze Ccitanky pre jednotlivé roc¢niky nie vzdy
vychéadzali v rovnakom roku. V kontexte uvedenych skuto¢nosti sme si vymedzili nasledujuce
obdobia:

1) 1948 — 1960

Prvé obdobie ohrani¢uje februarové vitazstvo Komunistickej strany Ceskoslovenska
vroku 1948 azneho vyplyvajici zakon o jednotnej Skole a skolsky zakon zroku 1953
(Hore¢ny, 1976, s. 38). Obdobie spdjame s ucebnicami (Citankami) v§eobecnovzdelavacich
kol a ukoncuje ho zmena zakona ¢. 186/1960 v roku 1960.

2) 1960 — 1977

Druhé skimané obdobie suvisi so vznikom Ceskoslovenskej socialistickej republiky
vroku 1960 anovymi ucebnymi osnovami zroku 1960. Zmenou zdkona sa opétovne
predizila povinna $kolskd dochadzka z osemroénej na devitrodnu, pouzivali sa udebnice
uréené pre novoutvorené zakladné devitroéné skoly (tzv. ZDS).

3) 1977 — 1989

V trefom obdobi dochadza k zmendm v koncipovani uéebnic. Objavuju sa tu
experimentalne ucebnice vydané v roku 1977. V niektorych ro¢nikoch dochadza k zmene
ucebnic, ktoré reflektovali uvolfiovanie reZimu. Zaver obdobia ohraniCujeme NeZnou
revoluciou a padom komunistického rezimu v roku 1989.

4) 1990 — 1999

Stvrté obdobie bolo prechodnym obdobim — je preni typické pouzivanie starych
ucebnic z Cias socialistickej republiky alebo tzv. pokusnych ucebnych textov. Obdobie
za¢iname rokom 1990, ked bol prijaty zdkon & 542/1990 o Statnej sprave v Skolstve
a Skolskej samosprave, ktory mal vytvorit’ demokratické predpoklady rozvoja skolstva az do
roku 2000.

5) 2000 - 2010

Piate skimané obdobie sme ohranicili podl'a u¢ebnic literarnej vychovy vydanych od
roku 2000 do roku 2010. Je charakteristické vyznamnou zmenou V zostaveni ucéebnic
literarnej vychovy, v ktorych sa signifikantne zmenil pomer zastlUpenia textov
reprezentujucich inonarodné literatdry.

6) 2010 — 2021

politické milniky (vznik samostatnej Slovenskej republiky v roku 1993, vstup Slovenska do NATO a EU
v roku 2004), ktoré sa prirodzene odzrkadluju v tvorivych procesoch slovenskej kultary/literatdry (pozri
Barborik, 2014; Bednéarova, 2015).
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Posledné obdobie reflektuje si¢asnost’. V roku 2008 nadobudol G¢innost’ novy Skolsky
zakon, avSak prvé ucebnice, ktoré sa k nemu vztahuja, boli vydané az v roku 2010. Tieto
uéebnice nadvidzuju na koncepciu uéebnic z predchadzajuceho obdobia.

Vysledky kvantitativnej analyzy ilustrujeme v nasledujtcich grafoch:88
Graf ¢islo 1: Pomer zastupenia literatir v literarnych ukazkach v obdobi 1948 - 1960

1948 - 1960

m slovenska literatura
W Ceska literatdra
m sovietska literatdra

anglofénna literatura

B ostatné svetové literattry

Zmapovanie tohto obdobia bolo naro¢nejsie kvoli dostupnosti zdrojov, vychadzali sme
teda z materialov, ku ktorym sme sa realne dostali prostrednictvom knizni¢nych vypoziénych
sluzieb. Cisla v grafe zachytavaju Udaje z uebnic literdrnej vychovy z 5., 8. a 9. roénika.
Dominuje ceskd literatira, za fiou nasleduje sovietska literatura. Zastipenie anglofonnej
literatGry je minimalne. Pri ostatnych literatirach je dolezité poukazat' na fakt, ze sa jedna
0 literatury tzv. priatel'skych statov, kde vladol rovnaky politicky rezim: pol'ska, nemecka
(vychodny blok), madarska a bulharska. Literarne ukazky su rozsahovo kratSie a maju
,budovatel'sky* charakter. Pomer anglofonnej literatiry k sovietskej literature je 1 : 33.

Graf ¢islo 2: Pomer zastupenia literatir v literarnych ukazkach v obdobi 1960 - 1977

1960 - 1977

m slovenska literatura

W Ceska literatura

W sovietska literatura
anglofénna literatura

B ostatné svetové literattry

Cisla v grafe zachytavaju Gdaje z uéebnic literarnej vychovy z 5., 6., 7., 8. a 9. ro¢nika.
Zastupenie anglofénnej literatiry je stdle minimalne — pomer anglofénnej literatary
k sovietskej literatare je 5 : 33. NavysSe, anglofonni autori, ktori sa do vyberu dostali, st taki,

8 Ciselné Udaje vyjadruju poéty ukazok z jednotlivych literatur.
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ktori inklinuju k socialistickym témam a vo svojich dielach kritizuju kapitalistick( spolo¢nost’
(napr. Charles Dickens, Daniel Defoe, ¢i Jack London).

Graf ¢islo 3: Pomer zastupenia literatir v literarnych ukazkach v obdobi 1977 — 1989

1977 - 1989

m slovenska literatura

W Ceska literatura

W sovietska literatura
anglofénna literatura

B ostatné svetové literattry

Cisla v grafe zachytavaji (daje z uGebnic literarnej vychovy z 5., 6., a 7. roénika
vydanych po roku 1980 a ucebnice 8. a 9. ro¢nika zakladnych devatroénych $kol, ktoré sa
poCas tohto obdobia nenahradili inymi ucebnicami. Nezobrazuje udaje =z tzv.
experimentalnych ucebnic ztohto obdobia. Dominuje ceskd literatira, nastdva ustup
sovietskej literatury, jemny narast zaznamenavaju ukazky anglofonnej literatury, zastupenie
ostatnych svetovych literatir sa ve'mi nemeni. Pomer anglofonnej a sovietskej literatry po
prvykrat nie je taky signifikantny — 6 : 12.

Graf Cislo 4: Pomer zastipenia literatar v literdrnych ukazkach v obdobi 1990 — 1999

1990 - 1999

H slovenska literatura

m Ceska literatura

u sovietska/ruska literatura
anglofénna literatura

B ostatné svetové literattry

Cisla v grafe zachytavaju Gdaje z uéebnic literarnej vychovy pre 5., 6., 7., 8. a 9.
roénik. Prvé tri roéniky druhého stupia nad’alej pouZivali udebnice z obdobia CSSR (toto
obdobie trvalo priblizne 10 rokov). Nova ucebnica pre 8. a 9. ro¢nik bola spolo¢nd (mala
podtitul Ucebné texty), pretoze v tom Case sa vo vzdeldvani na zdkladnych Skolach preslo
z osemro¢nej na devitroéni Skolu. Pokracuje trend v Gstupe Ceskej a sovietskej/ruskej
literatary, anglofonna literatdra sa v kvantite napriek ocakavaniam nemeni, ked’Ze sa stale
pouzivajii uéebnice z obdobia CSSR. Zastupenie ostatnych svetovych literatir je tiez priblizne
rovnaké. Pomer anglofénnej a ruskej literatary je vyrovnany — 7 : 7.
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Graf ¢islo 5: Pomer zastUpenia literatdr v literarnych ukazkach v obdobi 2000 - 2010

2000 - 2010

m slovenska literatura

W Ceska literatdra

 ruska literatura
anglofénna literatura

M ostatné svetové literatury

Ocakavané vyrazné zmeny v koncepcii a obsahu ucebnic literarnej vychovy nastavaju
zhruba desat’ rokov po revolucii. Ceské literatira sa z nasich ucebnic straca, podobne sa
vytraca aj ruska literatura, ktord je uz zastipena minimalne. Nastava enormny narast
anglofonnej literatry, ako aj ostatnych svetovych literatir. Pomer anglofonnej a ruskej
literatry sa po prvykrat markantne obréatil — 27 : 2.

Graf ¢islo 6: Pomer zastupenia literatdr v literarnych ukazkach v obdobi 2010 - 2021

2010-2021

W slovenska literatdra
H Ceskad literatdra
 ruska literatdra

anglofonna

M ostatné svetové literatury

Cisla v grafe zachytavajl Gdaje z uéebnic literdrnej vychovy z 5., 6., 7., 8. a 9. ro¢nika.
Sucasné ucebnice literarnej vychovy vychadzaji z koncepcie ucebnic z predchadzajldceho
obdobia anadvézuju na ne z hladiska kompozicie, vyberu ukazok, ako aj pomerného
zastipenia jednotlivych literatir. Rozdiel oproti predchadzajicim ucebniciam je v pocte
literarnych ukézok — ich pocet sa znizil, co koreSponduje s krat§im rozsahom ucebnic. Pomer
anglofonnej a ruskej literatary je 26 : 3.

Na zaver prindSame graf ilustrujici pomerné zastupenie jednotlivych literatir. Suhrnne
zobrazuje proces, ktory sme stru¢ne popisali pri jednotlivych obdobiach. Vzhl'adom na nasu
spolo¢nu historiu s Ceskom ma &eska literatira najsilnejsie zastapenie. Po rozpade republik
v novych uéebniciach pozorujeme, Ze jej zastupenie je minimalne. Co sa tyka sovietskej
literatury, jej najsilnejSie zastupenie bolo v 50. a 60. rokoch, potom jej krivka postupne klesa.
V sucasnosti je v ucebniciach zastipend uz len hodnotna literatira ruskych klasikov. Ostatné
svetové literatiry maji v sucasnosti silnejsie zastipenie, ¢o suvisi s tym, Ze autori dneSnych
ucebnic vydavanych po roku 2000 sa snazili o Zanrova réznorodost’ a vyberali literarne
ukazky zo vSetkych svetovych literatur.
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Graf ¢islo 7: Pomer zastupenia inonarodnych literatir v literarnych ukazkach vSetkych obdobi

60
50 A
40 - W Ceska literatura
30 - sovietska/ruska literatura
20 1 anglofénna literatura
10 7 B B [ B ostatné svetové literatury
0 - . . . — — |
1948 - 1960 - 1977 - 1990 - 2000 - 2010 -
1960 1977 1989 2000 2010 2021

Namiesto zaveru: Prekladova inonarodna literatira v ¢itankach literarnej vychovy vo
vzt’ahu k prekladom z inonarodnych literatur vo v§eobecnosti: analégie

Ako sme spominali v Uvode, problematike postavenia inonarodnych literatar
(predovSetkym americkej) v slovenskej kultare venujeme dlhodobii pozornost. Pri
vyhodnocovani vysledkov kvantitativneho vyskumu prezentovaného v zavere¢nej praci M.
Valentovej nas zaujalo, ze pomerné zastupenie literatir predstavenych v ¢itankach literarnej
vychovy pouzivanych na druhom stupni zakladnych $kol takmer kopiruje percentualny podiel
jednotlivych inonarodnych literatar v celkovej prekladovej produkcii v slovenskej literatare.
Pre potreby ilustracie vplyvu politiky na literatiru povazujeme za vystizné uviest’ porovnanie
percentuadlneho zastUpenia prekladov zo sovietskej/ruskej literatdry a vybranych zdpadnych
literatdr v obdobi socializmu (k dispozicii mame data za obdobie 1948 — 1968; obdobie
normalizacie 1968 — 1989 este nebolo spracované) s obdobim po roku 1989 (k dispozicii
mame data za obdobie 1989 — 2016).

Na zéklade porovnania vysledkov oboch analyz — textov zaradenych do ¢itaniek (graf
7 — porovnaj zastupenie sovietskej/ruskej a anglofénnej literatlry) a analyzy prekladovej
produkcie na Slovensku (grafy 8 a 9) — mozeme konstatovat, ze vplyv politiky na literataru sa
analogicky prejavuje tak v celkom vybere diel na preklad, ako aj vo vybere textov
Z inonarodnych literatar do ¢itaniek literarnej vychovy pre Ziakov starSieho Skolského veku.

Graf ¢islo 8: Pomerné zastipenie inonarodnych literatur v slovenskej prekladovej literatire v
rokoch 1948 — 1968%°

1948 - 1968

22% vybrané zapadné literattry
(americka, anglicka, talianska,
Spanielska, Svédska)

socialistické literatury (sovietska,
NDR, polska, madarska, rumunska,

78% bulharska, juhoslovanské)

8 Pozri PlieSovska, L.: Od Buckovej k Updikovi. Americka literatdra na Slovensku v rokoch 1948-1968 (20186, s.
231, tabul’ku €. 3 sme vizualizovali do podoby kola¢ového grafu).
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Graf Cislo 9: Pomerné zastipenie inonarodnych literatir v slovenskej prekladovej
literatdre rokoch 1989 — 2016%

1989 - 2016

m yybrané zapadné literatiry
(americka, britska, nemecka,
francuzska, severske, talianska,
Spanielska)

ruska literattra

Summary

The presented paper provides the results of quantitative research of the representation
of foreign literatures in the readers of literary education of 5th to 9th grade pupils in primary
schools in the years 1948 - 2021 in order to point out the relationship between literature and
politics. In the first part we deal with the theoretical basis of the researched issues, the second
part is devoted to the presentation of research results and in the third part we relate these
results to previous research on the position of foreign literatures in Slovak literature. Based on
a comparison of the results of both analyzes — texts included in the readers and analysis of
translation production in Slovakia — we can state that the influence of politics on literature is
analogously manifested both in the overall selection of works for translation and in the
selection of texts from non-national literatures older school pupils.
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SEN O KRiZI: ZOBRAZENIE KRISTA V STAROANGLICKEJ BASNI

Martin Kubus$

Abstrakt

Krestanski misiondri a spisovatelia sa s cielom Sirit krestanska vieru medzi
Anglosasmi usilovali oslovit' posluchacov a Citatelov tym, Zze kanonické texty upravovali
a vkladali do nich prvky typické pre domacu literarnu tradiciu. Clanok sa zaobera pdvodnou
anglosaskou bastiou Sen okrizi (The Dream of the Rood), v ktorej anonymny autor
vykresl'uje Jezisa Krista takpovediac na anglosasky sposob, aby tak ustrednt postavu dejin
spasy priblizil idealu germanskeho hrdinu. Autor sa v ¢lanku venuje kompardcii
staroanglického Krista s Kristom z Biblie, pre ilustraciu a lep$iu orientaciu uvadza v prilohe
vlastny preklad basne (preklad prozou, ¢im text predstavuje slovenskému Citatel'ovi)
a poukazuje na fakt, ze dielo Sen o krizi je plodom mie$ania kultdr.

KPuacové slova: sen, kriz, Kristus, basen, rukopis, kodex, preklad.
O pdvode basne

Basen Sen o krizi (The Dream of the Rood, prip. A Vision of the Cross) je jednym
Z najznamejsich anonymnych nabozenskych textov staroanglickej literatiry. Béseni najdeme
vtzv. Vercellijskom kodexe, ktory je ,ulozeny vo fondoch Kkapitulskej bibliotéky
v severotalianskom meste Vercelli (nikto nepodal uspokojivy vyklad, ako sa tam dostal).
Obsahuje rukopisy nabozenskej poézie i prézy, ako Andreas, Helena, Skutky apostolské atd’.«
(Bastin, Olexa, Studena, 1993, s. 15)

Ako uz odznelo, pri¢ina vyskytu staroanglického rukopisu z druhej polovice 10.
storo¢ia v Taliansku nie je zndma, baseil je takpovediac opradend tajomstvom, hoci, ako
uvadza Cermék (2009), existuju dokazy, Ze v spominanej severotalianskej kniznici je ulozena
uz od 11. storo¢ia. Mesto Vercelli ,,bolo v danej dobe vyznamnym centrom vzdelanosti
a knihu tam pravdepodobne priniesol ktorysi anglosasky putnik, ktory ju mestu moZno
daroval na znak vdacnosti za pohostinnost, ktorej sa mu tu na ceste do Rima dostalo“.*
(Cermaik, 2009, s. 234) Nad neskorsim osudom Vercellijského kodexu visi otaznik, a ,,objavili
ho az v 19. storoc¢i, ked’ nait vo Vercellijskej kniznici nahodou narazil Nemec Friedrich
Blume, ktory pétral po pravnych rukopisoch. Kodex je tam ulozeny dodnes.* (Treharne, 2004,
s. 89)

Hoci zachovany rukopis basne Sen o0 krizi juhoanglického povodu ako sucast
Vercellijského kddexu pochédza z 10. storocia, basen, alebo aspon jej Cast, preukazatelne
vznikla miniméalne o dve storo¢ia skor, o ¢om sved¢i fragment vytesany na kamennom krizi
v dedine Ruthwell ned’aleko mesta Dumfries v juhozapadnom Skotsku. Sen o krizi je ako
literarne dielo pozoruhodné teda aj tym, Ze ,,ako jedind staroanglicka bésen sa totiz asponl

%1 Pasaze z eskych a anglickych zdrojov prelozil autor.
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sCasti zachovala v epigrafickej podobe: netplnych dvanast verSov pdvodne z druhej,
hrdinsko-elegickej Casti basne, je runami, teda davnym pismom starej Germanie, vyrytych na
najpozoruhodnejSom anglosaskom kamennom krizi [...] pravdepodobne z prvej polovice 8.
storocia, teda z Cias tzv. northumbrijskej renesancie. Runovy napis na krizi sprevadzaja
jednak série reliefnych biblickych obrazov s latinskymi glosami, jednak keltsky vegetativny
a zvieraci ornament. [...] Rovnako ako tento kamenny kriz bola aj samotna basen plodom
rozvinutej klastornej kultary v anglosaskom kralovstve na sever od riecky Humber, taZiaca zo
zivych kontaktov nielen s Rimom, ale predovietkym s irskymi klastormi.“ (Cermak, 2009, s.
235 — 236)%

Vercellijsky kodex pozostava zo sto tridsiatich piatich listov a dokazatelne je dielom
jedného pisara, hoci ako kompiladt je velmi nestrody. ,,Podla vsetkého ho wvyskladali
z rozli¢nych rukopisov bez akejkol'vek zjednocujucej koncepcie. (Treharne, 2004, s. 89)
Obsahuje dvadsattri prozaickych textov kazatel'ského a hagiografického charakteru a Sest’
basni, medzi ktorymi ndjdeme aj basent Sen o0 kriZi. (Treharne, 2004) Skorsi badatelia basen
pripisovali Cynewulfovi (9. storocie), hoci dnes sa povazuje za dielo (zial') anonymného
autora jeho basnickej skoly.

,2Nametom je Kristovo ukriZzovanie, prezentované neobyCajne pdsobivou formou
alegorického sna [ako, pravda, naznacuje aj samotny nazov]. Tato forma snovej vizie si
udrzala umeleckt vitalitu az do samého sklonku stredoveku a Uplny vrchol dosiahla
u Danteho a Chaucera.* (Stfibrny, 1987, s. 24)

Ked uz hovorime o Geoffreym Chaucerovi (cca 1340 — 1400), spomenime d’alSie dve
vrcholné poetické diela snového charakteru jeho cias, teda z druhej polovice 14. storocia:
Vizia o Petrovi Ordcovi (William's Vision of Piers Plowman) Williama Langlanda (1332 — cca
1386) a basen Perla (Pearl) z pera anonymného basnika, Chaucerovho eSte menej znameho
stcasnika. Dielo Vizia 0 Petrovi Ordcovi (najstar§ia verzia sa datuje do roku 1370)
nespominame len preto, ze podobne ako Sen 0 kriZi je zalozené na snovej vizii, ale tiez preto,
Ze je to jedno z poslednych diel anglickej (v tomto pripade stredoanglickej) literatary, ktoré je
napisané aliteratnym verSom, teda verSom, ktory sa v staroanglickom obdobi, z ktorého
pochédza napr. aj Sen o krizi, povazoval za basnick normu.

,DOolezita je forma staroanglickych diel: nemaju koncové rymy, ako metrickii normu
zavdznu pre poéziu vSetkych starogermanskych kmenov pouzivali tradiény aliterany verS
(vnatorné rymy), ktory sa v Anglicku pestoval az do 14. storocia. Aliterany ver$ so Styrmi
hlavnymi prizvukmi a l'ubovolnym poctom neprizvuénych slabik sa delil ceziirou na dve
Casti, tzv. hemistichy. Aliterovali, t. j. opakovali sa vo verSi zaciatocné spoluhlasky
(vynimoc¢ne aj samohlasky) v prizvucnej pozicii alebo tie, na ktoré uprostred slova pripadal
prizvuk. Staroanglickll poéziu recitoval bard, tzv. scop.” (Bastin, Olexa, Studend, 1993, s. 15,
tuéné pismo MK)

% Citatel’ sa s tymto artefaktom, vyse patmetrovym ruthwellskym kamennym krizom, ktory je dodnes vystaveny
v ruthwellskom kostole v zrekonstruovanej podobe — ked’Ze podl'a historika Michaela Wooda padol za obet
anglickej reformécii, presnejsie obrazoborcom z radov horlivych presbyteridnov —, méze bliz8ie oboznamit’
napr. v dokumentarnom filme s ndzvom Michael Wood on Beowulf z roku 2009, pozri Zoznam internetovych
zdrojov.
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Kristus v Sne o krizi a Kristus v Biblii

Kristus je v basni pritomny ako hlavny hrdina slavneho pribehu, ktory si vypocujeme
Vv podani nezivého predmetu. Nim je, pravda, samotny kriz znazvu basne, ktory sa
prostrednictvom takpovediac literarneho zazraku personifikacie prihovara jednak
rozpravacovi, ktory je ,hrieSnik zase zlom zaSpineny, bezpravim Skaredym skarany*, a skrze
jeho pribeh v pribehu (basni) aj nAm. Mame teda do¢inenia s ramcovym rozpravanim (framed
narrative), teda s narativom, ktory ,,v sebe obsahuje d’alsi narativ, prinajmensom jeden...”
(Hawthorn, 1992, s. 68) Hawthorn vtom zmysle hovori oramcovom ¢i vonkajSom
rozpravacovi (frame narrator, resp. outer narrator) a vnitornom ¢i vlozenom rozpravani
(inner narrative, resp. embedded narrative, pozri Hawthorn, 1992).

Vonkaj$im rozpravatom je spominany hriesnik, anonym, ktorému sa snivalo 0 krizi
a ktory ndm svoj sen opisuje, pretoze mu to zazracny kriz, ,,strom, aky sa len tak nevidi*
dorazne prikazal. Prikdzal mu, aby ostatnym vyrozpraval, ¢o sa stalo, ked’ tento ,.krasny div
z dreva“ niesol samotného Pana: , A teraz ti prikazujem, méj milovany, aby si o tomto videni
vravieval vSetkym.“ Rozprdvanie vonkajSieho rozpravafa sa zacina slovami: ,,PoCuvajte,
rozpoviem vam sen, o akom ste neslychali, poviem, o ¢om sa mi snivalo o polnoci, ked’ I'udia
aich hlasy odpo¢ivali.«®

Vnatorné rozprévanie, rozpravanie vntitorného rozpravaca, sa zaéne az po opise kriza
(v pbvodnej verzii, basnickej, v 28. versi, pozri Treharne, 2009, s. 113). Vtedy samotny kriz
po prvy raz prehovori: ,,Raz davno — pamétdm dodnes — ma zot’ali na kraji lesa a zlozili
z pna.” Kriz hrie$nikovi vysvetluje, ze ho preniesli na vrch a prikazali mu, aby niesol
zloc¢incov, €o, ako vieme, bol pomerne bezny spdsob popravy v starovekom Rime. ,,Rimania
zaviedli ukriZovanie pravdepodobne uZz okolo roku 200 pred n. 1. Tento trest mal byt
vystrahou pre vsetkych prislusnikov podrobenych narodov. [...] V JeZiSovej dobe bolo
ukrizovanie dominantnou formou trestu za podnecovanie vzbury (t. j. za vlastizradu,
poburovanie), z ¢oho Jezisa napokon aj obvinili.“ (Aslan, 2014, s. 222)

Kriz pouziva v savislosti s Kristom vel’ké mnozstvo basnickych privlastkov,
biblickych i menej zauzivanych. V texte sa teda vyskytuju epitetd oboch typov — epiteton
constans, teda epiteton zauzivany (,,Pan®, ,,Najvyssi Boh®, ,,Pan nebies®, ,,Pan slavy*, , Kral*,
,Hospodin®“, ,,Bozi Syn“, ,,Najvy$si Boh*, i menej zauzivané a v pripade Krista origindlne
epiteta, priklady tzv. epiteta ornans (,,Vladca®, ,Najvyssi Vladca“, ,Najjasnejsi Vitaz",
»mlady Hrdina* ¢i dokonca ,,Bojovnik*). Niektoré epitetd sa opakuju a celkovo konstatujeme,
ze vtexte dochadza kich hromadeniu. Aj tento prvok je jednym z typickych znakov
anglosaskej poézie. lde o akési hromadenie ikonickych zlozenych synonym, ktoré svojou
mennost’'ou, teda opakom slovesnej dynamiky, na jednej strane Citatel’'a nutia pristavit’ sa, a na
strane druhej sU silne priznakové a textu dodavaju hymnicko-elegicky raz.%

9 Pozri Prilohu.

% Vhodnym prikladom, ktorym mézeme toto tvrdenie podloZit, je jedna z najstarsich anglickych basni s ndzvom
Caedmonov hymnus (Caedmon’s Hymn), basen, ktord sa nam zachovala vd’aka otcovi anglickych dejin Sv.
Bédovi Ctihodnému (cca 672 — 735). Caedmonov hymnus nachadzame v Bédovej knihe z roku 731 Cirkevné
dejiny Anglov (Historia Ecclesiastica Gentis Anglorum, pozri Ondrus, 1991). Caedmonov hymnus nie je len
jedna z najstarSich basni, ale ur¢ite aj jedna z najkratSich. Ma devét’ verSov (pozri David, A., Simpson, J. IN
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Jedine¢nost’ basne Sen o KriZi spociva najma v dvoch ozdobnych epitetach, ktoré sme
uz spominali: ,,mlady Hrdina“ a ,,Bojovnik®. ,,Anonymny autor basne s cielom zdéraznit
vitazstvo skrze ukrizovanie zobrazuje Krista ako agresivneho bojovnika, ktory trifalo bojuje
s hriechom avitazi nad nim. Takéto zobrazenie je v sulade so ctou a odvahou, ktoré si
kultira raného stredoveku nadovsetko vazila.“ (Brock, 1998, s. 1)%

Citatel, ktory pozna opis ukrizovania z evanjelii, si tento kontrast okamzite viimne.
Neobvykly opis Kristovej obety sa zaCina vo chvili, ked’ personifikovany kriz spomenie
Jezisa po prvy raz (hoci toto meno sa v texte nespomina): ,,Potom som uvidel Pana l'udského
pokolenia, ako sa ponahl’a z celého srdca, pretoze cheel na mna vyliezt’.*

V evanjelidch by sme pondhlajuceho sa Krista nenasli. V Evanjeliu podla Matusa sa
docitame, ze Pilat dal Jezisa zbi¢ovat, jeho vojaci mu nasledne nasadili tfiova korunu a ked’
cestou na Golgotu stretli ,,¢loveka z Cyrény®, prinatili ho, aby JeZiSovi niesol kriz. (Svaté
pismo Starého i Nového zakona, s. 2183).

Evanjelium podla Marka je v opise mucenia o Cosi podrobnejsie, pretoze okrem
zmienok o bic¢ovani a korunovani tfnim najdeme aj vetu: ,,Bili ho trstinou po hlave, pluli
nanho, kl'a¢ali pred nim a klanali sa mu.“ (Tamze, s. 2214) Ako v predchadzajucom evanjeliu
aj tu sa spomina, Ze vojaci istého Simona z Cyrény prinitili, aby mu niesol kriz.

Evanjelium podla Lukdsa spomina telesny trest, ktory vSak neSpecifikuje, ale v otdzke
pomoci pri neseni kriza zo strany Simona z Cyrény svedéi o tom istom: ,,Ako ho viedli,
chytili istého Simona z Cyrény, ktory sa vracal z pol'a, a polozili naii kriZ, aby ho niesol za
JeziSom.* (Tamze, s. 2265)

Evanjelium podla Jana sa v tomto od prvych troch synoptickych evanjelii ¢iastocne
1i8i.% ,,Sam si niesol kriz a vysiel na miesto, ktoré sa vola Lebka, po hebrejsky Golgota.
(Tamze, s. 2305)

Synoptické evanjelid sa zhodn( v tom, Ze Jezi$ si kriz nevladal niest’ saim, preto mu
rimski vojaci museli zohnat posilu.®” V Sne 0 kriZi sa Pan T'udského pokolenia ponéhla, lebo

Greenblatt, 2006, s. 25 — 26). Keby sme text pozbavili nabozenskej ornamentalnosti, baseni by sme mohli
parafrazovat’ slovami: Boh stvoril pre I'udi nebo izem. Vsetko ostatné v basni si nahromadené epitetd
oznacujuce jeden a ten isty podmet — Boha. Popravde, lyrickou mézeme tito baseii nazvat’ azda len preto, Ze
Bozie privlastky, vzdy viacslovné, st pocetnejSie (je ich osem) nez prostriedky samotného narativu, ktory
sme prave parafrazovali. Podobné hromadenie epitet vidime aj v opisoch hrdinov z inych basni, napr.
v Beowulfovi.

% Pozri ¢lanok z pera Jeannette C. Brockovej The Dream of the Rood and the Image of Christ in the Early
Middle Ages IN https://history.hanover.edu/hhr/98/hhr98_2.html

% Biblista Jozef Heriban uvadza: ,,0d synoptickych evanjelii sa Janovo evanjelium 1i§i §truktirou, obsahom,
Stylom, ako aj teologickym chapanim a vykladom JeziSovych Cinov a slov. Na rozdiel od ostatnych evanjelii,
ktoré predstavuju JeziSovu ¢innost’ v ramci jedného roka (jedna Velka noc, jedna cesta do Jeruzalema a hlavné
ucinkovanie v Galilei), Janovo evanjelium ju rozvrhuje na tri roky...“ (Heriban, Prirucny lexikon biblickych vied,
s. 522) Termin synoptické evanjelia Heriban definuje nasledovne: ,,Pomenovanie prvych troch kanonickych
evanjelii (podl'a Matsa, Marka a Lukasa), ktoré zaviedol J. J. Griesbach (r. 1776), lebo podavaji podstatne ten
isty prehlad JeziSovho Zzivota a ucenia. Ked sa subezne zostavia ich texty, hned sa vidi tato ich spolocna
charakteristicka ¢rta.” (Tamze, s. 979)
% Janovo evanjelium posilu nespomina, stroho vyjadri, ze Jezi§ si kriz niesol sam, v kazdom pripade sa aj ono
1isi od opisu v b&sni Sen 0 krizi — JeZi§ niesol kriz, a teda kriz ho ne¢akal na Golgote tak, ako sa uvadza
v basni. Je v§ak mozné, Ze kriZ nebol krizom v pravom slova zmysle, ale len stojaty pilier &i kél, z ktorého sa

156


https://history.hanover.edu/hhr/98/hhr98_2.html

chcel na kriz sam vyliezt, a nielen to. V nasledujucich riadkoch sa docitame, ze na kriz aj
vyliezol, ale najprv si sam vyzliekol odev: ,,Potom mlady Hrdina vyzliekol si Saty — bol to
Najvyssi, sém Boh — nebotyc¢nej sily a nebojacny. Vysplhal sa na vysokénsky popravny pilier,
chrabro pred zrakom zastupov, ked’ sa chystal I'udstvo oslobodit’.*

V Biblii sa naopak spomina, ze Saty mu vyzliekli rimski vojaci. V MatiSovom
evanjeliu najdeme nasledujuci opis: ,,Vyzliekli ho a odeli do Sarlatového plasta, z tfnia
uplietli korunu a polozili mu ju na hlavu, do pravej ruky mu dali trstinu, padali pred nim na
kolena a posmievali sa mu: ,Bud’ pozdraveny, zidovsky kral'!'* Pl'uli nanho, brali mu trstinu a
bili ho po hlave. Ked’ sa mu naposmievali, vyzliekli ho z plasta a obliekli mu jeho Saty.
Potom ho vyviedli, aby ho ukrizovali.” (Svaté pismo, s. 2183)

Podrla tejto pasaze ho teda docasne prezliekli. Dalej sa spomina uZ len to, Ze ,hodili
16s a rozdelili si jeho Saty“, z ¢oho si domyslime, Ze pred samotnym ukrizovanim ho opat’
zbavili odevu, ktory mal pdvodne na sebe. Velmi podobny opis udalosti najdeme
v Markovom evanjeliu a 16s sa spomina aj v Evanjeliu podla Lukdsa (kde sa v§ak nespomina
prezliekanie do purpurového plasta). V Janovom evanjeliu sa spomina purpurovy plast
a delenie Siat, ako aj v synoptickych evanjelidch, takze aj tu sa rata stym, ze ho pred
samotnym ukrizovanim vyzliekli.

Vyzliekanie zo S§iat pred ukrizovanim bolo bezné aj podla historika: ,,Metdda
ukrizovania — teda to, ako obet’ pripevnili — bola v rukach kata. Niektoré obete skoncili na
krizi dolu hlavou, niektorym prebodli genitalie, inym dali na hlavu kuklu. Obete vicSinou
vyzliekli donaha.” (Aslan, 2014, s. 165)

Kristus V sne 0 krizi je zjavne ovel'a vitalnejsi a aktivnejsi nez Kristus z evanjelii —
pod kriz sa pondhla, Saty si vyzlieka sam, aby ¢im skér mohol vyliezt na drevo kriza.
Anonymny autor staroanglickej basne Kristovo odhodlanie a vervu umociiuje aj spominanym
origindlnym privlastkom ,,Bojovnik*: ,,VySplhal sa na vysokansky popravny pilier, chrabro
pred zrakom zastupov, ked’ sa chystal I'udstvo oslobodit’. Triasol som sa, ked’ ma Bojovnik
objimal, no netrafol som si klesniit’ & spadnut’ na zem, nie.*%

Vyber slova ,bojovnik“ na oznacenie Krista koreSponduje s jeho nasadenim
a pozdvihuje ho z muceného trpitel'a na ¢ulého a telesne vel'mi zdatného zapasnika, ktory
svojim bliznym vybojuje spasu. Staroanglicka literatira bojovnikov velebi (pozri basen

stal kriz, aZ ked’ nan pribili prie¢ny tram (vtedy by ,kriz* naozaj ¢akal na JeziSa a uvidel, ako sa k nemu nahli
aj s trAmom na pleciach), podobne, ako to opisuje historik R. Aslan: ,,Ako kazdy odsUdenec na trest smrti
ukrizovanim aj Jezi$ si zrejme musel niest’ tram Uplne sdm, a to az na samy vrch. Kopec lezi za mestskymi
hradbami, hned’ vedl'a cesty, ktora viedla k mestskym branam. Pravdepodobne i§lo o t0 istd cestu, ktorou
pred par diiami vstapil do mesta ako jeho legitimny vladca, ako kral’. [...] Tram sa potom pripevnil o nosny
dreveny kol a JeziSa nafi tromi Zeleznymi klinmi pribili. Dvoma mu prerazili zapéstie, tretim spojené ¢lenky.
Nato celtl konstrukciu aj s odsidencom vztyé¢ili a kriZ sa ocitol vo vertikalnej polohe.“ (Aslan, 2014, s. 168 —
169) Tradicia (Casto znama vdaka filmovym spracovaniam) opisuje JeziSa ako dobitého a skrvaveného, ¢im
sa odvolava na spominané biCovanie a korunovanie tfnim. Predstava, Ze Jezi§ je vyCerpany, nepriamo
vyplyva z textovej skutoénosti, Ze musel na vrch Golgota niest’ kriz, ¢i aspoii jeho Cast’, a vojaci mu neskor
cestou museli zohnat posilu.

% Slovo ,bojovnik“ (v novoanglickom preklade ,,warrior®, v staroanglickom originali ,.beorn*) najdeme

Styrikrat. Moderny prekladatel’ ho v prvom pripade, ked’ je re¢ o Kristovi, uvddza s vel'kym ,,W*, a v d’al§ich
troch s malym, ked’ je re¢ o Rimanoch, Kristovych uéenikoch ¢&i inych pritomnych (pozri Prilohu).
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Beowulf) abojovny rdz dodava aj postavdm z adaptécii biblickych pribehov (napr.
staroanglické adaptacie knih ako Exodus ¢i Judita).®®

V Sne o0 krizi sa odzrkadluje aj povestnd spriaznenost’ staroanglickych panovnikov
s ich podriadenymi bojovnikmi, ktori za vojenskt sluzbu dostant rozli¢né poklady ako Zold.
»Zdalo sa, ze vidim strom, aky sa len tak nevidi, vypinal sa do vySav, svetlom ovity,
trblietavy tram, ako majak zaliaty zlatom. Drahokamy sa na fiom tisli tesne nad zemou,
d’alSich pét’ sa vynimalo hore pri priecnom ramene.* Tento opis najdeme hned’ na Gvod basne,
teda eSte skor, nez sa dozvieme, ¢o chce vonkajsi rozprava¢ vlastne povedat, ale obraz
odmeny kriza, ktory stal pri panovi, ako sa na sluhu patri, najdeme aj v zavere basne, pri opise
pohrebu: ,,Pochovali nas v hlbokej jame, ale rytieri Panovi, druhovia jeho, sa o0 mne dopoculi.
[...] odeli ma do zlata a striebra.”“ Kriz si za svoje hrdinstvo vysluhuje typickl anglosaska
odmenu.

,Kriz podobne ako verny stredoveky sluzobnik v zbroji si vysluzil odev zo zlata
a striebra. Kriz dostdva odmenu od samotného panovnika, Krista, za to, Ze ho niesol
a podstupil s nim vSetko utrpenie. Kriz sa stava rovnako mocnym ako jeho pan a sam sa aj
sprava ako bojovnik. Novonadobudnutii moc vyuziva na to, aby sa v sne zjavil rozpravacovi
a vzapati mu rozpovedal, ako z ¢irej vernosti podrzal svojho pana a ndsledne dostal prekrasnu
odmenu. Spriaznenost’ kriza s Kristom je aj dokazom jeho vlastného vit'azstva skrze utrpenie
a podvolenie sa panovnikovej voli. Kriz konStatuje, ze jeho bolest’ a vytrvalost mu
zabezpedili vysiie postavenie a stal sa drevom, ktoré je nad vietky stromy.“ (Khalid, 2019)1%

V texte nachddzame termin ,,thane®, resp. ,,thanes®, v spojeni ,.thanes of the Lord*, a
to s vysvetlivkou zostavovatelov pre sti¢asnych anglickych ¢itatel'ov, ktora uvadza, Ze ide 0
»Clenov kralovho vojska®. (David, A., Simpson, J. IN Greenblatt, 2006, s. 28)101 Dnesny
anglicky prekladatel’ slovo ,,thanes* v texte ponechal, jeho vyuzitie v origindli vzhl'adom na
dejinné a literarne asocidcie povazoval za priznakové a markantnost preniesol aj do
moderného prekladu.l%? Ide o metaforick( hyperbolu — Kristovo ,.kralovstvo nie je z tohto
sveta® (Svaté pismo, 2003, s. 2304), Kristus v krest'anskom chapani nebol pozemsky kral,
ktory dava svojim vazalom do drzby pddu vymenou za vojenski sluzbu, a nebol ani
bojovnikom v T'udskom zmysle slova.

9V staroanglickej adaptécii knihy Exodus sa spomina, Ze Izraeliti si z brehu pozbierali brnenia a iné ,,poklady*
po Egyptanoch, ktori sa prave utopili vo vodach Cerveného mora.

100 Pozri ,, The Dream of the Rood: Christ’s Sacrifice in Medieval Cultural Setting** IN Paideuma Journal \Vol.
XII, Issue 10, 2019 (s. 237) IN
https://www.researchgate.net/publication/337498530_The_Dream_of the Rood_Christ's_Sacrifice_in_Medi
eval_Cultural_Setting/link/60805cae2fb9097c0cfdd5a2/download

101 | ongmanov slovnik anglického jazyka a anglickej kultiry definuje slovo ,,thane* slovami: ,,1 (rano-anglické
dejiny) osoba na spolo¢enskom rebricku kdesi medzi §lachtickym stavom a prostym udom, ktorej kral’ daval
do spravy zem vymenou za vojenski sluzbu; 2 (rano-skotske dejiny) osoba na najnizsej priecke $l'achtického
stavu.“ (s. 1436, pozri Bibliografiu)

102/ slovenskom preklade pouzivame slovo ,rytieri®, ktoré kontrastuje s u¢enikmi podobne ako slovo ,,thanes*
v originali: ,,Pochovali nas v hlbokej jame, ale rytieri Panovi, druhovia jeho, sa o mne dopoculi. Autor ma
podla vSetkého na mysli JeziSovych ucenikov.
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Zaver

Basen Sen 0 KriZi je nepochybne dielo inkultura¢ného charakteru — vlastnosti typicke
domaécej anglosaskej kulture miesa s novym nabozenstvom, ktoré sa medzi Anglosasmi na
britskych ostrovoch pomaly etabluje od ¢ias prichodu sviatého Augustina z Canterbury z roku
597. ,,Sen 0 krizi tak mozno c¢itat’ ako basnicka vypoved’, ktord bola stcastou civilizacného
zapasu Anglosasov 0 presadenie krestanskych hodndét. Mozno bola pokusom priblizit
anglosaskej vojenskej aristokracii, vychovanej podl'a zasad starogermanskeho hrdinského
zakonnika, prostrednictvom poetickej vizie zo slov aobrazov starobylej re¢i predkov
duchovnu podstatu a zmysel Kristovej obety a Krista samého predstavit’ ako vladcu hodného
nasledovania.* (Cermék, 2009, s. 235)

Khalidova dodéava: ,,Sen 0 krizi je jasnym prikladom mieSania krestanskej kultury
obety so stredovekymi témami. Béaseni sa povazuje sa historicko-literarne vel'dielo, ktoré
reprezentuje kultiru v prechodnej faze. Tato kultdra sa na jednej strane snazi stotoznit
S novou vierou, no na strane druhej sa usiluje, pokial’ je to len mozné, zachovat si starSie
hodnoty a odkaz.“ (Khalid, tamze)

Anonymny autor v podstate evanjelizuje skrze pdvodnu basen, no Krista nevykresl'uje
ako prislove¢ného pokorného bardnka idiceho na popravu, ale ako bojovného vladéra,
zachrancu a pravého anglosaského hrdinu. Zakladné teologické posolstvo vSak nemeni.
Kristus v Janovom evanjeliu, v podobenstve o dobrom pastierovi, hovori: ,Ja som dobry
pastier. [...] Aj svoj zivot polozim za ovce.” (Svaté pismo, 2003, s. 2290) Aj Kristus v Sne
0 krizi zomiera za svoje ovce, len s tym rozdielom, Ze ovce oznacuje slovami ako ,,druhovia®,
,bojovnici“ ¢i ,,rytieri®. V porovnani s Kristom z Biblie je Kristus z anglosaskej basne Sen o
krizi ovela aktivnejsi, svojim katom pomaha, doslova priklada ruku k dielu (vyzlieka si Saty
asam vylieza na kriz), a nie je (na prvy pohlad len) utryznenou obetou v rukéach
predstavitel'ov svetskej moci.

Historik Michael Wood konstatuje: ,,Kristus sa stava germanskym hrdinom, ktory
vitazi aj napriek vlastnej porazke, zatial' Co strom si osvojuje osobnostné ¢rty verného druha
z radov hrdinovho vojska.“!% Drevo kriza chce zakrodit, ale pretoze vie, ¢o hrdina chysta,
napriek vlastnej povahe vybusného druha na vojnovom taZeni spolupracuje: ,,Potom ma
vztycili, stal som tam, kriz, pozdvihol som mocného krala, Pdna nebies. Netrufol som si
prehntt’ sa napoly. Prebili ma tmavymi klinmi, stopy na mne stale vidno, otvorené rany plné
zlosti. Netrafol som si napadntt ich.” Kriz sa tak z lasky ku Kristovi stava vernym nastrojom
jeho smrti a kone¢ného vitazstva.
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Priloha

Sen o krizi'%

Pocuvajte, rozpoviem vam sen, o akom ste neslychali, poviem, 0 com sa mi snivalo
0 polnoci, ked’ T'udia a ich hlasy odpocivali. Zdalo sa, zZe vidim strom, aky sa len tak nevidi,
vypinal sa do vysav, svetlom ovity, trblietavy tram, ako majak zaliaty zlatom. Drahokamy sa
na fom tisli tesne nad zemou, d’al§ich pét’ sa vynimalo hore pri prie€nom ramene. Premnohé

104 Prelozil autor, ktory si za povodinu vybral vnitrojazykovy prozaicky preklad z pera E. T. Donaldsona (IN
Greenblatt, 2006, s. 27 — 29). Vysledny text v Prilohe je teda prekladom z druhej ruky. Druhovy posun (Popovi¢,
1983) vykonal sam Donaldson pri preklade staroanglickej pdvodiny. Pri preklade sme na viacerych miestach
zachovali aliteraciu pritomnu jednak v staroanglickom origindli, ako aj v basnickych i prozaickych prekladoch
zo starej do modernej angli¢tiny. V snahe vyhnuat' sa retardaénému posunu (Popovi¢, 1983) sme volili moderné
vyrazy, pricom elegicky a kazatel'sky patos umocnujeme syntaxou podobne ako Donaldson vo vnutrojazykovom
preklade.
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zastupy anjelov hl'adeli nan, jasny bol, krdsne stvoreny pre ne. Nebola to Sibenica zloducha,
zarucene nie, ale svity duchovia sa divali, muzi na zemi i vSetko slavne stvorenie. Nadherny
bol ten strom nad vSetky stromy, aja hrieSnik zase zlom zaSpineny, bezpravim Skaredym
skarany. Videl som strom slavy zazra¢ne ziarit, do latok odety, zahaleny zlatou latkou.
Klenoty Cestne pokryvali Panov pilier. VSak aj skrze zlato zazil som prastaré Utrapy
ubolenych, lebo z pravej strany stromu krv sa cedila. Zlomil ma Zial, strachoval som sa
o tento krasny div z dreva. Videl som, Ze majestatny majak meni si odev aj odtien. Cely
mokry, vlhky najprv, premoc¢eny pradom krvavej riavy, a potom zase prezdobeny pokladmi.
No ja lezal som dlho skormuteny, sledoval strom Spasitela a potom som zacul, ako
prehovoril. Strom, aky nema péaru, vyslovil tieto slova:

»,Raz davno — pamdtdm dodnes — ma zotali na kraji lesa a zlozili z pna. Silny
zloduchovia schmatli ma a otesali do tvaru, aky sa im pacil a prikazali, aby som zdvihal ich
zlo€incov. Chlapi ma preniesli na pleciach a zlozili na vrchu, kde ma, zlosynovia, priviazali.
Potom som uvidel Pana l'udského pokolenia, ako sa ponahla z celého srdca, pretoze chcel na
mna vyliezt. Nedovolil som si sklonit’ sa ¢i zlomit’ proti Boziemu slovu, ked’ som videl, ako
sa zem chveje. Zlosynov som mohol zgniavit, ale stal som ako z kamena. Potom mlady
Hrdina vyzliekol si Saty — bol to Najvyssi, sam Boh — nebotyc¢nej sily a nebojacny. Vysplhal
sa na vysokansky popravny pilier, chrabro pred zrakom zéstupov, ked sa chystal l'udstvo
oslobodit’. Triasol som sa, ked’ ma Bojovnik objimal, no netrifol som si klesnut’ ¢i spadnut’ na
zem, nie. Musel som stat’ skalopevne. Potom ma vzty¢ili, stal som tam, kriz, pozdvihol som
mocného krala, Pdna nebies. Netrufol som si prehnit’ sa napoly. Prebili ma tmavymi klinmi,
stopy na mne stéle vidno, otvorené rany plné zlosti. Netrafol som si napadnit’ ich. Obom sa
nam posmievali. Cely mokry od krvi, premoc¢eny z boku Muza, ktory uz vypustil ducha. Na
tom vrchu zazil som uz mnoho tutrap. Videl som, ako kruto prikovali Boha zastupov. Tiene
noci zahalili telo VI&dcu svojim oparom, jasnou krasou. Nato tieii sa blizil, tmavy popod
oblaky. Stvorenstvo slzy ronilo, oplakavalo Kral'ov skon. Na kriZi visel Kristus.

Niektori sa vSak k Panu ponahlali aj z dial’ky. Viac som nevidel. Zmohol ma zial’,
zgniavil, ale poddal som sa ich rukdm, pokorne a ponizene. Potom vzali NajvysSicho Boha
a zvesili ho z tazkej tryzne. Mna bojovnici nechali stat, skropené¢ho krvou. Samé rany od
Sipov. Polozili ho na zem, unavené udy mal. Stali pri jeho hlave a hl'adeli na Hospodina. A on
chvil'u lezal, tazkym zapasom zmoreny. Potom mu bojovnici zacali budovat’ zemsky pribytok
pred ocami Panovho zhubcu, vytesali ho do jasnej skaly a NajjasnejSieho Vitaza uloZili do
nej. Potom mu spievali smutny spev, prikradla sa neradostnd noc. Nato sa NajvySSiemu
Panovnikovi, celi zmoreni, chceli obratit’ chrbtom, a tak ostal osamoteny. My sme vSak eSte
dlho stali na svojich miestach a nariekali sme. Hlasy bojovnikov zoslabli. Telo schladlo,
krasna to schranka pre ducha. Potom nas rubali k zemi, udesny to udel! Pochovali nas
v hlbokej jame, ale rytieri Panovi, druhovia jeho, sa o mne dopoculi. [...] odeli ma do zlata
a striebra.

Teraz mozno chéapes, milovany, ze som znasal dielo zlosynov, muky naozaj mrzké.
A nadi8li dni, Ze Tudia zd’aleka i od nas, po celej zemi, vzdavaju mi Uctu — a vSetkému
sldvnemu stvorenstvu — a modlia sa k majaku. Bozi Syn na mne trpel na moment, preto sa
dnes slavne ty¢im pod nebom a vylie€im kazdého, kto si ma ucti. Davno bol som néstroj
ni¢ivych utrap, 'udia ma nezniesli, az dokym som nepredostrel spravnu cestu Zivotom tym, ¢o
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maju hlas. A hl'a, Pan slavy cti si ma najviac spomedzi stromov v lese, Nebesky VIadca, tak
ako si ctil aj vlastnu matku Mariu, Najvyssi Boh pre dobro vsetkych, nad vSetky zeny.

Ateraz ti prikazujem, mdj milovany, aby si otomto videni vravieval vSetkym.
Slovami odhal’, ze to videl strom slavy, na ktorom trpel VSemohuci Boh za mnohé hriechy
I'udstva a za praddvne skutky Adama, ktory vtedy okusil smrt’. Ale Pan opat’ vstal, aby svojou
majestatnou mocou l'udstvu pomohol. Potom vystapil do neba. Opét pride sem na zem hl'adat’
I'udstvo v denl sudu, sim Péan, VSemohuci Boh, a s nim aj jeho anjeli, pretoze on, ktory ma
moc sudit’, bude sudit’ kazdého, podla toho, ako si kto za kratkeho Zivota zasluhuje. A nikto
sa nema nebat’ slova, ktoré Vladdca vyslovi. Pred svojimi zastupmi sa opyta, kde je ten ¢lovek,
Ktory v mene Pana okusi trpku smrt’ tak ako on vtedy na krizi. Ale potom sa budu bat
anepride im na um vel'a z toho, ¢o by mohli Kristovi povedat. Bat' sa nemusi nik, kto na
prsiach nosi najlepsi znak, ale skrze kriz dosiahne kral'ovstvo kazdd dusa na pozemskej puti,
ktord dufa, ze bude byvat’ s Panom.*

Potom som sa pomodlil k stromu s 'ahkost'ou na dusi, sebavedomy, tam, kde som bol
osamoteny. Myslienky modjho srdca sa museli uberat’ spominanym smerom. Preckal som
mnoho chvil' v tdzeni. Teraz mi skrsla nadej na Zivot, teraz, ked’ smiem strom vitazny
vyhladavat’ ¢astejSie, nez ini si ho ctia, v samote. Moje srdce vel’'mi hori za tym a moja nadej
V ochranu smeruje ku krizu. Nemdm tu na zemi vel'a mocnych priatel'ov, pretoze uz odisli
odtialto, od poteseni sveta, sami vyhladavali Krala slavy. Teraz ziju na nebesiach
s Najvys§im Otcom, prebyvaja v sldve. A kazdy dei sa te$§im na to, ako ma Panov Kriz, ktory
som uvidel tu na zemi, vytrhne z tohto ¢asného Zitia a privedie ma tam, kde radost’ je
nesmierna, vel'ka radost’ z nebies, kde Panov I'ud sedi na hostine, kde vladne ve¢né blaho.
A potom nech ma polozi tam, kde od toho diia smel by som prebyvat’ v slave a plne prezivat’
blaho v spolocenstve svitych. Nech mi je Pan priatel'om, ktory kedysi tu na zemi trpel na
Sibeni¢nom strome pre 'udské hriechy. On nas oslobodil a zaruc€il nam Zivot, nebesky domov.
Obnovila sa nddej na radost’” a blaho pre tych, ktori znaSali ohen. Syn zvitazil, ked’ tam
vpadol, mocny a uspe$ny. Potom prisiel so svojimi $ikmi, zastupmi duchov, do Bozieho
kralovstva, Najvyssi Vladca, a anjeli avSetci sviti, o uz prebyvali v slave, jasali, ked
Vladca, Najvyssi Boh, prisiel tam, kde bol jeho domov.
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PhDr. Martin Kubus, PhD.

Katedra anglistiky a amerikanistiky

Filozoficka fakulta Univerzity Mateja Bela v Banskej Bystrici
e-mail: martin.kubus@umb.sk

162


mailto:martin.kubuš@umb.sk

RECENZIE

163



Recenzia na publikiciu Vladimira Biloveského a Martina KubuS$a

Na slovicko s prekladatelom
2020

Lubica PlieSovska

Rozhovory (nielen) o preklade

Napriek nepriaznivym pandemickym okolnostiam a tazobe, ktord nasu spolo¢nost’
zasiahla v roku 2020, sa banskobystrickym translatologom Vladimirovi Biloveskému
a Martinovi Kubusovi podarilo vydat publikaciu, ktora poteSila nejedného zaujemcu
o prekladové umenie. Ako napoveda jej ndzov — Na slovicko s prekladatelom — Kkniha je
vypovedou (a nickedy aj spoved’ou) prekladateliek a prekladatelov, ktori sa stali host'ami
prvej série Prekladatel'skych soirée organizovanych Katedrou anglistiky a amerikanistiky
v spolupraci so Statnou vedeckou kniZnicou v Banskej Bystrici. Finanénii podporu tohto
unikéatneho projektu zabezpecilo Vel'vyslanectvo USA na Slovensku.

Ti znas, ktori mali (a stdle maju) moznost’ zucastiiovat’ sa besied s pozvanymi
prekladatelmi, moézu potvrdit, Zze kazdé stretnutic je vynimo¢né a medzi spovedanymi
prekladate'mi, moderatormi a poslucha¢mi sa akymsi zazrakom vzdy vytvori inSpirujice
prepojenie. Prekladatelia zo stretnuti odchadzaju s pocitom, ze naprick tomu, Ze st
Vv spolo¢nosti ¢asto neviditeI'ni, mé ich praca obrovsky zmysel a existuju l'udia, ktori ju vedia
ocenit, Studenti a ini zaujemcovia o preklad zas odchadzaju inSpirovani pribehmi o vzniku
jednotlivych prekladov, ale aj pribehmi o 'ud’och, ktori ich priniesli a 0 ceste, ktorou presli,
kym sa dostali do ruk citatelov. Nezamenitelni atmosféru stretnutiam dodavaji umelecké
hudobné vystipenia Studentov z Akadémie umeni v Banskej Bystrici. Pre tych, ktori nemali
Stastie sa tychto podnetnych besied zucastnit’, sa vydanim knihy naskytla moZznost’ oboznamit’
sa so vSetkymi zmienenymi pribehmi asponi prostrednictvom tlaceného slova.

V Uvode publikacie autori Bilovesky aKubu§ priblizujit okolnosti vzniku
banskobystrickych Prekladatel’'skych soirée a predstavuju inicidtorov a facilittorov tohto
projektu (z Katedry anglistiky a amerikanistiky V. Bilovesky, M. Djov$os, M. Kubus, zosnula
K. Fetkova, I’. PlieSovska, M. Melicher¢ikova a M. Bachledova; zo Statnej vedeckej kniznice
O. Laukova, Z. Kopcanova a R. Cimer). Nasleduju zédznamy z prvych desiatich soirée —
historicky prvé bolo venované praci J. Vilikovského a konalo sa 14. aprila 2012; okrahle
desiate, ktoré knihu uzatvara, sa konalo 4. oktobra 2017. Kazdy z rozhovorov viedol Martin
Djovcos (v niekol’kych mu sekundovala K. Fetkovd). Zostavovatelia knihy ich doplnili
o bibliografiu prekladov z pera spovedaného prekladatel'a, ako aj o fotografickd
dokumentaciu z jednotlivych stretnuti.

Uz pohlad na obsah knihy napoveda, ze organizatorom soirée sa podarilo vytvorit
pestrd mozaiku prekladatelov a pribehov — jednak tych zo Zivota a prace prekladatelov,
jednak tych o autoroch, s ktorymi sa prostrednictvom svojej prace zblizili. Citatelia publikacie
tak maju moznost’ sprostredkovane sa zoznamit s prekladatel'skou ikonou klasickej americke;j
literatary — Janom Vilikovskym, s generaciou, ktorad nastlpila za nim — Katarinou Juskovou,
Otakarom Kofinkom, Igorom Navratilom, Alojzom Kenizom a napokon s mladsou
generaciou prekladatelov, ktora predstavuju Marian Andri¢ik, manzelia Gavurovci a
manzelia Galisovci. Okrem generacného spektra rozhovory odhaluju aj Specifikd Zanrového
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spektra, ktoré prekladatelia svojou pracou pokryli — niektori zaplnili biele miesta v recepcii
starSich i modernejSich klasickych romanov americkej literatiry (Vilikovsky, Juskova,
Andricik), d’alsi slovenskym citatel'om sprostredkovali zazitok z ¢itania beatnikov (Kofinek),
ini priblizili diela etnickej americkej literatary (Samcova, Vilikovsky, Galis), romany
s nenapodobitelnou poetikou zenskych autoriek (Galisova, Navratil), Specifikd prekladu
literatary pre deti (manzelia Gavurovci), ¢i komerénych roméanov (Keniz). Rozprévanie
kazdého z prekladatel’'ov nie je len pitavym Citanim o samotnom procese prekladu, Citatelia sa
mozu vel'a dozvediet’ aj 0 okolnostiach spoluprace prekladatel’a s vydavatel'stvom, o tom, akud
Ulohu hrd v praci prekladatela jeho vzdelanie, o (ne)objektivnosti kritiky prekladu, ¢&i
postaveni prekladatela v spolocnosti. O tom, aké dolezité je postrehy prekladatelov o ich
zivote a praci zaznamenavat aj v pisomnej podobe, sved¢i aj smutnd skutoc¢nost, ze jedna
z prekladateliek, ktora sa soirée zic€astnila — Jarmila Samcova — uz dnes nezije.

Publikacia Na slovicko s prekladatelom je nielen pttavym, ale aj dolezitym Citanim.
Pribehy vSetkych prekladatelov daleko presahuji samotni pracu prekladatela. Sa
nenahraditel'nou vypoved’ou o dobe, v ktorej preklady vznikali, 0 meniacich sa podmienkach
a tlakoch, ktorym musia predstavitelia réznych generacii prekladatelov celit’ (tak, ako sa
star$i prekladatelia museli popasovat’ s roznymi formami a réznou mierou tlakov savisiacich
s vladou komunistickej strany pred rokom 1989, sa musia dnes$ni prekladatelia pasovat
s tlakom trhového mechanizmu), ale aj vypovedou o laske kslovu, Kk jazyku, kidedm
a Vv neposlednom rade aj o vynimoc¢nej pokore prekladatel’'ov a ich schopnosti nazerat’ na seba
aj na svet slaskavym humorom. Povazujem ju za do6lezité doplnkové Citanie ku vSetkym
kurzom translatoldgie a mimo univerzitného prostredia za inSpirujuce Citanie pre vsetkych,
ktorych spéja laska k (prelozenému) slovu.
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Recenzia na publikaciu Aleny Stulajterovej
Linguistic Ambiguity in English Humorous Discourse

2020

Alena SmiesSkova

Monografia autorky Aleny Stulajterovej Linguistic Ambiguity in English Humorous
Discourse predklada komplexny vyskum ambiguity v anglickom jazyku s dérazom na
analyzu jej uplatnenie v humornom diskurze. Monografia je vysledkom niekol'’koroéného
vyskumu a odraza autorkin prehl’ad v uvedenej problematike. Autorka k fenoménu ambiguity
pristupuje komplexne, ato najmd z pohladu kognitivnej lingvistiky, sociolingvistiky a
pragmalingvistiky, avSak pristupuje k nej aj interdisciplinarne na prieniku lingvistiky,
filozofie a psychologie. Cielom monografie je prispiet k systematickejSiemu poznaniu
ambiguity a Specifik jej uplatnenia v sucasnom anglickom humornom diskurze. Autorka
pritom vychadza z detailnej analyzy rozli¢nych typov a kategérii ambiguity a jej systémoveho
postavenia v angli¢tine na fonologickej, morfologickej, syntaktickej a sémantickej jazykovej
rovine.

Monografia pozostava z dvoch hlavnych &asti, ktoré sa vhodne dopliiaji a logicky na
seba nadvizuj: v prvej Casti autorka analyzuje vSeobecné kognitivne a lingvistické principy
ambiguity, priom vychadza zo zahraniénych renomovanych autorov z oblasti jazykovedy,
systémovej a kognitivnej lingvistiky, Stylistiky a pragmalingvistiky (Empson, 1930; Leech,
1969; Lyons, 1977; Quirk et al., 1991; Wales, 1995; Crystal, 1996, Tabossi, 2001;, Sennet,
2016). Autorka tak poskytuje syntetizujtici pohlad’ na tento $pecificky lingvisticky fenomén a
podava relevantny diachronny prehlad doterajSich dostupnych publikécii venujucich sa danej
problematike. V druhej kapitole sa autorka venuje kategorizacii ambiguity (fonologicka,
morfologicka, lexikalna, kategoricka, sémanticka, syntakticka), ktoré bohato a vhodne dopifla
o ndzorné priklady a ukazky z vlastného korpusu jazykového materidlu. Hlavnym prinosom
tejto Casti je prezentovanie vlastnych podtypov ambiguity: gendrovej a diskurznej, ktoréd sa
vzt'ahuje na kohézne jazykové prostriedky v ramci diskurzu. Diskurzni ambiguitu ¢leni na tri
Specifické podkategorie: referencnu, elipticki a substitu¢ni. Okrem uvedenych kategorii
autorka na zaklade excerpovaného materidlu definuje aj dve osobitné kategorie ambiguity:
neamyselnd alebo nevedomu (unintentional ambiguity) a vedomu ¢i zamernu (intentional
ambiguity), ktorej cielom je vyvolanie humorného efektu u recipienta. Predlozené podtypy
a kategorie ambiguity su interpretované precizne a su doplnené relevantnymi prikladmi.

Zmienen¢ Casti vedeckej monografie predstavuju bazové teoretické podlozie pre druhu
empiricky orientovani ¢ast’ s dorazom na prezentovanie arozbor konkrétnych prikladov
humorneho diskurzu v anglickom jazyku s cielom syntetizujticich generalizacii vyplyvajucich
z vyskumnych zisteni. Priklady st nielen vtipné, ale aj nanajvy§ aktudlne a je zrejmé, Ze
autorka si dala zalezat’ na ich selekcii. JedineCnost’ detailnej analyzy kategorii vtipov
zalozenych na jednotlivych typoch ambiguity (menovite fonologickej, lexikalnej, semantickej
a syntaktickej) spociva v autorkinom komplexnom pristupe, pricom pri analyze berie autorka
do uvahy aj textovu lingvistiku, teoriu recovych aktov, pragmatiku, konota¢nt funkciu
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ambiguity, ale aj mimotextovu realitu a odhal'uje tak primarne i sekundarne vyznamy a ich
stvis s predpokladom pochopenia vtipu v anglictine.

Prinos monografie spociva v tom, ze autorka na zaklade detailného $tadia, doterajSich
vysledkov vyskumu a na zéklade vlastného skdmania rozsiahleho jazykoveho materialu
predklada svoju vlastnu definiciu ambiguity, ako aj jej typologickil kategorizaciu s cielom
jednoznacnejSie, exaktnejSie a transparentnejSie vymedzit' tento pojem, pretoZze sa odmieta
uspokojit’ so vSeobecne prezentovanou trichotomickou typologiou ambiguity na lexikalnu,
sémanticku a syntaktickd.

Vedeckd monografia Aleny Stulajterovej je origindlnou publikaciou, ktord ma
premyslenti kompozi¢ni a argumenta¢nu Struktiru a po obsahovej stranke je zaujimava
a stimulujuca. Podava relevantni vypoved o vyskyte, frekvencii vyskytu a o samotnom
uplatneni ambiguity v stcasnom anglickom humornom diskurze ¢o demonstruje aj vo
vysledkoch vyskumu. Jej vydanie ocenia anglisti, lingvisti, ako aj akademicka obec na
filologickych a filozofickych fakultach. Ziskané vysledky a zavery su formulované tak, aby
boli dalej aplikovatené v SirSie koncipovanom resp. interdisciplindrnom lingvistickom
vyskume a s uréitost'ou poslizia ako podnet pre buditice lingvistické uvahy o tejto atraktivnej
téme.
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