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Notes on mood and modality in English and Slovak

Richard Repka

Katedra modernych filolégii, Pedagogicka fakulta TU,
Priemyselné 4, 918 43 Trnava
kmfasj@truni.sk

Abstract: REPKA, R.: Notes on mood and modality in English and Slovak
Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2007, no. 11, pp. 4 — 19.

The goal of this paper is to consider some theoretical and descriptive issues

involved in the analysis of mood and modality in English, and where possible, to consider
them in the light of typologically related features of Slovak or other Slavic languages
(e.g.,Czech).
Mood and modality are traditionally intertwined, and both of them are an integral part of
all sorts of linguistic descriptions based on various linguistic theories: systemic-
functional, functional structuralist, functional-cognitive, syntactocentric, etc. In this
paper | want to discuss mood and modality in the framework of functional grammar.

Key words: mood, modal auxiliaries, modal exponents, modal meanings, possible
worlds, semantics, force dynamics

Mood as a grammatical category
The difference between mood and modality consists in the fact that while modality is a
semantic category reflecting a great variety of mostly non-factual( or counter-factual)
meanings, mood is a grammatical category which involves the grammaticalisation of
modal meanings. If we accept this kind of distinction, the next thing we should do is to
define and identify different sub-types of mood as a grammatical category. It is not a
difficult question if we consider German, French, Spanish, Italian, Slovak, Czech, etc. In
these languages mood is represented by more or less distinct morphological categories(
e.g., the subjunctive and conditional in French). The situation is quite different in
English.

To begin with, Jespersen( 1962: 293, first published in 1933)) says that the English verb
has three moods, indicative, subjunctive, and imperative.

A greater number of moods was considered by Deutschbein( 1917) who paid greater
attention to various functions of mood. In addition to the indicative, he distinguished four
main moods in English, the cognitive, the optative, the voluntative, and the expectative,
and further subdivided them into subtypes.

The cognitive was divided into the indicative( He is coming), the irrealis( | should give
you the money if | had any.) , the potentialis( This may be fine).

The optative: May you succeed ! ; the optative includes the permissive: May | go now?
The voluntative: Speak; the mood for the first person plural is the adhortative: Let us go!
The expectative: He is sure to come; its subtype is the dubitative: | doubt whether he
comes.

Deutschbein’s functional analysis of mood in English was accepted especially by the
great Prague school linguist V.Mathesius( see e.g.1961), but it is not quoted very
frequently in the literature on the subject.



Curme( 1964, copyright 1947 ), who refers to moods as *’ the changes in the form of the
verb to show the various ways in which the action or state is thought of by the
speaker’’(54 ), like Jespersen, speaks also about three moods, the indicative, the
subjunctive, and the imperative. As far as the subjunctive is concerned, he subdivided its
uses into two classes: “’1. the optative subjunctive, which represents the utterance as
something desired or planned; 2. the potential subjunctive, which represents the
statement, not as an actual fact, but only as a conception of the mind.”’( 234 )

The indicative mood, the imperative mood, and the subjunctive are also recognized as the
main moods in English by Derbyshire( 1967 ), Greenbaum and Quirk( 1990 ) and many
others. Cobuild English Grammar(1995:196), however, includes here also the
interrogative mood.

In contrast, Biber and Conrad and Leech( 2002 ) do not mention the category of mood at
all. Instead, they are primarily concerned with modals, semimodals, as well as with other
linguistic expressions of modality( e.g., modal adverbs).

Unlike the above authors, Duskova et al.(1988:244-249) distinguish four moods: the
indicative, the imperative, the conditional,and the subjunctive( remnants ).The inclusion
of the conditional mood in this system seems to be rather questionable since in English it
is not characterized by specific morphemes. This may be the reason why the conditional
does not normally figure in standard descriptions of English.

According to Palmer(1979,2002), there is no subjunctive in English (he does not mention
conditional either) , and the most important distinction between mood and modality
system is that the former involves a simple binary(‘on/off’) system of non-modal vs.
modal, while the latter does not. It is not binary and the terms in the system involve only
semantic features.

The same view can be found in Huddleston’s works( see e.g.,1988:80).According to him,
English does not have mood as a grammatical category since the modal operators
may,can,must,etc., are catenatives rather than auxiliary verbs, and the contrast between
declarative,interrogative and imperative is a system of the clause rather than the verb.

An original definition of mood has been devised by Halliday( see e.g. 1990), and to this
definition | subscribe. His definition is based on the structure of the clause as message,
and clause as exchange, which in fact corresponds to his metafunctions. In his view, the
mood is conceived to consist of two parts:(1) the Subject, and (2) the Finite element. The
Finite element is either a primary auxiliary( do, have, be) or a modal auxiliary. Thus it is
the combination of Subject and Finite that realizes the selection of mood in the clause.
The expression of mood is closely connected with the grammatical category that is
characteristically used to exchange information, and it is naturally the indicative. All the
components and features of the mood are then expressed as follows:

The presence of the Mood element, consisting of Subject plus Finite, realizes the feature *
indicative’.

Within the indicative, what is significant is is the order of Subject and Finite:

@) The order Subject before Finite realizes “ declarative’;

(b) The order Finite before Subject realizes yes/no interrogative;

(c) In a * WH- interrogative’ the order is:

(1) Subject before Finite if the WH-element is the Subject;

(if) Finite before Subject otherwise.”’(74)

Of course, an independent clause can be also imperative in mood. Thus, Halliday’s
system of mood is based on the indicative-imperative dichotomy.



If we compare tense as a typical grammatical category of the English verb and mood,
which is a closely related category, we immediately recognize the morphological
justification of the tense and temporality. Mood, however, has no specific morphemes as
it is the case in, for instance, Romance languages. The subjunctive in English is a
peripheral category with negligible morphological marks: no - (e)s in the 3rd person
singular, and be/were for all persons. In my opinion, its treatment as a sub-class of mood
is more or less a matter of tradition, and also pedagogical considerations may play a
certain role in this respect since despite the subjunctive being a peripheral category, it is
kept alive in various textbooks and handbooks. Of course, the subjunctive is rare in
present-day English, but there is at least one register( legal English) where the frequency
of its occurrence is not negligible. Sporadically, subjunctive can also be used in spoken
English, especially to report suggestions, e.g., | suggested that he bring them all up to the
house.(COBUILD)

The category of mood in Slovak

In Slovak and other Slavic languages( e.g.,Czech) there is no subjunctive. In standard
Slovak grammars( e.g.,Mistrik 1983,Pauliny 1997), the category of mood consists of
three traditional sub-classes: indicative, conditional, and imperative. Leaving the
indicative and imperative aside( these sub-classes of mood should be treated within the
system of the sentence), it is the conditional which constitutes the core of the Slovak
category of mood. In Slovak, we

distinguish two kinds of conditional mood: present conditional and past conditional.
Present conditional is composed of the past tense of the lexical verb and the particle *by’(
the situation in Czech is practically the same ).To illustrate this, we use the following
paradigm( including the number and person):

Sg. l.volal,-a by som Pl. volali by sme
( I'would call) (we would call)
2.volal,-a,-0 by si volali by ste
. (you would call) ('you would call)
3. volal, -a,-0 by volali by
(he/she/it would call) (they would call)

Past conditional consists of the verb “ byt”( to be) in the conditional mood( bol by) and
the past tense of the lexical verb. The whole paradigm looks like this:

Sg.1.bol,-a by som volal,-a Pl.boli by sme volali
2.bol,-a,-0 by si volal,-a,-0 boli by ste volali
3.bol,-a,-0 by volal,-a,-0 boli by volali

( A possible English equivalent for the Slovak past conditional is would+perfect
infinitive.)
By means of the Slovak conditional mood, the speaker expresses such actions and states
whose realisation is only eventual or possible or wished( in the past, present and future).
For example: Chlapec by pisal.(The boy would write.) In addition, the Slovak conditional
expresses less emphatic command, request, order, etc. For instance:

Mali by sme uz ist’.( *We should already go.)

Mohli by sme uz ist’.(*We could already go.)
Besides, conditional in Slovak can be used to express a temperate statement. For
example: Myslel by som, Ze tato cesta je spravna.( * | should think that this road/way is
correct.)
Modality and modal meanings



Modal meanings generated by language as a meaning potential have a significant role to
play in the process of communication. Generally speaking, modality together with tense
and aspect contributes to the property of the natural language referred to as displacement.
This means that people can talk and write not only about present(on-going) events, but
also about past and future situations( remote in time and space), and, in fact, about other
possible worlds.
Moreover, modality in general represents the interpersonal function of language( see
e.g.,Halliday 1978, 1990),”’language as expressing relations among participants in the
situation, and the speaker’s own intrusion into it.”’(Halliday 1978:46) Thus a modal
element is an integral part of the structure of the clause.
There is no denying the fact that modality is very difficult to define, and that it is known
to be an elusive concept. Some authors (e.g.Coats 1983) analyse the meaning and use of
English modal exponents without attempting to define modality. Downing and Locke (
2002: 182), too, give a list of sub-types of modality as a semantic category( e.g.,
possibility, probability, necessity, volition, obligation and permission) instead of an
explicit definition.
Some definitions seem to be rather broad. For instance, Palmer(2001) defines modality as
the status of the proposition that describes the event. In comparison with tense and aspect
modality does not refer to any characteristic of the event. Modality is associated with the
notional contrast of * factual’ and * non-factual’. Later on, Palmer accepted the binary
distinction of realis-irrealis, and in this connection he quotes Mithun(1999: 173):”* The
realis portrays situations as actualized, as having occurred or actually occurring,
knowable through direct perception. The irrealis portrays situations as purely within the
realm of thought, knowable only through imagination.’’
Auxera and Plungian( 1998:80) narrowed down the definition of modality only to the
domains of meaning that involve possibility and necessity as paradigmatic variants. Other
notions, e.g., volition and evidentiality, are excluded, hence , they operate with a
relatively restricted definition of modality.
Von Fintel’s definition of modality(2006) also includes possibility and necessity as core
notions:”” Modality is a category of linguistic meaning having to do with the expression
of possibility and necessity. A modalised sentence locates the underlying, or prejacent
proposition in the space of possibilities( the term prejacent was introduced by medieval
logicians).””
Kiefer’s definition of modality( see e.g. 1994: 2514) reflects the logic of possible worlds.
According to him, modality is’’ the relativization of the validity of sentence meanings to
a set of possible worlds. Talk about possible worlds can thus be construed as talk about
the ways in which people could conceive the world”’.
Kaufmann(2005), too, sees modality in terms of modal logic since he deals with such
definitions as:

Modality is about relations of consequence and consistency.

Evaluation of a sentence p relative to a body of information A.
Or modality is variation along several dimensions:

>Nature of the information in A;

>Direction and strength of the relationship between A and p;

>(Speaker’s) confidence in the relationship

> etc.



Considering the above definitions, which owe a great deal to modal propositional logic, it
seems that it is almost impossible to provide an acceptable definition with clear
boundaries. It is also extremely difficult to organize mood and modality into a single
unified system. The definitions are either too narrow or too broad, and too much
emphasis in them is placed on logical relations.
Since modality is a complex concept, it might be advisable to define it indirectly by
enumerating a variety of modal meanings with their corresponding linguistic exponents.
The fact is that enumeration is a normal way of defining such concepts which are either
too broad or too vague. For this reason, | will concentrate first of all on the taxonomy of
modal meanings, and, subsequently, on their linguistic exponents. At the same time, this
will serve as a point of departure for cross-lingual and interlingual comparisons.
Von Fintel (2006) posits the following kinds of modality:
1.Alethic modality(Greek:aletheia, meaning truth) concerns what is possible or necessary
in the widest sense. This is a category of modal logic and alethically modal sentences do
not occur frequently in everyday discourse.
2.Epistemic modality(Greek episteme, meaning ‘knowledge’) is concerned with what is
possible or necessary given what is known and what the available evidence is.
3.Deontic modality( Greek : deon, meaning duty) concerns what is possible, necessary,
permissible or obligatory, given a body of law or a set of moral principles or the like.
4.Bouletic modality, sometimes boulomaic modality, concerns what is possible or
necessary, given a person’s desires.
5.Circumstantial modality, sometimes dynamic modality, concerns what is possible or
necessary, given a particular set of circumstances.
6.Teleological modality( Greek telos, meaning “goal’) concerns what means are possible
or necessary for achieving a particular goal.
Unlike von Fintel, Kaufmann(2005) does not mention alethic modality and his table of
modal bases consists of 9 items, most of which are identical with von Fintel’s categories.
His table, however, contains four more modalities: doxastic( concerned with
beliefs),stereotypical( concened with a normal course of events), volitive( concerned with
decisions), and dispositional( concerned with abilities)
The above semantic field of modality is far from complete, and ‘there is taxonomic
exuberance far beyond these basic kinds of modality’. For example, Mindt 1995:45)
gives a list of 17 modalities:1. possibility/high
probability,2.certainty/prediction,3.ability,4.hypothetical event/result,5. habit,
6.inference/deduction,7.obligation, 8.advisability/desirability, 9. volition/intention, 10.
intention, 11. politeness/downtoning, 12.consent, 13.state in the past, 14. permission,
15.courage, 16.regulation/prescription,17. disrespect/insolence.
There are two more kinds of modal meaning which were not mentioned in the above
taxonomies. The first of them is evidentiality. Examples:

That restaurant is supposed to be good.( Kaufmann)

You must be tired.(Kaufmann)

Kim has apparently been offered a new job.( von Fintel)
Kaufmann says that the relationship between modality and evidentiality is not clear, but
Palmer(2001) treats evidentials as modals. | any case, evidentiality is a closely related
category to modality. A typical evidential system might distinguish between direct
evidence and indirect evidence. For instance, the English adverb ‘apparently’ seems to
refer to indirect evidence, while Kaufmann’s first example may refer to direct evidence.



The second example, however, is “’somewhat under debate’’.(Kaufmann) It may have
more than one reading.
Halliday sees modality within the framework of polarity( each Finite verbal operator is
either positive or negative). Modality reflects those meanings that fall in between the
positive and negative poles. Such meanings imply various kinds of indeterminacy or
intermediacy. Unlike other authors, Halliday made a distinction between modality and
modulation.The  distinction  has resulted from the difference  between
propositions(‘information’,i.e. statements and questions) and proposals( interaction
routines, ‘goods and services’, i.e., offers and commands). Modality is concerned with
propositions, in which it refers to probability( possible/probable/certain) and frequency(
sometimes/usually/always), modulation occurs in proposals, in which it refers to
obligation( allowed/ supposed/required) and inclination( willing/anxious/determined).The
modality-modulation distinction might be also justified from the point of view of the
structure of the clause, that is, syntactically. According to Van Valin( 2005), modal
operators expressing ability, permission, obligation, etc. belong to the system of core
operators together with directionals, event quantification and internal( narrow) negation,
whereas epistemic modal operators have the status of clausal operators. In the layered
structure of the clause,then, root modals are closer to the nucleus of the clause.
The semantic field of modality is also closely related to propositional attitudes. They are
typically expressed by such verbs as:
believe, doubt, wish, suppose( that) p, e.g. | doubt that he is happy.
According to Kaufmann(2005), modal expressions, in many cases, depend for their truth
or falsehood on facts about propositional attitudes. However, the two categories should
be kept distinct. Modal expressions are not directly statements about propositional
attitudes.
Close to the field of modality are also expressions of illocutionary force. It concerns in
particular attenuating speech act markers, e.g.,
The butler is, I suspect, guilty. (von Fintel)
Modality is a universal category immanent in individual languages. Languages, however,
will differ as to various linguistic exponents of modality as a semantic category.
Exponents of modality in English
In English, there are both grammatical( functional) and lexical exponents of modality:
1.Modal operators
He may/might/can/could/must/shall/should/will/would write that letter.
2.Semimodals
He has to/ ought to/needs to be home.
3.Modal adverbs and disjuncts
He certainly/probably helped him with the letter.
Perhaps/possibly/apparently/undoubtedly, he is home.
4.Nouns
e.g.: possibility, probability, certainty, necessity, etc.
5.Adjectives
e.g., necessary, possible, probable, certain, edible, payable, etc.
6.Conditionals
If the light is on, the family are home.
7.Progressive
John was drawing a circle.
He was writing a report.



8.Present tense
John submits his paper.( Kaufmann)
9.”Inherent modality’
This room seats fifty people.( Kaufmann)
This car goes eighty miles per hour.( Kaufmann)

Sometimes modality as a pervasive feature of natural language clearly appears in the
semantics of a linguistic expression without a clear symbolic or morphological mark. Such
‘hidden modality’ can occur for example in infinitival relatives in English:

When you have computer trouble, Sandy is the person to talk to. (= Sandy is the
person one ought to talk to.) ( von Fintel)
English nominal relative clauses, too, may be implicitly modal, e.g.,

Whatever Arlo is cooking has garlic in it.( epistemic modality triggered by —ever: speaker
does not know what precisely Arlo is cooking) ( von Fintel)
Exponents of modality in Slovak
Slovak, too, has a wide range of linguistic devices expressing modal meanings:

1.Modal particles

ano( yes),hie(no),iste( certainly, surely),urcite(certainly,surely), naozaj(
really),samozrejme( of course),asi( maybe), moZno( perhaps), azda( maybe, perhaps),
pravdepodobne( probably), hadam( | guess,possibly), veru( | see ), tuSim( | suspect),
nadovsetko( above all), predovsetkym( first of all), etc.

2. Modal verbs
musiet’( must), méct’( can), smiet'( may), chciet'( want), mat’ povinnost’( to be to)
For example:
Zajtra musim/mézem./smiem/chcem/mam ist’ domov.
Tomorrow | must/can/may/want to/am to go home.

3.Semimodals
mienit’, okUnat’ sa, odmietat’, vyhybat’ sa, vediet’, potrebovat’, tuZit', branit’ sa, etc.
( to intend,to hesitate/ to be reluctant/, to reject, to avoid, to know, to need, to yearn, to
defend oneself, etc.)

4.Modal sentence adverbs( impersonal modal specifiers)
treba( it is necessary), mozno (possibly, it is possible), hodno(* it is worthy), radno( it is
advisable), nacim ( it is necessary), etc.+ their negative forms( e.g. neradno = it is not
advisable)

5. Future tense and conditional
For example:

Bude nas tesit’, ked’ nas navstivite.( future tense)

(W e will be pleased when you come to see us.)

Urobilo by nam to verku radost’.( conditional) ( We would be delighted.)

To bude Robert. ( future tense )(That will be Robert.)

6. The infinitive of some verbs

vidiet'( to see), pocut’(to hear), citit'(to sense/ to feel), badat’(to notice/to perceive)

Examples:

Odtial'to vidiet az k vam. ( *From here to see as far as your place.)

( From here we can see as far as your place.)

Od rana poc¢ut” hukot motorov.
(* Since the morning to hear the roar of engines.)
(' Since the morning we can hear the roar of engines.)

Citit', Ze ten dom nema gazdu.
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(*To sense that the house has no master.)
(We can sense that the house has no master.)

Badat’,Ze uZ je unaveny.(* To perceive that he is tired.) ( He is perceived to be tired.)

7. One-member infinitival clauses( in newspaper headlines)
Examples:

Hradat’ d’alSie rezervy.(* To seek further reserves.) ( We have to seek further reserves.)

Vyuzit jarné pocasie.( * To make use of spring weather.)

( You have to make use of spring weather.)
Splnit’ zavazok.(* To fulfil/to honour one’s pledge/commitment.)
('You have to honour your pledge.)
8.Nouns
moznost’(possibility), potreba(necessity), istota( certainty), pravdepodobnost’(

probability),etc.

9.Adjectives

mozny( possible),potrebny(necessary),isty( certain), pravdepodobny( probable),

Ziaduci( desirable),etc.
Contrastive analysis of exponents of modality in English and Slovak
At first sight the above sets of exponents of modality in English and Slovak seem to be
approximately the same. However, if we take a closer look at them, we can detect some
evident differences. Now | would like to deal with those differences which I consider to
be most prominent.
In both languages modality can be expressed by a system of modal and semi-modal
verbs. However, there are considerable grammatical, functional , and semantic
differences between them. English has a system of modal auxiliaries or modal operators
with specific grammatical charactertistics:

1.Typically, they are followed by the bare infinitive( exception: ought to):He must go.

2. They have no —(e)s in the third person singular.

3.They cannot occur in non-finite functions: * to must, * mayed, * maying

4.The interrogative and negative are formed by means of inversion and ‘not’( not do
not):Can | go? He may not go.

5.Their past tense forms can be used to refer both to present and future time: I think he
may/ might be outside. (Quirk)
In standard English grammars( e.g., Greenbaum and Quirk 2003),modal verbs are
subdivided into modal auxiliaries: can, may, shall, will, must( with their corresponding
past tense forms), marginal modal auxiliaries: used to, ought to, dare, and need( used to,
need, dare can be used both as modal auxiliaries and lexical verbs), and modal idioms and
semi-auxiliaries: had better, would rather, have got to, to be to; be able to, be bound to, be
supposed to, be about to, be due to, be likely to, have to. These categories of verbs are
intermediate between auxiliaries and main verbs, and express modal or aspectual
meaning.
By contrast, Slovak modal verbs behave like lexical verbs. They have the following
grammatical characteristics:
They occur in the normal infinitival form: musiet( *to must),méct( to can),smiet’( * to
may), chciet’( to want),mat’(to be to).
They form the past tense regularly as other lexical verbs:
Musim to urobit’.- Musel som to urobit’.
| must do it.- | had to do it.
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Mozem to urobit’.- Mohol som to urobit’.
| can do it.- | could do it.
3. They form the conditional mood:
Mohol by som to urobit’. — I could do it.
The interrogative is formed by means of rising intonation:
Mohol by som to urobit’. — Mohol by som to urobit™?
| could do it.-* I could do it?
5.The negative is formed by means of the negative particle ‘nie’ which - changes into
ne-, e.g. musiet’ — nemusiet’( * to must —* nottomust).
In Slovak, in the same way as in English, a distinction is made between modal verbs and
semi-modal verbs(see Mistrik 1983:163). Mistrik includes five verbs in the first
category(musiet’,smiet, moct’,chciet,mat’ povinnost) and four verbs in the second
category( mienit’, odmietat’, vyhybat’ sa, okdnat’ sa ). In the first category there is one
verb * chciet’ ( to want) which in English belongs to lexical verbs, and one verb ** mat’
povinnost’ *’( to be to) which in English has the status of a modal idiom. As for the
Slovak semimodals, Mistrik gave only some examples, but in Slovak there is a great
number of verbs with modal meanings. For instance, the verb vediet( to know) is
regarded as a semimodal verb, too. In my view, there is not a sharp demarcation line
between Slovak modal verbs and semimodal verbs since there are no specific
grammatical differences between them. To differentiate them, one has to rely only on
their semantics, and this is not a very reliable criterion. Can we say that semimodals have
a lower degree of modality than the main modal verbs? If yes, then, what is the
difference, e.g., between ‘chciet’ ( to want) which is included in the first category and
‘odmietnut’( to reject) which Mistrik regards as a semimodal verb? It might be helpful to
create a modality scale for Slovak modal verbs, in which the main and marginal members
would be determined on the basis of specific criteria. This has already been done by
Salkie(2006) with regard to English modals. He set up the following criteria for core
members of the modal category:
1. They express possibility or necessity.
2. They are epistemic or deontic.
3. They are subjective, involving
a. commitment by the speaker
b. primary pragmatic processes
c. a sharp distinction between the modal expression and the propositional
content.
4. They are located at one of the extremes of a modal scale.
The above criteria have enabled Salkie to qualify and classify English modal verbs in
terms of different degrees of modality. And the same criteria, | believe, can be also
applied with respect to Slovak modal verbs, but this is beyond the scope of this paper.
Moreover, there are many other differences and idiosyncracies which can only be
characterized by lexical properties of particular modals.
Perhaps the greatest differences between English and Slovak can be found in the realm of
meaning distinctions generated by English and Slovak modal verbs and semimodal verbs.
It is such a complex problem that we can only touch on it in a very simplified manner.
Semantics of English modal auxiliaries
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In literature, we can come across a multitude of classifications of modal meanings
provided for by English modal auxiliaries, semimodals and modal idioms. Following are
the most prominent ones and those that are generally known.

Palmer( 1990:36-37) distinguishes three main kinds of modality, epistemic, deontic and
dynamic. The first one is concerned directly with the status of the proposition. The other
two are more concerned with the event referred to and the conditions on it( external and
internal to the subject respectively). These three main kinds of modality cover 8 modal
meanings:1.epistemic possibility(may),2.epistemic necessity(must), 3.epistemic W/S(
will),4. deontic possibility( may,can), 5. deontic necessity( must), 6. deontic W/S( shall),
7. dynamic possibility( can),8.dynamic W/S(will). ( In accordance with a Brief Glossary
of Modality, I use W/S instead of Palmer’s “’? ** to mark a degree of modality involving
will and shall.)

Greenbaum and Quirk(1990: 60) distinguish two main kinds of meanings for modal
auxiliaries:

intrinsic modality( which includes * permission’, “ obligation’, and * volition’) involving
some intrinsic human control over events;

extrinsic modality( which includes “ possibility’, “ necessity ‘, and “ prediction’)
involving human judgement of what is or is not likely to happen.

Biber and Conrad and Leech( 2002: 176) have adopted the intrinsic-extrinsic subdivision
of modal meanings, too. The system of modals and semi-modals is internally composed
of three categories based on their meanings, and each category contains both
personal/intrinsic and logical/extrinsic meanings. The authors exclude the semi-modal
used to from these categories since it is the only modal that refers primarily to past time.
The three categories are:

permission/ability(can, could, may, might,), personal meaning: permission or possibility,
ability; logical meaning: possibility.

obligation/necessity( must, should, (had) better, have(got) to, need to, ought to, be
supposed to; personal meaning: obligation; logical meaning: necessity.
volition/prediction( will, would, shall, be going to,); personal meaning: volition or
intention; logical meaning: prediction.

The difference between personal and logical meanings ,as a rule, stems from the structure
of the clause. With personal meanings the subject of the verb usually refers to a human
being, and the main verb is usually a dynamic verb that describes an activity or event that
can be controlled. By contrast, modal verbs with logical meanings usually occur with
non-human subjects and/or with main verbs that express states:

Well, it must be somewhere in the office.( necessity meaning, with stative verb be)
Three basic meanings(uses) are also proposed by Huddleston(1988): a/ epistemic uses; b/
deontic uses; c¢/ subject-oriented uses. These three groups are in fact identical with
Palmer’ s categories of meaning.

According to DuSkova( 1988: 185-186), the semantic system of English modal verbs
consists of two types of modality. The first type is concerned with the so-called
dispositional( deontic) modality, i.e., the originator of the verb action expresses in
addition to the objective propositional content an attitude( disposition) toward its
realizability. Here she includes such notions as necessity, advisability or desirability.

The second type involves a degree of conviction( certainty) with regard to the
objective(existential) validity of the proposition, that is, if the content of the proposition
appears to be certain, possible or impossible, etc. This is of course the semantic field of
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epistemic modality. And both modalities are facultative( optional) components of the
propositional content.

Following Langacker(1979), Harris-McLaughlin-Still(2006) propose three levels on
which the form and meaning of modals combine to create meaning: the existential level
which predicates the existence of a situation( This level includes also the objective
content which Langacker regards as a separate level.), the epistemic level, and the ground
or root level. Apart from the existential level, which is not realised by modal verbs, the
two remaining levels correspond to traditional epistemic and deontic/dynamic uses of
modal verbs. Epistemic or extrinsic modality in English is used to negotiate meaning, that
is, modals are used to navigate ourselves through human judgement on the basis of
probabilities of an object or event. People employ modals in possibility, necessity, and
prediction to confirm or deny a proposition.

The ground or root level of modals is functionally different from the epistemic level. The
root level modals have a social interactional function that takes into account the
classification of the social situations.” As a result, the root modals are used to express the
human control over events in permission, obligation and volition( advice falls each
category).” Unlike permission and obligation, volition is a broader concept including
intention, willingness, and insistence.

De Haan(2005) discusses the following subdivision of modality proposed by Bybee,
Perkins and Pagliuca(1994): epistemic, agent-oriented, speaker-oriented, subordinating.
The term epistemic is relatively straightforward and not problematic since it involves
possibility and probability within the framework of epistemic meanings. Another
epistemic category in this connection is inferred certainty. This category is used when the
speaker has good reasons to believe that the statement is true( their example is There
must be some way to get from New York to San Francisco for less than $ 600.).
According to Bybee, Perkins and Pagliuca( 1994:177), the term agent-oriented modality
“’reports the existence of internal and external conditions on the agent with respect to the
completion of the action expressed in the main predicate.”” The term is also very broad
because it includes obligation( e.g., all students must obtain written permission from the
Dean . - external factors), necessity( e.g., | need to hear a good loud alarm in the morning
to wake up. — physical conditions), ability( e.g., He can speak several languages. — agent-
internal enabling conditions), and desire( there are internal volitional conditions), and
root possibility, which is related to ability, but it also takes into account external factors,
e.g., | actually could not finish it because the chap whose shoulder | was reading the book
over got out at Leicester Square.( Bybee et al.1994:178, from Coates 1983:114)

In contrast, speaker-oriented modality refers to those cases in which the speaker is the
“’enabling condition’’. In such cases the speaker gives someone an order, or gives
someone permission. This category, therefore, includes directives, prohibitions,
permissions, admonishments, etc.

Subordinating component of modality refers to the use of modal exponents in subordinate
clauses, such as concessive(though/although...) and final(purpose) clauses( so that...,in
order that...). In such cases modal verbs have a limited role to play.

There are not fundamental differences between the above classifications of modal
meanings. They differ as to the degree of modality and emphasis, but not in quality. The
basic distinction is naturally epistemic versus deontic modality. These are core categories,
and all the remaining meanings seem to be derived meanings caused either by the
argument structure of the English verb or by discourse( register ) or pragmatic factors. In
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discourse, English modal verbs can express quite a number of functions. For example,
Lapaire and Rotgé( 2006) gave the following communicative meanings for the verb must:

1. self-admonishment, e.g., | must change my ways.

2. resentment, e.g., Yes he’s gay and unlikely to marry her- if you must know.
3. exasperation, e.g., Must you shout so much?

4, enthusiastic advice, e.g., You must read this.

The subjective — objective distinction in modality is also dependent on the context. For
instance, the following sentences have two semantic interpretations:
I should be punctual (i) according to the rules
(objective: I am supposed to)
(ii) according to my own judgement
('subjective: I think...)
We must pass all examinations (i) according to the rules
( objective: obligation)
(ii) obligation imposed by self
( subjective must)
From a discourse perspective, there is one function of modal verbs with their
corresponding meaning which has an important role to play. In dialogic discourse or
rhetorical exchanges speakers use modals to carry the argument forward.( se e.g. Halliday
1990:71)

Basic theoretical aspects of modal semantics

At this stage, mention should be made of some basic methodological tools in semantic
analysis to explain the complexity and intricacies of modal semantics. For obvious
reasons | will confine myself very briefly to the possible worlds semantics and force
dynamics.

The best-known theory is the so-called’ possible worlds semantics’. In philosophical
logic, the notion was introduced in the 1960’ s, independently by Hintikka(1961) and
Kripke(1963). | can be traced back to John Duns Scotus and especially to Leibniz.
Leibniz believed that we live in a world which is one of infinitively many possible worlds
created by God. Possible worlds fix the denotations of the relevant expressions — truth
values for propositions, properties for verb phrases, etc.( see e.g., Kaufmann 2005) ‘The
starting tenet is that modal expressions express quantification over possible worlds —
regardless of what those might be. Possibility modals correspond to existential
quantification, while necessity modals correspond to universal quantification. Different
kinds of modal meaning correspond to different choices of sets of possible worlds as the
domain of quantification. These sets of possible worlds are assigned to the world in
which the complex senteence is evaluated( the evaluation world) by an accessibility
relation.”( von Fintel 2006) In my view this theory is very useful in explaining the
semantics of modal expressions from the point of view of modal propositional logic
because the modal status of a proposition is understood in terms of worlds in which it is
true and worlds in which it is false. Modal semantics, however, as represented by modal
verbs, is dependent on a number of other, mostly contextual, pragmatic and
communicative factors.

The second theory used to account for the semantics of modal auxiliaries is the so-called
‘Force Dynamics’. Generally speaking, Force Dynamics is a semantic category that
describes the way in which entities interact with reference to force. Force Dynamics
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involves not only physical force, but it plays an important role in expressions involving
psychological and psycho-social forces. It was introduced by cognitive linguist L. Talmy
in 1981 who applied it in his analysis of the causative. It is no surprise that it is gaining
ground in various cognitive descriptions of English, including mood and modality. In this
connection, Taylor(2002:406) says that *’ the force may be one which impinges on a
participant or a state of affairs, rendering the situation necessary( must); the forces may
prevent the situation from being the case( can’t); there may be an absence of force
requiring or preventing a situation, hence, something is possible, though not
necessary(can). The “ strength’ of the force, and hence also the modality can vary. Must
is a high-strength modal, should is low strength.”” Taylor has also applied the source of
force to explain the traditional distinction between deontic( root ) and epistemic modals:’’
The root modals construe the force as emanating from the laws of the physical world,
from the psychophysical world of intentions, desires, and plans, or from the psychosocial
world of norms, laws, regulations, and moral values. In You must do it this way, the
necessity may derive from the nature of the world, from a previous agreement, or from
prevailing customs. In their epistemic uses, the force derives from logic, reasoning, and
common sense. The necessity in He must be there by now is a * logical’ necessity; given
what we know, we can infer with a high degree of certainty that * he is now there’.”’
Talmy’s analysis in terms of forces has been employed by various authors, for instance
by Winter and Gérdenfors( 1995) who view modality as expressions of social power., i.e.,
the power structure of the participants in the interaction determines the semantics of
modal auxiliaries. This also means that in contrast to Talmy, they view social power
relations as primary( fundamental), and physical forces as derived. It is generally known
that interpersonal power relations are immanent in everyday social interactions, and,
hence, in communicative situations, for example, parents use power over their children,
employers over their employees, teachers over their pupils, etc. All this can be realized
either by deontic or epistemic uses of modals. According to them, deontic uses of modals
imply the expectations of the participants’ attitudes toward the relevant action, and the
evidence is a power in its own right. The epistemic uses are regarded as pragmatic
strengthening of the deontic ones.

Talmy’s notion of “force dynamics’ was also used by Sweetser( 1990) as a basis for the
semantics of the modals. Root modals are used to encode force-dynamic notions in the
external world: for example, may encodes the existence of a potential but absent barrier,
must a positive compulsion, and can either a positive ability on the part of the doer, or
some potential force /energy. These notions are extended metaphorically into the internal,
‘mental’ domain and give rise to epistemic meanings: may and must thus come to denote
barriers of forces operating in the domain of reasoning(see Papafragou 1997).Having
dealt with the uses of modal auxiliaries in English, we can now proceed with the situation
in Slovak.

Semantics of modal verbs in Slovak

In addition to the so-called attitudinal modality, which is concerned with the traditional
functional subdivision of clauses into declarative, interrogative, desiderative(optative,
imperative), Mistrik ( 1983:158 ff.) distinguishes two basic semantic fields expressed by
Slovak modal verbs, semi-modal verbs, and other modal exponents, Naturally, the first
semantic field is in fact identical with deontic modal meanings. Mistrik calls this field
voluntative( dispositional) modality. In Slovak it is normally expressed by modal verbs
and semi-modal verbs: smiet'( may), musiet( must), moct’( can), chciet'( to want); mienit’(
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to mean, to intend), odmietat’ ( to reject), vyhybat’ sa ( to avoid), etc. | have already said
that the main difference between English and Slovak consists in the fact that Slovak
modals and semi-modals behave grammatically like typical lexical verbs, and, therefore,
it is difficult to find out reliable criteria for including particular verbs either in the first
category( modal verbs) or the second category( semi-modal verbs).Thus, the status of
such verbs as chciet’( to want) and mienit’( to mean, to intend), or vyhybat’ sa( to avoid) is
rather uncertain as to which group they belong to. The same is true of a number of verbs
in Slovak which have a modal meaning( or a degree of modal force). Fuerthermore,
Slovak modals and semi-modals can combine freely, for instance, musiet’ vediet’ ¢itat'(*
to must to know to read).
Unlike in English, voluntative meanings in Slovak can be expressed by modal sentence
adverbs. These adverbs are rendered in English by means of modal adjectives introduced
by it:

mozno — it is possible

radno - itis advisable

treba - itis necessary

etc.

Voluntative modality in Slovak can also be expressed by means of the infinitive( see the
above examples), and, therefore, to translate such sentences into English might cause
problems.
Mistrik, too, distinguishes two types of deontic modality. In one of them the stimulus
emanates from the agent( agent-oriented), eg.,méze... ( he can...), chce...(he wants...),
mieni...( he intends...). In another one, the stimulus or will is imposed from outside,
from external circumstances, eg., ma ...( he is to...), musi...( he must...). smie...( he
may...). The verb moct ( can ) occurs in both types.
The second semantic field is naturally the epistemic one. Mistrik calls it istotna
modalnost’( modality of certainty). In Slovak, this kind of modality is expressed first of
all by modal particles, such as zaiste( certainly), urcite( surely), naozaj(really),
samozrejme( of course), azda(maybe), etc. Among modal particles there occur also such
particles as ano( yes ), nie( no ), and ale(* but). The first two words are polarity words
and they are treated as such in English, where they do not have the status of modal
particles. The third word ‘ale’, however, is more problematic. In Slovak, it can function
both as a modal particle which has no systemic equivalent in English, or as an adversative
conjunction. Of course, it is generally known that the word ‘but’ in English can also
function as an adverb( or a preposition), but its synonym is ‘only’:

I don’t think we’ll manage. Still, we can but try.
Due to this Slovak speakers find it difficult to translate sentences and phrases containing
‘ale’ into English. For example:
Urcite tu skasku neurobim.
(I will certainly not pass the examination)
Ale chod'. Ved’ si sa na nu pripravoval.
(* But you go. Why, you have been studying for it.) (Don’t be silly/don’t talk nonsense.
You have been studying for it.)(Why, you have been studying for it.)
Epistemic modality in Slovak can be also expressed morphologically, that is, by the
future tense and the conditional( see the examples in the passage concerning the
expressions of modality in Slovak). Such grammatical exponents are very frequent
especially in Spoken Slovak.
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It is rather surprising that Mistrik does not mention Slovak modal verbs to express
epistemic modality. In my view, some Slovak modal verbs may signal epistemic
meanings, too. For example:

To musi byt stroj.( That must be a machine.)To musi byt chyba.( That must be an
error.)To musel byt vik.( That had to be a wolf. That must have been a wolf.) Museli ste
ten list uz dostat’.( You must have already received that letter.)To mdZe byt nebezpecné.(
It can be dangerous.)Mohlo to byt prekvapenie.( It could be a surprise.)

Of course, not all Slovak modal verbs can signal epistemic meanings. It is for instance the
verb ‘smiem’( may) which cannot be used to express epistemic meanings.This, however,
requires a detailed functional and semantic analysis, which, of course, is impossible
within the scope of this paper. Suffice it to say that in Slovak, it is the modal particles
which are the prevailing exponents of epistemic modality.

Conclusion

To sum up, mood and modality are interrelated concepts. Mood is a grammatical
category, whereas modality is a semantic category. However, the relations between the
two are by no means straightforward. It is caused by the fact that languages differ as to
the grammatical status of the mood and its subdivisions. In synthetic languages( e.g.,
Slovak, Czech, Russian; German, French, Spanish, etc.) mood is first of all a
morphological category, that is, it is characterized by specific morphemes, e.g., the
conditional in Slovak, and the conditional and subjunctive in French , Spanish and
German ). In English, there are only the remnants of the Subjunctive and the mood
element results from the combination of the Subject and the Finite in the clause as
information and the clause as exchange.

Modality as a semantic category consists of a great number of meanings which are
generated not only by the traditional morphological categories but also by a multitude of
other linguistic means( modal verbs, infinitives, tenses, adverbs, nouns, adjectives,
etc.).In English, modality is associated with the system of modal auxiliaries. They have
specific grammatical characteristics, and they can produce a large quantity of meanings
based on the deontic — epistemic distinction. Halliday included deontic meanings under
the category of modulation, which is due to his subdivision of speaking routines into
propositions and proposals.

In Slovak, modals and semi-modals behave like typical lexical verbs, i.e., they have no
specific grammatical characteristics, and as such are more concerned with voluntative
modality than epistemic modality. Unlike English, Slovak prefers adverbial particles to
express epistemic meanings.

Modality and modal expressions have a significant role in the process of communication,
and this function of modals should be explored more in detail in order to better elucidate
the concepts of mood and modality.
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Resumé

Spbsob a modalita sU navzajom spété pojmy. SpOsob je gramaticka kategoéria, avSak
modalita je sémanticka kategoria. Vzt'ahy medzi tymito dvomi kategériami sU znacné
zlozité. Je to dané faktom, Ze jazyky sa liSia ¢o do StatGtu spdsobu ijeho deleni.
V syntetickych  jazykoch spbsob je morfologickd kategdria, charakterizovana
Specifickymi morfémami. V angli¢tine sU iba pozostatky tzv. ,subjunctive” a spdsob
rezultuje z kombin&cie subjektu a finitného slovesa vo vete ako informacnej vymene.
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Abstract: BORSUKOVA, H.: Relevance of Compounding in Specialist German
Language. Acta Fac. Paed.Univ. Tyrnaviensis, Ser. A, 2007, no.11, pp.20-25.

The rules and principles of word-formation processes are in agreement with the word-
formation principles in non-specialist language. Several word-formation processes and
patterns are in specialist German language more relevant than the others. The basic word-
formation process in non-specialist and specialist German language is compounding
which is in specialist language very productive in nominal terminology formation. The
most productive word-formation patterns are S1 + S2, A + S, and V + S. Unlike non-
specialist language, compounds consisting of three elements are very productive in
German terminology, especially patterns S1 + S2 + S3, A + S1 + S2, V + S1 + S2.
Compound adjectives are more productive in specialist German language than in non-
specialist language.

Key words: word-formation process, compounding, specialist German language,
word-formation pattern, productivity.

Potrebu pomenovania novych pojmov riesi jazyk roznymi spdsobmi, ktoré sa vyznacuju
zakonitym nadvazovanim na uz existujuce slova a dodrZiavanie slovotvornych postupov
vhodnych pre foneticko-morfologicky a sémanticky systém daného jazyka. Popri
preberani slov z inych jazykov a zmene vyznamu je tvorenie slov najdoleZitejSim
spbsobom obohacovania a rozSirovania slovnej zasoby.

,V zaujme komplexného poznavania systému jazyka ako celku je potrebné
skumat’ nielen jazyk vSeobecny, ale tieZ jeho jednotlivé funkéné subsystemy.”
(DVORAKOVA 1999, 33). K najvyznamnej$im subsystémom jazyka patri odborny
jazyk. Tvorenim pomenovani v oblasti odborného jazyka sa zaoberalo viacero prac, ktoré
sa zamerali predovsetkym na spbsoby a prostriedky tvorby terminov daného odboru
alebo podali syntetizujuci pohl'ad na tato problematiku. Lingvisti sa zhoduju v nazore, Ze
zasady aprincipy tvorenia terminov sa Vv podstate zhoduju s principmi tvorenia
lexikédlnych jednotiek neodborného jazyka. Rozdiel je vSak vtom, Ze niektoré
slovotvorné postupy a prostriedky maju v terminolégii véacsie funkené vyuzitie, zatial’ co
druhé sa vyskytuji menej casto. Tuto skutocnost' je potrebné zohladnit” pri vyucbe
odborného jazyka, pretoze znalost’ principov tvorenia terminu je jednym z predpokladov
osvojenia si odbornej terminologie.

S problematikou slovotvorby velmi uzko suvisi aj problém motivovanosti slov
aterminov ato najma v suvislosti s usporiadanim a organizovanim terminologickych
systtmov. Za nemotivované povazujeme také terminy, ktoré nie sU sémanticky
priezra¢né, u ktorych nenachadzame suvislost medzi onomazilogickou Struktirou
a vonkajSim alebo vnatornym motivacnym znakom. Ide o terminologizované slova
zakladného slovného fondu, tzv. terminologizované monémy, napr. Bein v lekarskej
terminoldgii, Rad v strojarskej, Tier v polnohospodarskej terminolégii. Specifickost
motivacie terminov vyplyva z ich Specifického postavenia v systéme jazyka. VécSina
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terminov jednotlivych odborov vznika na zdklade motivacie, v ktorej sa priezracne
premieta prislusna pojmova Struktara. Motivacia terminu je spojena s jeho nominativnou
funkciou vo vztahu k pojmu, s vydelenim motivaénych znakov vo vztahu k sémantike
terminu a s vyberom jazykovych prostriedkov v rovine vyjadrovacej.

Odborny jazyk, prave tak ako neodborné vyjadrovanie, rozliSuje motivaciu
foneticku, morfologickd, sémantickl a syntaktickl. Na zaklade fonetickej motivéacie
vznikaju terminy zriedkavo. V terminoldgii sa dnes uz nevyuZziva ani sémanticky spdsob
tvorenia terminov, pretoZze nezodpoveda sU¢asnym poZiadavkam  systémovosti
v terminologii. Motivacia terminu sa prejavuje v klasifikacii pojmov i v klasifikacii
motivacnych znakov, ktoré tvoria zéklady pre vyjadrenie terminu jazykovymi
prostriedkami. Zakladom tohto zloZitého procesu je rodova adruhova klasifikacia
pojmov, v ktorej sa na presné vyjadrenie obsahu pojmu musi najst’ pren najblizsi rodovy
pojem adruhovy priznak, alebo aj viacero priznakov, ktoré nachadzaju svoj odraz
v definicii. Aby terminologické systémy obsahovali skutocne len vedecké terminy, t.j.
také, ktoré vznikaju na zéklade najcharakteristickejSich vlastnosti pomenovaného pojmu,
zaoberaji sa narodné amedzinarodné terminologické komisie vypracovavanim
a dodrZiavanim zésad pre tvorbu terminov.

Kompozicia

Zakladnym slovotvornym spésobom nemeckého vSeobecného ako aj odborného
jazyka je kompozicia. PouzZivanim kompozit dosiahneme zjednodusenie jazykoveho
vyznamu. Vyhoda zloZenych slov spociva nielen v ich stru¢nosti, ale tieZ v tom, Ze
spinaju vermi ¢ast poziadavku odborného jazyka, vyjadrit’ dva alebo viacero pojmov
jednym slovom. Okrem toho kompozitum v odbornom jazyku umoznuje jednoduchy
a priamy sposob vytvarania pojmovych stupnic a radov.

Zlozené slovo (kompozitum) sa vSeobecne charakterizuje ako morfematicka
konstrukcia, ktorej bezprostredné zlozky moéZzu tvorit volné morfémy alebo
morfematické konStrukcie spojené do jedného slova (FLEISCHER 1983, 53). Pri
uréovani kompozit sa musia brat’ do Gvahy sUvztaznosti, korelacie zlozeného slova so
slovnym spojenim, ktoré si zdkladom pre jeho vznik a existenciu. Medzi jednotlivymi
zloZzkami kompozita existuje podobny sémanticky vztah ako medzi zloZzkami slovneho
spojenia alebo vety. Futterungsplanung znamena Planung der Fitterung (planovanie
kfmenia), proteingebunden znamend gebunden an Protein  (viazany na protein),
Geschlechtsreife znamena Reife des Geschlechtes (pohlavna zrelost).

Vyznam zloZeného slova sa ale neda vzdy jednoducho vydedukovat’ z vyznamu
jeho jednotlivych ¢asti. Kompozitum je pojmova jednotka, ktora obycajne vyjadruje
nieco viac nez iba puhy sucéet vyznamov jeho jednotlivych ¢asti, napr. Hochschule nie je
to isté ako die hohe Schule. Kompozitum preto treba chépat’ ako syntakticko-sématicky
proces. Neznamena to ale, Ze kazdé syntaktické spojenie mozno zmenit’ na kompozitum
bez zmeny vyznamu pojmu. Napr. ein Bett fir unser Kind neznamena vzdy Kinderbett.
Podobne existuju viaceré transformacie zloZzeného slova. Pri sémantizéicii kompozit je
dolezity aj kontrastivny pohl'ad. Niekedy sa totiz v réznych jazykoch pouZivaju rdzne
motivacné priznaky, alebo sa niektory z nich pri pomenovani v jednom alebo druhom
jazyku vynecha. Napr. pritermine Rotklee (datelina 1G¢na) je nemecky nazov
motivovany farbou rastliny, zatial’ ¢o v slovenc¢ine bolo zvolené za motivac¢ny priznak
miesto, kde sa rastlina najc¢astejSie pestuje. Podobne pri slove Futterhafer (ovos siaty) je
v nemeckom tvare motivacnym priznakom ucel, pre ktory sa plodina pestuje, ale
v slovenskom termine je doraz kladeny na pestovatel'sky postup. Z nemeckého terminu
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Erdbeerenblattlaus (voSka jahodova) je zrejmé, Ze voSka parazituje na listoch rastliny,
z0 slovenského nazvu to jasné nie je. Opacny priklad je v nemeckom slove
Schwarzbeinigkeit der Kartoffeln (bakteridlne c¢ernanie zemiakovych stonkov), pri
pomenuvani ktorého je v nem¢ine vynechany priznak pévodcu choroby.

Ak chceme spravne pochopit’ vyznam zloZeného slova, predpoklada to osvojenie
si slovotvornych typov pouZzivanych pri ich tvoreni, osvojenie si vyznamu jednotlivych
zloZiek kompozita a musime tiez disponovat’ vSeobecnymi vedomostami, pokial’ ide
0 komunikaciu v rovine vSeobecnej, alebo odbornymi vedomostami, ak ide o odborny
jazyk.

Kompozicia sav odbornej nemcine v najvacSej miere uplatinuje pri tvoreni
substativnych terminov, ¢o vyplyva z nominativnej funkcie odbornych nazvov. Zlozeniny
umoziuju presnejSie vyjadrit’ zvolen vypoved’ z logického spektra pojmu nez derivaty
a na rozdiel od viacslovnych terminov disponuju derivativnostou.

NajcastejSou uréujucou zlozkou nemeckych substativnych kompozit je:

1. substativum, ktoré sa k zakladnému slovu pripaja:

a) Vv zakladnom tvare (Grasbestand — travnik)

b) pomocou slovotvornej morfémy —(e)s (Erhaltungsbedarf — zachovna potreba)

c) pomocou sufixu —(e)n (Scheibendrill — diskova sejacka)

d) v mnoznom ¢isle (Schweinepest — mor oSipanych)

adjektivum ( Griindsung — zelena pasa)

3. slovesny koren, niekedy tieZ so spojovacou morfemou —e- (Ruttelwerk — vytriasadlo,
Bindetisch — viazaci stol)

4. iné slovné druhy (Innenkihlung — vnatorne ochladenie, Doppelbefruchtung - dvojité
oplodnenie, Aupenschlag — odl'ahly hon).

V d’alSej casti poukdZeme na relevantné Struktury nemeckych kompozit na
priklade nemeckych pornohospodéarskych terminov.

1. Substantiva

NajproduktivnejSim slovotvornym typom v nemeckej polnohospodarskej
terminoldgii je spojenie substantivum; + substantivum,, napr. Trommelbrecher ( bubnovy
drvi¢). Nasleduju Struktiry adjektivum + substantivum, napr. Reinrassigkeit -
cistokrvnost, sloveso + substantivum, napr. Rittelband (vytriasaci pés). ZriedkavejSie
st zastupené pomenovania zloZzené zo zdmena, castice alebo ¢islovky ako urcujliceho
slova asubstantiva ako za&kladného, napr. Selbstbestauber (samoopelovag),
Ruckkreuzung (spatné kriZenie), Erstlingsjahr ( prvy rok UZitkovosti).

V nemeckej terminoldgii st na rozdiel od vSeobecnej nem¢iny velmi produktivne
trojzlozkové kompozitd. Z nich je najviac frekventovany model substantivum; +
substantivum, + substantivums . napr. Zuckerrlibenschnitzel (rezky cukrovej repy),
d’alej Struktdry adjektivum + substantivum; + substantivum, napr. Magermilchmast
(vykrm odstredenym mliekom), sloveso + substantivum; + substantivum, napr.
Nutztierrasse (plemeno UZzitkovych zvierat), substantivum; + adjektivum + substantivum,
napr. Futtertrockenmasse ( kfmna suSina), substantivum; + sloveso + substantivum,
napr. Rubenséamaschine (repné sejacka). Pomerne zriedkave su typy adjektivum; +
adjektivum, + substantivum, napr. Trockengrobfutter ( suché objemové krmivo).

Na rozdiel od vSeobecného jazyka nie st v odbornom vyjadrovani zvlastnost'ou
kompozita zloZené zo Styroch alebo piatich slov, napr. Gabeltrommelselbsthinleger
(vkladaci zubovy bubon), Grinfuttertrocknungsanlage (suSicka zeleného krmiva),
Kleeblattgallmiicke (byl'omor d’atelinovy), Baumwollsaatextraktionsschrot (bavinikovy

no
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extrahovany $rot), Scheibenradfutterschneidemaschine (diskova krmivova strihacka)
a pod.

ESte v nedavnej minulosti boli pre odborni komunikéciu priznaéné kompozitéa
zloZene z dvoch substantiv tvoriacich uréujucu ¢ast’ a zo zakladoveho slova. Obe zlozky
uréujucej casti a zakladné slovo boli od seba oddelené spojovnikom:
Prepschnitzel-Stroh-Silage ( sildZ z lisovanych rezkov a sena). Dnes sa takéto pojmy
stavaju jednoslovnymi bez spojovnika.

Castym javom su aj tzv. polymorfemické kompozita, zloZené z dvoch ¢asti, ktoré su
v koordinacnom vztahu:

Kohlenhydrat — und Fettstoffwechsel ( latkova vymena uhlohydratov a tukov), Weide —
oder Wiesengras ( trava z pasienkov a lUK).

Dalej st to tvary, ktorych prva zlozka existuje ako celok dvoch slov a zloZenina vznika
jej spojenim s d’alSim slovom:

2-Stufen-Methode ( dvojstupiiova metdda).

V odbornej terminoldgii je tieZ velmi produktivny tvar spojenia skratky vo funkcii
uréujuceho slova: DNS-Viren (virusy kyseliny desoxyribonukleinovej).

2. Adjektiva

Adjektiva plnia v nemeckej terminoldgii vyznamnu Glohu, najmé ako jednoduché slova
alebo derivaty. ZloZené adjektiva su sice menej frekventované nez jednoduché adjektivne
terminy alebo derivaty, ale aj tak sa vyskytuju ¢astejSie nez vo vSeobecnom jazyku. Pri
tvoreni zloZeného terminu sa vyuziva ich schopnost’ presnejsie vyjadrit’ vlastnosti
zakladneho pojmu.

Zakladnym slovom je adjektivum prip. pricastie a uréujacou zlozkou moze byt
substantivum, ale aj castica, cislovka alebo sloveso napr. sortenrein (Cistej odrody),
zaéhflussig (véazky), widerstandsféhig (odolny), einhdusig (jednodomy), gefriergetroknet
(suSeny vymrazovanim).

3. Slovesa

Pri slovesdch mé& kompozicia ovel'a mensi vyznam nez pri substantivach alebo
adjektivach. Vyplyva to zo skuto¢nosti, Ze slovesnych tvarov je v odbornom jazyku ovela
menej ako mennych, ¢o zodpoveda nominativnej funkcii terminu.

Zéakladovym slovom je sloveso, uréujucim substantivum, prislovka alebo
adjektivum napr. sonnentrocknen (suSit’ na sinku), fortpflanzen (rozmnoZovat’ sa),
trockenstellen  (zasusit). V porovnani s nem¢inou je v slovenskej polnohospodarskej
terminoldgii pocet terminov utvorenych skladanim podstatne mensi.

4. Kompozita v slovené¢ine

Pri skimani Struktary a funkcie slovotvornych postupov v nem¢ine a slovencine
vychadzame zo skutoc¢nosti, Ze ide o dva geneticky a typologicky rozdielne jazyky. Zatial
¢o pre nemcinu je typicka polysynteticka slovotvorba, ¢o dokazuje kompozicia ako
najproduktivnejsi slovotvorny postup, slovencina je jazyk s flexivnou morfoldgiou, kde je
dominantna derivacia pomocou sufixov. To plati aj pre odbornt komunikéciu a preto sa
tu kompozicia uplatnuje pomerne zriedkavo, ¢astejSia je iba u adjektiv.

ZloZené adjektiva maju pri vytvarani zloZzenych odbornych nazvov vyznamnu
alohu. Intenzivne je pouZivanie zloZenin vyjadrujucich privlastiovanie, napr. hrubozrnny
(grobkérnig), hladkolisty (glattblattrig) alebo kvantitu napr. jednoriadkovy (einreihig),
viacstonkovy (vielstengelig). VeI'mi frekventovany je typ kompozit, v ktorych sa da
vydelit sloveso apredmet zasiahnuty dejom napr. hmyzozravy (insektfressend),
kvetonosny (bltitentragend).
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Vacsina substantivnych zlozZenin je v slovencine utvorena tak, Ze sa ich obe ¢asti
spajaju morfémou —o-, napr. plodolist (Fruchtblatt), normohodina (Normstunde).
NajproduktivnejSim typom su zloZeniny, v ktorych medzi prvym adruhym slovom
existuje vztah determinacie, napr. ve/kovyroba (Gropproduktion). Vyskytuje sa pomerne
vela terminov slovotvorného typu adjektivum + substantivum, napr. malotraktor
(Kleintraktor), bieloklasos? (Weipahrigkeit), hrubozrnitost (Grobkérnigkeit).
Produktivnymi typmi medzi terminmi su spojenia so zakladovym slovesom substantivum
+ sloveso napr. lykoZzrat (Bockenkéfer), kolomaZz (Wagenschmiere), model ¢islovka +
substantivum napr. Stvortakt (Viertakt), zameno + substantivum napr. samoviazac
(Selbsbinder).
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Resumé

Zéasady aprincipy tvorenia terminov sa zhoduju s principmi slovotvorby
neodborného jazyka. Viaceré slovotvorné postupy a Struktiry majd v odbornom vyjadreni
Vacsiu relevantnost’ neZ ostatné. Zakladnym slovotvornym postupom vSeobecnej
i odbornej nem¢iny je kompozicia, ktord sa v odbornom jazyku v najvacSej miere
uplatiuje pri tvoreni substantivnych terminov. K najproduktivnejSim slovotvornym
Struktdram patria spojenia S; + S,, A+ SaV + S. Na rozdiel od vieobecného jazyka su
v nemeckej terminoldgii vel'mi casté trojzlozkové kompozit4, najmé spojenia S; ;+ S, +
Ss, A+S+S,, V+S;+8S,. FrekventovanejSie nez vo vSeobecnom jazyku su
v odbornej nemg¢ine tvary zloZenych adjektiv.

25



Zu deutschsprachigen Quellen im Trnavaer Archiv
Mario Hrasna, Viera Lagerova

Katedra modernych filolégii, Pedagogicka fakulta TU,
Priemyselna 4, 918 43 Trnava
kmfasj@truni.sk

Abstract: HRASNA, M.-LAGEROVA, V.: On German Written Sources in the
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Free Royal City Trnava played an importatnt role in the history of Hungarian
Empire. The first German visitors settled in the city already in 12" century. The presence
of foreign language sources in the Archive of Trnava reflects the national structure of the
city throughout its entire existence. Texts written in German language provide a valuable
research material for German studies, too.

Key words: origination of the city, German visitors, privileges, autonomy, status
of the city, national structure, history of the city, archive, sources

Das Bestehen von Tyrnau als Siedlung wird bereits um das Jahr 700
vorausgesetzt. Durch mehrere schriftliche Quellen wird eine dichte Besiedlung der
Umgebung von Tyrnau im 11. — 13. Jh. bezeugt. Eine entscheidende Rolle fir die
anfangliche Entwicklung Tyrnaus als Stadt spielte seine Lage auf dem Kreuzungspunkt
wichtiger Handelswege aus Briinn nach Gran und aus Pressburg ins Waagtal.

Die Stadt entstand aus zwei auf beiden Ufern eines kleinen Flusses im
sudwestslowakischen Hugelland liegenden Siedlungen. Eine dieser Siedlungen wurde,
bedingt durch ihre glnstige Lage auf der Kreuzung der wichtigen Handelswege, sehr friih
zu einem bedeutenden Marktplatz. Da hier die Mérkte regelméliig samstags stattfanden,
bekam sie den Namen Sobota, der zum ersten Mal in einer Urkunde des Graner
Erzbischofs aus dem Jahre 1211 belegt ist, durch die dem dortigen Kapitel das Recht
zugesprochen wird, in der Siedlung namens Sobota das Zehnt zu erheben. Die aus beiden
Siedlungen entstandene Stadt fiihrt jedoch ihren Namen auf die benachbarte Siedlung
Trnava zuriick. Der Name wird aus dem slaw. trn ,,Dorn* hergeleitet. Die in der Sprache
der deutschen Kolonisten ublich gewordene Bezeichnung Tyrna gelangte Uber das
Ungarische in lateinisch geschriebene Urkunden, spéter setzte sich in beiden Sprachen,
sowohl im Lateinischen wie auch im Deutschen die Benennung Tirnavia/Tyrnau durch.

Deutsche Gaste kommen bereits im 12. Jh. in die Siedlung Sobota. lhnen wird
auch der Bau der dem HI. Nikolaus geweihten Kirche auf einem Hiigel tber der Stadt
zugeschrieben. Die Kaufleute profitierten aus der idealen Lage der Siedlung auf der
Kreuzung von Handelswegen, die Ungarn mit Westeuropa verbanden. Begunstigt war der
Handel auch dadurch, dass Trnava im 11. Jh. im sog. Konfinium, Grenzgebiet, lag, wo
fremde Kaufleute oft verkehrten.

Auf eine besondere Bedeutung der Stadt fiir die wirtschaftliche Entwicklung
Ungarns im 13. Jh. weist die Erteilung der koniglichen Vorrechte im Jahre 1238 hin. Das
Privileg widerspiegelt die wirtschaftlichen Interessen der Géste. Die Stadt wird aus
Zustandigkeit des Pressburger Gespans ausgenommen und einzig und allein dem Kdénig
unterstellt. Die Rechtssprechung und Stadtverwaltung wurde durch gewahlte Organe der
Stadtbirger vollzogen, deren Entscheidungen durch das koénigliche Gericht Uberprift
werden konnten.
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Die Birger wahlten jedes Jahr am Ostermontag einen 24 spéter 60 Mitglieder zahlenden
sog. AuReren Senat electa communitas, von dem dann ein 13-gliedriger Magistrat
(senatus magistratus) gewahlt wurde. Unter seinen Mitgliedern wurden der Richter
(iudex), der Burgermeister (consul) und der Stadtkapitdn (capitaneus) gewahlt. Die
Biirger hatten das Recht ihren Pfarrer selbst zu erwahlen.

Der Richter sprach Recht in burgerlichen wie auch in strafrechtlichen
Angelegenheiten. Kleinere Vergehen konnte er in Anwesenheit von zweien Senatoren
richten. Er war fur das stadtische Gerichtswesen und die Administrative personlich
verantwortlich.

Vom Anfang des 15. Jh. hatte Tyrnau neben dem Schultheif? auch noch einen
Biurgermeister, der fir die stadtische Wirtschaft sowie fir die Wirtschaft der
Untertanendorfer zustandig war.

Der Kapitan sorgte fur die Sicherheit der Stadt und war der Vorgesetzte der
Stadtpolizei.

Der Stadtnotar (iuratus notarius) flhrte die Stadtkanzlei und hatte fur das
Stadtarchiv Sorge zu tragen.

Die Verbindung zwischen dem Magistrat und dem AuBeren Rat gewéhrleistete
der Tribun (tribunus plebis), dem ebenfalls die Prufung der Wirtschaft und der
Gemeindesachen oblag. Er fuhrte die Wahlen. Die Stadtverwaltung hatte Halfte des 18.
Jh. ungefahr folgende Gestalt:

AuRerer Rat

Tribun

Magistrat

I I i I 1
Fiskal Kapitén Richter Burgermeist

er
|_ Notar...

Mitte des14. Jh. Uberragte Trnava mit seinem Reichtum alle anderen Stadte der
heutigen Westslowakei. VVon dieser Tatsache zeigt das Dekret des Konigs Karl von Anjou
aus dem Jahre 1342, in dem Trnava vorgeschrieben wird, in die kénigliche Kammer 100
Mark zu entrichten, wobei z. B. Trentschin nur 10, Topolcany 20, Krupina 35 Mark zu
zahlen hatten.

Bereits zur Zeit der Erhaltung der Vorrechte war die Stadtbevolkerung nicht nur
sozial geschichtet, sondern stellte auch ein Gemisch von Ethnien dar. Die Gewéhrung der
Privilegien eroffnete den Weg fur einen weiteren starken Strom von deutschen Gésten.
Dies hatte der Konig selbst in seinem Privileg vorausgesetzt, wo er ausdrucklich betont
hatte, dass er diese Stadt flir den best geeigneten Platz hielte fur die Niederlassung der
Géste im Pressburger Kommitat. In Folge des wirtschaftlichen Aufschwungs Tyrnaus im
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Laufe der zweiten Halfte des 13. und im 14. Jh. kamen weitere Wellen von Gasten in die
Stadt, sodass das deutsche Element in der Stadtbevélkerung das Ubergewicht gewann. So
entstanden im westlichen Teil der umliegenden Region auch kleinere deutsche Enklaven,
die im 16. Jh. von der slowakischen Umgebung assimiliert wurden.

Schon in der Zeit vor den hussitischen Feldziigen in Oberungarn kann man
beobachten, dass in die niedrigeren Bevolkerungsschichten das slowakische Element
dringt. Unter hussitischer Besatzung Mitte des 15. Jh. fllichtet die Mehrheit des deutschen
Patriziats und der besser situierten Handwerker in die benachbarten Stadte Eisenstadt und
Pressburg. Ende des 15. Jh. kommt es unter den Ethnien der Stadt bereits zu
Auseinandersetzungen bei der Wahl des Richters, spater ebenfalls bei der Wahl des
Stadtpfarrers. Daher ermahnt Kénig Matthias Corvinus durch ein Mandat aus dem Jahre
1486 die Birger, die Streitigkeiten zu unterlassen. Wer gegen diese Verordnung verstol3e,
solle mit Tod und Verlust des gesamten Besitzes bestraft werden.

Anfang des 15. Jh. wurden die groReren ungarischen Stadte, unter ihnen Trnava,
zu gleichberechtigten Partner der ungarischen Landesherren. Sie wurden als sog. 4. Stand
zum Landtag eingeladen. Diese Stadte besalen eine entwickelte Selbstverwaltung und
waren dem Konig als Landesherr (dominus terrestralis) verpflichtet. Die
Stadtbevolkerung setzte sich aus Patriziern, Hausbesitzern und Mietern zusammen. Volle
Rechte hatten nur die Patrizier. Seit der Erteilung der VVorrechte von Bela IV. konnte sich
jedermann in Tyrnau niederlassen. Die Stadt legte ihre eigenen Bedingungen fur die
Erhaltung der Birgerschaft und erforderte sehr konsequent deren Erfullung. Der neue
Biirger musste ein Treuegeldbnis leisten. Die der Stadt unmittelbar Gbergeordneten
Behorden waren der Statthalterrat und die Konigliche ungarische Kammer. Erst in den
Jahren 1848-1849 machen sich Zentralisierungsbemuhrungen der Habsburger auch in der
Verwaltung der freien koniglichen Stadte bemerkbar. Vom 1. Dez. 1850 wurde die
privilegierte Stellung der freien koniglichen Stadte im Land aufgehoben, die betroffenen
Stédte wurden den Kommitatsverwaltungen unterstellt.

Ab dem Anfang des 16. Jh. grenzte die Region fir beinahe 150 Jahre an das
osmanische Reich. Nachdem die Stadt Gran zum Opfer der turkischen Einfélle geworden
war, suchte der dortige Primas mit dem gesamten Kapitel Zuflucht in Tyrnau. Daraufhin
wurde die Stadt das religidse und kulturelle Zentrum Ungarns.

1635 grundete der Kardinal Peter Pazmany die Tyrnauer Universitat, die 1769
vier Fakultaten zéhlte. 17. Jh. zeichnet sich durch groRe antihabsburgische Aufstande aus.
Einer von ihnen hatte verhéngnisvolle Folgen fir die Stadt. Bei einem groRen Brand
sanken groRe Stadtteile in Schutt und Asche, ihre Umgebung litt unter aufstandischen
sowie kaiserlichen Truppen, die hier ihr Unwesen trieben.

Im relativ ruhigen 18. Jh., das sich durch ein verhdltnismalig starkes
wirtschaftliches Wachstum auszeichnete, nimmt die Bedeutung der Stadt fiir die Kultur
und Religion Ungarns ab, insbesondere durch die Verlegung der Universitat nach Buda.

Eine Wiederbelebung des kulturellen sowie wirtschaftlichen Lebens der Stadt ist
dann erst nach den napoleonischen Kriegen zu beobachten. Es wird eine standige Biihne
gegrlndet, die erste Pferdeeisenbahn fiihrt aus Pressburg nach Tyrnau.

Der Trnavaer Stadtrat hatte einen starken administrativen Apparat zur Hand, zu
dessen wichtigsten Bestandteilen die Stadtkanzlei gehdrte. Sie diente als
Verschriftungseinrichtung fur die Angelegenheiten des Richters und des Stadtrates, gab
Urkunden in Sachen der Stadt und der Stadtbirger heraus und fiihrte Evidenz Uber
wirtschaftliche Angelegenheiten der Stadt.
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Der Besitz von einem authentischen Stadtsiegel ermoglichte es der Stadt, bereits
Anfang des 14. Jh. eine diplomatische Tétigkeit zu entwickeln, die in den folgenden
Jahrhunderten an Intensitat gewann. Die engsten Beziehungen wurden zu anderen freien
koniglichen Stadten unterhalten: Pressburg, Odenburg, Eisenstadt.

Zu den dltesten schriftlichen Zeugnissen — Urkunden mit eigentumsrechtlichen
Charakter kommen Ende des 14. Jh. Briefe und das erste Rechnungsbuch der Stadt hinzu,
seit dem 16. Jh. sind Testamente belegt, sowie weitere schriftliche Dokumente, die
wertvolle Quellen zur Stadtgeschichte bieten.

Ein Stadtarchiv ist erstmals in einem Protokoll vom August 1683 belegt, als die
Stadt von aufstandischen Truppen besetzt wurde. Diese Truppen, so das Protokoll, hatten
viele Urkunden, Protokolle und Gerichtsakten vernichtet, einige Siegelstdcke, sowie das
goldene konigliche Siegel von der Privilegurkunde entwendet.

Nachdem das Archiv in friheren Jahrhunderten unter jenen geschichtlichen
Ereignissen zu leiden hatte, die die Geschichte der Stadt als solche gezeichnet hatten,
wurden seit dem Anfang des 19. Jh. ernsthaftere Versuche unternommen, den
Archivbestand zu ordnen. Die Schriften und Dokumente wurden nach sachlichen
Kriterien erfasst.

In der heute bestehenden Gestalt wurde das Magistratsfonds in den Jahren 1955 —
1959 von Prof. Jozef Simon¢i¢ geordnet.

Heute wird der wesentliche Teil des Archivbestandes von dem sog.
Magistratsfond gebildet. Sehr gut inventarisiert sind publica, d.h. 6ffentliche Dokumente,
zu denen Urkunden (Privilegien, Dekrete, Mandate, Artikel der Zlinfte usw. gehoren).

Die Urkunden (1238-1841) sind chronologisch geordnet. Hier finden sich
Stadtvorrechte, Dekrete und Mandate der Konige, Zunftartikel usw. Ein grof3er Teil der
Urkunden ist auf Mikrofilm zugénglich. Unter den 654 Urkunden finden sich 19
deutschsprachige Schriftstiicke unterschiedlicher Provenienz, die in den Jahren 1406 bis
1730 datiert sind. Sehr interessant ist z.B. das Inventar von liturgischen Gegenstéanden in
der Kirche des HI. Nikolaus, weiter verschiedene Privilegien wie beispielsweise die
Steuerbefreiung aus dem Jahre 1534 oder die Bestatigung der Goldenen Bulle des Kénigs
Bela IV. aus dem Jahre 1238, beide Urkunden wurden vom Kaiser Ferdinand I.
herausgegeben. Des Weiteren kommen hier verschiedene Abschriften sowie
Bestatigungen der Zunftartikel durch das stadtische Magistrat oder durch den jeweiligen
Herrscher vor.

Die Inhalte der Urkunden bezeugen, dass es sich nicht nur um Dokumente vor
politischer oder rechtlicher Tragweite handelt, sondern auch um solche, die das
alltdgliche und inshesondere das wirtschaftliche Leben der Stadt und ihrer Birger
betrafen sowie die Beziehungen zu anderen Stadten und deren Burgern. In der
vorliegenden Handschrift wird von dem Magister Mela aus Modern dem Tyrnauer
Magistrat mitgeteilt, ...dass der Thama(s) ausser vn3(er) mit woner zw moder wie er iiij
dreinling wein verpot(e)n hat der NicloR schneiderin del3 NicloR schneider hawsfraw von
Tirnau vnd dapey ist gewes(e)n Ir man der Niclos schneider...Der Tyrnauer bat das
Magistrat von Modern, ihm die Bewilligung fur die Ausfuhr der Ware aus der Stadt zu
erteilen: ...vnd hat vnR daruber gebeten (...) vnd purg(en) wier will(e)n ym dy wein frey
lass(e)n vnd hinein lass(e)n fier(e)n gein Tirna.

Unter den publica stehen ferner decreta regia (konigliche Dekrete) aus den Jahren
1527-1839.
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Es handelt sich um insgesamt 618 Verwaltungs-, Gerichts-, finanzielle
Verfligungen und Regelungen der Konige fur die Stadt. Aus dem Inhalt einiger der
Dekrete ist ersichtlich, dass zu den verwaltungsrechtlichen Angelegenheiten der Konige
auch solche zéhlten, bei denen sich die Konige der Sachen ihrer Untertanen angenommen
haben, wie etwa im folgenden Dekret aus dem Jahre 1528, wo der Konig Ferdinand auf
die Bitte eines Wiener Blrgers eingeht, dem seine Waren nicht zuriickgegeben worden
waren, die er einem Tyrnauer geborgt hatte: ...Vns hat vnnser getrewer hanns Puechler,
vnnser burger zu Wienn, furbracht, daz er Petern Beyr, so Ewer mitburger gewest auf
sein pitt vnnd fleissis ansuechen, allerlay pfenbart, bis in die Sibenzigk pfundt pfening
geborgt, welher bald dannach todes verschiden vnd wiewol Er sein vertraut guet
ersuecht, vnnd Euch dasselb anzeigt, des versehens, daz Ir Ime die pillicheit widerfarrn
het lossen, so hab Er doch dasselb vnnzheer nit bekomen mugen, vnnd welh(er) massen
Er sich deshalben beswert, vnd vnns vnndtenigclich ersuecht vnnd gebeten hat, des
werdet Ir aus hierlnnbeslossner Supplication clerlich(er) vernemen...Der Konig erléasst
einen Befehl an die Stadt, diese Angelegenheit im Sinne seines Blirgers zu erledigen:
...Emphelhen Euch demnach ernnstlichen, daz Ir bemelten Puechler, oder seinem
Anwald die angezeigten pfenbart, gelts gedachtem abgestorben Beir, wie obsteet trewlich
geborgt, vnnd noch vnbezallt aussteen sam(m)t der versannden in abslog der Schulden an
dem wertt, wie Er Ims gegeben hat, on menig klichs Irrung, vnd eintrag zuestellet, Vnnd
wo ains tails dauon verkemert weren werden(n), Ime neben anndern glawbiger(e)n
bezallung auf annd(er)n seinem guet verschaffet, daran tuet Ir sambt der pillicheit vnnser
ernnstliche maynung...

Nachdem die Stadt diesem Befehle nicht nachgegangen war, wurde sie vom
Konig durch ein weiteres Dekret ermahnt, den Befehl diesmal zu erfllen: ...Getrewen
liebn vnl3 hatt vnser getrewer Hans Puchler vnser blrger alhie zu wien abermalf
beschwerlicher weylR angelangt, wie vnser vorausgange(ne)r beuelch peter Beyer schuld
halbn, durch euch nicht volzogen wiert, vnnd vn3 vmb weytter hilff an gesuecht, dennach
emphelchen wir euch mit ernst, vand welln, das Ir benantn puchler oder seinen
procurator, auff vnsern hie vor auf’gegangen beuelch nochmals seines Inhalts volziechet
vnd Nachkhomet vnnd ferre damit nit auff ziechet, Doran thuet Ir sambt der pilligkhaytt
gantzlich vnser ernstliche mainung...

Zu den Verwaltungsschriften gehdren weiter 2097 Mandate der Koniglichen
ungarischen Kammer (1529-1848) und Tavernicalia (1516-1848), die die Entscheidungen
in Streiten enthalten, bei denen sich Tyrnauer Birger nach einem Gerichtsverfahren vor
dem Magistrat auf das konigliche Tavernikalgericht berufen hatten. Die Palatinalia
(1520-1848) stellen 1053 Briefe der Paladine, sowie der Statthalter und Graner
Erzbischofe dar, die zugleich ungarische Paladine waren.

Die Testamente (1511-1874) geben eine sehr ausfuhrliche Auskunft Uber
personliche sowie finanzielle Verhdltnisse ihrer Aussteller, enthalten Angaben und
Inventare zu H&usern, Wohnungen, Gérten, personlichen Gegenstdnden, Werkstatten.
Das als Beispiel gewahlte Testament liel? eine aller Wahrscheinlichkeit nach vermdgende
Frau niederschreiben; in den einzelnen Punkten erfdhrt man nicht nur Gber ihre
Eigentumsverhaltnisse, sondern auch einiges uber die Verwandtschaft: ...zum Ersten
Schaf alle guet(er) vnd khlainhait so noch verhanden sein, dem Jacob Saltzer (derzeit
Stadtkapitan), In solicher gestalt, das er derselben ain bewarer vnnd besitzer sey, bis
zuekhunft meiner muet(er), So sy aber In Zwain Jarn anhaim khaim, vnnd mitler zeit mit
tot war abgangen, So sol er solich vberbleiben guet, mit wissen vnnd willen aines
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Ersamen Rat, auch nach Jaren wolgeuallen aufs pest als Ir weyshait kan, mag, Nach
Irem guete(n) bedunkhen den armenn leutten, Spital, oder Kirchen austaillen,... Zu guter
Letzt vergisst sie auch den Wein nicht, der in den damaligen Verhaltnissen ein
beachtliches Vermdgen darstellte: ...Mer von den heyrige(n) wein So wir pauen, sol man
aul leitgebn vnnd dy versetztn khlainhaite(n), wie weit es sich erstreckht, darmit I6sen
zum lesten Nach den willen gotes Schaf ich mein soll den alméachtige(n) got, vand mein
Leichnam zu denn Ertrich vnd freidthof zu Stund Nikla, Amen.

Deutschsprachige Vermdchtnisse stellen einen betrachtlichen Teil des Bestandes
dar. Die Verteilung der in deutscher Sprache verfassten Testamente auf den gesamten
Zeitraum ist nicht gleichmaRig. Etwa bis 1615 bleibt die Anzahl der Dokumente
verhaltnismélig hoch. Nach 1615 ist bis 1795 eine Abnahme und zwar nicht nur
deutschsprachiger Testamente, sondern auch anderer Schriftstiicke zu beobachten. Dies
steht mit hochster Wahrscheinlichkeit im Zusammenhang mit der jeweils herrschenden
geschichtlichen Situation. Man erwahne nur die Flucht der deutschsprachigen Patrizier
vor der hussitischen Besatzung der Stadt oder die wiederholten Besatzungen durch
aufstdndische Truppen. Mehrmals wurde die Stadt von Pestseuchen heimgesucht. Zu
solchen Zeiten hatte die Stadtwirtschaft mit Rezessionserscheinungen zu kampfen, von
denen sie sich nie richtig erholt zu haben scheint.

Eine &hnliche ,Periodisierung” des Bestandes wirde auch hinsichtlich der
Verteilung deutschsprachiger Schriftstiicke in weiteren Bereichen zutreffen. In die &ltere
Zeitspanne fallen dann Dokumente aus dem 15. und 16. Jh., in die neuere Materialien aus
dem 18. und 19. Jh., eine Z&sur bilden das 17. Jh. und ein betrachtlicher Teil des 18. Jh.
mit nur vereinzelt vorkommenden Schriftstiicken in deutscher Sprache. Der Anstieg im
Gebrauch des Deutschen als Kommunikationsmittel ist hier mit hdchster
Wabhrscheinlichkeit im Zusammenhang mit den neueren administrativen Regelungen des
Wiener Hofes im 18. und 19. Jh. zu sehen (z.B. Materialien der josephinischen
Registratur).

Dies trifft auch auf die Magistratsprotokolle sowie Kodizes und Konzepte von
Ratsprotokollen zu. Deutschsprachige Protokolle stammen aus der Zeit zwischen 1849 —
1856. Etwa in den gleichen Zeitraum fallen Protokolle der Sicherheitskommission der
Stadt, der Wirtschaftskommission (sog. dispositio oeconomica); Statute der Stadt (statuta
commissarialia) sind vom Anfang bis Mitte des 18. Jh. erhalten geblieben.
Deutschsprachige Texte tauchen auch unter den Beeidigungsformeln der stadtischen
Amtstrdger auf, sowie unter den Aufzeichnungen (ber Stadtfinanzen, den
Rechnungsblichern, den Prozessualia, luridica, Akten der Ziinfte und der Gilde.

Die Beeidigungsformeln (formulae iuramentorum) sind in einem Buch
zusammengefasst, wo sich deutsche neben lateinischen, ungarischen und slowakischen
Vorlagen befinden. Einfliihrend erscheint in dem Buch eine Unterweisung der Wiener
Hofkammer zum Gebrauch des Eidesformeln. Nachfolgend werden die einzelnen Amter
aufgelistet mit den dazugehorigen Eidesformeln. Als Beispiel diene das Gel6dbnis eines
Stadtviertelmeisters iuramentum quartalistarum:

Ich (...): schwore Gott dem allméchtigen,

der Heiligen, und unzertheilten Dreyfalltigkeit

Gott=Vatter, Sohn, und heiligen Geist der unbefleckten Mutter Gottes Maria
diesem meinem Viertelmeisterl(ichen) Amte, zu welchem

ich heute erwahlt worden bin, mich redlich, treu

und gut auffihren, alle Mir anvertrauten, zum Vier-

oo
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7. telmeisteramte gehdrige Geschéfte fleilkig, getreu
8. und genau, ohne aller Riicksicht verrichten, und
9. hierin weder meinen Nutzen noch irgend ei-

10. nen andern Vortheil beabsichtigen werde, nebst
11. bei h(erre)n Stadtrichter, Blrgermeister und

12. Stadthauptmann und den ganzen L6bl Magistrat
13. alle gebuihrende Ehre und Gehorsam bezeugen
14. werde. Also helfe Mit Gott, die heilige Jungfrau
15. Maria, und alle Heilige

Ein sprachlich sowie inhaltlich interessantes Feld stellen die Briefe dar. Sie bieten
Einblick in die offizielle Korrespondenz der Stadt, die Beziehungen zu anderen Nachbar-
sowie weiteren Stadten und den Landesherren insbesondere aus der ndheren Umgebung.
Andererseits entbloRen sie oft die personlichen Verhéltnisse ihrer Akteure oder der
betroffenen Personen.

In dem Magistratsfonds sind Briefe in zwei Inventaren enthalten. Der Teil
Missiles erfasst alle beim Magistrat eingegangenen Briefe und weist neben
anderssprachigen auch 229 deutschsprachige Schriftstiicke verschiedener Verfasser.
Missiles civitatis Tyrnaviensis stellen Abschriften von Briefen des Magistrats an andere
Adressaten dar. Die Anzahl der deutschsprachigen Dokumente halt sich hier im
Vergleich zu den Missiles in relativ bescheidenen Grenzen, was z.T. auch daran liegt,
dass der Umfang des gesamten Fonds viel bescheidener ausfalit.

Im folgenden Brief geht es um die Beschlagnahme der Ware eines Pressburgers

durch einen Tyrnauer Birger; das Pressburger Magistrat fordert von dem Tyrnauer
Stadtrat Hilfe:
...E. w. hern Euer schreiben vns an heut dato zukhomen, haben wir empfangen vnd seiner
Inhalt wol vernomen wi werden wir vnterr andern Im selben schreiben vntterricht, wie
des Kirchhansen Sonn von der Neiss, bei E. w. Ain verpot gethan vnd gelegt, hab vf
Georgen Nerwan vn/ers Mitburgers habe, vnd guet /0 er dan Jetz gen Tirnau, vf freien
Jarmarckt, zuuerkauffe(n) durch seine diener, fure(n) lassn [...] darauf an E. w. vnser(e)
freuntlich vnd vleissig pit, wollet der pillikhait zu guet Solhen verpot so Kirchhanns bei
E. w. gethan, nicht Statgeb(e)n vnd Ime In dem nichts verhalffn, Sunder bemelte gueter so
vnserm Mitwoner zugehorn, frei vnbekhumert ledig lassn passiren, Auch bemelten,
Kirchhansn, dahin laittn vnd weisen das er /feines v(er)pots, so er bei E. w. gethan,
abstee,...

Die Antwort der Tyrnauer kommt zwei Tage spater: ... haben wier seiner Inhallt
nach woll vernumen, vnnd dy soll dem khirch hansen angezaigt, Bekhent auch, er hat ain
verpott than auff dy guetter, so dy selbig stundt bey E. w. grichts zwang erfundn sein
worden Aber dy khuech so er hergefirt auff den markh, sein dy selbig stundt nit da
gewesen, als dan der George(n) Nerwan diennern vor vnnser eibekhennt haben, das
Innen vmb khain verpott wissen ist gewesenn...

Dieser Vortrag setzte sich zum Ziel einen bescheidenen Einblick in die Bestdnde
des Staatlichen Archivs Pressburg Zweigstelle Tyrnau zu bieten, in erster Linie im
Hinblick auf das Vorkommen der deutschsprachigen Quellen in dem genannten Fonds.
Die dargebotene Information war sicherlich keineswegs vollstandig, erhob auch keinen
Anspruch auf Vollstdndigkeit in diesem Sinne. Bestimmt kdnnen durch ein weiteres
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Studium der Archivbestdnde weitere Quellen zuganglich gemacht werden, die auch den
Linguisten ein reiches Untersuchungsmaterial zur Verfugung stellen.
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Resumé
Trnava ako slobodné krarovské mesto zohravala vyznamnud uUlohu v dejinach
Uhorska. Prvi nemecki hostia sa v meste usadili uz v 12. stor. Narodnostnej Struktdre
mesta pocas celej jeho existencie zodpoveda aj pritomnost’ cudzojazyénych pramenov v
Trnavskom archive. Nemecky pisané texty poskytujd cenny vyskumny materiél pre aj pre
germanistiku. Prispevok sa zobera nemecky pisanymi dokumentmi vo fonde Statneho
archivu v Bratislave, pobocka Trnava.
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French joint-stock companies and managerial communication in companies examined.
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Ciel'om prispevku je prezentovat’ niektoré vlastné vysledky prace na projekte
VEGA 1/15114/98 Restrukturalizacia slovenskych podnikov v podmienkach
medzinarodnej integracie, ku ktorym som dospela ako spolurieSitel’ podtémy projektu
Komunikacia a zmeny v podnikovej kulture.

V prispevku sa zaoberdme savislostami medzi kultdrnou rozmanitostou v organizaciach
a jazykovou komunikéciou riadiacich pracovnikov v podnikoch s franctizskou
kapitalovou ucast'ou na Slovensku.

Jednak vychadzame z predpokladu, Ze rozdiely medzi francizskou a slovenskou
kultdrou sa prejavuju vo verbalnej komunikacii riadiacich pracovnikov francuzsko-
slovenskych podnikov a v ich rozhodovani tykajucich sa roznych aspektov podnikovej
kultury v ich organizéciach. St¢asne zohl'adinujem do Uvahy pésobenie osobnostnych
atribatov Ucastnikov komunikacie ako jednej z dimenzii kultdrnej rozmanitosti (narodné
kultara, ideolégia a osobnost).!

V prispevku osobitne venujem pozornost’
a) ulohe znalosti sloven¢iny a francuzstiny ako cudzieho jazyka v organizéaciach

uvedeného druhu a

b) Ulohe Ustneho a pisomného prejavu v Medzikultirna komunikécia v podnikatel'skej
sfere
manazérskej komunikacii.

Ak dochédza ku kontaktu dvoch narodnosti, ktore patria k odlisSnému typu
kultary, mozno vyjadrit’ teoreticky predpoklad, Ze v procese komunikacie si

! Wood, J. D. : Riadenie v roznych kultrach. Len kultura nestagi, Mastering Management, in:
Slovensky profit, ¢. 15, 7.4. 1998
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predstavitelia oboch narodnosti bud’ budd osvojovat’ niektoré postoje a pristupy
charakteristické pre druht skupinu, alebo ddjde k jednostrannému prenosu kultarnych
noriem a hodnot.
V podnikoch s franclzskou kapitalovou G¢ast'ou pdsobiacich na Slovensku by to
znamenalo bud’ si¢asné integrovanie znakov charakteristickych pre francizsku i
slovensk( kultdru a prislusnych metod riadenia organizacii, alebo akceptovanie hodnot,
noriem a metdd riadenia typickych pre druhu kultaru.

Uspesné riadenie organizacie v podmienkach kultdrnej rozmanitosti zavisi aj od
toho,
a) ¢i si manazéri uvedomuju vlastné kultirne podmienené spravanie
b) ¢i berd do Uvahy kultirne podmienené spravanie prislusnikov inych narodov alebo
etnik
c) ¢i nepovazuju odliSnosti v postojoch a konani prislusnikov inej kultdry za
neprekonatel’nny rozdiel, ale skor za mozny prinos.?

1. Uloha znalosti jazyka a uvedomovania si rozdielov v kultire v manazérskej

komunikacii

Vychédzajme z predpokladu, Ze 'udia maju sklon uvedomovat’ si vyznam nie¢oho
v kritickej situécii, akou méZe byt vznik nedorozumeni v manazérskej komunikécii a
zamyslime sa nad obsahom a po¢tom r6znych odpovedi na otazku o Glohe znalosti
jazyka, uvedomovania si rozdielov v kultdre a medzi osobnostnymi vlastnostami
komunikantov ako pri¢in nedorozumenia.
Z hradiska modelu komunikacie mozno nedorozumenie povazovat’ za dosledok
komunikacného Sumu. Ak je prekédZzkou v komunikécii stupen znalosti jazyka, potom je
pricina Sumu st¢asne v kode (odlisne jazyky) a aj vo vysielatel'ovi a prijimatelovi
(rozdiel v schopnosti efektivne komunikovat’ v danom jazyku). Ak by pri¢ina
nedorozumeni spocivala v rozdieloch medzi dvoma typmi kultary, potom by zdrojom
Sumu bolo odlisné prostredie, z ktorého pochadzaju vysielatel’ a prijimaterl’, avsak i
samotni vysielatel’ a prijimatel’, a to z hr'adiska schopnosti uvedomit’ si rozdiely v kultdre
ako aj ochoty takéto rozdiely akceptovat’. V pripade osobnostnych vlastnosti
komunikantov ako pri¢iny nedorozumeni méze byt’ zdrojom "Sumu" vysielater’,
prijimatel’ alebo obaja suc¢asne.

1.1 Pri¢iny vzniku nedorozumenia na pracovisku (otazka ¢. 42)

Pod/a Vasho nazoru dévodom pripadnych nedorozumeni, ku ktorym na pracovisku
dochadza, je/su:

a) nedostatocna znalost' cudzieho jazyka

b) rozdiely medzi franctzskou a slovenskou kultGrou

2 Wood, J. D. : Riadenie v roznych kultdrach. Len kultdra nesta¢i, Mastering Management, in:
Slovensky profit, ¢. 15, 7.4. 1998
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c) osobnostné vlastnosti komunikantov
d) vSetky 3 uvedené dévody
e) iny dévod (uvedte aky)

Tabulka A

odpoved’ a b c d
ano 9 15 21 6
nie 30 24 18 33
Graf 1

Pri¢iny nedorozumeni na pracovisku

Hano Hnie

V grafe sa zobrazuje posudzovanie ulohy znalosti cudzieho jazyka, rozdielov
medzi franctzskou a slovenskou kultarou, osobnostnych vlastnosti komunikantov a
vSetkych troch faktorov stcasne ako pricin pripadnych nedorozumeni na pracovisku.
Odpoved’ nie znamena, Ze respondenti neoznacili prislusny faktor ako pri¢inu
nedorozumenia.

Nedostato¢nu uroven znalosti cudzieho jazyka povaZuje za pricinu nedorozumeni
na pracovisku len 9 respondentov z celkového poctu 39, ktori odpovedali na tato otazku.
Vysoky pocet respondentov (30) nepovaZuje znalost’ jazyka za jediny alebo rozhodujuci
cinitel’ pri vyskyte nedorozumeni. Uvedeny vysledok mdze naznacovat, Ze bud’ vacsSina
respondentov, veducich riadiacich pracovnikov, povazZuje svoje znalosti cudzieho jazyka
(francuzstina, slovencina) za primerané potrebam komunikécie na pracovisku, alebo
pouziva v komunik&cii s manazérmi odliSnej narodnosti iny cudzi jazyk (angli¢tina),
pripadne na pracovisku nekomunikuje v cudzom jazyku.

Skuto¢nost’, Ze 15 respondentov oznacilo za pricinu nedorozumeni rozdiely v
kulture, sved¢i o tom, Ze si Ucastnici prieskumu uvedomuju kultdrou podmienene
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rozdiely, ako aj o tom, Ze povaZuju chapanie inej kultdry za eSte doleZitejSiu podmienku
efektivnej komunikacie, neZ je primerana Uroven znalosti cudzieho jazyka.

Vysoky pocet odpovedi, v ktorych sa oznacuju za pri¢inu nedorozumeni
predovsetkym osobnostné atribaty komunikantov (21), potvrdzuje nutnost’
diferencovaného pristupu v prieskumoch tohto typu, na ktort upozoriuje Jack Denfeld
Wood, profesor spravania v organizaciach na IMD v Lausanne.’

Na druhej strane vSak nie je mozné v uvedenom pripade zistit’, ako chapali
respondenti vyznam spojenia pripadné nedorozumenie, teda ako sa podla nich
nedorozumenie prejavuje, ¢i rovnako rozumeji obsahu pojmu osobnostné vlastnosti.
Jack D. Wood rozliSuje medzi vlastnost'ami osobnosti, ktoré tvoria jej vynimoc¢nost’ a
jedine¢nost’ a osobnostnymi znakmi, ktoré je mozné systemizovat’. Ide o znaky, ktorymi
mdoZeme charakterizovat’ skupiny Iudi na z&klade podobnych prejavov v ich spravani
(napr. introvertnost’ a extrovertnost)”.

Nazd&vam sa, Ze odpovede na otdzku o pri¢inach nedorozumenia je vhodné
posudzovat’ i z h'adiska moznych konotécii slova nedorozumenie a ochoty respondentov
priznat’ existenciu vzniku nedorozumenia na pracovisku.

1.2 Né&rodnostné zloZenie manazmentu a pri¢ina nedorozumeni

Porovnanim odpovedi na otazku ¢. 42 v troch skupinach respondentov podla
narodnostného zloZenia (A - vSetci ¢lenovia manaZzmentu su slovenskej narodnosti, B -
aspon jeden z riaditel'ov je francizskej narodnosti, C - aspon jeden z riaditel'ov je inej ako
slovenskej narodnosti, ale nie je Franclz) zistujeme, Ze nedostato¢né jazykové znalosti
povaZuje za moZnu pricinu nedorozumeni najvyssi pocet (6) respondentov v skupine B.
najvyssi pocet respondentov. V porovnani so skupinami A a C sa v skupine B vyskytlo
najviac pripadov, ked’ respondenti oznacili za pri¢inu nedorozumeni rozdiely v kulture
(10 odpovedi).

Najvyssi pocet respondentov vo vsetkych troch skupinach (A,B,C) povaZzuje
osobnostné vlastnosti komunikantov za pri¢inu nedorozumeni.

Na zaklade analyzy odpovedi na otazku ¢.42 je poradie dblezitosti faktorov, ktoré
mozu viest’ k nedorozumeniu na pracovisku takéto:

1. osobnostné vlastnosti komunikantov
2. kultarne rozdiely

3. nedostatocné znalosti cudzieho jazyka
4. vSetky tri prvé faktory stcasne

Rovnake poradie déleZitosti uvedenych faktorov zistujeme, ked’ korelujeme
odpovede na otazku ¢. 42 s velkostou organizacie.

2. 1 Nézory manazérov francuzskej narodnosti na priciny vzniku nedorozumenia

3 Wood, J.D. : Len kultdra nesta¢i. Riadenie v réznych kultdrach, priloha "Mastering Management",
Slovensky profit ¢.19, 5. méja 1998, s. 3

* ibid
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Aby sme zistili, ¢i a nakol’ko odpoved’ na tdto otdzku jednoznac¢ne savisi s
narodnost'ou osoby, ktord dotaznik vyplnila, sme osobitne vyhodnotili odpovede
trinastich respondentov francuzskej narodnosti, ktori odpovedali na otazku (celkovy
pocet respondentov franclzskej narodnosti je 15). Analyzou odpovedi zistujeme, Ze:
Ziaden z respondentov nepovaZzuje nedostato¢nu znalost’ cudzieho jazyka za jediny dévod
nedorozumenia.

Jazykove znalosti sa uvadzaju ako pricina v kombinacii s kultirou alebo s osobnostnymi
vlastnostami komunikantov.

Ziaden z respondentov franctizskej narodnosti nepovazuje osobnostné vlastnosti
komunikantov za jediny dévod nedorozumeni na pracovisku, tento dévod sa vyskytuje v
kombinacii s jazykovymi znalostami alebo s kultirnymi rozdielmi viaceri respondenti
francuzskej narodnosti povazuju rozdiely v kulture za pri¢inu moznych nedorozumeni na
pracovisku, pricom tento dévod sa uvadza bud’ osobitne ako jediny faktor (3 odpovede),
alebo v kombindcii s d’alSimi dvoma uvedenymi dévodmi. V jednom pripade oznacil
respondent jednu z prvych troch moznosti a sucasne aj Stvrtd moznost’ (d). Jeden
respondent vpisal do textu dotaznika slova "odlisna kultara".

Celkove sa v spdsobe odpovedi respondentov francizskej narodnosti na otazku
¢.42 vyskytlo pét typov odpovedi:

K
J+K+O
J+K
J+0
K+O

A WEFEP MW

J-nedostato¢né znalosti cudzieho jazyka
K- rozdiely medzi franctzskou a slovenskou kultdrou
O- osobnostneé vlastnosti komunikantov

Ak by sme tlohu jednotlivych uvedenych ¢initel'ov pri vzniku nedorozumenia
povazovali len za zalezitost’ poctu oznacenych moznosti, potom by vysledky jednoznacne
nepotvrdzovali charakteristiku Francuzov ako 'udi, ktori si mimoriadne potrpia na
presnost’ vyjadrovania a vyrecnost a eleganciu v komunikécii v ich rodnom jazyku.’
Nesulad medzi vysledkami rozsiahleho vyskumu antropoldgov a psycholégov a
Ciastkovymi vysledkami naSej analyzy podl’a ndSho nézoru savisi aj s chdpanim vyznamu
slova nedorozumenie a so sklonom predstavitel'ov kultlry, v ktorej sa kladie doraz na
implicitnd informéciu (angl. high-context culture), komunikovat skoér v ndznakoch nez
priamo a vyhybat’ priamej odpovedi, a tym aj nedorozumeniu.®

2. Ustna a pisomné forma vo vnutropodnikovej komunikacii manazérov

> Hall, E. - Hall, M. R.: Understanding Cultural Differences. Intercultural Press, Inc.,1990, s. 92

6 Hall, E. - Hall, M. R.: Understanding Cultural Differences. Intercultural Press, Inc.,1990, s. 92
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V literatdre’ sa Ustna forma komunikacie povazuje za prevladajicu formu v komunikacii
v organizéaciach. Ustna forma komunikacie sa pouziva v neformalnych rozhovoroch
manazérov, na schddzach pracovnych skupin, i pri formalnych prejavoch a prezentéciach.
Tato forma komunikacie sa povaZzuje za vysoko efektivnu, pretoZze umoZzuje
prijimatel'ovi ako Gc¢astnikovi komunikacie vyuZit' pri dekddovani spravy okrem
verbalnych prostriedkov i také neverbalne prostriedky komunikécie ako kinetické,
paralingvalne a proximické signaly.

Pouzivanie zanrovych Utvarov pisomnej formy komunikacie, napr. obezniky,
listy, spravy, manualy a formulare r6zneho druhu, predstavuje snahu organizacie o
zniZenie neistoty v rozhodovani. V organizacnej psycholdgii sa neistota chape ako
"rozdiel medzi mnoZstvom informéacii potrebnych na vykonanie urcitej tlohy a
informaciou, ktor(i uz organizacia ma k dispozicii" ®

V d'alSej ¢asti prispevku sa zaoberame podielom Ustneho a pisomného prejavu v
manazérskej komunikacii vo francuizsko-slovenskych podnikoch na Slovensku.
Analyzou v3etkych odpovedi na otadzku ¢. 24 zistujeme, Ze prevazna vacSina
respondentov (35, t.j. 75%) oznacuje Ustnu prejav za prevladajucu formu v komunikacii
riadiacich pracovnikov. Pomer vyskytu odpovedi, v ktorych sa za prevladajucu formu
komunikéacie uvadzala pisomné forma alebo aj Ustna a pisomna forma sucasne, je
vyrovnany (6:6).

2. 1 Nazory respondentov na prevladajucu formu komunikacie podla narodnostného
zlozenia manazmentu

Ak uvadzame do stvislosti ndrodnostné zloZenie manazmentu a dominantnd
formu komunikacie medzi manazérmi zistujeme, Ze v skupine A (vSetci ¢lenovia vedenia
su slovenskej narodnosti) na rozdiel od skupiny B (aspon jeden z riaditel'ov je Francuz)
nik z respondentov neuvadza tretiu moznost’, t.j. pouZivania Ustnej i pisomnej formy.
Absolutny pocet odpovedi, v ktorych sa oznacuje za prevladajucu formu manazérskej
komunikécie Ustny prejav, je vyssi v narodnostne zmieSanej skupine manazérov
organizécie B, avSak podiel Ustnej formy komunikécie v organizaciéch s cisto
slovenskym manaZzmentom (skupina A) je vysSi nez v skupine B (z 15 odpovedi 14).

V oboch porovnavanych skupinach respondentov jednoznac¢ne prevazuje Ustna
forma komunikacie nad pisomnou, a to napriek tomu, Ze pre franctzsku kultdru je
charakteristicky sklon k predchadzaniu neistote, ktory sa prejavuje zostavovanim
rozsiahlych suborov pisomnych pravidiel.

! Moorhead, G. - Griffin, R. W. : Organizational Behavior. Second Edition. Boston, Houghton Mifflin
Company 1989, s. 598

8 Moorhead, G. - Griffin, R. W. : Organizational Behavior. Second Edition. Boston, Houghton Mifflin
Company 1989, s.595
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Graf 2

Narodnostné Zlozenie menazmentu aformakonunikécie /A

l Ustna O pisonma W pisomméHistna
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Graf 3

Narodnostné 2ozanie renavantu afomakomunikaoe/B/

B Ustra d pisonméa Bl pisonmétstna
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Zavery
Na zéklade analyzy vyberu odpovedi v ¢asti dotaznika Komunikacia a zmeny v
podnikovej kultare konstatujeme, Ze
v podnikoch s franctizskou kapitalovou G¢ast'ou na Slovensku prevlada Ustna forma
komuniké&cie nad pisomnou
poradie pric¢in nedorozumenia na pracovisku v uvedenych organizéciach je nasledovné:
- 0sobnostné vlastnosti komunikantov
- rozdiely medzi franctzskou a slovenskou kultdrou
- nedostato¢né znalosti cudzieho jazyka
- vetky tri faktory
Hodnotenie vysledkov ciastkovej analyzy potvrdzuje a ilustruje:
suvislost’ medzi kultirnou rozmanitostou a jazykovou komunikaciou
vyznam pochopenia kultirou podmieneného spravania v podmienkach kultdrnej
rozmanitosti
moznosti uplatnenia poznatkov kognitivnej antropoldgie v Stadiu medzikultarnej
komunikécie (stvislosti medzi znalost'ou cudzieho jazyka, prislusnou kultdrou a
osobnostnymi vlastnostami Ucastnikov komunikécie ako faktorov efektivnosti
komunikécie v jazykovo a kultirne zmieSanom prostredi)
nutnost’ diferencovaného pristupu v Stadiu medzikultirnej komunikacie a rozpracovanie
principov eurépskych dimenzii v jazykovom vzdeldvani na podmienky na
slovenskychvysokych skolach.
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Resumé
Prispevok sa zaobera vysledkami prace na ciastkovej tlohe vedeckovyskumného projektu
Komunikacia a zmeny v podnikovej kulttre. Predmetov vyskumu je podiel vyznamnosti

znalosti cudzieho jazyka, rozdielov v culture a osobnostnych vlastnosti komunikantov v
komunikéacii manazérov v slovensko-franctzskych spoloénych podnikoch.
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Slovotvorba v cudzojazyénom vzdelavani
Ludmila Janéovicova
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Abstract: JANCOVICOVA, L.: Word - formation in Foreign Language Education.
Acta Fac. Paed. Univ.Tyrnaviensis, Ser. A, 2007, no.11, pp. 46-53.

The paper deals with conversion, one of the most productive word - formation
processes in contemporary English, in ESL teaching.This word - formation process is
productive in the category of simple and derived lexemes and it is realised in all parts of
speech, primarily in nouns and verbs (verbs — nouns, nouns — verbs). This paper
provides theoretical background and it also deals with the following stages of verb to
noun conversion presentation in the teaching process: introduction to the problems,
brainstorming, presentation with explanation, imitative practice, creative practice.

Key words: word-formation process, conversion, converting word, converted word,
brainstorming, inductive method, deductive method

Konverzny sp6sob slovotvorby patri medzi najproduktivnejSie slovotvorné procesy
v sucasnej anglictine. Jeho Specifickost’, v porovnani sinymi slovotvornymi procesmi
v anglictine, je v tom, Ze v tomto slovotvornom procese zohrdva doélezita Glohu nielen
lexikologicka, ale aj morfologické a syntakticka rovina. V anglickej konverzii konvertuje
jeden slovny druh do iného slovného druhu bez pouZzitia slovotvornych afixov (prefixov a
sufixov). Konvertované slova nadobudaju vSetky charakteristiky nového slovného druhu
(UpInd konverzia) alebo iba niektoré charakteristiky nového slovného druhu (Ciastocna
konverzia).

Konverzia slovies na substantiva vo vyucovani anglického jazyka ako cudzieho
jazyka

Harmer (1991) uvadza vSeobecny pétzlozkovy model, podla ktorého mozno
postupovat’ pri uvadzani, nacvi¢ovani a precvi¢ovani jazykovych javov vo vyug¢ovacom
procese.

Konverzna slovotvorbu mozno vo vyu¢ovacom procese prezentovat' podla tohto

vSeobecného péat'zloZzkového modelu s istou modifikéciou:
1) uvedenie do problematiky, 2) brainstorming (bdrka ndpadov) — ugitel’ zistuje ako su
Studenti schopni tvorit’ slova tymto spdsobom slovotvorby a pouZzivat’ ich v komunikaécii,
3) prezentdcia s vysvetlovanim, 4) imitativny nacvik (faza presnej reprodukcie) —
Studenti nacvicuju a opakuju isté modely, 5) kreativny nacvik — Studenti pouZivaju to, ¢o
sa naucili vo vlastnych vetach, prikladoch, dialégoch.

Tento prispevok je ukdZkou moznej prezentacie konverzie slovies na substantiva
Studentom vysokych $kél, budicim ucitelom anglického jazyka. Inymi slovami, tento
spbsob prezentacie konverzie slovnych druhov predpoklada lingvisticky a jazykovo
vyspelych Studentov. AvSak, nie je adresovany iba Studentom filoldgom, ale aj ich
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buddcim Ziakom, pretoZe tito Studenti (buduci ugitelia anglického jazyka) budd méct
ziskané vedomosti o konverznom sp6sobe slovotvorby v angli¢tine simplifikovat' a
pouZivat’ ho vo svojej ucitel’skej praxi aj u Ziakov mladSieho veku.

VSeobecny model prezentacie konverznej slovotvorby méze ucitel’ modifikovat’ aj v
tom zmysle, Ze na prednaSkach uvedie Studentov do problematiky konverzie slovies na
substantiva, vysvetli teoretické vychodiské konverzneho sposobu slovotvorby tohto typu
a na seminaroch bude pokracovat’ fazami brainstormingu, imitativneho nacviku a
kreativneho nacviku.

V uvedeni do problematiky ucitel' zdorazni, Ze znalost' konverzneho spbsobu
slovotvorby umozni Studentom pouZivat' ovela vacsi rozsah slovnej zasoby, kedZe
konverzia je jednym z najproduktivnejSich sp6sobov slovotvorby v si¢asnej anglictine.
Prikladmi konverzného spdsobu slovotvorby mézu byt slovd want, wish, work,
worry, comb, colour, hammer, land, snake, wall, word, poison,
atd.VsSetky uvedené slovd mozZno pouzZivat ako slovesa, ale aj substantiva (s
morfologickymi a  syntaktickymi  charakteristikami  typickymi  pre  slovesa,
resp.substantiva). V tejto fdze vyucovacieho procesu je tieZ potrebné zdoéraznit’, Ze slova,
ktoré wvznikli konverziou slovies na substantiva, ale aj substantiv na slovesd su
sémanticky pribuzné.

Napriklad:

divorce

a)She divorced him after years of unhappiness.
b) Their marriage ended in divorce.

Slovo divorced vo vete a) je slovesom s morfologickymi a syntaktickymi
charakteristikami typickymi pre slovesa — plnovyznamové sloveso, gramaticky sufix -ed,
ktorym sa v anglictine tvori minuly ¢as u pravidelnych slovies,vetnoclenska funkcia
prisudku, syntakticka funkcia, ktora je typicka pre slovesa. Slovo divorce vo vete b) je
substantivom s morfologickymi a syntaktickymi charakteristikami typickymi pre
substantiva — vetnoclenska funkcia prepoziciondlneho predmetu, syntaktickd funkcia,
ktord je typickd pre substantiva. Sémantickd pribuznost’ uvedeného konverzného péru
demonstruje i preklad do slovenginy: rozviest sa — rozvod.
struggle
c) It"s hard to rescue drowning people because they struggle so
much.

d) Three people were hurt in the struggle.

V konverznom péare uvedenom vo vetach c) a d) mozno hovorit o konverznej
homonymii, ktord je zaloZzena na sémantickej pribuznosti konvertujuceho a
konvertovaného slova: bojovar — boj. Na rozdiel od konverznej homonymie, lexikélna
homonymia vznika na zéklade odlisSného zakladného vyznamu slov: bank (banka) — bank
(lavica, sedadlo) — bank (rada, skupina, seéria) — bank (nieko/koclenné Ziarovkové
svietidlo) — bank (priecny sklon klopenej zatacky), atd’.

Pedagogické skusenost’ z vyucovania tohto typu slovotvorby v angli¢tine potvrdzuje,
Ze znalost’ teoretickych vychodisk konverzného procesu je nevyhnutnd pre pochopenie
tohto spdsobu slovotvorby v anglictine. Ak méa Student uvedené iba priklady na konverziu
slovies na substantiva to command — command, to dump — dump, to
spy — spy, to goggle — goggle alebo priklady na konverziu substantiv na
slovesd badger — to badger, bottle — to bottle, bridge — to
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bridge (Bauer 1983) a nevie, preco je smer odvodenosti prave takyto, aké su
charakteristiky konvertujuceho a konvertovaného slova, aké morfologické a syntaktické
charakteristiky nadobuda slovny druh, ktory vznikol konverziou, ako funguju slova, ktoré
vznikli konverznym spdsobom slovotvorby v praktickom pouZivani jazyka, zostava mu
naucit’ sa tieto priklady naspamat’ bez logického zdévodnenia.

Teoretické vychodiska konverzie slovies na substantiva si mdZe Student osvojit’
deduktivnymi alebo induktivnymi postupmi. Ak ucitel’ zvoli deduktivny postup, vysvetli
teoretické vychodiska a pravidla konverzie slovies na substantiva v anglictine, uvedie
niektoré priklady a vedie Studentov k tomu, aby sami dedukovali priklady tohto typu
konverzie.

V teoretickych vychodiskach a pravidlach konverzie slovies na substantiva, ucitel
vysvetli pojmy konvertujuce a konvertované slovo. Konvertujuce slovo je zakladné slovo
a konvertované slovo je odvodené slovo. U konvertujucich slov nenastava rozpor medzi
lexikdlnym vyznamom korenovych morfém a lexikalno - gramatickym slovnodruhovym
vyznamom kmena, avSak u konvertovanych slov nastava rozpor medzi lexikalnym
vyznamom korenovych morfém a lexikalno- gramatickym slovnodruhovym vyznamom
kmena. V konverznom pare tocatch —»catchjeslovotocatch konvertujice —
lexikalny vyznam korefiovej morfémy tohto c¢innostného slovesa je pomenovanim
procesu a lexikalno-gramaticky slovnodruhovy vyznam kmena je tiez verbalny. Slovo c a
t ¢ h je konvertované slovo, pretoZe lexikalny vyznam koreniovej morfémy implikuje
proces, avSak lexikalno-gramaticky slovnodruhovy vyznam kmena je substantivny.
Nastava rozpor medzi lexikalnym vyznamom Kkorenovej morfémy a lexikalno -
gramatickym slovnodruhovym vyznamom kmena. Z tychto dévodov je smer odvodenosti
tocatch — catchanieopacny.

V konverzii slovies na substantiva v angli¢tine je to syntakticka rovina, ktora urci
vetnoc¢lenskd funkciu konvertovaného podstatného mena (podmet, predmet, komplement
podmetu, komplement predmetu, pripadne iné) a druh syntagmy.

Naprikladtodump — d um p vo vetach:

a) They dumped their bags on my floor and left.
b) This town is a real dump.

Konvertované slovo dump vo vete b) je vychodiskovym slovom nominalnej frazy a je
sucast'ou determinativnej syntagmy. Syntakticka rovina urcila jeho vetnoé¢lenskd funkciu
— funkciu komplementu podmetu, ktora je typicka pre substantivum, resp. nominalnu
frazu v pozicii po sponovom slovese.

Morfologicka rovina ma tiez svoju Ulohu v konverzii slovies na substantiva, pretoZe
zaradi konvertované slovd medzi substantiva na zaklade ich morfologickych
charakteristik.

Naprikladtocatch — catchvo vetach:
c) | throw the ball, and the dog catches it in his mouth.
d) These were good catches.

Morfologicka rovina zaradila konvertované slovo catc hes vo vete d) medzi
substantiva na zaklade jeho morfologickych charakteristik substantiv. V uvedenej vete
ma toto konvertované slovo gramaticky sufix - es, ktorym sa tvori v anglictine
pravidelné mnoZné ¢islo substantiv (gramatickym sufixom -s, -es tvorime v anglictine aj
3. osobu jednotného ¢isla pritomného ¢asu jednoducheého).
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Po vysvetleni teoretickych vychodisk a pravidiel konverzie slovies na substantiva,
Studenti sami dedukuju priklady tohto typu konverzie.

Ak ugitel’ zvoli induktivny postup, uvedie priklady konverzie slovies na substantiva a
Studenti na zéklade uvedenych prikladov sami indukuju prislusné pravidla konverzného
spdsobu slovotvorby.

Po prezentacii s vysvetlovanim a za predpokladu, Ze Studenti maju osvojené
teoretické vychodiskd a pravidla konverzného spdsobu slovotvorby, mozno v
seminarnych (menSich) skupindch pokrac¢ovat’ fazou brainstormingu, fazou imitativneho
nécviku (presnej reprodukcie) a fazou kreativneho néacviku.

Osborn (1963), autor metddy brainstormingu, zdéraziiuje tieto principy uvedenej
metddy:1) kritika ndpadov a rieSeni je v prvej etape neZiadlca, 2) uplatnenie slobodnej
hry myslienok, 3) ocakavanie velkého pocétu ndpadov, ¢im je viac napadov, tym je vécsia
pravdepodobnost’” hodnotného napadu, rieSenia, 4) vzajomné zlepSovanie napadov,
pri produkovani, rieSeni myslienok.

Prinosom Osbornovej metddy brainstormingu je to, Ze oddelil fazu produkovania
népadov, rieSeni od fazy hodnotenia napadov, rieseni.

V prvej faze, faze produkovania napadov a rieSeni, ucitel’ Ziada od uciacich sa ¢o
najviac népadov, rieSeni na dany problém. Ucitel, ale i spoluZiaci, sa vyhyba
akymkol'vek naznakom hodnotenia napadov, rieSeni. U¢itel’ sa snazi vytvorit’ prijemnu a
uvornenu atmosféru, ktora je vhodna pre tvorbu napadov a rieSeni.

Osborn (ibid.) deli prva fazu produkovania napadov a rieSeni na tieto etapy:

a) odkryvanie faktov, b) odkryvanie idei, c) produkovanie rieSeni.

Druhou fazou brainstormingu je hodnotenie napadov, rieseni. V tejto faze je dolezita
metodoldgia hodnotiaceho myslenia, dokazovania, praca s kritériami a iné.

Podrla Zelinu (1996) existuju r6zne obmeny, variacie brainstormingu:

a) pisany brainstorming — brainwriting, b) individuélny brainstorming, nielen skupinovy,
c) brainstorming konzekvenény — zvazuji sa dosledky jednotlivych — navrhovanych
rieSeni, d) brainstorming z odloZenych népadov — beru sa do Uvahy tie napady a rieSenia,
ktoré sa nehodnotili v prvom slede.

V nacvic¢ovani konverzneho spdsobu slovotvorby vo faze brainstormingu ucitel
uvedie priklady konverzie vo vetéch.

Napriklad:

a) They study English.

b) He spent the entire afternoon in study.

c) The snake slithered away.

d) The train snaked its way through the mountains.

Na&mety na uplatnenie brainstormingu vo faze produkovania napadov, rieSeni:

1) urcovanie zékladnych (konvertujucich) a odvodenych (konvertovanych) slov a smeru
odvodenosti v uvedenych vetach, 2) tloha morfologickej roviny v konverzii slovies na
substantiva, resp. substantiv na slovesa v uvedenych vetach, 3) Gloha syntaktickej roviny
v konverzii slovies na substantiva, resp. substantiv na slovesd v uvedenych vetach, 4)
Uloha sémantickeho kritéria odvodenosti v konverzii slovies na substantiva, resp.
substantiv na slovesa v uvedenych vetach, 5) tvorenie vlastnych prikladov dvojic viet, v
ktorych Studenti pouzivaju tie isté slova ako zadkladné (konvertujuce) a odvodené
(konvertované) slova.
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Studenti pracuji v Stvorélennych aZ patélennych skupinach, napady a rieSenia
zaznamenavaju pisomne.

Druhou fazou brainstormingu je faza hodnotenia, v ktorej ucitel’, pripadne ugitel’ a
Studenti hodnotia ndpady a rieSenia produkované v prvej faze brainstormingu.

Fazu imitativneho nécviku (presnej reprodukcie) moZno pri nacvi¢ovani konverzného
spdsobu slovotvorby modifikovat v zmysle kognitivneho imitovania poznatkov a
vedomosti, ktoré Studenti uz ziskali vo faze prezentécie s vysvetlovanim.

Prikladom nacvicovania konverzie slovies na substantiva vo faze presnej reprodukcie
(kognitivne imitovanie) méze byt typ dopliovacieho cvicenia.

Ucitel’ uvedie tri dvojice slov, ktoré mézu fungovat’ ako slovesa i ako substantiva.
Zaroven uvedie aj Sest’ vetnych prikladov a Ulohou Studentov je:

1) vybrat’ do uvedenych viet vyznamovo vhodné slova, 2) pouZit' vybrané, vyznamovo
vhodné slova v spravnych gramatickych tvaroch.

Napriklad:

wish - wish, spy - spy, guess - guess

a) Can you ...... the price?

b) Please respect my ...... and do as | ask.

c)l ...... him hiding behind the door.

d) My ...... is that he didn"t come because his parents wouldn’t
let him.

e) The security police have captured two foreign

f) The party was awful, and we all ...... we had never gone
there.

Student doplni vety spravne iba vtedy, ak im rozumie aj po stranke vyznamovej a
vyberie tie slov4, ktoré sa do viet hodia z hradiska ich vyznamu.Obe jazykové roviny,
morfologickd i syntaktickd rovina, poskytnd Studentom dostatocny pocet impulzov k
tomu, aby doplnili tvar slovesa, resp. substantiva v sprdvnom gramatickom tvare.

DalSou fazou vieobecného patzlozkového modelu podra Harmera (ibid.) je faza
kreativneho nécviku. Tato faza by mala byt najdlhSia ¢o sa tyka ¢asového faktoru, ale aj
pestrosti Uloh a cviceni. Zelina (ibid.) uvadza Styri vychodiskové ¢&rty kreativity,
tvorivosti: 1) tvorivy méze byt kazdy c¢lovek, 2) tvorivost' sa mbze prejavit v kazdej
¢innosti, ale nie kazda ¢innost’ poskytuje rovnaké moznosti pre tvorivost’, 3) tvorivost
moZno u ludi rozvijat, 4) tvorivost’ je naro¢nd v tom zmysle, Ze ¢lovek musi najprv vera
vediet’ a poznat’, aby mohol vytvorit’ novy a hodnotny produkt.

Z uvedeného, okrem iného, vyplyva, Ze tvorivost’ je najvysSou kognitivnou funkciou
a v hierarchickom usporiadani zahriuje v sebe vSetky niZSie funkcie — dobru percepciu,
pamdt, konvergentné myslenie ako aj analyzu, syntézu, induktivne myslenie,
abstrahovanie, analogické myslenie, atd’.

V kreativnom nacviku konverzie slovies na substantiva Studenti pouZivaju to, ¢o sa
naucili vo vlastnych vetach, prikladoch, dialégoch. Uvadzaju priklady takych slov, ktoré
mdZeme pouZivat’ ako slovesd i ako substantiva bez zretel'a na smer odvodenosti.

V dalSom kroku tejto fazy Studenti uvadzaju priklady konverzie slovies na
substantiva so zretel'om na to, Ze lexikalny vyznam korenovej morfémy konvertovaného
substantiva bude pomenovanim procesu a lexikalno- gramaticky slovnodruhovy vyznam
kmena bude mat’ podobu podstatného mena. Napriklad:toworry —» worry
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Dalej Studenti uvadzaju vlastné priklady viet konverzie slovies na substantiva so
zretelom na morfologické a syntaktické charakteristiky konvertovanych slov. Napriklad :
The army is under the king’s direct command.

Dalsim typom cviceni v kreativnom néacviku mozu byt komunikativne cvicenia.
Ucitel' uvedie slova guess, want, wish, time, dance, drink, talk a
zdorazni, Ze vSetky uvedené slova mdzeme pouZivat ako slovesd i ako substantiva.
Ulohou 3tudentov je utvorit dialég na tému Birthday party, v ktorom pouziji
uvedené slova ako slovesa, resp. substantiva. Dialog m6ze mat’ Ustnu alebo pisomnu
formu.

Prezentaciou vlastnych prikladov z excerpovaného novinového a c¢asopiseckého
materialu Studenti ukdZu, Ze konverzny spdsob slovotvorby je v sucasnej anglictine
vel'mi Zivy a produktivny.

VSeobecny patzlozkovy model prezentécie konverzného spdsobu slovotvorby mozno
modifikovat’ podl'a lingvistickej a jazykovej vyspelosti Studentov. Pedagogicka skdsenost’
ukazuje, Ze nie vzdy berie ucitel’ tieto fakty do UOvahy. Stava sa, Ze ucitel’ zacne
vyucéovaciu hodinu vysvetlovanim istého, napriklad gramatického, javu bez uvedenia
Studentov do danej problematiky a bez toho, aby zistil do akej miery maju Studenti dand
problematiku osvojenu.Ucitel’ doslova strdca cas vysvetlovanim toho, ¢o uz Studenti
poznaju a maju osvojené. Tento ¢as by bolo mozne vyuZit ovela efektivnejSie
kreativnym nacvikom.

Naopak, moze sa stat’, Ze ucitel’ postupuje podl'a vSetkych piatich faz vSeobecného
modelu prezentacie urcitého jazykového javu a i napriek tomu Student nezvladne dany
jav na poZadovanej Urovni. Ak si toto ucitel’ nevSima alebo mu vo vyucovacej jednotke
nezostal ¢as na dopliujlce vysvetlenie alebo precvicenie daného javu, Student odchadza
z vyucovacieho procesu frustrovany. Je potrebné uvedomit’ si obidva tieto faktory
rovnakou mierou a vystrihat’ sa ich, pretoZe na Studenta pdsobia demotivujuco.

Fungovanie prezentovaného modelu (s moZnou modifikaciou ugitel'a) uréeného na
nacvicovanie a precvi¢ovanie jazykovych javov potvrdzuje aj naSa pedagogicka prax.
Uvadzame niektoré reakcie Studentov na vyucbu lingvistickej discipliny (seminéarna
forma), ktory bol vedeny autorkou tohto prispevku. Dotaznik bol zadany na konci LS
2007 Studentom 2.ro¢nika KMF PdF TU (bakalarske Stadium anglického jazyka a
literatary v kombinacii) a bol anonymny.

Otazka : Vyjadrite svoj nazor na vyucbu lingvistickej discipliny, ktord Ste v tomto
semestri prave absolvovali. Co sa Vam pécilo, ¢o sa Vam nepécilo, ¢o by Ste chceli
zmenit’ (VaSe nazory, postrehy) ?

Odpoved” 1: Najskdr som sa obavala priliSnej naro¢nosti, nakoniec som vsak bola
prijemne prekvapena — velmi sa mi péacilo, Ze v3etko bolo pristupne a zrozumitel'ne
vysvetlené, stihla som si aj zapisat, nasledne bola latka precvicena a prediskutovana.
Vel'mi sa mi pacili kreativne typy uloh.

Odpoved’ 2: Mne sa vyucba tejto lingvistickej discipliny velmi pacila, bola skveld,
dynamicka, vela som sa naucila.Ucebna latka bola podavana zrozumitel'ne a zaujimavo,
aj ked’ som sa niekedy musela viac zapotit’.

Odpoved’ 3: Pacilo sa mi to, Ze som sa vzdy nie¢o nove dozvedela, hodiny boli bohaté na
nové informacie, nebolo ¢asu na nudenie sa, bola som prindtend stale rozmysrat a
pracovat’ aj samostatne.
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Odpoved’ 4: Na tomto seminari bol do vyucovacieho procesu zapojeny kazdy — bol
zaloZeny na béaze aktivnosti. Pacilo sa mi kreativne utvaranie konkrétnych prikladov a
roznych situacii na preberany jazykovy jav a hlavne diskusia.

Odpoved’ 5: P&cilo sa mi, Ze sme stihli prebrat’ a naucit’ sa pomerne Siroky okruh uciva za
kratky ¢as. Naucila som sa vel'a noveho a potrebného. Nepacilo sa mi, Ze niektoré témy
sme mali zadané na samostudium, pretoZe sa neda porovnat’, ked’ sa to u¢ime sami doma
a ked’ nam to vysvetli ucitel’ na hodine a méZeme sa ho k téme hocic¢o opytat’.

Odpovede Studentov z anonymného dotaznika sme uviedli aj preto, aby sme
poukazali na skutocnost, Ze hoci v otdzke ucitel'a neboli explicitne spomenuté jednotlivée
fazy vyucovacieho procesu, Studenti postrehli rozdelenie vyuéovacieho procesu na etapy
pertraktované v prispevku, vyjadrovali sa k tymto jednotlivym etapdm vyucovacieho
procesu, vyucba ich zaujala a vacSina z nich vyjadrila spokojnost’ z nadobudnutia a
osvojenia si vedomosti tymto spbsobom.

Vo vyucéovani jazyka ako cudzieho jazyka je obzvl&st potrebné uplatiovat’ a
dodrZiavat' pedagogicko-psychologické zasady, ktorymi su motivacia, nézornost,
prehladnost’ a zrozumitel'nost’ prezentovanej ucebnej latky, postup od jednoduchSich
uloh k zlozZitejSim, z&sada opakovania a utvrdzovania uc¢iva a niektoré iné.
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Resumé

V prispevku sa zaoberdme konverznym spdsobom  slovotvorby, jednym
z najproduktivnejSich slovotvornych procesov v st¢asnej anglictine, vo vyucéovani
angli¢tiny ako cudzieho jazyka.Tento slovotvorny proces je produktivny v kategorii
jednoduchych a odvodenych lexém a realizuje sa vo vSetkych slovnych druhoch, najmé
v8ak v slovesach a v substantivach (slovesa — substantiva, substantiva — slovesd). Tento
prispevok poskytuje teoreticky prehl'ad k danej problematike a zaobera sa tiez
nasledovnymi etapami konverznej prezentécie slovies na substantiva vo vyucovacom
procese: uvedenie do problematiky, brainstorming (barka népadov), prezentacia
s vysvetl'ovanim, imitativny nacvik, kreativny nacvik.
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Abstract: HARAJOVA A.: Lernen mit Multimedia. Ugenie pomocou multimédii.
Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2007, no.11, pp.54-64.
Informacny vek priniesol so sebou dynamické zmeny nielen v spolo¢nosti a kultlre, ale
aj vo vdelavani. Jeden z do6sledkov informatizicie je dominancia komunikativneho
pristupu vo vyuc¢ovani s dérazom na funkénu interakciu v silade s poZiadavkami novej
spolo¢nosti. Komunikativny pristup k vyuc¢ovaniu cudzich jazykov sa premieta aj do
oblasti poc¢itatom podporovaného vyuc¢ovania. V poslednom obdobi sa ulohy pocitacov
s prichodom multimédii a internetu rozSirili o nové dimenzie akomunikacia medzi
uc¢iacim sa a pogcitacom sa presiva na komunikdciu medzi uciacimi sa, pri ¢om im
poméaha virtualne prostredie. Prispevok sa zaobera piatimi okruhmi problémov : 1. Co st
multimédia, 2. Nové média v spolo¢nosti avo vzdelavacom systéme, 3. Multimédia
a konstruktivizmus, 4. Principy dizajnu, 5. Vyu¢ovanie a u¢enie sa pomocou internetu.

Key words: multimédia, hypermédia, internet, elektronické ucebné materialy,
komuniké&cia cez pocita¢, eLearning

Die vorliegende Dokumentation méchte zeigen, welche neuartigen Mdglichkeiten sich im
Unterricht durch den Einsatz von multimedialen Systemen in Verbindung mit dem
Internetergebenkdnnen.

In den ersten Abschnitten im Grundlagenteil geht es um Erwartungen bzw. die
Wirklichkeit und um diverse VVorgaben von seiten der Bildungsplanung. Dieser Abschnitt
mochte davor warnen, unreflektiert alles Neue oder alle nur irgendwie mit ,,Multimedia“
oder dem Begriff ,,Internet“ zu verbindenden Inhalte als das ,, Non-Plus-Ultra* der
Didaktik und Methodik anzusehen und darin einen Ausweg aus der Bildungsmisere zu
erkennen.

In den folgenden Abschnitten wird versucht, die Mdglichkeiten und Grenzen der ,,Neuen
Medien® unter psychologischen Gesichtspunkten auszuloten. Es sollte klar werden, dass
das Medium ,,Computer* nicht aus sich selbst heraus schon groRere Lernfortschritte als
mit herkdmmlichen Methoden garantiert, aber bei verantwortungsvollem und bewusstem
Einsatz vollig neue Perspektiven er6ffnen kann.

1 Was sind neue Medien?

Multimedia ist das Schlagwort der 90er Jahre. Ublicherweise wird der Begriff gebraucht
fiir die parallele Prasentation von Daten und Informationen in Form von Texten, Bildern,
Animationen sowie Video- und Audiosequenzen auf einem Computersystem
einschlieflich der Mdglichkeit der Interaktion zwischen Benutzer und System.
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In dieser Definition wird Multimedia in erster Linie von der technischen Seite her
gesehen. Multimedia-Systeme konnen lediglich zum Spielen bzw. zur bloRen
Unterhaltung eingesetzt werden, sie bieten aber auch ein enormes Potenzial fiir effektive
Informationssuche, problemorientiertes Arbeiten und selbstbestimmtes Lernen, besonders
auch aus konstruktivistischer Perspektive. Darum soll es hier gehen!

im Sinne eines multimedialen Lernens kann eine Kombination von herkdmmlichen
Medien wie Buch, Tafel, OH-Projektor, Film, Horsequenz usw.im weitesten Sinne
ebenso als multimedial bezeichnet werden. Besser wére es deshalb, von neuen
Informations- und Kommunikationstechniken zu sprechen, kurz von Neuen Medien.

Was ist nun das Neue an den Neuen Medien?

e« Im oben angegebenen Sinne bieten Multimedia-Umgebungen durch die
Darstellung mit unterschiedlichen Symbolsystemen (Text, Graphik, Film, Ton,...)
die Mdglichkeit, den Benutzer Uber verschiedene Sinneskanéle, d.h. auditiv und
visuell anzusprechen. Das Ansprechen mehrerer Sinne gleichzeitig, die
Darstellung der Informationen in nichtlinearer Form in sogenannten Hypertext-
Systemen und die Kombination von Hypertext und Multimedia zu sogenannten
Hypermedia-Systemen kann zu einem groReren Lernerfolg fihren, wenn
bestimmte Design-Prinzipien bei der Produktion dieser Systeme beachtet werden.

Aus konstruktivistischer Sicht bieten sich Moglichkeiten, den Lernprozess starker
lernerzentriert zu steuern, wie es im traditionellen Unterricht nur eingeschrankt
maoglich ist.

Dabei ist ein Vorteil aller computerbasierten Lernsysteme nicht aus dem Auge zu
verlieren: der Schiler kann sich auch einmal Fehler leisten, ohne dass der Lehrer
etwas davon merkt.

Des Weiteren bieten sich ganz neue Mdoglichkeiten der Présentation von
Projektergebnissen von Schilerseite, vorausgesetzt die Systeme dazu sind
einigermafen benutzerfreundlich angelegt.

e Das Internet  bietet  vielfaltige =~ Mdoglichkeiten  zur  weltweiten
Informationsbeschaffung, Kommunikation und Kooperation, dies besonders im
Hinblick auf die Situation der Auslandsschulen. Die oben genannten
Maoglichkeiten zur Prasentation treten hier sogar in einer ganz anderen Dimension
auf.

« Die technische Entwicklung der Computersysteme bietet neue Moglichkeiten der
Interaktion. Dies geht von der besseren Reaktion auf Fehleingaben, Uber die
Mdglichkeiten zur Simulation bestimmter Sachverhalte, weiter Uber die
Darbietung fast authentischer Problem- und Entscheidungssituationen bis zur
Darstellung sogenannter virtueller Welten.

Die neuen Medien und insbesondere der Bereich Multimedia treten also mit dem
Anspruch an, das Bildungswesen und das Lernen zu revolutionieren.

55



2 Neue Medien in der Gesellschaft und Bildungsplanung

,,Eine neue Technik, auch wenn sie alle Lebensbereiche bertihrt, ist noch kein Anlass, sie
als Herausforderung flr das Bildungswesen anzusehen.

So ist das bei Telephon, Photoapparat, Fernsehgerét, Videorecorder und Auto gewesen.
Das Bildungswesen ist erst dann herausgefordert, wenn eine Technik
o dem Bildungswesen selbst niitzt oder/und

e die Beherrschung der Technik zu einer Schlisselqualifikation in der
Allgemeinbildung wird und damit der Mangel dieser Qualifikation zu
gesellschaftlichen Nachteilen flr groRere Teile der Bevélkerung fiihren
kann.*

(Hoffman,1996).

Hiermit stellt sich die Frage, ob die neuen Medien wirklich eine Herausforderung fur das
Bildungswesen sind oder nur zwecks ErschlieBung neuer Absatzmoglichkeiten flr den
Schulbereich propagiert werden. Betrachtet man die Prognosen der Computerindustrie, so
werden fir den Multimedia-Bereich die héchsten Zuwachsraten prognostiziert. Das ist
verdéachtig und konnte eine Erklarung dafirr sein, dass viel Gber Multimedia geredet und
geschrieben wird, deren Nutzlichkeit aber nicht klar ersichtlich ist.

Der zweite Punkt ist einfacher zu beantworten. Die neuen Medien werden sicherlich zu
einer Schliisselqualifikation fiir die jetzige und zukiinftige Generationen beim Ubergang
von der Industrie- zur Informations- und Kommunikationsgesellschaft werden. Hierbei
geht es nicht einfach um die Bedienung und das Verstandnis eines Gerétes, sondern
vielmehr um eine neue Kulturtechnik, fast vergleichbar mit den Grundfertigkeiten Lesen
und Schreiben.

»Wir erleben heute die Anfange einer zweiten Alphabetisierung. Die Periode der
Schriftlichkeit, die durch den Buchdruck vor 500 Jahren erhebliche Steigerung erfahren
hat, tritt in eine neue Phase: Radio, Film, Fernsehen und Computer, vor allem aber die
Vernetzung dieser Medien durch die Digitalisierung stellen die Menschen als
audiovisuelle Lebewesen vor eine neue Situation. Sie mussen Techniken einlben, deren
Komplexitat das Erlernen von Schriftzeichen bei weitem ubertrifft. (Focus, 30.12.1995,
5.64)

Schon seit einiger Zeit - auch schon in der Vor-Internet-Zeit - haben die Schulen
versucht, der verdnderten Medienvielfalt Rechnung zu tragen durch

e Einbeziehung der Medien Presse, Rundfunk und Film in den Unterricht,

o kritische Auseinandersetzung mit den Botschaften der Medien,

o Bemihungen um Forderung der traditionellen Lesekultur und

e Einfuhrung der informations- und kommunikationstechnischen Grundbildung.

Die schon im ,,normalen* Unterricht hdufig vernachl&ssigte Medienerziehung bekommt
nun durch die neuen Medien eine ganz andere Dimension. Die Beschaffung und
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Bewertung von Informationen muss neu gelernt werden, da es durch das Internet eine
bisher nicht gekannte Fulle und Aktualitdt an Informationen gibt. Im Hinblick auf eine
umfassende Medienkompetenz kann die Schule an den neuen Medien nicht vorbeigehen.

Die Mdglichkeit, mit anderen Menschen ohne réumliche und zeitliche Nahe auf
einfachste Weise weltweit kommunizieren zu kénnen, schafft neue Herausforderungen
und Moglichkeiten fir den Unterricht. Nationale Grenzen verschwimmen, die
Notwendigkeit des Lernens einer international verbreiteten Sprache wird unmittelbar
einsichtig.

Als ambivalent ist bei der fur Kinder und Jugendliche mittlerweile fast selbstverstandlich
geltenden Mediennutzung das Faktum zu sehen, dass Medienereignisse ,,0ft einen
hoheren Stellenwert gewinnen als Ereignisse aus der unmittelbaren Umgebung und der
'realen Welt'. Dies kann zu einem Bedeutungsverlust der direkten Realitatserfahrungen
und zu einem Ubergewicht indirekter und vermittelter Erfahrungen fihren. Die
Medienwelt liefert in scheinbarer Perfektion, was dem wirklichen Leben erst abgewonnen
werden misste, und lasst so die Realitdt zum Teil als reizlos erscheinen. Jeder Lehrer
kennt mittlerweise das Phdnomen der ,,Montagskinder nach einem medial Gberfrachteten
Wochenende.“

Eine Antwort zum ersten Punkt (Nitzlichkeit fir das Bildungswesen selbst) ist schon
etwas schwieriger zu geben und betrifft allgemeine Lernziele.

o Konsumptiver Mediennutzung und eher rezeptiven Formen der Aneignung der
Informationen kann durch die Mdoglichkeiten der neuen Medien zu mehr
Eigeninitiative und selbstgesteuerten Lernprozessen entgegengewirkt werden.

Neue Medien fordern eigenaktive Tatigkeiten wie: lesen, stObern, schreiben,
anordnen, strukturieren, umgestalten, modellieren, simulieren, diskutieren,
interpretieren, bewerten, befragen, beobachten und experimentieren.

o Die Fulle der Informationen erfordert eine Auswahl nach bestimmten Kriterien.
Das Auswahlen der geeigneten und relevanten Inhalte muss also gelernt werden.
Dies fordert die Urteilsfahigkeit der Schiiler.

o Der Einsatz neuer Medien kann der Forderung der sozialen Kompetenz und der
Entwicklung von Teamféhigkeit dienen:

o beim gemeinsamen Arbeiten mehrerer Schiller mit einem herkémmlichen
Lernprogramm,

o bei der Kommunikation mit anderen Schulern via Internet in Form von E-
Mails oder gemeinsamen Projekten (besonders bei Auslandsschulen),

o Dbei der arbeitsteiligen Beschaffung und Prasentation von Informationen zu
einem bestimmten Thema

o bei der Abstimmung der Tatigkeiten im Zusammenhang mit einer
Présentation von Ergebnissen eines Projektes mit diversen Programmen
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inklusive der Mdoglichkeit der Présentation der Ergebnisse (ber das
Internet.

e Der Einsatz von Simulationen liefert im Unterricht Moglichkeiten zur Darstellung
von Situationen, die aus vielerlei Grinden experimentell nicht oder nur schwer
herstellbar sind.

3 Multimedia und Konstruktivismus

Im Zusammenhang mit dem Begriff Multimedia erscheint in auffélliger Weise in der
padagogischen und psychologischen Literatur der Begriff Konstruktivismus. Eine
Vielzahl von Veroffentlichungen tragen beide Begriffe im Titel. Von Seiten der
Konstruktivisten werden die Mdoglichkeiten der neuen Medien und insbesondere der
Multimedia-Anwendungen als sehr vielversprechend angesehen.

Mandl stellt die Basisannahmen der traditionellen Lehr-Lernphilosophie der
konstruktivistischen gegeniiber (Mandl,1997, S.7ff):

traditionell konstruktivistisch

Annahmen zum Prozess des Lehrens:

Beim Lehren findet ein Wissenstransport
statt, an dessen Ende der Lernende den
Lerninhalt in voraussagbarer und planbarer
Weise besitzt. Lernprozesse sind
wiederholbar.

Lernen erfolgt im Sinne einer Anregung,
Unterstltzung und Beratung der Lernenden. Die
Wiederholbarkeit bewahrter Lehrmethoden ist
reduziert.

Annahmen zur Position des Lehrenden:

Der Lehrende hat die Position des ,,didactic
leader”; seine Funktion besteht darin, neue
Wissensinhalte zu présentieren und zu
erklaren sowie die Lernenden anzuleiten
und ihren Lernfortschritt zu kontrollieren.

Annahmen zum Prozess des Lernens:
Lernen ist ein aktiv-konstruktiver Prozess, der

Der Lehrende hat die Aufgabe,
Problemsituationen und ,,Werkzeuge* zur
Problembearbeitung zur Verfligung zu stellen; er
ist Berater und Mitgestalter von Lernprozessen.

Lernen ist ein weitgehend rezeptiver stets in einem bestimmten Kontext und damit
Prozess; Lernen erfolgt linear und situativ erfolgt. Die Ergebnisse sind infolge
systematisch. individueller und situationsspezifischer

Konstruktionsvorgéange nicht vorhersehbar.
Annahmen zur Position des Lernenden:

Die Lernenden nehmen eine eher passive
Position ein; sie werden von aufen
angeleitet und kontrolliert.

Annahmen zu Inhalten und Zielen des Lehr-Lerngeschehens:

Lerninhalte sind in ihrer Entwicklung Wissen ist nicht abgeschlossen und abhangig von
abgeschlossene und klar strukturierte individuellen und sozialen Kontexten. Ziel ist

Die Lernenden nehmen eine aktive und
selbstgesteuerte Position ein.
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Wissenssysteme. Die Lernenden missen die letztlich, dass Lernende wie Experten denken und
gesetzten Leistungskriterien erfiillen. handeln, wobei sich spezifische Ziele aus der
Bearbeitung authentischer Aufgaben ergeben.

Annahmen zur Evaluation:

Mit vielfaltigen Verfahren zur
Lernerfolgskontrolle lassen sich
Lernergebnisse messen und damit auch
vorhersagen. Instruktion und Evaluation
sind zwei getrennte Einheiten.

Der Prozess des Lernens ist eher Gegenstand von
Beurteilungen als das Ergebnis, wobei die
Beteiligung der Lernenden am
Beurteilungsprozess angestrebt wird.

Mandl moéchte mit seiner Gegenuberstellung keineswegs die Nutzlichkeit der
Wissensvermittlung nach ,altem Muster” bestreiten. Im Unterrichtsalltag gibt es
geniigend Situationen, in denen ein traditionelles VVorgehen Uberaus effektiv sein kann,
etwa bei der Einflhrung in ein neues Fachgebiet. Er méchte aber die Beschrankung auf
die eine Methode aufheben. Jeder Lernprozess ist konstruktiv bzw. kann es gar nicht
anders sein. Unterricht muss daher solche konstruktiven Lernprozesse zulassen und
fordern.

Mandls Empfehlungen liegt eine gemaRigt konstruktivistische Auffassung zum
Lernprozess zugrunde (Mandl, 1997, S.10). Er sieht Lernen als

o aktiven Prozess: Lernen ist nur Uber die aktive Beteiligung der Lernenden
mdglich. Der Lernende muss motiviert sein.

o selbstgesteuerten Prozess: Bei jedem Lernen Ubernimmt der Lernende
Steuerungs- und Kontrollprozesse. Lernen ohne jegliche Selbststeuerung ist nicht
denkbar.

e konstruktiven Prozess: Ohne individuellen Erfahrungs- und Wissenshintergrund
und ohne eigene Interpretationen finden im Prinzip keine kognitiven Prozesse
statt.

o situativen Prozess: Lernen findet stets in spezifischen Kontexten statt.

e sozialen Prozess: Lernen schlielt immer auch soziale Komponenten ein. Der
Lerner unterliegt einerseits soziokulturellen Einflissen (besonders an deutschen
Auslandsschulen!), zum anderen ist jedes Lernen ein interaktives Geschehen.

Die dargestellten Punkte sind zundchst einmal unabhdngig vom Einsatz traditioneller wie
auch neuer Medien. Doch es scheint so, dass neue Medien fur das Einlosen der
Forderungen des Konstruktivismus an Lernumgebungen geradezu pradestiniert sind.
Problematisch dabei ist allerdings, dass die oben dargestellten Prinzipien schnell
formuliert, aber nur &uRerst schwer zu realisieren sind. Um Uberforderungen zu
vermeiden, sind durchaus Instruktionen zur Entlastung des Lernprozesses angebracht,
dies auch im Hinblick darauf, dass nicht alle Lernenden mit den Mdglichkeiten der
Selbststeuerung gleichermalien zurechtkommen.

Ziel eines jeden Lehrenden muss es sein, ohne Scheuklappen und ohne Vorbehalte die
Mdoglichkeiten der verschiedenen Lernumgebungen im  Hinblick auf die
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Praxistauglichkeit abzuschétzen. Der Konstruktivismus kann dazu den geeigneten
Blickwinkel liefern.

4 Designprinzipien

4.1 Vorbemerkungen

Grundsétzlich kann gesagt werden, dass sich solche Gegenstandsbereiche, die von
vornherein unstrukturiert sind, am besten fur die Darstellung in multimedialer Form
eignen. Dies ist z.B. dann gegeben, wenn

« keine klaren Grenzen des Themas erkennbar sind,
« unterschiedliche Perspektiven sichtbar werden sollen,
« die Reihenfolge der Bearbeitung der einzelnen Abschnitte nicht wichtig ist,

o die Darstellung mit verschiedenen Medien Vorteile bringt insbesondere im
Hinblick auf realitatsnahe Darstellungen und

e ein Thema f&cherubergreifend behandelt werden soll.

Daruber hinaus konnen einzelne Abschnitte so gestaltet werden, dass sie auf das
Vorwissen der Lernenden auf angepassten Niveaus eingehen und so es ermdglichen,
vorhandenes Wissen aufzufrischen.

Anknupfend an das Vorwissen sollte das Ausgangsproblem oder -thema in einer
motivierenden Form prasentiert werden, um durch das ,,L6sen-Wollen* die Konstruktion
neuen Wissens zu fordern.

4.2 Texte und Bilder

Hasebrook beschreibt einige Untersuchungen zur Lernwirksamkeit bei der parallelen
Darstellung von Texten - sei es visuell oder akustisch - und bildlichen Darstellungen.
Einige Ergebnisse seien hier in Kurzform dargelegt. Inwieweit diese Ergebnisse fur
Lerner im DFU in Anbetracht der sprachlichen Probleme relevant sind, kann meines
Erachtens wegen fehlender Untersuchungen noch nicht abgeschatzt werden.

o Bei der gleichzeitigen Darstellung von Bildern bzw. Animationen und Ton
profitierten am meisten diejenigen, die Uber ein gutes rdumliches
Vorstellungsvermdgen verfligten.

e Wird zuerst eine Textreprésentation dargeboten, so wird diese zum Leitmedium
und die Bildinformationen werden soweit wie mdglich in die Textbasis integriert.
Umgekehrt ergibt sich der gleiche Effekt bei primérer Bildpréasentation.

e Liegt zu wenig Vorwissen vor, so gelingt die Integration der Textinformation
besser. Bei der Bildung eines einfachen mentalen Modells ist die gewohnte
Textbasis einfacher zu integrieren als die Bildinformation.

e Liegt aber ausreichend Vorwissen vor, so ist die Bildung eines geeigneten
mentalen Modells aus der Bildbasis weitaus erfolgreicher.
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o Bildelemente sind also dann am wirksamsten, wenn geniigend Vorwissen
vorhanden ist und berhaupt etwas zu strukturieren ist.

Es wadre zu vermuten, dass Informationen, die Uber zwei verschiedene Sinneskanéle wie
Sehen und Horen eingehen, sich nicht stdren und damit bessere Ergebnisse erzielen
konnten. Uberraschenderweise ist aber kein Vorteil des Horens von Text wahrend der
Darstellung eines Bildes auszumachen. Vielmehr ergibt sich ein Vorteil fir das Lesen
von Textinformation zu einer bildlichen Darstellung. Dies hangt offensichtlich damit
zusammen, dass der Text mit mehr Ruhe und Zeit aufgenommen werden kann als die
akustisch dargebotene Information, die ja nach dem Horen erst wieder aus dem
Geddchtnis abgerufen werden muss.

Besonders flr den DFU ergibt sich hieraus die Forderung nach sprachlicher Entlastung
bei der Darstellung von bildlichen Informationen durch die Vermeidung von
gleichzeitigen akustischen Informationen und Bevorzugung von visuellen Texten, die
z.B. in einem eigenen Fenster oder zeitlich versetzt dargeboten werden.

4.3 Bedienoberflache

Zur Présentation mehrerer Informationen haben sich Uberlappende Fenster bewéhrt und
durchgesetzt. Dadurch lassen sich Bild, Text, Animation, Video oder Audio nach Bedarf
des Benutzers abrufen, so dass eine kognitive Entlastung moglich wird. Nach der
Darbietung eines Bildes kann sich der Benutzer eine Erkl&rung in Textform ansehen, eine
Animation starten, um die dynamischen Vorgange besser verstehen zu kdnnen oder eine
Simulation veranlassen, um den Einfluss verschiedener Faktoren auf einen Sachverhalt zu
ermitteln. Im Sinne eines selbstbestimmten Lernens ist es wichtigstes Kriterium, den
Ablauf einer Prasentation benutzergesteuert und nicht nach einem vom Programm fest
vorgegebenen Schema zeitgesteuert ablaufen zu lassen. Etwas drastischer formuliert
kdnnte man sagen, dass ein zeitlich fest strukturiertes Programm fiir den Benutzer zu
bequem ist, weil es keine Interaktion erfordert (auBer vielleicht ein Klick auf das Weiter-
Symbol).

Ein wichtiger Punkt ist, dem Benutzer geeignete Navigations- und Suchhilfen anzubieten,
um dem Phanomen lost in hyperspace vorzubeugen. Es sollte immer klar sein, wo man
sich im System gerade befindet. Allzu umfangreiche Navigationshilfen kénnen allerdings
vom eigentlichen Inhalt ablenken, da die Bedienung zu viel Aufmerksamkeit erfordert.

Beim Lernen mit Multimedia muss der Lerner dort ,,abgeholt” werden, wo er steht.
Multimedia-Lernprogramme sollten nicht Programme ,,fur alle® in Art eines Lexikons
sein, sondern ,,flr jeden das Richtige* anbieten, so dass jeder das flr sich Wichtige selbst
suchen, bearbeiten und verstehen kann. Dies erfordert natirlich relativ hohen
Programmieraufwand, aber anders ist es wohl nicht méglich, multimediale Lernsysteme
zu entwickeln, die sich mit ihren Mdglichkeiten von den Skinnerschen Lernmaschinen
absetzen.

5 Lehren und Lernen mit dem Internet
In diesem Abschnitt soll den folgenden Fragen nachgegangen werden.
1. Was ist das Internet?

61



2. Welche Dienste werden im Internet angeboten?

3. Welche Nutzungsmdglichkeiten gibt es fur den Unterricht?

5.1 Was ist das Internet?

In den 60er Jahren entstand die ldee zum Internet in Form eines Datennetzes der
amerikanischen Militars, dem ARPANET (Advanced Research Project Agency
Network). Man suchte damals nach einer Mdglichkeit, Daten tber ein Netz auch in dem
Fall noch transportieren zu kénnen, wenn Teile des Netzes durch einen Atomschlag oder
Sabotage vernichtet wéren. 1983 kann als die Geburtsstunde des Internets gelten. Damals
spaltete sich das MILNET (Military Network) ab und immer mehr Universitaten wurden
miteinander verbunden. Anteil daran hatte auch das in den 80er Jahren in den USA
parallel zum ARPANET aufgebaute NSFNET (National Science Foundation Network).

1989 wurde am CERN (Centre Européen de la Recherche Nucléaire) der Internet-Dienst
World-Wide-Web (WWW oder W3) entwickelt, um die Kommunikation der
Wissenschaftler rechnerplattformunabhangig zu verbessern. Das NCSA (National Center
for Supercomputing Applications) in Illinois entwickelte schlielflich den ersten
graphikfahigen Browser, NCSA Mosaic, den Urahn aller heutigen graphischen Browser.

Durch die damit verbundene starke Vereinfachung der Bedienung erlebte das Internet in
den 90er Jahren einen unglaublichen Boom.

Das Grundprinzip des Internets ist, dass verschiedene Computernetze (firmeneigene
Netze, Universitatsnetze, Teilnetze von Institutionen u.a.) wiederum zu einem die ganze
Welt umspannenden Netz verbunden werden. Die Daten werden iber Telephonkabel
(analog), ISDN-Verbindungen (digital), Uber Glasfaserkabel oder Satelliten ibertragen.

Die Kommunikation im Internet wird Uber bestimmte Protokolle gefiihrt, die festlegen,
wie die Rechner miteinander kommunizieren und die Daten adressiert werden mussen.
Der Oberbegriff fur alle Protokolle im Internet ist TCP/IP (transmission control
protocol/internet protocol).

Eng mit der Entwicklung des Internets verknupft ist das Auftreten der
Programmiersprache JAVA. Mit ihr sind komplexere Interaktionsformen innerhalb eines
Browsers, aber auch eigenstandige Anwendungen mdoglich. Das starkste Argument fur
JAVA ist die Plattformunabhangigkeit.

Zumindest vom Namen her hat JavaScript etwas mit JAVA gemeinsam. JavaScript ist
aber keine vollstdndige Programmiersprache zur Entwicklung von eigenstandigen
Anwendungen, sondern eine von der Firma Netscape entwickelte Erweiterung von
HTML, um begrenzt Interaktionen innerhalb eines HTML-Dokumentes zu ermdglichen.
Im Zuge des Java-Booms hat man diese Erweiterung einfach nach dieser
Programmiersprache benannt. JScript ist eine proprietdre Entwicklung der Firma
Microsoft mit diversen Inkompatibilitdten mit JavaScript.
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5.2 Welche Dienste werden im Internet angeboten?
- E-Mail oder elektronische Post
- World-Wide-Web (WWW)
- Dateitransfer (FTP: file transfer protocol)
- Newsgruppen (Usenet)
- Rechnerfernbedienung (Telnet)
- Chat

5.3 Welche Nutzungsmaoglichkeiten gibt es fur den Unterricht?

Eine Nutzung des Internets fur den Unterricht ist in erster Linie Gber die Dienste E-Mail
und WWW sinnvoll.

Nutzung von E-Mail

Uber E-Mail besteht die Moglichkeit zur einfachen Kontaktaufnahme zwischen
verschiedenen Schulen. Daruber hinaus ist es das grundlegende Medium, um
Informationsaustausch, Absprachen und Koordinationen zu veranlassen. Kurz: Ohne E-
Mail lauft Gberhaupt nichts!

Nutzung des WWW

Nach Doring konnen insbesondere funf Qualitdten des Internets didaktisch und
padagogisch fruchtbar gemacht werden:

1. Zugriff auf ein breites und vielféltiges Informationsangebot

2. Notwendigkeit zum kritischen Informationsmanagement

3. Maoglichkeit zu eigenen Publikationen

4. Teilnahme an und Initiierung neuer sozialer Szenarien

5. Chance zum subjektiv bedeutungsvollen Handeln unter Realbedingungen

Zusammenfassend kann gesagt werden, dass sich die vielgepriesenen Multimedia-
Anwendungen bisher nicht unbedingt als revolutionar fur den Unterrichtsalltag erweisen
konnten, obwohl sie es konnten. Dies héngt sicherlich damit zusammen, dass die
Forschung in diesem Bereich bisher nur &uf3erst magere Ergebnisse liefern kann. Im
Bereich Didaktik und Methodik sieht es noch disterer aus. Die Entwicklung von
Multimedia-Programmen scheint an der Schulwirklichkeit noch vorbeizugehen.
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Resumé

Multimédia, hypermédia avyucovanie cez internet nachéadzaju vo vyucovacom
procese Vv sU¢asnosti stale vacSie uplatnenie a rozvijaju sa rychlim tempom. Vyucéovanie
pomocou multimédii predstavuju progresivne metddy, ktoré nie len kvalitu vyuc¢ovacieho
procesu zlepSuju, ale aj umoziuji urcovat' Studentovi vlastné tempo osvojovania Si
vedomosti s moznostou aj vlastnej kontroly. Multimédia rozvijajd vo vyucovacom
procese vSetky zru¢nosti, pomocou ktorych si osvojuje cudzi jazyk a pomocou internetu
dokéZe komunikovat’ so svojim ,,virtudlnym priatefom* v cudzom jazyku. Komunikécia
ainforméacia su zentralne elementy vyucéovania cudzich jazykov akomunikativna
kompetencia je pri tom najvys$Sim cielom, pri ¢om autentické informacie stoja vzdy
v strede pozornosti. Teoria konstruktivizmu jasne dokazuje aktivny pristup uc¢iaceho sa
vo vSetkych fazach vyucovacieho procesu vogi tradicnym vyucovacim metodam.
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Abstract: SPALOVA, J..The Constitution of the Slovak Republic being

discussed at the course of American studies?Acta Fac. Paed.Univ.Tyrnaviensis, Ser. A,
2007, no, pp.65-68.
The author tries to point at the necessity to use all the methods at the process of acquiring
knowledge. She tries to encourage the teachers of American studies at the slovak
universities to use the uncommon methods at this level of the English language study- i.e.
the comparative and the grammar translation methods. Moreover, she emphasizes the
need to use the question *“ Why* as the fundamental step of acquiring knowledge which
leads to the creation of new knowledge and innovation.

Key words: comparative method, grammar — translation method, the constitution,
cultural background

So studiom Ustavy USA v SR sa stretdvaju prevazne Studenti 1. roénika
pravnickych fakult, ale taktiez Studenti pedagogickych a filozofickych fakult v rdmci
americkych Stadii, resp. histérie USA. Nesporne, ved ide o fascinujici, ana svoju
vaznost’ i dolezitost’ dost’ kratky dokument, ktory potvrdzuje spoloéenskd zmluvu a slizi
na fungovanie Statu uz vySe 200 rokov. Nehovoriac i o tom, Ze ide o najdlhSie trvajlcu
pisanu Ustavu, ktora sliZila ako podklad pre zostavenie Ustav inych Statov. Ked’ sa pri jej
zrode spytali Benjamina Franklina: ,,Pane , ¢o ste to napisali?* Odpovedal: ,, Republiku -
ak si ju dokaZete udrzat'!“ ® Z tohto dévodu povaZujeme za ddleZité venovat’ sa tomuto
dokumentu v rdmci Studia ¢o mozno najpodrobnejSie, nakol’ko je mozné na nom osvetlit’
viaceré historicko-geografické i kultirne podmienky Zivota nielen americkej, ale
i slovenskej spolo¢nosti. V tomto kratkom prispevku by sme chceli pondknut’ netradic¢ny
- komparativny spésob ndhl'adu na tento dokument.

Ustava USA pozostava z preambuly, 7 &lankov a dodatkov. Ustava SR obsahuje
taktiez preambulu, d’alej pozostava z 9 hlav, ktore sa ¢lenia na oddiely a ¢lanky, ktorych
je dovedna 156. Pri komparativnej metode vyucby Ustavy USA (porovnavanie Ustavy
USA s Ustavou SR) modzeme uZ vtomto bode 3tudentov v ramci interdisciplinarity
upozornit’ na problematiku pravneho jazyka, ina problematickost’ prekladu z&kladnych
pojmov: napr. preklad slova ,,Preambula® by sme prelozili ako ,,Preamble”, nakolko
anglicky jazyk tento termin pozna. Pri prekladoch by sa vSak prekladatel’ mal pridrZiavat’
Gzusu a ten v tomto pripade hovori, Zze Ustava USA ju neoznaduje ako ,,Preamble”, ale
ako ,,Foreword“. Dalej si vdimnime nezhodu ¢lenenia textu oboch Ustav, ¢o spdsobuje
problémy pri prekladoch hlavne textu Ustavy SR do anglického jazyka. Ako preloZit

o The Constitution of the United States
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slovo ,Hlava“? Ako ,,Catch“? Alebo podra vnitorného &lenenia americkej Ustavy ako
LArticle“? Ako vak potom prelozit' slovo ,,Clanok“? Ako ,Article*? Prekladatel'skych
rébusov prind3a preklad Ustav z cieloveho do vychodiskového jazyka v oboch smeroch
nemalé mnozstvo. AvSak, tuto problematiku by sme radSej zaradili, v ramci vyucby
americkych Studii- resp. americkej historie na pedagogickych a filozofickych fakultach,
ako okrajovu.

V tomto bode sa v3ak zameriame na obsah Ustav. Ustava USA na svojom
zaciatku, vo svojich 7 c¢lankoch, spomina delenie moci na 3 zlozky- exekutivnu,
zakonodarni avykonnd, obsahuje princip obmedzeného vl&dnutia, system brzd
a protivah. VSetko su to pojmy, ktoré sa tykaju stability moci a vyélenenia pravomoci
jednotlivym zlozkam. Ustava SR vsak na zac¢iatku hovori- presnejsie vo svojej druhej
hlave- o zakladnych pravach aslobodach. Americkd Ustava pojedndva o pravach
a slobodach len prikladmo - ato aZz na konci - vo svojich prvych 10 dodatkoch,
nazyvanych ,, The Bill of Rights“. Na druhej strane Ustava SR sa venuje trojdeleniu moci
a zlozkdm moci aZ vo svojom zavere- t.j. v piatej aZz 6smej hlave. Pre¢o tento Uplne
opacny postup pri zostavovani textu a Struktary tychto Ustav? Uz staré civilizacie
pouZzivali pri odovzdavani poznatkov jednoduchu metédu- kontinualne pytanie sa
opytovacej otazky ,, Pre¢o“? V tomto pripade ndm pomdZze historicky pristup k vykladu
tejto problematiky a tym, sa dostdvame k cielom a G¢elu vyucby americkych Stadii- resp.
americkej historie. Americka historia nam ponuka vyklad: Po ,,Bostonskom piti ¢aju” sa
nezadrZatelne bliZila chvil'a naplnenia myslienky oslobodenia sa 13 americkych kol6nii
od britskej zeme a moci. Ak vSak ,rodiaci sa novy Stat“ citil potrebu osamostatnit’ sa a
potreboval proklamovat’ svoju nezavislost od britskej moci, potreboval na to pravny
nastroj. A jedinym takym nastrojom je Ustava, ktord sama moc ,konstituuje* ale
i obmedzuje. V tomto historickom obdobi ( 1770-1777) americké kol6nie nepotrebovali
v prvom rade uvaZovat o pravach apotrebach jednotlivca, ale potrebovali sa
osamostatnit’, vyhlasit celému svetu, Ze maju svoju moc, federdlnu moc a jedine tej sa
podriadia. Preto ta dolezitost. Preto bolo pre nich potrebné hovorit hned’ na zaciatku
Ustavy o zlozkach moci. Na druhej strane, pri zrode Ustavy SR vr. 1992, mali
zakonodarci stale na pamati 40- ro¢nd vl&du socializmu a potlac¢anie Tudskych prév
a slobdd. Pre ob¢anov SR bolo v tomto obdobi najdélezZitejSie neprist’ o prava a slobody ,
ktoré nadobudli pocas ,,Sametovej revolucie” v r. 1989. Z tohto dévodu zakonodarci ich
dolezitost’ zvyraznili tym, Ze ich uviedli hned’ na zaciatku textu slovenskej Ustavy.

Vtomto pripade sme sa jednoduchou kompardciou aob¢asnym pouzitim
materinského jazyka dostali cez Bostonské pitie ¢aju, cez Vojnu za nezavislost az po
zrod nového Statu, zéroven sme sa venovali prekladovym problémom, pravnym
systémom Statov, historickym rozdielom pri zrodoch Ustav a docielili sme u Studentov
zafixovanie si Struktury textu i historickeho sledu udalosti.

Na akademickej péde sa v ostatnom ¢ase ¢asto vedu diskusie v zmysle - neimerné
zatazovanie Studentov a Skolitel'ov, kvantum u¢iva a pod.. V ramci americkych Stadii sa
sustred’'ujeme na to, aby sa Studenti naucili, ¢o najvécsie kvantum slovnej zasoby, naugili
Studentov vyjadrovat’ sa v cielovom jazyku, predniest’ text, a historicko- kultdrne
(materidlne) podmienky Zivota spolo¢nosti sa obmedzuju na ,biffovanie faktov*.
Z tychto faktov vSak po UspeSnom absolvovani skusky ostane len torzo. Mozno je zly
inaS pristup - nazddvame sa, Ze len Stadium v anglickom jazyku bez pouZzitia
materinského jazyka je to najlepSie, co mdzeme Studentom odovzdat’. Akosi zabldame,
Ze pri vyucbe cudzieho jazyka sa da uplatnit’ i materinsky jazyk (grammar- translation
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method) a, Ze nie iba 1 metdda ndm zaruci Uspech osvojenia si poznatkov, ale prave ich
kombin4cia. Pravdepodobne to vychadza z faktu, Ze sa bojime pred kritickym mladym
dospelym pouZzit’ materinsky jazyk, aby si nemyslel, Ze to v cudzom jazyku nedokazeme.
V oc¢iach Studentov sa pouzitie materinského jazyka totiz vacsinou berie ako prehreSok.
My, Skolitelia, vS8ak musime mat’ na paméti, Ze nam ide o odovzdavanie trvalych
poznatkov a formovanie kritického myslenia Studentov. Netreba sa preto obavat’ z ¢asu
na c¢as zaviest' i na vysokych Skolach zaznavani metddu prekladu a porovnavania
kultirneho prostredia. NaSou primarnou uUlohou na vysokych Skolach nie je ugit
Studentov len vyjadrovat' sa po anglicky ( to je Uloha z&kladného, stredneho Skolstva
a jazykovych 8kol), ale poskytnat vramci literatary, kulturolégie, didaktiky
a jazykovedy ucelené atrvalé poznatky v danom odbore arozvijat' chut dozvediet' sa
viac. Komparativnou a prekladovou metédou to mdzeme dosiahnut’ a zaroven mézeme
prist k fascinujicim zaverom. Naviac, ako ,teachers of english as a second language“*°
vd’aka spominanym 2 metédam mame ¢o ponuknut’ i partnerom, ktori su native
speakers™! a vyucuji americké $tidia. Preto sa nebojme experimentovat’ a nestraiime sa
vyucéovacich metdd, ktoré fungovali na uzemi SR pred r. 1989, ale skisme ich znovu
objavit’ av ramci roznorodosti metdd vyucby i zapojit do vyucovacieho procesu. Nie
nadarmo sa traduje medzi ucitel'mi cudzich jazykov veta: ,,Najlepsi ucitelia a lingvisti
cudzich jazykov akultar si prave vzdelanci pre ktorych je dany jazyk a kultdra
vzdialena.“ Preto sa domnievame, Ze i jednoduchou komparaciou oboch Gstav a prekladu
ich textov sa dopracujeme k nespoc¢etnému kvantu otazok ,,pre¢o?*, ktoré natrvalo, vd’aka
odpovediam ,preto”, fixuju poznatky, ale zaroven generuju ilogické myslenie
u Studentov a chut’ badat. A toto su hodnoty, ktoré veda, vyskum a §tat pre svoj dalsi
rozvoj potrebuji. MoZno préave teraz dozrel ¢as na vytvorenie, resp. prevzatie systému
vyucby zo zahrani¢nych $kél, ktoré su budované na systéme: ugitel- facilitator a Student
béadatel. To vSak predpoklada pripravu Skolitela v tom zmysle, Ze na zaciatku semestra
nevytvori, resp. ,,neopise* zoznam tém, ktorym sa chce venovat, ale postavi Strukturu
problémov generujucich kontinualne otazku ,,Pre¢o?“. Ak to nenastane, ucitelia i Ziaci
budd i nad’alej pretazeni a unaveni, plagiarizmus sa nam nepodari vykynoZit' a Studenti
budd na prednasky chodit’ ako do divadla - na jednoaktovku Skoliter’a.

10 Ucitelia anglického jazyka ako 2. jazyka

Rodny hovorca daného jazyka
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Resumé

Autorka sa vo svojom prispevku zamerala na pouZzitie netradi¢nych spésobov vyucby
americkej historie, resp. americkych redlii adejin na filozofickych a pedagogickych
fakultach.lde o pouzitie prekladovej metddy a komparativnej metddy. Zddraziuje, Ze vo
vyucovacom procese je potrebné pouzit kombinaciu ¢o najvécSieho mnoZstva metod,
ktoré vedu Kk osvojeniu si slovnej zasoby i faktografickym poznatkom. Zaroven
predostiera moznost’, Ze i toto su metddy, ktoré vedu k formovaniu kritického myslenia u
Studentov.
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The paper is focused on the intercultural approach in teaching foreign languages,
particularly on the development of cultural awareness, cultural sensitivity and
intercultural competence. The purpose is to discuss the current views concerning the
intercultural competence and to outline a general profile of an interculturally competent
learner. The author also addresses the question of cultural relativism and cultural
ethnocentrism.

Key words: cultural awareness, cultural knowledge, -cultural sensitivity,
intercultural approach, intercultural competence

“What sets worlds in motion is the interplay of differences, their attractions and
repulsions.* (Octavio Paz, Mexican poet, writer and diplomat)

Theoretical and practical foundations of intercultural approach in teaching foreign
languages found their definitive authorisation and support in the Slovak curriculum more
than a decade ago, the fundamental goal being successful and effective participation in
intercultural encounters. The means are basically grounded on exempting the teaching
process from frontal intermediation of static academic knowledge, on interactive
participation of learners in gaining the relevant cultural information alongside with the
confrontation with one’s own culture. Such confrontation involves not only the cultural
products, institutions, habits and traditions, but preferentially the ideas, beliefs, norms,
experiences and patterns of behaviour. This socio-cultural context of studying foreign
languages, which covers both synchronical and diachronical layer of culture, together
with projections and visions of the given society, aims to promote not only the
intercultural harmony and acceptance, but kind of self-reflection and self-definition as
well. The affective domain of intercultural approach, constant development of the
societies and their cultures and the recognition of their heterogeneity and dynamics make
this field of study highly interdisciplinary and lay special requirements both on the
teacher and the methodology. In the following paragraphs we’ll deal with contemporary
tendencies in teaching culture in the language classroom, the concept of intercultural
competence and we'll outline a general profile of an interculturally competent learner.

Language and culture have not always been considered being two parts of an
inseparable unit with an equal importance. Culture of the target country, i.e. target
culture, started to form a part of the teaching-learning process in the 1960s and 1970s,
however, its role was perceived explicitly purposed-oriented, the purpose being higher
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attractivness of the process itself. In the late seventies the historical and geographical
facts gave way to anthropological study of foreign language and expansion of
communicative approach gave new dimension to teaching culture as well - the
communication has been being developed within cultural contexts and situations.
However, this kind of approach was still a monocultural one, which means that there was
no comparison of one’s own and the target culture(s), the mutual relationship among
these (two) nations was absolutely out of question and to be culturally competent was
meant to resemble the native speaker to the highest possible extent. In the 1980s the
integration of the method of comparation of the own and target culture and the strategy of
creating positive attitudes and expressing empathy towards the members of the target
culture  evinced the first intercultural features of the approach. Wider practical
substantiation was established approximately a decade later.

In the course of time and under changing circumstances which rang from those
educational to political ones, the nexus of language and culture has been examined and
reassessed from quite a few aspects. Referring to the intercultural approach in education,
particularly in foreign language teaching, the contemporary tendencies reside in the well
based considerations of understanding and appreciation of the similarities and differences
of one’s own culture and the culture of the others. Taking into account the positive
contributions and notable benefits of the intecultural approach, it has been made an
integral part of the general public policy.

The current set of intercultural definitions is constructed and framed within the

notions of cultural knowledge, cultural awareness, cultural sensitivity and intercultural
competence.
Acquiring cultural knowledge basically means to become familiar with selected cultural
products (literature, folklore, art, music, artefacts, history), cultural ideas (values, beliefs,
institutions) and cultural behaviour (habits, customs, traditions, clothing, dietary habits,
way of spending free time, etc.) of the target culture(s). The idea of cultural sensitivity is
usually expressed as the consciousness of the existing similarities and differencies
between one’s own culture and the target culture(s) without assigning value judgements
to these characteristics. The notion of cultural awareness was coined in order to cover a
broad area of intercultural abilities, probably even broader than this actual term implies
and as a result it seems to have lost a part of its features and these were roofed over the
notion of intercultural competence. The idea of cultural awareness as it was
conceptualized by Tomalin and Stempleski (1993) conveys the following. The conception
is built upon the internationalization and interculturalization of one’s own attitudes,
beliefs and values, the endeavour is represented in understanding and objectively
approaching the system of values of one’s own culture and simultaneously to become
aware of the cultural differences, which are to be respected, appreciated and understood.
Moral and social development of an individual is being emphasized all the time. The idea
of cultural awareness involves the effort to create not only a qualified and competent user
of the foreign language, but also an active member of the shaping intercultural relations.
In intercultural competence the requirement to perform effectively in different cultural
contexts while encompassing appropriate knowledge, attitudes and behaviour, is chiefly
emphasized. Intercultural competence is thought to be the integration of relevant cultural
knowledge, developed cultural sensitivity and cultural awareness and the ability to merge
them into an effective operating in different cultural settings.
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In this place let us present a general profile of a learner who’s considered being
interculturally competent. Following the basic theoretical assumptions of the intercultural
approach our learner shall:

- Dbe intrinsically motivated to learn not only the language, but also the culture from
which the language is derived,
- understand that cultures influence values, beliefs and behaviour of their members,
- be aware of specific cultural features that have an impact on the way the others
think and act,
- accept, respect and appreciate diverse beliefs, appearances and lifestyles,
- be able to communicate, interact and work positively with individuals from other
cultural groups,
- be aware of social, religious and political motivation and forces which determine
individual cultures,
- have knowledge of both mainstream and non-mainstream cultures,
- be able to take the perspective of non-mainstream groups,
- be aware of differences among groups with the same cultural background, shall
not slip into non-requisite generalizations,
- be aware of existing stereotypes and prejudices, their origins and the harm they
could do if not treated rationally,
- be aware of specific cultural norms and be able to interact successfully in such
environments,
- Dbe able to access resources from other cultures, shall seek opportunities to learn
about them,
- be motivated to exceed course requirements and shall seek opportunities to learn
from various sources and diverse perspectives,
- have the ability to interact in informal content, to converse fluently within idioms,
allusions, slang and the overall surroundings of pop culture.
The above mentioned recommendations have been constructed with support of
propositions developed by Metiri Group in cooperation with NCREL (North Central
Regional Educational Laboratory).

The last point to be mentioned here is the ambiguous tendency in recognizing,
evaluating and interpreting different cultures. Thesis which needs to form a substantial
part of the intercultural approach is embodied in cultural relativism. This anthropological
approach rates all cultures to be of equal value and when studying them we need to do so
from a neutral point of view. This approach doesn't attribute any culture or cultural
feature to be right or wrong, it treats cultures with no absolutes. However, its absolute
relativism has sparked many controversies and here we restrict ourselves only to the
depiction of the essential fact that the theory of cultural relativism suggests the particular
cultures to be perceived and understood in their own meanings and not in the meanings of
other culture. The opposite tendency, i.e., looking at other cultures from the perspective
of one’s own culture and believing that our culture is superior to the other culture, is
called cultural ethnocentrism. This ideology of unequal relationships among cultures is
naturally a threat to any intercultural effort. The question of cultural ethnocentrism
doesn’t relate only to the negative effects the biased judgments towards the studied
culture have on the acquisition of cultural knowledge and cultural awareness. The
cognizance of one’s own culture being judged negatively by the members of target
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culture may lead to various discouraging misunderstandings and hinders the learner’s
effective participation in the intercultural encounter. Both cultural relativism and cultural
ethnocentrism shall therefore be collectively considered, discussed and clearly explained
so that our endavour will meet our expectations and we avoid falling into the cultural
trap.

To teach foreign language from the intercultural perspective is everyday challenge.
The motives for gaining the intercultural knowledge, experience and awareness may vary
from person to person, but the overall aim shall be unified — to participate in a society
where cultural differences don't impede mutual understanding and respect, but are a
source of inspiration and appreciation.
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Resumé

Prispevok sa zameriava na interkultirny pristup vo vyucovani cudzich jazykov,
najmé na rozvoj kultdrneho povedomia, kultirnej vnimavosti a interkultdrnej zru¢nosti.
Ciel'om je rozobrat' suc¢asné pohlady tykajuce sa interkultirnej zru¢nosti a naértnit
vSeobecny profil interkultdrne zru¢ného Studenta. Autorka pristupuje ik otazke
kultarneho relativizmu a kultirneho etnocentrizmu.
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In all languages there are variations of pitch, though not all languages use these pitch
variations in the same way. When we talk about English intonation we mean the pitch
patterns of spoken English, the pitch tunes or melodies, the musical features of English.
All of these aspects are mentioned in the following article.

Key words: intonation, pitch, pitch patterns, modulation of voice, syllable,
rhythm, stress.

When we communicate, we often need or want to express not only the pure facts
of the message we are delivering, but also our feelings and attitude. The reasons for this
are simple. We may be happy, angry, bad-tempered, grateful, bored, sad etc.

However, the process of expressing feelings, emotions, or attitude is a very complex one.
Firstly, the expression of feelings, emotions, or attitude may be genuine (we really feel
happy, angry, bored, etc.) or it may be artificial (we pretend to be happy, angry, bored,
etc.).

Secondly, we express feelings, emotions, or attitude differently with different people.
Thirdly, the intonation is not the only mean by which we express feelings, emotions, or
attitudes. If we pronounce the same sentences in different ways, trying to express
happiness anger or sadness, we will be able to hear that the sentences have different
loudness, tempo, voice quality, etc. All of these factors are of great importance in
conveying attitude and emotions, and they can be divided into two feature groups:
prosodic features and paralinguistic features. (Pavlik, p. 216).

The form of intonation has now been described in some detail, and we will move on to
look more closely at its functions:

- Intonation enables us to express emotions and attitudes as we speak, and this adds a
special kind of meaning to spoken language. This is often called the attitudinal function
of intonation,

- Intonation helps to produce the effect of prominence on syllables that need to be
perceived as stressed, and in particular the placing of tonic stressed on a particular
syllable marks out the word to which it belongs as the most important in the tone-unit.
This has been called the accentual function of intonation.

- The listener is able to better recognize the grammar and syntactic structure of what is
being said by using the information contained in the intonation: for example, such things
as the placement of boundaries between phrases, clauses or sentences, the difference
between questions and statements and the use of grammatical subordination may be
indicated. This has been called the grammatical function of intonation.
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- Looking at the act of speaking in a broader way, we can see that intonation can signal
what is to be taken as new information and what is already given, can suggest when the
speaker is indicating some sort of contrast or link with material in another tone-unit and,
in conversation, can convey to the listener what kind of response is expected. Such
functions are examples of intonation’s discourse function.
Effective communication in speech depends to a great extent on the pitch of the voice
which is generally called in phonetic terminology the melody of speech; the English
phonetic literature uses traditionally the term intonation.
The term intonation refers to the way the voice goes up and down in pitch when we are
speaking. It is fundamental part of the way we express our own thoughts and it enables
us to understand those of others. It is an aspect of language that we are very sensitive to
but mostly at an unconscious level. We perceive intonation, understand it and use it
without having to examine the intricacies of everything we say or hear. (Kelly, p. 86)
The pitch of the voice with which a voiced sound is pronounced is called its intonation.
In connected speech the voice-pitch is continually rising and falling. These variations
produce intonations which may be described as ‘tunes’ or ‘patterns’ or ‘contours’. When
the pitch of the voice rises we have a rising intonation; when it falls we have a falling
intonation; when it remains on one note for an appreciable time, we have level
intonation. The range o intonation is extensive. When people speak, their intonation
often touches notes both higher and lower than they can sing. The range is often wider in
the declamatory style of speech than in conversation. In declamatory style, it is not
unusual for a man with an ordinary voice to use a range of intonation of over two octaves
or even higher, and descending so low that the voice degenerates into a sort of growl
without recognizable pitch. In the case of women’s voices the range of intonations is
generally rather less than two octaves.
English and Slovak intonation have much in common, both in tune structures and in the
subtleties of meaning they convey. The range of degree of highness or lowness of
speaking voice, however, is in English generally greater than in Slovak. Therefore we
should remember to intone the first stressed syllable of English utterances higher than we
are accustomed to do in Slovak. We should also pay attention to properly intoning the
unstressed syllables, for these often make one of the chief differences between English
and Slovak tunes. Good intonation presupposes good rhythmic ability of the sound
sequences forming the syllables of connected speech.
Every language has its own characteristic speech melodies, the different pitches of the
voice combine to make tunes. It is usual view that some people have a better ear for
foreign languages than others. This skill has been variously termed ‘aptitude for oral
mimicry’, ‘phonetic coding ability’ or ‘auditory discrimination ability’.
Speech is also like music in that it uses changes in pitch; speakers can change the pitch
of their voice as they speak, making it higher or lower in pitch. We should remember that
‘high’ or ‘low’ are arbitrary choices for end-points of the pitch scale.
Speakers use pitch to send various messages.
If A had said : “There isn't any money in the drawer’, the B might have repeated the
same words but with gradually rising pitch and this would have had the effect of sending
a message such as :

‘Are you sure - I’m amazed — | was sure | saw some there’.
Alternatively, B might want to send the message:
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‘There is money somewhere at home, but not in the drawer’, in which case he
could do this by using a falling then rising pitch on the word drawer.
In connected speech the voice-pitch is continually rising and falling.
When analyzing the melodies of speech we must recognize some factors which enter into
their composition. It is first of all the direction of the pitch change — fall, rise, then the
position on the scale of pitches used by the human voice — high, mid, low, the range of
pitches — normal, extended , then intensity or the degree of loudness, duration of the
tone on the syllable, and variations in the rate of the pitch change.
Many systems have also been devised to represent intonation graphically. Some
phoneticians use various intonation graphs:
- the system of big dots for stressed syllables and small dots for unstressed
syllables and lines in appropriate places on a stave,
- Dashes and dots, curves, arrows, wedge, symbols, phonetic stress — mark system,
etc.
The dots present level or nearly level pitches, rising or falling lines represent syllables in
which a rising or falling lines represent syllable in which a rising or falling pitch is
clearly perceptible. The graphic representation is generally best placed immediately
above the phonetic transcription of the words, but sometimes, and especially in showing
the intonation of short sentences, it is convenient to place the marks after the words.
Basic types of speech melodies:
1. Falling tune is the type of melody in which the voice fall (descent, glide down)
can be gradual or sudden on the last stressed syllable. If this syllable is followed by some
unstressed syllables, their pitch remains on the same level.
2. Rising tune is the type of melody in which the voice rises. The rise (glide up) can
be either gradual or sudden on the last stressed syllable. If some unstressed syllables
follow after the last stressed syllable the have continually rising tendency.
3. Various combinations of the two basic tunes. The two principle types of speech
melody represent only a very simplified scheme which can be modified in many ways.
They should not be applied too mechanically. Each of them has its own characteristic
features, its own usage and each of them conveys a special shade of meaning and
emotional attitude.
To make some contribution towards the general understanding of the function of
intonation in English we have to take into consideration three major premises:
1. Intonation is significant. Utterances which are different only in respect to
intonation may, as a result, differ from each other in meaning.
2. Intonation is systemic. We do not invent the words that we use in speaking, nor do
we invent the sounds of which they are composed; we learn them, mainly in childhood,
and spend the rest of our lives using the same words and the same sounds. There is
limited number of pitch patterns in any one language, and we use them to produce
definite meaningful effects. It is therefore possible to describe frequently recurring
patterns of pitch and to give rules for their use.
3. Intonation is characteristic. The pitch patterns or tunes are not necessarily the same
in form as those of other languages, nor do they necessarily produce the same effect as
they would in other languages, though there may be resemblances here and there. This
being so, the pitch patterns of any other languages may, and very often do, sound wrong
if they are applied to English, and give rise to difficulties in communication.
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In the first place, the use of a tune which is not normally used in English will give a
foreign accent to the speech or make understanding difficult.

Secondly, and more importantly, in English, the wrong use of a tune in a specific
situation could lead to misunderstandings and possible embarrassment. (O’Connor,
Arnold, p. 1-2).

In conclusion we can say that the intonation alone is not enough to determine a good
accent, or the right way of speaking, although it is true, of course, that a good
pronunciation always includes correct intonation as well as correct articulation and
rhythm. The importance of intonation is mainly to relay different things: by changing the
intonation of a sentence we change the meaning. The choice of intonation is significant.
As our aim is intelligibility, we must know what meaning the individual tones signal.
(Menhard, p. 69)
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Resumé

The treatment and meaning of intonation make some contribution towards the general
understanding of the functions of intonation in English. It is important to emphasize the
relation between intonation and speaker’s attitude to the situation in which he is placed
and to show that sentence structure and speaker’s attitude both play a very important part
in determining intonation pattern.
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The paper deals with the concepts of learning styles and autonomous learning in
the process of learning vocabulary. It points out different kinds of learning styles and
their importance and use in this process. As for autonomous learning, the paper tries to
expose the ways to be used in learning vocabulary and show that learning vocabulary
may be individual and thus more interesting and effective.
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Pri vyucovani a uceni sa slovnej zasoby existuju vieobecne platné zakonitosti, ale
taktiez individualne spdsoby, pretoZe Ziaci pouzivaju pri uc¢eni individualny postup, ktory
je charakteristicky pre urcity ucebny Styl.

Co je teda ucebny Styl? Ked’Ze v uceni ide o kogniciu s prislusnymi procesmi
(vnimanie, pamét’ atd’.), ¢asto sa ucebny Styl zamiena s kognitivnym Stylom. Niektori
chapu oba pojmy ako synonyma, ini povazuju ucebny Styl za podmnoZinu kognitivneho
Stylu. I. Turek charakterizuje ucebny Styl ako ,suhrn postupov, ktoré jednotlivec
v urcitom obdobi preferuje pri uceni. Vyvija sa z vrodeného zékladu, ale v priebehu
Zivota sa meni azdokonaluje.“** Naopak, kognitivny styl je aj sposob, ktory Ziak
preferuje pri prijimani informacii, ale ako uvadza J. Mare$ ,jde oslozku, ktera je
prevéazne vrozena, obtizng ovlivnitelna.“*?

V odbornej literatire sa uvadza niekorko klasifikacii uéebnych Stylov podra
urc¢itych kritérii. My sa vo vztahu k slovnej zasobe chceme sustredit’ na niekol’ko z nich.
Ide o nasledujuce Styly uéenia:

Uéebné Styly podrl’a zmyslovych preferencii

Je prirodzené, Ze Ziaci sa odliSuju pri uceni tym, ktoré zmysly prednostne
vyuZivaju — vizuélny, auditivny, pripadne Kinesteticky spdsob ucenia sa. Ugitel’ by mal
byt schopny diagnostikovat’ dany preferovany Styl a poméct’ Ziakom tento Styl rozvinat’
v ich prospech.

Ucebné Styly podPa prevazujucich druhov inteligencie
H. Gardner (1983) opisal sedem druhov inteligencie, ktoré sa podla neho
v udskom mozgu vyvinuli evolu¢ne. Chceme zdéraznit, Ze kazdy ¢lovek méa vetky

12 TUREK, I.: Inovacie v didaktike. Bratislava: Metodicko-pedagogické centrum, 2004. s. 85.
B MARES, J.: Styly uceni 7aku a student:i. Praha: Portal, 1988. s. 55.

78



druhy inteligencie, ale niektoré (obycajne 2 aZ 3) byvaju viac rozvinuté. Ide o nasledujuce
druhy inteligencii, ktoré mdzu byt efektivne vyuZité aj pri vyucovani slovnej zasoby:

Pohybova inteligencia

Ak bol vysSie uvedeny kinesteticky Styl ucenia, mbéZzeme tento Styl a principy jeho
vyuZitia aplikovat’ na pohybovl inteligenciu. V z&sade Ziaci preferujd pohyb
a manipuldciu s jazykom — so slovnou zasobou.

Lingvisticka inteligencia
V ramci tejto inteligencie si Ziaci osvojuju abez problémov spraclvaju ¢itany alebo
pocuty text. Takito Ziaci pouzivaju jazyk plynulo s rozsiahlou slovnou zésobou.

Hudobna inteligencia

V suvislosti so slovnou zasobou je hudobna inteligencia urah¢ujici prvok pri osvojovani
si vyslovnosti a rytmu vyucovania slovnej zasoby. Prostrednictvom spevu si Ziaci 'ahSie
a ucinnejSie zapamétavaju konkrétnu slovni zasobu.

Vizuélno-priestorova inteligencia

Ziaci s touto inteligenciou majd vyvinuty zmysel pre orientaciu a lepsie si zapamatavaji
slovn( zasobu, ktord je vizuéalne podloZena prostrednictvom obrazkov, plagatov, filmov
a podobne.

Matematicko-logicka inteligencia

Ziaci s matematicko-logickou inteligenciou maju radi logické zddvodnenia a prepojenia.
Pri slovnej zéasobe im tak vyhovuje klasifikacia podla urgitych logickych vztahov
a suvislosti, ako je napriklad dedukcia vyznamu slova na zaklade uz nau¢enych pravidiel,
napriklad o tvoreni slov atd’.

Intrapersonalna inteligencia

V pripade tejto inteligencie su Ziaci vnimavi kvlastnym prednostiam, pripadne
nedostatkom, ktoré ich nasledne vedu kstratégiam zvySujacim ich sebad6veru
a origindlne napady, napriklad aj vo vedeni si vlastnych slovnickov.

Interpersondlna inteligencia

Interpersonélna inteligencia vedie Ziakov k vnimaniu potrieb inych. KedZe aj jazyk
aslovna zésoba je ovzajomnej komunikacii, Ziaci stouto inteligenciou inklinujd
k vyuZitiu slovnej zasoby v ramci jazyka v rolovych hréach, v interview a pod.

Ziaci s globalno-analytickou dimenziou uéenia

V stvislosti s uvedenou dimenziou ucenia Z. Strakova charakterizuje
nasledujuce typy Ziakov:

Ziaci s analytickou dimenziou maju tendenciu analyzovat jazyk, hlavne gramatické
detaily. Ztoho vyplyva, Ze nemaju zalubu v komunikativnych aktivitach, ale
uprednostiiuji analyzu jazykov. Vo vSeobecnosti tito Ziaci neradi pracuju so slovnou
zasobou (napriklad, hradanie synonym, antonym atd’). Ucitel’ by tak mal vziat' do Gvahy
potreby zamerania tychto Studentov a prispésobit’ vyucovanie slovnej zésoby tymto
Ziakom kreativnejSim a motivujicim spdsobom.

4 porov. STRAKOVA, Z.: Introduction to Teaching English as a Foreign Language. PreSov: Fakulta
humanitnych a prirodnych vied PreSovskej univerzity, 2004. s. 19.
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Na druhej strane, Ziaci s globalnou dimenziou neinklinujd k analyzam, ale uprednostiuju
pracu so slovom ako takym. V takomto pripade preferuji predovsetkym aplikaciu slovnej
zasoby v komunikacii.

V sQvislosti s charakteristikou spomenutych preferencii chceme zdéraznit’, Ze
prechod medzi jednotlivymi preferenciami nemusi byt’ aZ taky striktny, a preto je mozne,
Ze niektori Ziaci patria do oboch skupin. Napriek tomu ucitel’ by mal zobrat’ do Uvahy aj
takého ich zameranie.

Sme presvedceni, Ze vysSie spomenuté ucebne Styly a ich klasifikacia mézu
podporit aulah¢it aj ucenie sa slovnej zasoby. Ziak ma tak moznost pracovat
individualne a efektivnejSie, zvolit’ si vlastny spdsob zaznamenavania si slovnej zasoby
do slovni¢kov. V lingvodidaktike a pri u¢eni sa slovnej zasoby sa to odréZa v uplatiiovani
autoregulac¢nych procesov uciaceho sa Ziaka spolu s reSpektovanim jeho individuéalnych
zvlastnosti. Centralnymi terminmi sa tak stvaju autonémne ucenie a stratégie ucenia.

Podra V. Janikovej je ,,autonomni uceni se slovni zdsob¢ je oznacovano jako
schopnost osvojovat si lexikalni jednotky ciziho jazyka samostatn&.“'> Hoci osvojovanie
si slovnej zasoby takouto formou je vlastné kazdému Ziakovi, predsa sa ju musi ucit,
pripadne odhalit’ jej podstatu. Znalost' ako toho dosiahnut’, vychadza z nasledujucich
zakladnych principov:

0 Kazdy Ziak mé prebrat’ vlastnu zodpovednost’ za rozsah a spracovanie slovnej zasoby.
o0 Organickou st¢ast'ou autondmneho ucenia sa slovnej zasoby je zoznamovanie sa
so stratégiami, ktoré si Ziak sam voli a ktoré mu najviac vyhovuiju.

Co su ale stratégie a ako ich ma ziak vyuzit? ,,Strategie uceni jsou definovany jako
posloupnost ¢innosti pri uceni, promyslené fazenych tak, aby bylo mozné dosahnout
ugebniho cile.“*® Ich vyuZitie je zavislé od zaradenia do konkrétnej skupiny, napr. medzi
priame, pripadne nepriame stratégie.

» Priame stratégie

Podra Williamsa a Burdena®’ sti priame stratégie také, ktoré sa priamo z(&astiujd v
procese osvojovania si cudzieho jazyka — slovnej zasoby. Priame stratégie su dalej
rozdelené na pamétové, kognitivne a kompenzac¢né stratégie.
Pamarové stratégie aich efektivne pouZitie sa znacnou mierou podiel'ajd na dlhodobej
retencii slovnej zasoby. Ide tu predovsetkym o aplikovanie mnemotechnickych pomécok
s vyuZzitim asociécii, logického triedenia informéacii, ¢i spatna kontrola.
Kognitivne stratégie, medzi ktoré patri rychle vyh/adanie a porozumenie informacii,
pripadne zoznamenie sa zbezne s textom, ¢i kurzorické ¢itanie. Dalej je to kontrastivna
analyza porovnavania dvoch jazykovych systémov — slovnej zédsoby, to znamena,
pribuzné, pripadne rozdielne ¢&rty slovnej zasoby dvoch jazykov. Poslednym typom
kognitivnych stratégii je utvaranie Struktury pre ziskanie a pouZitie informacii, ¢o je
vlastne rozvijanie efektivnych spdsobov, akymi si Ziaci robia poznadmky z réznych
zdrojov.

15 JANIKOVA, V.: Osvojovani cizojazycné slovni zasoby a ucebni strategie. In: Cizi jazyky, ro¢. 48,
2004/2005, ¢. 2, s. 43.

16 JANIKOVA, V.: Osvojovani cizojazycné slovni zasoby a ucebni strategie. In: Cizi jazyky, ro¢. 48,
2004/2005, ¢. 2, s. 42.

" porov. WILLIAMS, M - BURDEN, R.: Psychology for Language Teachers. Cambridge University Press,
1997. s. 149.
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Kompenzacné stratégie maju vel’ky vyznam, nakolko vzdy sa mézZu v jazyku vyskytnat
situacie, ked’ si Ziaci nevedia spomenut’ na slovo. Kompenza¢né stratégie v podobe
nasledujdcich foriem pinia potom zéstupni funkciu. Z. Strakova'® vymen(va nasledujice
formy kompenzac¢nych stratégii:

Odhad vyznamu. Casto sa stava, Ze Ziaci nepoznaju slovo, pripadne viac slov. Preto je
potrebné viest' Ziakov k odhadovaniu slova podrla kontextu aplikaciou réznych aktivit.
Vyhybacie techniky. V pripade, Ze si Ziaci nevedia spomenut’ na slovo, mali by byt
schopni vyuzit alternativne spdsoby, akymi st napriklad preklad, definicia, opis atd’.
Premys/acie techniky. S vyuzitim takychto technik ma Ziak moznost ziskat' ¢as na
premyslenie toho, ¢o chce povedat. V praxi to znamend zopakovanie otazky,
predstieranie, Ze Ziak nepocul, pouZivanie zvukov, ¢i pouZivanie fraz.

> Nepriame stratégie

Ako uZ vyplyva z ndzvu, nepriame stratégie hoci nepriamo, ale v zna¢nej miere
ovplyviiuja ucéenie sa cudzieho jazyka, v naSom pripade slovnej zasoby. Opat’ ich moze
rozdelit’ do niekol’kych kategorii:
Metakognitivne stratégie, ktoré koordinuju ucebny proces vzmysle zamerania
pozornosti, organizacie a planovania procesu ucenia sa ¢i hodnotenie u¢ebného procesu.
Afektivne stratégie sa tykaju predovsetkym emocionalnej stranky ucenia, pricom zahrnaju
také dolezité aspekty ucenia sa ako zniZenie stresu, povzbudzovania sa.
Socialne stratégie vyjadruju a podporuju charakter jazyka predovsetkym v komunikacii
a v kooperacii. V tejto suvislosti je nevyhnutné spomendt, aké je dolezité vytvaranie
pozitivnej klimy v triede, aby Ziaci mohli komunikovat'.

V zavere prispevku je vhodné poukédzat' na niekolko dolezZitych skuto¢nosti.
V prvom rade by sme mali uviest, Ze v poslednych rokoch dochadza k vyraznému
odklonu od behaviordlneho ucenia k u¢eniu kognitivnemu. To znamena, Ze sa nekladie
doéraz len na to, aku slovnl zasobu sa Ziak u¢i, ale aj akym spdsobom sa ju Ziak uci.

Do vyucovania preto treba zakomponovat’ lexikalne aktivity spojené s konkrétnou
stratégiou, ktoru si Ziaci osvoja a vedia ju pouzit’. V pripade, Ze si Ziaci neosvoja spravne
a efektivne stratégie zostavaju zavisli na ucitelovi. Ucenie sa slovnej zasoby ma preto
byt aj napriek vSeobecne platnym zakonitostiam individualizované.
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Resumé

Prispevok sa zaoberd vyuZitim ucebnych Stylov aautondmneho ucenia v suvislosti
s cudzojazy¢nou slovnou zasobou. Predklada vybrané druhy ucebnych Stylov a rozobera
autonémne ucenie vo vztahu k slovnej z&sobe, aplikovanim podrobnejSie rozobranych
priamych a nepriamych stratégii. Zamerom je tymto spdsobom poukazat’, Ze vyucovanie
a ucenie sa slovnej zasoby mdze byt zamerané na kazdého ziaka individualne a tym sa
moZze stat’ zaujimavejSim a efektivnejSim.
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The paper deals with social and cultural identity of a social group. It defines the way the
group behaves towards other social groups. Cultural identity can cause problems of
a different kind. Their form is also a subject matter of this article. Social identity is shown
as an influential factor having an important role in intercultural communication as well as
for intercultural understanding.
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Cultural identity of a social group is very closely interconnected with the
cultural tradition. On the basis of its own cultural identity the social group chooses from
the cultural products and values of the past those that support its identity. On the contrary,
a summary of the cultural tradition forms the cultural identity. They originate at the same
time and they change together. The change of the cultural tradition causes the change of
cultural identity. This is also true vice versa.

What is cultural identity? There exists a great number of opinions and ideas about what
cultural identity is. The 20th century and the present days observe this term in the
connection with patriotism, national pride, the feeling of belonging to a certain social
group and co-operation in the framework of the group. On the other hand, it is connected
with separation, closing of the group itself.

The term cultural identity covers two very important concepts. The first is the "concept of
identity"”, which has a psychological meaning. "ldentity refers to the perception which
each individual has of himself, that is to say, the perception of his own awareness of
existing as aperson in relation to other individuals, with whom he forms a social
group.”(Perotti,1994). This conception of cultural identity reflects the reciprocal
recognition of the individual and society. And so it is not individual. By mentioning the
cultural identity of an individual his global identity is meant. It is "the constellation of
several identities pertaining to a number of distinct cultural adjuncts."(Perotti, 1994).

The cultural identity carries in itself a picture of the society about it itself, its historical
experience. It relates to a certain language and ceratin patterns of behavior, as well as to
other identification signs of the group.

The rise of the awareness of one’s cultural identity plays important roles. They are
classified as the following functions:

- an outward communication function

- an inward communication function
- afunction of transfer
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The cultural identity helps to communicate among cultures. If two cultures with
a developed cultural identity meet, the understanding between them is easier. However,
the communication between them comes up against difficulties when the two cultures are
not aware of their tradition. It follows from the foregoing that the awareness of one’s
cultural identity can promote the communication with other culture. The aforesaid can be
applied also inside a certain culture. If the members of the culture are aware of their
tradition and of their own cultural identity, if they follow the same norms, the
communication among them is facilitated. With the communication directed inside
a social group also transfer of a certain culture to futher generations is connected. This
cultural heritage is significant because this is the only way that a nation can survive as
a community. If they do not want to break up to isolated individuals they have to be
aware of their cultural identity and try to transfer it. To be aware of a group’s cultural
identity means to know which values, norms or ideas and what kind of culture the group
considers as its own.

The process through which the culture of a society is transmitted to the new generation is
called socialisation. It is connected with the development of an individual’s identity.
A distinction has to be made between primary socialisation taking place in the family,
and secondary one taking place at school and in contact with different groups especially
with peer groups.

It is necessary to mention in this context that to transfer the cultural identity is not
enough. As it concerns its survival the culture of the group must adapt itself to the
constantly changing conditions of life. Without the change of the group and without
changes in its structure and its relations the group perishes. The group dies out spiritually
when there are no changes in the character of the cultural identity. The best way how to
adapt to new conditions is to communicate with other culture and to exchange the
contents and forms with the other culture. This other culture does not have to be related
or close culture. The exchange of ideas, contents and norms can be applied also to the
remote cultures built upon completely different principles.

The main factors that influence the exchange of the cultural identity are: family and
communication with other cultures. It is obvious that the impact is not straightforward, it
is transformed in a complicated way through various layers of the cultural identity of the
social group. Cultural identity can cause different problems in the communication of
cultures. Even conflicts may appear. A basic form of these conflicts was described by R.
A. Smith (1983):

- Exegesis: the conflict appears within the same cultural tradition. The reason is that
society realises its own errors, but it idealises the culture of a different society. The
society wants to follow the other society. This is a typical behavior of the countries
of the Central and Eastern Europe after 1989.

- Dogmatism: the society understands its own culture as an authority. It egocentrically
directs at itself only. The own cultural identity is understood as an example for other
cultures. The result is a conflict arising from cultural misunderstandings.

- Agnosticism: the society ignores the realtions of culture to other social connections.
It rates its own cultural identity as well as the cultural traditions of other cultures
only from cultural point of view. This causes a deep misunderstanding of one’s own
culture.
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- Dialectic relation: the society is willing to communicate with other cultures. This
leads to a useful exchange of norms, ideas and values. The result is a vital culture
with an adequate cultural identity. Such culture is self-conscious, but does not
overvalue itself. The society sees and accepts itself and other cultures as they are, i.e.
with all their negative and positive features.

Social identity is very closely conntected to the above mentioned. It is an approach that
analyses how we understand "the others", how people of one social group interact with
and react to people of another social group. One of the greatest investigators of the notion
of social identity was H. Tajfel. According to him:"The characteristics of one’s group as
awhole (...) achieve most of their significance in relation to perceived differences from
other groups and the value connotations of these differences (...) the definition of a group
(national or racial or any other) makes no sense unless there are other groups
around."(Tajfel, 1978). He refers to 'perceived differences' and reminds us that social
identity is a powerful influence on the way we see others and ourselves. Social identity is
thus a mean by which we perceive the people with whom we come into contact. It
involves, for the individual:

- use of categories to organise and cope with the complexity of reality, and these are
not arbitrary but conventional, socially constructed

- categories / social identities being created by comparison and contrast

- people identifying with the categories, accepting social identities, although they can
also break out of the norms and act in unexpected ways

- categorisation being made easier, but also less helpful, by simplification or
stereotyping

Social identity is important from the foreign language teachers” point of view. It can be
related to learners” common sense beliefs about people who speak othet languages. It is
significant for intercultural communication as well. Students of a foreign language very
often create stereotypes about the nation whose language they are learning. These
stereotypes are either positive or negative, but in both cases a little bit deformed. The
social identity theory helps one one hand teachers to understand how such stereotypes
arise and how the process of categorising people functions. On the other hand it may also
help students to understand their own identity, how the others perceive them and how
they relate to others. Since communication with others is influenced both by one’s beliefs
about them and one’s belief about oneself, teaching material which is based on social
identity theory will be a beneficial basis for the expansion of language learner’s
intercultural communicative competence.

Claire Kramsch tells about the interculture the following: "The term intercultural usually
refers to the meeting of two cultures or two languages across the political boundaries of
nation —states. They are predicated on the equivalence of one nation — one culture — one
language, and on the expectation that a ‘culture shock’ may take place upon crossing
national boundaries. The term intercultural may also refer to the communication between
people from different ethnic, social, gendered cultures within the boundaries of the same
national language. Both terms are used to characterize communication, say, between
Chinese-Americans and African-Americans, between working class and upper class
people, between gays and heterosexuals, between men and women. Intercultural
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communication refers to the dialogue between minority cultures and dominant cultures,
and are associated with issues of bilingualism and biculturalism.” She also tells about
interculture: "The ability to acquire another person’s language and understand someone
else’s culture while retaining one’s own is one aspect of a more general ability to mediate
between several languages and cultures, called cross-cultural, intercultural, or
multicultural-communication."(Kramsch, 1998)

Interculturalism involves concentrating neither on differences nor on the need to
assimilate, rather it means using cultural differences and comparable social conditions as
the basis for seeking mutual understanding and interchange and breaking down the
barriers between the various communities, including the native communities.

LITERATURA:

MISTRIK, E. and colleagues: Culture and Multicultural Education. Bratislava 1999,
ISBN: 0226785955, 250 s.

PEROTTI, A.: The Case for Intercultural Education. Council of Europe Press 1994,
ISBN: 92-871-2326-8, 180 s.

SMITH, R.A.: Forms of Multicultural Education in the Arts. Journal of Multi-cultural
and Cross-cultural Research in Art Education. No.1.1983, ISSN: 00393541, 200 s.
TAJFEL, H.: Differentiation between Social Groups.London, Academic Press 1978,
ISBN 84-699-6940-4, 225 s.

TRNKOVA, M.: Intercultural Issues in Discourse. In: Zbornik z konferencie

s medzindrodnou Ucastou. Discourse Studies, Trends and Perspectives, FF UKF, Nitra
2006, s.145-148, ISBN 80- 8094-029-0

Resumé

Prispevok sa zaoberd pojmami kultdrnej a spolocenskej identity. Autorka prezentuje
teoretickl charakteristiku oboch pojmov, ktoré sa stadvaju neoddelitelnymi prvkami
interkulturnej vychovy avzdeldvania. Kultdrna a spologenska identita, teda to, ako
skupina vnima seba, svoje tradicie a reaguje na iné skupiny a jej vztahy k nim je kId¢om
k pochopeniu a zaroven i umozneniu bezkonfliktnej interkultirnej komunikéacie.

Princip tedrie spolocenskej identity poméha ucitefom cudzieho jazyka pochopit’ proces
vzniku predsudkov Ziakov voéi kultdre ciel'ového jazyka a na strane druhej mbze poméct’
Studentom pochopit’ ako oni vnimaju seba a ako st vnimani inymi.
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Pamat’ v procese vyucovania slovnej zasoby
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Abstract: CHOVANOVA, E.: Memory in the process of teaching vocabulary:
Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2007, no.11, pp.87-92.

Teaching and learning vocabulary is a complex process with a great number of
questions to answer. One of them is also the process of retention, namely the role of
memory. The purpose of this paper is to point out the stages of retention, factors and
strategies which refer to this process and may influence learning vocabulary in a great
deal.

Key words: memory, retention, factors and strategies of retention, learning
vocabulary.

Zapamatavanie, zabudanie, atd’., su javy, ktoré su vietkym znéme, pretoze
ide o prirodzené procesy. Pochopenie tychto procesov sa mdze stat’® vyznamnym
prvkom aj vo vyuéovani a uéeni sa slovnej zasoby. V prvom rade by sme si mali
vysvetlit’ pojmy tykajuce sa tychto procesov.

Pamat je podla M. Nakone¢ného ,,sklad informaci organismu, z néhoz maze individuum
vyvoléavat zpravy o minulych udalostech.“*°

Pamat ako taka mbéZe byt rb6zneho druhu (napriklad ontogeneticka,
fylogeneticka...). Z ndSho pohl'adu bude pre nas zaujimava prednostne jazykova pamét,
ktord sa uplatnuje pri osvojovani lexiky cudzieho jazyka.

Ucenie a zapamétanie si slovnej zasoby nie je urcené len nejakou zafixovanou
postupnostou, pretoZze paméat je nielen zapamatavanie, ale aj schopnost prijimat,
spracovavat, triedit a podla potreby vybavovat informacie. Dokazuje to aj vyskum?
(Craik a Lockhart 1972), ktory uvadza, Ze existuje Uzky vztah medzi kognitivnymi
procesmi auchovavanim informécii v paméti. Zuvedeného vyplyva, Ze pamait
a pamat'ové procesy maju komplexnejsi charakter. Prave preto by sme chceli poukazat’ na
suvislosti medzi paméat'ou a slovnou zasobou. Upriamime sa tak na dva kI'G¢ové javy,
ktoré maju relevantny vztah v procese osvojovania si slovnej zasoby. Ide o zapamétanie
a zabldanie.

Zapamatanie

Féaza zapamatania si nového lexikalneho javu sa zacina v skuto¢nosti uz pri jeho
prezentéacii. Ziak méa tak moznost vSimnGt' si jednotlivé aspekty slova. Input (vklad)
spojeny stakymto lexikdlnym javom je vtomto pripade na receptivnej uUrovni, to
znamena, Ze vychadza z poc¢uvania, ¢itania, pripadne s nasledujdcim vyuZitim slovnika.

¥ NAKONECNY, M.: Encyklopedie obecné psychologie. Praha: Academia, 1997. s. 201.
2 norov. CARTER, R. - McCARTHY, M.: Vocabulary and Language Teaching. Essex: Longman Group
UK Limited, 1988. s. 65.
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Ako uvédza R. Repka, ,,zapamétanie si nového lexikalneho javu by sa vSak nemalo
realizovat’ len na zaklade tohto slovnika.*?!

Zapamaétanie si akéhokol'vek javu, nevynimajic slovnu zéasobu, prebieha v troch
fazach.

» Vstupna faza — kratkodoba pamat

Zapamétanie na udrovni kratkodobej paméti sa zacina vnimanim. Z hladiska
vyucovania slovnej zasoby tu zohravaju doélezitd dlohu podnety zmyslového charakteru,
pretoZe ,,z hlediska neurofyziologie je priibeh kratkodobé pamati povahy bioelektrické.“%
Chceme zdoraznit’, Ze ucitelia by tak nemali podcenovat’ tento fakt. Prave naopak, vyuZit
ho v prospech Studentov znamena efektivnejSie osvojovanie slovnej zasoby.

Kratkodoba pamat’, alebo niekedy sa nazyva aj ako pracovna pamat’, sa podiela aj
na samotnom porozumeni reci, ale takisto, naopak, poruchy v kratkodobej pamiiti,
predovsetkym obmedzenost’ jej kapacity, sa mbzu udeti prejavit v nedostatocnom
rozvoji ich slovnej zasoby. Podstata kratkodobej pamate je v tom, Ze dokaze udrzat
obmedzeny pocet slov na obmedzeny ¢as atu sa vynara aj odpoved’ tykajuca sa
vyucovania konkrétneho poc¢tu slov pocéas vyucovacej hodiny. Urcite kvantita slov je
rozhodujuci faktor, o ktorom sa zmienime eSte neskdér. Nateraz len uvedieme, Ze
~pamatovy vykon rastie s pribadajicim vekom,“* ateda star$i Ziaci su schopni
absorbovat’ viac slov.

Ked'Ze ciel' vetkych ucitel'ov je dosiahnutie automatizacie slovnej zasoby v jej
pouZzivani, je len prirodzene, Ze snaha dosiahnut’ tento efekt sa spaja s prechodom
informécii  z krdtkodobej do dlhodobej paméte. ESte predtym vSak dochédza
k medzi¢lanku - k druhej faze.

» Prostredné faza

Tato faza je odlisné od prvej fazy, pretoze ide o biochemicky proces. Z hradiska
zapamétania si slovnej zasoby ma tato etapa dolezity vyznam, pretoze, ako uvadza autor
knihy Uceni nemusi byt muceni, ,jestlize v této strednédobe fazi neni nova informace
posilovana, biochemické procesy déale nepokracuji ainformace zcela vymizi.“** O
stratégiach a impulzoch, ktoré méze v znac¢nej miere ovplyvnit’ tato a nasledujicu etapu,
sa zmienime neskor.

> Vystupnéa faza — dlhodobéa pamat’

Dlhodoba pamat’, na rozdiel od kratkodobej pamate je schopna udrzat’ informéacie
dIhsi ¢as. Mnohi autori zastavaju nazor o obdobi celého Zivota. Z hlradiska kapacity nie je
limitovana, na rozdiel od kratkodobej pamate. V savislosti s vybavovanim si slovnej
zasoby je ¢as pri dlhodobej pamati dIhsi ako pri kratkodobej pamati.

Uz bolo spomenuté, Ze zamerom vyuc¢ovania a ucenia sa slovnej zasoby je
dosiahnut’ to, aby si Ziaci osvojili slovnl zasobu pevne a trvalo prave retenciou v spojeni
s dlhodobou pamatou. Uvedomujeme si, Ze toto sa mdze uskutocnit’ predovsetkym
zasluhou manipulécie s jazykom. V pripade u¢enia sa a zapamaétania si slovnej zasoby to

2 REPKA, R. — GAVORA, P.: Didaktika anglictiny. Bratislava: Slovenské pedagogické nakladatel’stvo,
1987. s. 143.

22 SOVAK, M.: Uceni nemusi byt muceni. Praha: Statni pedagogické nakladatelstvi, 1990. s. 43.

% REPKA, R. — GAVORA, P.: Didaktika anglictiny. Bratislava: Slovenské pedagogické nakladatel’stvo,
1987. s. 139.

2 SOVAK, M.: Uceni nemusi byt muceni. Praha: Statni pedagogické nakladatelstvi, 1990. s. 44.
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znamena ,,finding some element already in the mental lexicon to relate to new lexical
information to.“* Toto je uskutocnitelné viacerymi spdsobmi a s vyuZitim roznych
stratégii, ktoré mdzu podstatnym spdsobom ovplyvnit’ retenciu slovnej zasoby. Zaroven
chceme zdb6raznit, Ze ide o proces vyZadujuci si mnozstvo Usilia aj zo strany samotnych
Ziakov. Prave preto v nasledujlcej ¢asti uvadzame ako jedno z vychodisk efektivneho
ucenia sa slovnej z&soby aj autondmne ucenie. Predtym sa v8ak chceme pristavit’ pri
stratégiach, ktoré vyznamnym spdsobom ovplyviujd zapamatanie si slovnej zasoby.

Stratégie ovplyviiujlce proces zapamatania si slovnej zasoby:

Vo vztahu Kk vyucovaniu slovnej zasoby mdézeme vyuzit' nasledujice typy
stratégii:
Utvaranie mentélnych prepojeni, kam zarad’ujeme predovSetkym utvaranie spojeni —
zvukovych, obrazovych, pocitovych, pojmovych, ¢&i zoskupovanie, to znamena
zorad’'ovanie slov podrla urcitych kritérii. VyuZivanie obrazového materidlu sa stiva
v tomto pripade kumulaciou spominanych druhov mentélnych prepojeni, pretozZe ,,obrazy
apeluju na skdsenostny svet pozorovatela. Na vyucovani cudzich jazykov sa tento
skasenostny svet popri predchadzajucich vedomostiach o preberanej téme podstatne
formuje postojmi a stanoviskami vogi cudzej kulttre.“?
VyuZitie zvukov a predstav, kam patria stratégie typu k/Ucove slova, ¢i sémantické mapy.
Struktirované opakovanie - jeho podstata spo&iva v opakovani slovnej zasoby vo vopred
zadanych intervaloch. Napriklad, najskér po 10 minatach, potom po 20 minatach, po
hodine, po dvoch hodindch apod., pricom by sme nemali zabudat na zakonitosti
ovplyvnujlce proces zapaméatavania. Podl'a vyskumov ,,dosahuje naSe kratkodoba pamét
nejvyssi vykonnosti medzi 9. — 10. hodinou dopoledni, zatimco dloudobd pamét’ je

najefektivnejsi medzi 15. — 16. hodinou odpoledne**’.

Okrem uz spomenutych stratégii st to v nemalej miere aj asociacie a d’alSie mnemotechnické techniky, kam mozeme
zaradit’ asocidcie, ¢i Specificky mnemotechnické pémocky.

V procese zapaméatavania jestvuju isté zakonitosti, ktoré zvySuju efektivitu
pamadti, vychéadzajuc zo samotného charakteru paméte aspojené so pedagogicko-
psychologickymi faktormi. VV prvom rade su to zakony vplyvajlce na efektivnost’ pamate.
Ide o nasledujuce zakony:

» Z&akon opakovania a precvicovania. ,,Na z&klade vyskumov sa zistilo, Ze jednou

z najvyznamnejSich podmienok efektivnosti opakovania je to, aby sa do opakovania
vnasala réznorodost’.“?® Okrem toho G&innost’ opakovania je tym vacsia, ¢im je pri fiom
Ziak viac aktivnejsi.

> Zakon spatnej vazby. Ucelom spatnej vazby je presvedéit sa, ¢i osvojovanie

slovnej zasoby prebieha spravne.

» Zakon motivacie. Je nesporne, Ze motivacia ovplyviuje aj proces samotného

% SCHMITT, N.: Vocabulary in Language Teaching. Cambridge: Cambridge University Press, 2000. s.
132.

% | AGEROVA, V.; HRASNA, M.: Krajinoveda sobrazmi. In: Interkultirne dimenzie vo
vyucovani cudzich jazykov. Zbornik abstraktov. Nitra: Univerzita Konstantina Filozofa v Nitre, Filozoficka
fakulta, 2006. s. 72.

2" SUCHANKOVA, H.: Vnimani a pamé pii osvojovani cizojazycné slovni zasoby. In: Cizi jazyky, rog.
47, 2003/2004, ¢. 4, s. 131.

% BOROS, J.: Z&klady psycholdgie. Bratislava: Slovenské pedagogické nakladatel’stvo,1987. s. 151.
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zapamdtania, a teda kvalita motivacie merne ovplyvnuje kvalitu zapamaétania si slovnej
zasoby.

» Zakon transferu. Predchadzajuce informéacie, vedomosti vplyvaji na osvojovanie
dalSich informécii — slovnej zasoby. Transfer tak mdze podporit, alebo skomplikovat
udrzanie slov v paméti. V podstate eXIStUJU Styri faktory, ktoré ovplyviuju prenos. Ide
o nasledujtce faktory, ako ich spomina® autorka knihy Ucinné vyucovani v kostce.

- Podobnosz. Cim je podobnost’ medzi slovami vigsia, tym moze dojst’ k lepdiemu
prenosu. Tu musime ale zdéraznit' dalSi fakt. Je to niekedy prave jazyk a podobnost’
lexikélnych jednotiek, ktoré mdzu vyvolat’ opa¢ny efekt. Napriklad slova quiet — quite.
V pripade, Ze by takéto slova podporovali negativny prenos, ich uc¢enie naplanujeme
oddelene a zd6raznime rozdiely medzi nimi.

- Asociacie. Ich prezentacii auplatneniu sme sa venovali v predchadzajlcej casti
podrobnejsie.

- Stuperr predchadzajucich vedomosti mé& urcite nezanedbatelny vplyv na dalSie
vedomosti. V pripade, Ze chyba predchadzajuca vedomost, tazko mo6Zze dojst’
k pozitivnemu transferu. Ako priklad méZzeme uviest’ situaciu, ked’ ma Ziak najst’ slovo
opa¢ného vyznamu kslovu beautiful, t. j. ugly. Ak ale Ziak nema dostato¢nd
predchéadzajucu vedomost’ o slove beautiful, tazko bude vediet najst’ slovo ugly, ako
slovo opac¢ného vyznamu.

- Charakteristické znaky. Ako uz bolo spomenuté napriklad v pripade synonym, Ze bezne
sa nevyskytuji absolGtne synonyma, musia tak existovat’ ur¢ité charakteristické znaky
takychto synonym ¢i inych slov. Poznanie takychto charakteristickych znakov aich
identifikacia vedie k pozitivnemu transferu a nasledne k efektivnejSiemu zapamaétaniu.

Okrem uZ spomenutych zadkonov existuje eSte niekol’ko d’alSich faktorov. Ide
hlavne o mnoZstvo slovnej zasoby, pouZivanie slovni¢kov, vplyv motivécie uéit’ sa
slovnu zasobu, ¢i aktivizacia Studenta, ktora ,,je neustdle podnecovana aten je
vedeny kuvedomelému - kognitivnemu a kreativnemu uceniu ak nacviku
komunikécie v realnych situaciach. .

Zabudanie

ZabuUdanie je prirodzenym, ale pre Ziakov a takisto ucitel'ov neziaducim faktom.
Ako teda predchadzat’ zabudaniu? V prvom rade by sme si mali vysvetlit' niekolko
faktorov, ktoré zabudanie ovplyviiuju.

Z hradiska zabudania slovnej zasoby by sme mohli len pripomenudt
najvSeobecnejsi fakt, a to Ze zabldanie sa vyskytne v pripade, ak slovo bolo len relativne
absorbované, teda nie zafixované. Uvedomme si vSak, Ze vyznam slova je skor
predisponovany k zabudaniu ako ostatné aspekty slova — vyslovnost, gramatika...
Do6vodom je to, Ze slovna zasoba je suborom jednotiek — slov, anie gramatickych
pravidiel. Prave preto je aj produktivna slovna zasoba viac predisponované k zabudaniu
ako receptivna slovna zasoba. Proces zabudania je ovplyvneny aj uroviou Ziakov, a tak

2 porov. HUNTEROVA, M.: U¢inné vyucovani v kostce. Praha: Portél, 1999. s. 97 — 101.
% BORSUKOVA. H.: Postavenie a funkcia odbornej lexiky v cudzojazycnom vyucovani. Nitra: Slovenské
pol'nohospodarska univerzita v Nitre, 2004, s. 49.
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»more proficient learners will lose relatively less of their language knowledge than
beginning learners.“**

Druha relevantna otazka znie: preco Ziaci zabUdaju alebo si nevedia spomenut’ na
slovo, o ktorom sme predpokladali, Ze je uz su¢astou dlhodobej paméte? Ako odpoved’
uvéadzajl autori knihy Working with Words *? v podobe dvoch teérif.

1. Decay theory (teoria rozkladu). Slovo nie je mozné pripomenut’ si, pretoZe nebolo
pravidelne a efektivne aktivované, a teda nasledne sa vytraca z pamati, pripadne navzdy
sa z nej strati.

2. Cue-dependent forgetting (zabudanie v zavislosti od pritomnosti, pripadne absencie
podnetu). V takomto pripade je slovo — informéacia v pamati, avSak Ziak potrebuje vhodné
podnety, ktoré slovo z paméte vyvolajd. Je zndme, Ze pri urcitych typoch napovedy si
Ziaci spomend na slovo omnoho skdér ako bez nich. Ako priklad mdzeme uviest
nasledujlce napovedy:

0 Povedz meno zvierat'a, ktoré sa zacina na pismeno C.

0 Povedz slovo, ktoré sa zacina pismenom C a pomenuva zviera.

Pri prvom zadani budu Ziaci reagovat’ omnoho rychlejSie a bud schopni si spomenut’ na
meno zvierata. Z toho vyplyva, Ze sémanticky blizke slovd su uchovavané spolu.
Naviac, poukazuje to na skutoc¢nost, Ze slova v slovnej zéasobe nie su nahodne
uchovdvane vo forme akéhosi zoznamu, ale sU navzajom prepojené aorganizovane
uchovavané v tzv. mental lexicon (mentalnom lexikéne).

V oboch pripadoch zohrava kI'Géovld Ulohu opakovanie a takisto frekvencia
pouzivania slov, ktoré preventivne brani takymto neziaddcim efektom. Z hradiska
zabldania zohrdva podstatni ulohu aj uvedomenie si, kolko slovnej zasoby Ziaci
zabldaju. Vo vSeobecnosti sa predpoklada, Ze Ziaci zabudaju priblizne az 80 %
informécii v priebehu 24 hodin. Toto vysvetl'uje, preco je testovanie na nasledujici den
neZiadlce. Naopak, miera zabUdania sa postupne s pribddajucim ¢asom zniZuje a preto
testovanie po dlhSom case je pripustnejsie.

Ako je mozné postrehnit’ z prispevku, pamat zohrava v procese osvojovania
a vyucovania slovnej zasoby nesporne dbleZité miesto. V zavere prispevku by bolo
vhodné spomendt’ eSte nasledujice. Ide o komplexnejSi proces, zahriujlci vSeobecné
zakonitosti, ale aj individualne aspekty. Je to proces, v ktorom zohrdva délezitd dlohu
nielen samotny Ziak a spdsob, akym pamat’ vyuZiva, ale aj ucitel’, ktory Ziakom otvara
nové mozZnosti vyuZzitia pamadte a zvySovania jej vykonu.

31 SCHMITT, N.: Vocabulary in Language Teaching. Cambridge: Cambridge University Press, 2000.  s.
130.

2 porov. GAIRNS, R. - REDMAN, S.: Working with Words. Cambridge: Cambridge University Press,
1986. s. 89.
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Resumé:

Vyucovanie aucenie sa slovnej zésoby patri k jazykovym prostriedkom, ktoré
ovplyviuju dynamicky aspekt jazyka. Toto ucenie sa ¢asto spaja s pamétou. Zamerom
tohto prispevku bolo poukazat na procesy, ktoré sa spajaju s pamatou, ale taktiez
ponuknut’ moznosti na zvySenie paméatoveho vykonu v suvislosti s efektivnou a dihdobou
retenciou slovnej zasoby s vyuZitim stratégii, ktoré v nemalej miere ovplyviuju proces
zapamatania si slovnej zasoby.
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Discussions on acquisition of certain competence connected with the compulsory
education and its teaching of languages as second languages have been creating the basis
of pedagogical dicourse abroad for several years. The discussions on the Slovak
education reform that are held in the Slovak Republic lead also to the new role of the
schools with emphasis on ,,the output” — i.e. performance of the schools and competence
of the students.
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Vyty¢it Ulohu vzdelavania v kontexte nadobddania urcitych kompetencii
v stvislosti s povinnym a tzv. celoZivotnym vzdeladvanim (lifelong learning) je nelahka
Gloha, ktora sa v ostatnom case dostava do popredia zaujmu vzdelavacich politik
Statov Eurdpskej Unie, nevynimajuc Slovensku republiku.

V zahrani¢nych ¢lankoch venovanych vzdelavacim politikam jednotlivych Statov
sa opdatovne pouZivaju vtomto kontexte pojmy input aoutput. VVzdelavacie systémy,
ktoré boli riadené cez ,,input” t.j. vstupom cez tematické plany, ucebné plany, ciel'ové
pozZiadavky a.i. normativne zavazneé Skolské dokumenty sa v sU¢asnosti orientuju na
»output” t.j. na vystup, na vykony Skoly, predovsetkym na uc¢ebné vysledky Ziakov.

Vychodiskovymi dokumentmi pre zmeny v oblasti vzdelavania v SR sa stali
MILENIUM - Narodny program vychovy a vzdelavania na Slovensku na najblizsich 15-
20 rokov® a Lisabonska stratégia rozvoja konkurencieschopnosti Slovenska do roku
2010*. Novodoba ekonomicko-socialna transformacia Slovenska so sebou prinasa
poziadavku na radikéalne zvySenie intelektovej, socialnej a osobnostnej urovne jedinca.

¥ Dlhodoba koncepcia rozvoja vzdelavacieho systému v SR v duchu humanizéacie $koly prijata v roku
2000. Program suhrnne vymedzuje hlavné priority, ktoré maju reSpektovat’ a realizovat’ Statne a verejné
organy, jednotlivé Skoly a Skolské zariadenia, pedagogicky pracovnici a vSetci ostatni aktéri vzdelavacej

politiky na  Slovensku. (pozri  [online] dostupne na http://www.modernaskola.sk/directories/file-

upload/unoviny/Reforma-skolstva/Koncepcie/MILENIUM.pdf)

* Predstavitelia clenskych tatov EU vytyéili v roku 2000 na summite v Lisabone strategicky ciel’, urobit’ z
EU do roku 2010 ,,najkonkurencieschopnejSiu a najdynamickejSiu znalostni ekonomiku na svete, schopnu
udrZate'ného hospodarskeho rastu, v ktorej budl lepSie a viac pracovnych miest a vacSia socidlna
sudrznost’.* Prijali tzv. LisabonskU stratégiu, ktorej naplnenie by malo viest k dosiahnutiu vytyéeného
ciela.
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Zvysuju sa poZiadavky na flexibilnu pouZzitel'nost’ nadobudnutych vedomosti, ako aj na
d’alSie rozSirovanie vedomosti a osobnostnych kvalit ako samostatnost’, autoregulécia,
komunika¢né schopnosti, schopnost’ spolupracovat’ s druhymi, pracovat v timoch,
zvlddat arieSit konflikty, kompetentné pouZivanie jazyka, poznatkov, informacii,
techniky a i.

MSSR v stigasnosti vypracliva Ramcové programy vzdelavania a Vzdelavacie
Standardy pre jednotlivé vzdelavacie oblasti ako napr. vzdeldvacia oblast’ jazyk
a komunikécia, vzdelavacia oblast spolo¢nost a d’alSie. Vzdelavacie Standardy budd
patrit’ k tym Skolskym dokumentom, ktoré budu vymedzovat’ vykony Skoly ato takym
spdsobom, Ze vykony jednotlivca — Ziaka budi meratel'né. Vzdelavacie Standardy tak
budid odpovedou na casté kontroverzné diskusie ohladne Skolskych vystupov.
Vzdelavacie Standardy by mali totiZ presne stanovit’ vzdeldvaci ciel’ a ur¢it’ kompetencie,
ktorymi mé& absolvent po ukonéeni jednotlivych stupiiov v povinnom vzdelavani
disponovat’. Tieto kompetencie by mali byt’ rozpisané konkrétne do takej miery, aby bolo
mozné na ich zéklade vytvarat’ u¢ebné ulohy a aby sa dali pomocou testov overit’.
Kompetencie v Skolskom ponimani by tak mali pInit’ Glohu akéhosi sprostredkovatela
vzdelavacich ciel'ov, nakol'ko opisuju Strukturu poZiadaviek, ktoré su kladené na Ziaka a
udavaju droven ich zvladnutia.

Urcit vhodné kompetencie pre jazykové vzdelavanie je naro¢nd uloha. Tieto
musia vznikat’ a byt rozvijané v roznorodych uéebnych kontextoch, r6znych typoch tloh
a v rdznych situaciach, ktoré sa nemozu vztahovat’ len na dokladovanie nadobudnutych
vedomosti.

Prikladom vypracovania modelu kompetencii pre cudzojazy¢né vzdelavanie
je Spoloc¢ny eurdpsky referenény rdmec pre jazyky (SERR). Je to vyznamny projekt Rady
Eurdpy v oblasti cudzojazy¢ného vzdelavania v Eurdpe.

Pripravy projektu SERR trvali niekol’ko desatro¢i. AZ v ramci sympozia na tému
Transparentnost’ a koherencia v u¢eni sa jazykov v Europe, v roku 1991 (Ruschlikon,
Svajciarsko) prislo k zvratu smerom od diskusii a Gvah nad problémom osvojovania
si cudzieho jazyka k ulohe vypracovat’ spolo¢ny eurdpsky referenény ramec pre ucenie
sa cudzich jazykov. Vytycené ciele, ktoré tuto ulohu sprevédzali, sa orientovali
predovSetkym na podporu aulahcenie spoluprace medzi vzdelavacimi instituciami
roznych krajin, na zabezpecenie kvalitnej bazy pre vzajomné uznavanie jazykovej
kvalifikacie a v neposlednom rade na pomoc jednotlivcom a organizaciam, ktori su
zainteresovani do tvorby a procesu cudzojazy¢ného vzdelavania.

V publikéacii Spolocny eurdpsky referenchy ramec pre jazyky: ucenie sa,
vyucovanie, hodnotenie (2006), ktord nasledne vznikla, si zadefinované a opisané
komunikativne kompetencie uciaceho sa.

Dnes eSte tento projekt nie je definitivne ukon¢eny. Navrhnuté komunikativne
kompetencie referen¢ného rdmca pre jazyky tvoria iba odpordcania, ¢im reflektuju zatial
iba teoretické podklady modelu kompetencii.

Pristup referen¢ného ramca je zamerany c¢innostne. Ide o model, ktory opisuje,
¢o to znamend vediet ovladat cudzi jazyk. Weinert vo vSeobecnosti charakterizuje
kompetencie ako: ,,vrodene a nadobudnuté schopnosti a zru¢nosti, na zaklade ktorych,
je ¢lovek schopny riesit’ urcité problémy. S tymito je spojend bezprostredne motivacna,
vOlova asocidlna pohotovost aschopnost’ jedinca UspeSne azodpovedne vyuZivat
rieSenia tychto problémov v roznych situaciach” (Weinert 2001, s. 27). V sulade
s definiciou od Weinerta, zohladnuje takyto ¢innostne zamerany pristup poznavacie,
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emocionalne a vdlové moznosti uciaceho sa ako aj Siroké spektrum schopnosti, ktoré
vyuZiva ako spolo¢ensky faktor. Jazykova kompetencia by teda podl'a uvedeného tvorila
dispoziciu jednotlivca, ktord by ho opraviovala GspeSne rieSit konkrétne jazykové
situdcie, v sulade s nastolenymi poziadavkami. Kompetencie umoznuju pouZivatel'ovi
jazyka jednat’, konat’, ¢o by vSak bez spojenia prvkov vedomosti, zru¢nosti a postojov
nebolo mozné.

Mozeme teda konstatovat’, Ze kompetencie vo vyuébe cudzich jazykov vykazuju
vel'mi podobné znaky s akymikol'vek kompetenciami z inych oblasti stym rozdielom,
Ze stratégie a ¢innosti, ktoré aktivuja jednotlivci pre splnenie Glohy v konkrétnej situacii,
orientuju predovSetkym na zapajanie do jazykovych procesov a cinnosti s cielom
vytvorit’ alebo prijimat’ text/texty.

Povedzme, Ze Ziak nadobudol poznatky o zvukovom systéme istého cudzieho
jazyka. Tieto sa vSak nedaju vyuzivat’ izolovane, deskriptivne. Nevyhnutne musia byt
aplikované v istom kontexte reality, aby sme mohli hovorit’ o schopnostiach, t.j. Ziak vie,
je schopny ¢itat/hovorit v danom cudzom jazyku. To znamena, Ze na to, aby sa
z vedomosti stali schopnosti, musi dojst’ k pouZitiu tychto vedomosti v nejakom realnom
kontexte. Ak nie sme schopni dat’ do vztahu vedomosti s realitou, v tom pripade mézeme
hovorit’ len o nadobudnutych vedomostiach. Ak je vSak aplikovany vztah medzi
vedomost’ami a realitou, mdZeme hovorit’ o istej zru¢nosti. Vo vyucbe cudzich jazykov sa
pouzivaju pojmy zru¢nost’ ¢itanie, pisanie, hovorenie a zru¢nost’ poclvanie. lde tu
o aplikaciu nadobudnutych vedomosti v realnom kontexte. O kompetencii v kontexte
vyucby cudzich jazykov méZeme nésledne hovorit' aZz vtedy, ak dojde k zlGc¢eniu
jazykovych vedomosti, zru¢nosti a vlastnych postojov pri urcitej ¢innosti, t.j. pri tvorbe
alebo recepcii textu.

Pocas c¢innosti, ktoré jednotlivec v priebehu komunikécie vykonava, rozvija cely
rad kompetencii. Kompetencie, ktoré referencny rdmec deli do dvoch hlavnych kategorii,
sa pokusime na tomto mieste bliZSie charakterizovat. Prv( kategoriu tvoria tzv.
vSeobecné kompetencie, ktoré nie su pre jazyk charakteristické, ale si nevyhnutné pre
rézne ¢innosti vratane jazykovych ¢innosti.

Medzi vSeobecné kompetencie zaraduje SERR deklarativne vedomosti,
sociokultdrne vedomosti, medzikultirne povedomie, zruc¢nosti a praktické schopnosti,
existencionalne vedomosti ako aj schopnost’ u¢it’ sa ucit’. VVSeobecné kompetencie su pre
komunika¢ni kompetenciu potrebné, avSak tieto nie su bezprostredne spaté s jazykom.
Ide predovsetkym o tie vedomosti, zruc¢nosti a praktické schopnosti, ktoré pomahaju
uciacemu sa uchopit’ auvedomit’ si vztah kultiry ajazyka. Vztah jazyk a kultura
nevyhnutne patria do procesu vyuéby cudzieho jazyka aje mozné sa ich naugit. Ziak si
prostrednictvom vedomosti o svete, ktoré sa tykajd spolo¢nosti a kultury spolocenstva, v
ktorej sa jazyk pouziva, uvedomuje vlastnd kultdru. Konfrontuje regionélnu
a spolocensku réznorodost’ vlastného sveta a sveta cielového spolocenstva. Cielenym
sprostredkovanim vztahov oboch kultir dochadza napokon ku kompetencii vediet’ dat’ do
vzajomnej suvislosti vychodiskovl a cielovd kultdru a vediet' prekondvat stereotypné
vztahy, ktoreé pri tejto konfrontacii bezprostredne vychadzaju na povrch. Je vSeobecne
zn&me, Ze potreba medzikultirnej (inde interkultirnej) dimenzie mé& vo vyucbe cudzich
jazykov popri osvojovani si jazykovych vedomosti a zru¢nosti zameranych predovsetkym
na lexikalnu, gramaticku, sémantick(, fonologickd, ortografickd a ortoepick( presnost’
svoje pevné miesto. Sved¢i otom usporiadanie viacerych konferencii avedeckych
podujati ako napriklad Kurturoldgia v procese osvojovania cudzich jazykov (Nitra 2002),
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Inonéarodné sociokultirne fenomény a cudzojazy¢né vzdelavanie (Nitra 2003), Odborny
jazyk a interkultirna komunikacia (Banska Bystrica 2007) a i.

Kategodria vSeobecnych vedomosti referenéného rdmca je rozmanita, nakorko
zahfna viaceré relevantné aspekty potrebné pre komunikéciu s 'ud'mi z iného kultirneho
prostredia. V sulade s referencnym rdmcom pre ucenie sa cudzich jazykov je potrebné
uc¢iacemu sa sprostredkovat’:

o0 vedomosti, ktoré sa viazu na rdzne miesta, osoby, predmety, udalosti, procesy
a i., s ktorymi sa jednotlivec pocas pouzivania cudzieho jazyka stretava, dolezité
su teda aj faktografické vedomosti a to ¢i uz geograficke, ekonomicke, politicke,
demografickeé alebo politické;

0 vedomosti, ktoré sa tykaju danej spolo¢nosti a kultiry spolocenstva cudzej krajiny
ako napr.: poznatky o Zivotnej drovni, kazdodennom Zivote, medziludskych
vztahoch, hodnotach, postojoch a presvedceniach daného spolocenstva,
o0 spolo¢enskych konvenciach, o dodrziavani zvyklosti pri roznych prilezitostiach
a dalSie;

o0 vedomosti, ktoré su charakterizované ur¢itymi vztahmi a otvorenosti voci novym
skasenostiam, inym osobadm a myslienkam, inej kultare a kultdrnym odlisnostiam.
Druhu kategériu kompetenéného modelu pre cudzie jazyky tvoria komunikacné

jazykové schopnosti, ktoré mézeme charakterizovat’ ako komunikaéné kompetencie, ktoré
pouzivatel' jazyka vyuziva spolu so vSeobecnymi kompetenciami pri realizacii
komunika¢ného zameru.

Komunika¢nd kompetencia referenéného ramca sa sklada ztroch zlozZiek: Z
jazykovej kompetencie, ktora v sebe zahiiia jazykové vedomosti a pravidla, pomocou
ktorych tieto vedomosti Ziak pouziva. Jazykova kompetencia umozZiuje jednotlivcovi
konat, je ale viazana na pouZzitie konkrétnych jazykovych prostriedkov. Lingvisticky
slovnik charakterizuje jazykovu kompetenciou ako ,,subor poznatkov o jazyku, znalost’
jazykového systému aschopnost’ tento systém uplatiovat’ v Sirokom spolo¢enskom
kontexte* (Mistrik, 2002, s.8).

Poznanie sociokultdrnych podmienok pri pouzivani cudzieho jazyka zahina
sociolingvalna kompetencia. Pragmaticka kompetencia, ktord zahtiia funkc¢né pouzivanie
jazykovych prostriedkov, tvori tretiu zlozku komunikacnej kompetencie referenéného
ramca pre jazyky.

Zaver

Metodologickd ¢innost’ ucitela vo vyucbe cudzich jazykov by mala spocivat
v zadavani uUloh pre Ziaka, ktoré tvoria subor prileZitosti pre rozvoj kompetencii
vztahujlcich sa na konkrétnu realnu situaciu. Kompetencie sa nevztahuji na obsah
vzdeldvania, ale na vystup vzdelavania. Tento fakt poukazuje na skuto¢nost, Ze
kompetencie sa nedaju ,,vyucovat™, ale je ich potrebné Ziakov naucit. Zaroven, ked’ze
kompetencia netvori izolovanu entitu, ale je v izkom vztahu s ostatnymi kompetenciami,
tieto sa navzajom prelinaju a dopliuji. Rozvijanie jednej kompetencie automaticky
umoznuje transfer nadobudnutych skisenosti pre rozvoj dalSich kompetencii. Ugitel
cudzich jazykov nevyhnutne potrebuje zmenit’ povahu toho ¢o a ako ma ugit,, potrebuje
zmenit’ ucebny Styl a metodoldgiu vyucby. Potrebuje vytvorit’ ucebné podmienky pre
efektivne nadobddanie vedomosti v roznych kontextoch blizkych reélnemu Zivotu,
ukazat’ a pomoct’ u¢iacemu sa rozvijat’ kompetencie pre pochopenie kontextu reality, aby
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ho bol schopny interpretovat, aby bol schopny zatriedovat nadobudnuté vedomosti
a tieto bol nésledne schopny operacionalizovat’ v realnych podmienkach.

Druhou charakteristikou kompetencii je, Ze sa viazu na hodnoty a postoje.
Hodnotam a postojom sa neda naucit’, daju sa len rozvijat. Kedze kompetencie su
rozvijané prostrednictvom cinnosti a interakcie a to tak formalne, t. j institucionalne ako
aj neformélne, v rodine, prichadzaju Ziaci do $kdl uz s vlastnymi postojmi a hodnotami
z prostredia, v ktorom Ziju. Nelahkou ulohou cudzojazyéneho vzdelavania je priviest
Ziaka k tomu, aby porovnaval a konfrontoval svoje hodnoty a postoje s hodnotami
a postojmi druhych Tudi.

Urcit' jednotlivé kompetencie pre jazykové vzdelavanie, ktoré by sa vztahovali
na dokladovanie ovladania cudzieho jazyka je naro¢nd uloha. Uvedené vSeobecné
a jazykové kompetencie vSak nemézeme chapat’ ako isti nahradu vzdelavacich cielov.
Ide skor o vyzvu azamyslenie sa nad hladanim nového opisu istych poZiadaviek na
vyucébu a uc¢enie sa cudzich jazykov.
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Resumé

Kompetencie Ziakov v zmysle vystupov vzdelavania, maju tvorit’ o.i. podklad
pre spolo¢ensko-vzdelavacie zmeny v SR. V prispevku uvadza autorka ako priklad
vypracovania modelu kompetencii pre cudzojazy¢né vzdeladvanie Spoloény eurdpsky
referencny ramec pre jazyky (SERR). Poukazuje na skuto¢nost’, Ze zakladne, zatial’ iba
teoretické idey modelu kompetencii v referenénom ramci, musia byt najprv
interpretované a prispésobené vlastnym regionalnym a narodnym podmienkam.
Néasledne mézu byt tieto premietnuté do obsahu vyucby konkrétneho cudzieho jazyka
s presnym zadefinovanim Urovne osvojovania jazyka, pouZitia jazykovych prostriedkov
a nadobudnutia konkrétnych meratel’nych kompetencii. O kompetencii v kontexte vyucby
cudzich jazykov mozeme hovorit’ az vtedy, ak ddjde k zluceniu jazykovych vedomosti,
zruénosti a vlastnych postojov pri konkrétnej jazykovej ¢innosti, t.j. pri tvorbe alebo
recepcii textu.
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